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Introduction
The Teacher Education Ministerial Advisory Group (TEMAG) concluded that while there
are examples of excellent teacher education practice in Australia, significant improvement
to the content and delivery of teacher education programs is needed (Teacher Education
Ministerial Advisory Group, December 2014). The Australian Government’s response to this
report assures swift and decisive action to assure:
 Stronger quality assurance of teacher education courses
 Rigorous selection for entry to teacher education courses
 Improved and structured practical experience for teacher education students
 Robust assessment of graduates to ensure classroom readiness
 National research and workforce planning capabilities.
This stimulus paper argues that ‘robust assessment of graduates’ is a core component of
‘stronger quality assurance of teacher education courses’ and makes some suggestions for
doing so.
Linda Darling Hammond and her colleagues have argued for some time that framing
teachers’ work in terms of what they should know and be able to do is a valid way of
capturing the complexity of teachers’ work (e.g. Darling-Hammond & Bransford, 2005).
During the 1990s and early 2000s, a lot of work was done across Australia in developing
professional standards for teaching but this was done by groups working somewhat
independently of each other with the resulting standards often being used in differing and
unconnected ways (e.g. Australian Association of Mathematics Teachers, 2006; Australian
Science Teachers Association, 2002; Mayer, Mitchell, Macdonald, & Bell, 2005; Ministerial
Council on Education Employment Training and Youth Affairs, 2003; Standards for Teachers
of English Language and Literacy in Australia (STELLA), 2002). So, while statements of
professional standards are usually intended to create a shared and public ‘language of
practice’ that describe how the specialised knowledge of teaching is used in practice and
also be a vehicle for assessing and judging professional activity (Yinger & Hendricks-Lee,
2000), the standards landscape in Australia until relatively recently has been somewhat
fragmented and uncoordinated.
With the establishment of the Australian Institute for Teaching and School Leadership
(AITSL) in 2010 and its brief to oversee the development of national professional standards
for teachers and principals, national regulation of teacher education accreditation, teacher
registration, and national professional development for teachers and school leaders, a set
of professional standards for teachers was developed and endorsed nationally in 2011
(Australian Institute of Teaching and School Leadership, 2011b). These standards are
grouped into three domains of teaching; Professional Knowledge, Professional Practice
and Professional Engagement, and include descriptors of four professional career stages
- Graduate, Proficient, Highly Accomplished and Lead, with the Graduate level of most
relevance for teacher education in that they describe what graduates from initial teacher
education programs should know and be able to do.
In addition, AITSL developed Program Standards for the Accreditation of Initial Teacher
Education (Australian Institute of Teaching and School Leadership, 2011a) and included
an espoused focus on outcomes with one of the six principles underpinning accreditation
being, ‘The accreditation process sets high standards for graduate outcomes, and focuses
on ensuring these are met’ (Australian Institute of Teaching and School Leadership, 2011a,
p.1). Indeed, the Program Standards that initial teacher education programs must meet to
be nationally accredited, includes Standard 1: Program outcomes -

An approach to the accreditation of initial teacher education programs based on evidence of the impact of learning teaching, AITSL, 2015

1

InSights

1.1 At the time of initial accreditation, providers must show that graduates of their
programs will meet the Graduate career stage of the Australian Professional
Standards for Teachers and how this will be demonstrated.
1.2 At the time of re-accreditation, providers must demonstrate that graduates of
their programs meet the Graduate career stage of the Australian Professional
Standards for Teachers.
(Australian Institute of Teaching and School Leadership, 2011a, p.12)

However, even though there are now nationally endorsed professional standards for
teachers and an espoused focus on the outcomes of initial teacher education as a key
framing for judging the quality of the programs, initial teacher education programs are
largely still accredited and re-accredited using input criteria like measures of entry into
teacher education programs and judgments about program content. Evidence of graduate
outcomes, that is, of the impact of the teacher education program on teacher learning
and then on student learning, is rarely captured. Key questions to be asked to inform an
outcomes-focussed orientation to the accreditation of initial teacher education programs
include:
 What should beginning teachers know and be able to do?
 How can judgments be made about what beginning teachers know and can do?
 What do stakeholders say about the preparedness and effectiveness of graduates?
This paper focuses on an outcomes approach to judging the quality of initial teacher
education that is informed by these questions. It argues for two ways in which teacher
education providers can demonstrate ‘evidence of impact’ as part of a stronger system
of professional accountability for teacher education and accreditation of initial teacher
education in Australia:
1. Robust assessment of graduating teachers against the Australian Professional
Standards for Graduate Teachers
2. Longitudinal tracking of preservice teachers into beginning teaching involving
satisfaction surveys from the point of view of the preservice teachers and then
beginning teachers, as well as employers.
The paper examines each of these approaches, reviews exemplars from North America and
Australia, and suggests next steps to developing and trialling an Australian approach to
common assessments of graduating teachers against standards and progress measures
of graduates’ early career effectiveness. These are but two approaches that could be used
in the accreditation of initial teacher education programs based on evidence of the impact.
Others like classroom observations, practicum assessments and HEI-based assessments
of content and other professional knowledge would complement the two approaches in this
paper to form a comprehensive ‘evidence of impact’ approach, but they are not examined in
this paper.
First, I provide some suggested guiding principles for an accreditation system driven by such
‘evidence of impact’. An agreed set of guiding principles is needed to frame a comprehensive
and cohesive approach by which teacher education providers can demonstrate the impact of
their programs on teacher learning that enhances student learning.
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Guiding principles for an accreditation
system driven by evidence of impact
 Purposes of accreditation:
• Provide quality assurance/ accountability
• Support continuous program improvement and ongoing innovation
 Accreditation processes are outcomes-focussed and evidence-informed
 The focus is on what it is that beginning teachers should know and be able to do to
be (i.e. the professional standards … need to ensure these are research-informed,
consistently understood and accurately interpreted, and reflect the changing demands
of the teaching workforce), professional standards for teaching must be based on
a close examination of the work of teachers, their professional judgments, and the
practice of teaching in relation to student learning (Darling-Hammond, 2013).
 The impact of teachers on P-12 student learning and development provides the
ultimate framing to understand the effectiveness of initial teacher education programs
but this link must be understood in such a way that accounts for the diversity of
learning and teaching contexts in which preservice teachers are placed and beginning
teachers work
 Recognition that initial teacher education providers are diverse and that there are
multiple ways to prepare teachers and demonstrate high quality outcomes
 An evidence-informed process involves:
• data collection and monitoring
• participation of and feedback from appropriate stakeholders
• analysis of the results of quantitative and qualitative measures
• using evidence to increase the effectiveness of preparation programs
 The onus is on initial teacher education providers to select and document relevant
evidence that their graduates meet the Graduate career stage of the Australian
Professional Standards for Teachers. This involves analysing and interpreting all
relevant evidence. Prescription about exactly what evidence is to be utilized is to be
avoided but formative feedback on how providers are progressing with this work is
helpful and recommended
 Continuous improvement is demonstrated by evidence of:
• regular and systematic data-driven analysis and appropriate changes to the
provider’s programs as needed
• evidence that changes are grounded by research and evidence from the field as
well as data analyses from the provider’s own system
• the provider’s investigations of the effects of changes, determining whether they are
improvements.
 The role of (re)accreditation is to assure teacher candidates, parents, employers,
policymakers, and the public that the claims and promises a provider makes about its
quality are true
 Applies to both traditional and non-traditional (i.e. alternative) teacher education
pathways and providers
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1. Robust assessment of graduating
teachers against the Australian
Professional Standards for Teachers
As noted in the introduction, while professional standards for teaching are now embedded
into many regulatory systems, entry into the profession is often regulated by authorities
using program design or input models to make decisions about teacher registration and
readiness to teach. Authentic assessments of the actual professional practice of graduating
teachers in the workplace, incorporating multiple measures, and focussing on judging the
impact of teachers on student learning, are not always used as means to assess graduate
readiness to teach. As Zeichner suggests,
[o]nce the activities of teachers are identified, the curriculum of teacher
education programs should focus on preparing teacher candidates to know
and do these things. Teachers should be evaluated on how well they know and
do them rather than on the completion of certain required courses. (Zeichner,
2012, p.377)
This means providing opportunities for preservice teachers, close to point of graduation, to
provide evidence of their effectiveness as beginning teachers. But currently the means used
to judge graduates as meeting the standards are not always reliable, including for example,
tick a box approaches to a list of competencies, proxies like passing university assignments,
and the subjective comments of supervising teachers. Indeed, some of the ways in
which judgments are made about graduate teacher capability and the value of teacher
education are ‘not particularly helpful and can be harmful’ (Darling-Hammond, 2013, p.148).
Assessments such as the practicum report do ‘not address important differences in context
and content, and they ignore ... the influence of teaching on learning’ (Darling-Hammond &
Snyder, 2000, p525).
Several characteristics (including teaching ability, subject matter expertise, and content
pedagogy) are important when measuring teaching impact on student learning (e.g.
Darling-Hammond & Youngs, 2002). Because no one single factor can be identified as the
sole contributor to the impact a teacher has on student learning, evaluation of teachers on
multiple measures is essential. In their some-what seminal paper, Darling-Hammond and
Snyder proposed five aspects of authentic assessment to judge teaching:
1. The assessments sample the actual knowledge, skills and dispositions desired of
teachers as they are used in teaching and learning contexts, rather than relying on
more remote proxies.
2. The assessments require the integration of multiple kinds of knowledge and skill as
they are used in practice.
3. Multiple sources of evidence are collected over time and in diverse contexts.
4. Assessment evidence is evaluated by individuals with relevant expertise against
criteria that matter for performance in the field.
5. The assessment practice includes multiple opportunities for learning and practicing
the desired outcomes and for feedback and reflection, ... in order to develop as well
as measure teaching judgement and skill.
(Darling-Hammond & Snyder, 2000, p. 526-528)
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Increasingly, any authentic assessment of readiness to teach, includes a focus on
candidates’ application of subject-specific pedagogical knowledge that research finds to
be associated with successful teaching (e.g. Darling-Hammond, 2006c; Darling-Hammond
& Bransford, 2005). Moreover, the importance of assessing the dimensions of teachers’
work linked to successfully working with diverse student groups is highlighted. For example,
with her colleagues at Boston College, Marilyn Cochran-Smith has challenged much of the
discourse about the pervading ‘cultures of evidence’, highlighting the absence of cultural
understandings and nuances in many approaches to gather and use evidence. They identify
four key aspects designed to capture a more nuanced approach to evidence involving: (1)
development of a portfolio of studies about processes and outcomes; (2) recognition that
teacher education always poses values questions as well as empirical questions; (3) an
exploratory, open-ended approach to evidence construction; and, (4) multiple structures
that institutionalize evidence collection and use locally and beyond (Cochran-Smith & the
Boston College Evidence Team, 2009).
In recent years, Australian teacher educators have begun exploring, implementing and
investigating various approaches to authentic assessment of graduates for beginning
teaching:
Authentic assessment requires preservice teachers to deploy combinations
of knowledge, skills, and dispositions in their professional life. Authentic
assessment makes the core aspects of teaching visible and measurable
against a set of agreed standards. Authentic tasks engage preservice teachers
in processes that are necessary to act professionally in planning curriculum
units for a specific group of students, designing episodes of teaching,
teaching, and evaluating the effectiveness of their teaching. Authentic
assessment, therefore, requires preservice teachers to be explicit about their
thinking and decision-making in designing teaching episodes, to reference the
sources and rationale for their ideas, and to reflect upon the actual teaching
experience and plans for revising and redesigning the teaching episodes. (The
State of Queensland (Queensland College of Teachers), 2012, p.25).
The above mentioned report proposes features of a high quality assessment system
to ensure quality graduates from preservice teacher education programs (The State of
Queensland (Queensland College of Teachers), 2012):
1. The system is based on principles of authentic assessment.
2. It is a system of assessment that is moderated within programs, informed by sharing
quality assessment practices across the sector, and meets the requirements of
reliability and validity.
3. It is a system that enhances the capacity of preservice teachers for self-assessment
and reflection on their levels of developing knowledge and practice.
4. It captures the complexity of teaching.
5. It captures the multifaceted nature of teaching in a comprehensive manner.
6. It reflects the overall goals for education in Australia as currently agreed and
elaborated in the Melbourne Declaration.
7. It aligns with current national and state professional standards.
8. It has support from key stakeholders.
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a) Capstone authentic teacher assessments
Portfolio assessments are widely used in teacher preparation programs, most often as
a form of ‘capstone’ or culminating assessment (St. Maurice & Shaw, 2004), and can
be structured and unstructured. Structured portfolios are those that require preservice
teachers to submit specific artefacts of teaching in response to standardized prompts.
These artefacts and responses are then scored in a standardized way by trained scorers
using rubrics. With unstructured portfolios, what and how artefacts are selected varies. For
example, in a ‘showcase portfolio,’ preservice teachers are free to choose artefacts that
represent their ‘best work’. In portfolios that are meant to be used as a tool for professional
learning, preservice teachers’ selection may be more scaffolded to include specific
artefacts, such as a statement of teaching philosophy, a videotape of their teaching, lesson
plans or units, or original curriculum materials they have developed, with accompanying
analytical reflections. While a great deal of time and effort goes into the compilation and
assessment of these portfolios, they serve primarily a formative purpose (Mayer, Pecheone,
& Merino, 2012). However, if a portfolio is to be used to support a graduation or registration
decision, then psychometric issues need attention:
[A teacher’s portfolio] can be used as a summative evaluation tool, but
to do so requires a much more structured process and a complex set of
assessment strategies. The assessment component requires clear criteria, an
established set of reliable and valid scoring rubrics, and extensive training for
the evaluators in order to ensure fairness and reliability. These considerations
can all be met, but they are often beyond the capacity or the will of a local
university. (Wilkerson & Lang, 2003, pp.94-95).

Performance Assessment for California Teachers (PACT)
One example of a structured portfolio used for high stakes credentialing decisions is the
Performance Assessment for California Teachers (PACT) - see http://www.pacttpa.org/.
PACT represents a multiple measures assessment used for beginning teacher registration
in California and is designed to collect evidence of graduating teachers’ content and
pedagogical knowledge as well as their higher-order thinking skills (Pecheone & Chung,
2006). It comprises a Teaching Event and Embedded Signature Assessments (ESAs). The
Teaching Event is a common capstone assessment across all teacher education programs
and measures the teaching standards for California student teachers, while the customized
ESAs measure program specific outcomes (for example, related to a program’s mission
and purpose) as well as teaching standards not able to be adequately measured by the
Teaching Event. Together, as shown in the diagram below, they form a comprehensive
teacher performance system to inform the accreditation of teacher education programs in
California and the credentialing (registration) of graduates for teaching.
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The Teacher Performance Assessment System
Embedded Signature Assessments
in Local Programs (examples)

Child Case
Studies

Analyses
of Student
Learning

Curriculum/
Teaching
Analyses

Observation/Supervisory Evaluation & Feedback

The Capstone
Teaching Event
Teaching Event
Demonstrates

Planning
• Instruction
• Assessing
• Reﬂecting
•

• Academic
Language

From http://www.pacttpa.org/
A Consortium of 32 pre-service teacher preparation programs throughout the state of
California developed the PACT Teaching Event and contribute annually with the ongoing
improvements of the assessment. Institutions collaborated to prepare the Technical Report
(Pecheone & Chung Wei, 2007) outlining the validity and reliability studies supporting
the claim for PACT to be a recognised Teacher Performance Assessment mechanism for
credentialing and accreditation by the California Commission of Teacher Credentialing,
the regulatory authority in California. In addition, institutions use the data about their own
candidates to inform continuous program improvement.
The design of the Teaching Event was informed by the portfolio assessments of INTASC (the
Interstate New Teacher Assessment and Support Consortium) and the National Board for
Professional Teaching Standards, incorporating:
[A]rtefacts created while teaching, accompanied by commentaries that
provide context and rationales needed to understand and interpret the
artefacts. The common assessment was also to place student learning at the
center, with special attention to subject-specific pedagogy and the teaching
of English Learners. The assessment design chosen was that of a portfolio
assessment, with Context, Planning, Instruction, Assessment, and Reflection
tasks documenting a brief segment of learning. An integrated task design was
chosen to prompt candidates to make connections between these different
teaching tasks, and to provide evidence to understand a candidate’s teaching
of a brief learning segment in some depth through the distinct lenses provided
by the different tasks. (From ‘A Brief Overview of PACT’, available
http://www.pacttpa.org/)
Thus, the PACT Teaching Event assesses ‘the planning, instruction, assessment, and
reflection skills of student teachers against professional standards of practice’ (DarlingHammond, 2006a, p.121) with tasks ‘designed to measure and promote candidates’
abilities to integrate their knowledge of content, students and instructional context in making
instructional decisions and to stimulate teacher reflection on practice’ (Pecheone & Chung,
2006, p.24). Features include:
 A focus on student learning - on strategies used to support students’ learning and
opportunity to explain the thinking underlying teaching decisions
 A focus on a learning segment (3 to 5 hours of instruction, i.e., an instructional unit or
part of a unit). A series of lessons that build upon one another towards a central goal
or focus, not on individual lessons
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 Submission of teaching artefacts and analyses, including lesson plans, copies of
teaching resources and assessment materials, one or two video clips of teaching,
a summary of whole class learning, and an analysis of student work samples. In
addition, commentaries describing the teaching context, analysing teaching practices,
and reflecting on what was learned about teaching practice and students’ learning, are
completed.
The Teaching Event is designed to be subject specific with Handbooks for each of 19
secondary teaching areas and six elementary (primary) areas – see below (full handbooks
are available http://www.pacttpa.org/). Also, Multiple Subject (elementary) candidates
complete three additional Teaching Event tasks so that they are assessed in each of the
core content areas (literacy, mathematics, history-social science, and science) taught in
elementary schools.
Single Subject (Secondary) Teaching Event Handbooks:
1.

Agriculture (General)

2.

Agriculture (Science Emphasis)

3.

Agriculture Technology and Design

4.

Art

5.

Business

6.

English-Language Arts

7.

Health Science

8.

Home Economics

9.

History & Social Science

10. Industrial Technology Education
11. Mathematics
12. Music
13. Physical Education
14. Science
15. World Languages
16. Bilingual English-Language Arts
17. Bilingual History-Social Science
18. Bilingual Mathematics
19. Bilingual Science

8

An approach to the accreditation of initial teacher education programs based on evidence of the impact of learning teaching, AITSL, 2015

InSights

Multiple Subject (Elementary) Teaching Event Handbooks:
1.

Elementary Literacy

2.

Elementary Mathematics

3.

Bilingual Elementary Literacy

4.

Bilingual Elementary Mathematics

5.

Concurrent MS/ Educational Specialist – Literacy

6.

Concurrent MS/ Educational Specialist – Mathematics

Teaching Events include 5 required tasks in the areas of:
1. Context for Learning
2. Planning Instruction & Assessment
3. Instructing Students & Supporting Learning
4. Assessing Student Learning
5. Reflecting on Teaching & Learning
Appendix A provides the Elementary Mathematics Teaching Event Handbook as an
example.
The tasks are completed and submitted as structured portfolios which are scored on
multiple rubrics linked to the planning, instruction, assessment, and reflection dimensions
of teachers’ work against professional standards of practice, and including academic
language:
1. Planning
a. Establishing a balanced instructional focus
b. Making content accessible
c. Designing assessments
2. Instruction
a. Engaging students in learning
b. Monitoring student leaning during instruction
3. Assessment
a. Analysing student work from an assessment
b. Using assessment to inform teaching
c. Using feedback to promote student learning
4. Reflection
a. Monitoring student progress
b. Reflecting on learning
5. Academic language
a. Understanding language demands and resources
b. Developing students’ academic language repertoire
Appendix B provides the Elementary Mathematics Rubrics as an example.
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A score of 2 is considered a passing score on each rubric. Scores of 3 and 4 represent
increasingly strong performance. A score of 1 identifies an area in which the teaching event
did not meet expectations. To meet state required expectations on the teaching event, a
candidate must pass all five categories (Planning, Instruction, Assessment, Reflection, and
Academic Language) and have no more than 2 failing scores of “1” across all rubrics. To
pass a category, a candidate must have a majority (at least half) passing scores within the
category:
 In Planning, two out of three scores must be a “2” or higher;
 In Instruction, Assessment, Reflection, and Academic Language, one out of two scores
must be a “2” or higher.
Individual candidates’ PACT scores, like other licensing test scores and academic records,
are confidential and are not to be released without the prior consent of individual teachers
to employers or induction programs. Institutions are required to submit to the California
Commission on Teacher Credentialing summary information (including both demographic
data and score results for each candidate in the program and a program summary of
scores/ composite scores) about the approved Teaching Performance Assessments (like
PACT) that are used to determine candidate competence and program effectiveness,
including how assessors are trained, how often the scoring is calibrated, and the information
particular to the location for how the TPA is administered. This is combined with other
program effectiveness information such as the results of surveys of completers and their
employers to determine whether the program adequately prepared educators for their
positions in school districts. A key question that is then asked by accreditation reviewers
is ‘What is the evidence that a program gathers from each candidate to demonstrate
competency or completion of the program and by what means is that evidence judged?’
Brent Duckor and his colleagues (Duckor, Castellano, Téllez, Wihardini, & Wilson, 2014)
analysed score data from a large sample of teacher candidate responses across two
public California university systems and found a sufficient degree of internal structure
validity evidence to support the continued use of the PACT instrument as intended to
measure California teacher candidates’ “skills and abilities” in accordance with the state’s
professional standards in teaching. Their quantitative study of the Elementary Literacy
Teaching Event reveals that item responses and teacher candidate proficiencies can be
modelled employing well-established item response measurement models, which yield
useful information for more valid score interpretation (p.413). However, (Ajayi, 2014)
examined the appropriateness of PACT as an instrument of assessing English-language
arts teacher candidates’ effectiveness in a rural border community and questioned its
effectiveness given the ways in which schools constrain candidates’ abilities to develop
culturally relevant practices. Moreover, there are increasing claims for research to judge the
content and psychometric quality of instruments like PACT (Gitomer & Zisk, 2015; Tretter,
Brown, Bush, Saderholm, & Holmes, 2013).
PACT and the Stanford Center for Assessment, Learning and Equity (SCALE) partnered
with the American Association of Colleges for Teacher Education (AACTE) to create and
deliver a support and assessment program for teacher candidates to be used across
the US – known as edTPA, see https://scale.stanford.edu/teaching/edtpa, http://edtpa.
aacte.org/ and http://www.edtpa.com/. More than 1,000 teachers and teacher educators
from 29 states and 400 institutions participated in an extensive, multi-year development
process including pilots and field tests with thousands of candidates. edTPA aims to
provide a common set of expectations for licensure and nationally available performance
standards (cut-scores) that can be used across programs and states to support licensing
of new teachers and/or program accreditation. It is available nationally in over 27 individual
content areas and was nationally validated in 2013 to establish its reliability and validity
(Pecheone, Shear, Whittaker, & Darling-Hammond, 2013). However, it has been argued
that moving this to scale and including the administration and support of Pearson
Education Inc. (see http://www.pearsonassessments.com/teacherlicensure/edtpa.html),
has compromised the use of such assessments to inform program improvement (e.g.
Cochran-Smith, Piazza, & Power, 2013).
10
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Deakin Authentic Teacher Assessment (ATA)
In 2010, Deakin University in Australia drew on both the structure and the content of
PACT to inform the design, implementation and evaluation of what is now known as the
Authentic Teacher Assessment (ATA) where graduates of the teacher education programs
demonstrated their effectiveness in relation to the work of teachers in the workplace as
framed by relevant professional standards for teaching. Like PACT, the ATA was designed to
include ‘multiple measures that allow a comprehensive view of what candidates learn and
what a program contributes to their performance’ (Darling-Hammond, 2006a, p.135). Five
activities were designed to reflect components of teachers’ work:
1. Context for Learning: Preservice teachers write about the learning
context within which they are working, describing the school and
the classes they teach and factors impacting on the learning
environment.
2. Planning Teaching and Assessment: Preservice teachers describe,
explain, and justify their teaching and assessment plans for a
sequence of 5-8 lessons.
3. Teaching Students and Supporting Learning: Preservice teachers
videotape themselves teaching, submit a ten-minute segment of
the video, and contextualize and reflect on the video segment in an
accompanying written statement.
4. Assessing Student Learning: Preservice teachers report on their
assessment tasks providing samples of students’ work and describe
how the assessment outcomes are informing ongoing planning and
teaching.
5. Reflecting on Teaching and Learning: Preservice teachers provide an
analysis of their teaching practice and students’ learning and how
they have used this to improve their teaching practice.
(Deakin University, 2010-2012)
The ATA was assessed using rubrics framed by these aspects of teachers’ work and the
relevant professional standards.
In 2010, an evaluation investigated the initial implementation of the ATA with 30 pre-service
teachers enrolled in a Master of Teaching, the classroom teachers who supervised them
during the practicum, and the academics involved in the implementation of the ATA. The
evaluation was guided by four key research questions:
1. Is the Deakin ATA a valid measure of professional practice for beginning to teach?
2. What are the key considerations in the development and implementation of the Deakin
ATA as a capstone assessment in teacher education courses?
3. How does the Deakin ATA inform course evaluation and course improvement?
4. How does the Deakin ATA impact pre-service teachers’ professional learning?
Appendix C provides the 2010 ATA Handbook which was developed and used in the trial
that was evaluated.
The findings of the evaluation project are analysed and reported in the evaluation report
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(Dixon, Mayer, Gallant, & Allard, 2011) and also in a chapter currently in press (Mayer, Allard,
Moss, & Dixon, in press 2015), as well as referred to in (Allard, Mayer, & Moss, 2014). Some
of the findings are repeated here for this paper.
Overall, the evaluation found that the preservice teachers, the classroom teachers who
supervised them and the university academics all considered the ATA to be an authentic
assessment of beginning teacher readiness. Preservice teachers reported it as being a
more effective measure of their readiness for teaching work than an essay or other written
assessments, and that at the same time it provided them with an opportunity to learn about
and reflect on themselves as teachers. In addition, they reported that completing the ATA
helped them better understand the range of skills and understandings encompassed in
the professional standards and what those standards meant in practice. Despite some
challenges associated with being a ‘visitor’ in someone else’s classroom – as preservice
teachers invariably are during the practicum – all the preservice teachers reported that
they were able to undertake activities appropriate for the subject and year level they were
teaching when completing the ATA (noting that the ATA Handbook included generic
activities intended to be relevant to all teaching areas, rather than subject-specific tasks as
in PACT).
Both the preservice teachers and the practicum supervisors highlighted the importance
of having an extended, intensive period of practicum in order to complete the ATA, and
that a four-week block of time in schools was the minimum length of time needed. Even
with a four-week block, one preservice teacher experienced timetable constraints which
impacted their ability to complete the tasks for the ATA. Practicum supervisors particularly
stressed the need for sufficient time to build relationships with students to support teaching
and learning, and to fully experience the work of teachers. This was seen as essential to
effectively completing the ATA.
Practicum supervisors varied in their knowledge of the aims and requirements of the ATA.
Many reported not receiving the information that was supplied to all schools and even when
they received it, time pressures meant they were not always able to read all the information.
It seems the main way in which supervisors were informed about the ATA was through
conversations with their preservice teachers but this didn’t regularly happen.
One preservice teacher was not able to do her own planning but instead had to use the
lessons already planned by the practicum supervisor. Another was unable to complete
the final assessment planned for the end of the unit being taught because the practicum
supervisor made different plans for that day at the last minute. These were critical issues
impacting the successful implementation of the ATA and highlighted the importance of
both the practicum supervisors and the preservice teachers having a clear understanding
of the requirements of the ATA from the beginning of practicum period. Results of the
Assessment of Student Learning activity showed that preservice teachers were generally
able to successfully design and implement assessments of student work, but were not able
to effectively analyse the assessment data nor use it to inform their future teaching. The ATA
assessor reported that the preservice teachers did less well on the assessment activity than
any other component of the ATA. As a result of this finding, more focus was given in the
program to helping preservice teachers use assessment data to plan curriculum.
Like Linda Darling Hammond and her colleagues (Darling-Hammond, Newton, & Chung
Wei, 2012), the ATA evaluation found that the preservice teachers’ professional learning was
positively impacted as a result of completing the ATA, with preservice teachers reporting
a deeper understanding of teachers’ work and the relevant professional standards, and to
learning quite a lot about assessment, particularly the use of assessment as a diagnostic
tool. Moreover, all respondents agreed that completing the ATA helped the preservice
teachers to move their focus from classroom management and organizational matters to
important professional decisions about student as learners.
These evaluation findings highlight issues that would need some attention in the
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development of any Australian graduate teacher assessment approach. As noted above,
full evaluation and research findings in relation to the ATA are available in other publications
(Allard et al., 2014; Dixon et al., 2011; Gallant & Mayer, 2012; Mayer et al., in press 2015).

b) Developing an Australian capstone graduate
teacher assessment
PACT, edTPA and the ATA are built on the premise that ‘readiness to teach’ is demonstrated
by doing the actual work of teachers over time in the workplace, and is backed-up with
evidence. Darling-Hammond argues that ‘[t]he greatest benefits will be secured where
multiple measures of learning are combined with evidence of practice’ (Darling-Hammond,
2013, p.149). An effective teacher evaluation system should be ‘based on professional
teaching standards’ and ‘include multifaceted evidence of teacher practice, student
learning, and professional contributions that are considered in an integrated way’ (DarlingHammond, 2013, p.153).
Given the work in the US on PACT and the EdTPA as common standardised assessment
of graduates against professional standards, and also drawing on the work in trialling
something similar in one Australian context at Deakin University, we need to know more
about what will work in a scaled-up version in the Australian context. Can we have a
common Australian graduate teacher capstone assessment to be used by all ITE providers
as evidence of graduates achieving the Australian Professional Standards for Graduate
Teachers?
Given that relevant assessment validity and reliability studies have been conducted on PACT
examining the content validity of the Teaching Event, bias and fairness of the assessment
based on scores for different groups, construct validity based on factor analyses,
concurrent validity focusing on decision consistency, and score reliability and consistency
(Pecheone & Chung Wei, 2007), it would be appropriate to trial PACT with minimal
modifications for the Australian context, accompanied by a close and rigorous evaluation
to determine the feasibility of such a common measure across Australia. It is expected that
an Australian version would ultimately be needed and should indeed be the goal (along
with relevant validity and reliability studies) but a starting point on that journey could be a
trial implementation of PACT (or the EdTPA) much as it is used at the moment in the US, in
a number of different settings across Australia. Building a rigorous research and evaluation
program around the trial will be essential to finalising an Australian capstone graduate
teacher assessment which provides evidence of graduates’ capabilities in relation to the
Australian Professional Standards for Graduate Teachers.
To do this, a central design team and/or consortium could be formed to work with and
coordinate the work of development teams/ institutions.
In addition to required relevant validity and reliability studies noted above, the development
of an Australian capstone graduate teacher assessment would need to attend to and
consider the following issues:
1.

Given our smaller population and embryonic work in the space, would an
Australian graduate teacher assessment be generic with a handbook and rubrics
accommodating all subjects or be subject-specific as in the PACT approach?

2.

Do the current Australian Professional Standards for Graduate Teachers provide
adequate descriptions of what graduating teachers should know and be able to do,
to inform required tasks and activities for the assessment and appropriate rubrics for
judgements to be made?

3.

Who should be the assessor/ scorer? How will they be trained?
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4.

What should be the role of schools? Of teachers? Of principals?

5.

What should be the role of the HEI subject curriculum and pedagogy experts?

6.

Discussions about the cost of implementing an Australian graduate teacher
assessment would be important and then decisions made about who pays. For
example, in 2007 during the PACT development, the University of California system
calculated a per student cost of roughly USD450 per assessment to administer the
PACT.

7.

How can we ensure the results/ grades can be accessed and used to inform program
improvement? What sort of annual reporting would be relevant and in what form
should program improvement decisions and outcomes be reported to the relevant
regulatory authority?

8.

Assessments like PACT and the ATA do not and cannot capture all dimensions
of teachers’ work. Essentially, they only capture teachers’ individual activity in the
classroom as they work to enhance the learning of their students. But all teachers
work as part of a larger system and workforce. As Connell (2009) reminds us,
‘whether an individual teacher appears to be performing well depends a great deal on
what other people are doing. … It is often the group of teachers, and the institution
they work in, that are effective or not effective’ (p.222). Thus, the challenge is to
capture the collaborative and collegial dimensions of teachers’ work in any system of
teacher evaluation (Darling-Hammond, 2013).

9.

Which professional standards and which program-specific outcomes are not
measured by a PACT-like assessment? What other measures should be developed
and used to complement an Australian graduate teacher assessment informed by
PACT?

10. How should a capstone Australian graduate teacher assessment inform teacher
registration decisions? At the graduate level? At the proficient level?
11. How does success or otherwise as a graduating teacher, as measured by an
Australian graduate teacher assessment, link to early career retention and success?
What is its predictive validity? This would need longitudinal studies following
graduates into their early years of teaching.
12. What is the place and purpose of a capstone graduate teacher assessment in
the teacher education program? What is the relationship to units of study? How
can/should preservice teachers be prepared for and supported in completing the
assessment? By whom?
It is important that we develop and rigorously trial authentic capstone assessments that
are ‘based on professional teaching standards’ and ‘include multifaceted evidence of
teacher practice, student learning, and professional contributions that are considered in an
integrated way’ (Darling-Hammond, 2013, p.153). As noted,
A well conceptualized teacher assessment system that incorporates multiple
sources of data, including an assessment of teaching performance, has
the potential to provide the evidence needed to demonstrate the significant
contribution of teacher education on teaching performance and ultimately on
student learning. (Pecheone and Chung, 2006)
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2. Longitudinal satisfaction surveys
from the point of view of the preservice
teachers and then beginning teachers,
as well as employers
Nearly thirty years ago, Zeichner (1987) noted the need for research that would establish the
particular contribution of initial teacher education to teacher quality, as distinct from other
influences, as well as for research that could identify whether particular approaches promote
particular capacities in teachers. More recent reviews have regularly concluded that
research in the field of teacher education is under-developed, under-theorised, fragmentary
and parochial, with little longitudinal, cumulative or meta-analytic work providing evidence
of impact to inform policy and practice. (British Educational Research Association (BERA),
2014; Cochran-Smith & Zeichner, 2005; Menter, Hulme, Elliot, & Lewin, 2010; Murray, Nuttall,
& Mitchell, 2008; Sleeter, 2014). There are some US studies that have moved further towards
these ends, claiming evidence to show that teacher education does make a difference:
... teachers who have had more preparation for teaching are more confident
and successful with students than those who have had little or none. Recent
evidence also indicates that reforms of teacher education creating more
tightly integrated programs with extended clinical preparation interwoven with
coursework on learning and teaching produce teachers who are both more
effective and more likely to enter and stay in teaching. (Darling-Hammond,
2000, p.166)
Although findings like these (Darling-Hammond, 2006b, 2006c) have influenced the design
and structure of programs around the world, the results have not provided evidence of
impact to respond to the criticisms of initial teacher education (Boyd et al., 2006; Boyd,
Grossman, Lankford, Loeb, & Wyckoff, 2009; British Educational Research Association
(BERA), 2014). In this context, attention turns to the quality of the entrants into teacher
education and control of the content of the teacher education curriculum as proxies for
ensuring quality teachers for the profession.
After a 4-year review of initial teacher education research in the US by the American
Educational Research Association’s Panel on Research and Teacher Education, Ken
Zeichner concluded:
The main issue in our view is to develop a research program in teacher
education that can address the variety of questions that investigators seek
about teacher education and its connections to the various kinds of outcomes
important to society.
(Zeichner, 2005, p.738)
The panel pointed out that there was little evidence of a shared research program linking
teacher education with professional learning and impact on student learning outcomes.
Without a substantive research base to support decisions around the best curriculum,
pedagogy, theory and practice for teacher education, it is difficult for the field to defend
itself against criticism. As Grossman (2008) has noted, a significant problem for teacher
education relates to the fact that ‘as researchers and practitioners in the field of teacher
education, we seem ill prepared to respond to critics who question the value of professional
education for teachers with evidence of our effectiveness’ (p.13). Grossman goes on to
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claim that ‘the ability of a profession to sustain its jurisdiction lies partly in the power and
prestige of its academic knowledge’ (pp. 53-4), highlighting the fact that, in the US as in the
rest of the world, research in teacher education currently lacks both. As she argues:
To respond effectively to critics, university-based teacher educators must be able to prove
credible evidence of the effectiveness of their practice in preparing teachers. (Grossman,
2008, p.14)
Some researchers have explored questions of effectiveness by following teacher education
graduates into the classroom to examine what they are doing and what the students are
learning. The Teacher Pathways Project in New York City in the US, for example, (Centre
for Education Policy and Analysis, 2012) is investigating different pathways into teaching,
the characteristics of those programs and the impact of those characteristics on a range
of things, including student achievement in reading and mathematics (Boyd et al., 2006;
Boyd et al., 2009). Work in the Australian context (Louden, Heldsinger, House, Humphry,
& Darryl Fitzgerald, 2010) has identified that it is important to recruit well-qualified entrants
to the teaching profession. In the Netherlands, Brouwer and Korthagen (2005) conducted
a 4.5 year longitudinal study using quantitative survey data as well as in-depth qualitative
data designed to evaluate effects of a program intended to improve the integration of
theoretical and practical learning. In the UK, the six-year longitudinal Becoming a Teacher
(BaT) study (Hobson et al., 2009), set out to explore beginner teachers’ experiences of initial
teacher training (ITT), induction and early professional development in England, including:
i) the reasons that some did not complete their ITT, others completed but did not take up
a teaching post, and others took up a teaching post but subsequently left the profession;
and ii) the extent to which beginning teachers’ experiences of ITT, induction and early career
progression, and their retention or attrition, were subject to variation relating to the ITT route
that they followed.
However, Sleeter’s analysis of almost 200 articles published in 2012 in leading international
teacher education journals ‘did not see evidence of an emerging, shared research program
designed to inform policy’ (Sleeter, 2014, p.151). As she concludes:
The problem […] is that the weight of the research, being fragmented, often
narrowly focussed, and usually not directly connected to a shared research
agenda on teacher education, does not position teacher educators strongly to
craft an evidence-based narrative about teacher education … (Sleeter, 2014,
p.152)
She suggests that teacher education organisations should collaborate and develop a
research agenda that links teacher education with its impact on teachers and on students,
focus more on preparation for and rewarding of research that contributes to building a
knowledge base, and emphasise collaboration amongst researchers. Similarly, the Report
of the BERA-RSA Inquiry into the Role of Research in Teacher Education highlights the ‘need
for more research that looks systematically at the effectiveness of different types of initial
teacher education’ (British Educational Research Association (BERA), 2014, p.37).
In this context, the ‘Studying the Effectiveness of Teacher Education’ (SETE) project in
Australia was designed to investigate the effectiveness of initial teacher education for early
career teachers employed in diverse settings – see http://www.setearc.com.au/ and (Rowan,
Mayer, Kline, Kostogriz, & Walker-Gibbs, 2015). It is a four-year longitudinal study funded by
the Australian Research Council in partnership with two state departments of education and
two associated teacher regulatory authorities. It followed 2010 and 2011 teacher education
graduates in Queensland and Victoria to investigate their perceptions of the effectiveness
of their teacher education programs for their current teaching positions, and their career
pathways. In addition, it investigated their principals’ perceptions of the graduate teachers’
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effectiveness. The specific research questions were:
1. How well equipped are graduates to meet the requirements of the diverse settings in
which they are employed?
2. What characteristics of teacher education programs are most effective in preparing
teachers to work in a variety of school settings?
3. How does the teacher education program attended impact on graduate employment
destination, pathways and retention within the profession?
The project employed a mixed method approach to collect, record and analyse data sets
over time. A recursive strategy, combining on–line survey research, database analysis/
contextual mapping and case studies was used with first round case study data informing
development of the first round survey instruments. Initial survey findings then informed
second year case study foci. This pattern continued over the four-year data collection
period. Each of the methods thus produced stand-alone and mutually informing findings.
The study was conducted concurrently for 18 months with the Longitudinal Teacher
Education and Workforce Study (LTEWS) (Mayer et al., 2013).
The SETE surveys as well as the interviews with early career teachers and their principals
focused on nine key teaching areas and asked them to reflect on graduate preparedness
and effectiveness across these areas:
 Teaching culturally, linguistically and socio-economically diverse learners
 Design and implementation of the curriculum
 Pedagogy
 Assessment and the provision of feedback and reporting on student learning
 Classroom management
 Collegiality
 Professional engagement with parents/carers and the community
 Professional ethics
 Engagement with ongoing professional learning
Overall, graduate teachers felt prepared across all nine areas, but more prepared in the
areas of:
 Pedagogy
 Professional ethics
 Engagement with ongoing professional learning
And less prepared in the areas of:
 Teaching culturally, linguistically and socio-economically diverse learners
 Assessment and the provision of feedback and reporting on student learning
 Classroom management
 Professional engagement with parents/carers and the community
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Overall graduate teachers felt effective across all nine areas, but more effective in the areas of:
 Professional ethics
 Engagement with ongoing professional learning
And less effective in the areas of:
 Teaching culturally, linguistically and socio-economically diverse learners
 Design and implementation of the curriculum
 Assessment and the provision of feedback and reporting on student learning
 Pedagogy
Principals and school leaders rated the graduate teachers as more effective than they rated
themselves. The graduate teachers considered that they were more effective in all key areas
of teaching than they had been prepared in these areas. In particular, there were significant
increases over time in relation to effectiveness, with the most significant differences between
preparedness and effectiveness in classroom management and professional engagement
with parents/carers and the community.
Thus, SETE examined notions of preparedness and effectiveness; that is, preparation
for beginning teaching and effectiveness as an early career teacher. As recurring
discourses in the literature and practice of teacher education the universally understood
and unproblematic nature of these terms are rarely questioned. The rhetoric suggests
that a teacher is either i) effective and therefore well prepared, or ii) not effective and
therefore not prepared. In the latter situation, the task then becomes finding out exactly
what it is they are not prepared in or for (usually by asking their supervisors, asking the
principals of school where they are employed, or by examining their students’ test scores),
and making recommendations that these areas be included in the teacher education
program as another unit of study in the program or as another topic to be addressed in
program documentation submitted for accreditation purposes. Issues of context are rarely
considered. Moreover, a linear connotation is often implicit – one is prepared first and then
one can be effective. However, the SETE study highlights messy, non-linear and sometimes
unexpected storylines of learning teaching that problematise these generally accepted ways
of thinking about ‘being prepared’ and ‘being effective’.
SETE set out to backward map teachers’ perceptions of effectiveness in their school
context to their preparation for teaching. Our focus has been on how the graduate teachers
perceived their teacher preparation as effective in relation to preparing them for the context
in which they are working (Berry, Daughtrey, & Wieder, 2010; Creemers & Kyriakides, 2008),
and to identify characteristics of various programs that are deemed effective for teachers
in diverse school contexts within the broader social, political, historical and economic
contexts within which initial teacher education is developed and regulated (Cochran-Smith
& Power, 2010). Effectiveness in this research is determined through the graduates’ and
principals’ perceptions of the relational (Day, Stobart, Sammons, & Kington, 2006) aspects
of preparation with a focus on the outcomes of initial teacher education (McConney, Price,
& Woods-McConney, 2012) coupled with the notion that initial teacher education is indeed
‘initial’ and that learning teaching is ongoing and continues in schools (Berry et al., 2010;
Mockler, 2013).
While outcome measures of the effect of teacher education employed by follow-up
surveys like these can be seen to be weakened by their heavy reliance on the beginning
teachers’ judgments of themselves, of their own growth, and of what their programs might
have contributed to their growth (Kennedy, 1999), they can form one component of a
comprehensive and cohesive approach by which providers demonstrate the impact of their
programs for accreditation and registration purposes. This can comprise employer surveys
and exit surveys of educator candidates as well as structured and validated observation
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instruments and student surveys, that completers effectively apply the professional
knowledge, skills, and dispositions that the preparation experiences were designed to
achieve. While satisfaction surveys have been administered in connection with accreditation
for many years, they typically have poor response rates, and designs that ask for sweeping
opinions without descriptive feedback that would help providers improve their programs and
professional experiences. However, if we can agree on relevant details needed to inform
accreditation and program improvement, then the opportunities for surveys covering similar
topics, and that offer both higher response rates and descriptive information for providers,
may be possible.
In the US, for example, CAEP-conducted surveys of clinical educators, faculty, employers,
and candidates are in development. CAEP suggests a comprehensive approach could
include:
1. Results of employer surveys, and including retention and employment milestones
a) Employer satisfaction surveys (include instrument sampling, response rates, timing)
b) Employer satisfaction interviews
c) Employer satisfaction focus groups
d) Employer satisfaction case studies
2) Results of completer surveys
a) Graduate satisfaction surveys (include instrument sampling, response rates, timing)
b) Graduate satisfaction interviews
c) Graduate satisfaction focus groups
d) Graduate satisfaction case studies
CAEP further suggests that results are of particular use as tools to evaluate adequacy of
preparation when the questions are specific to particular aspects of preparation; they are
of greater value to providers when results indicate performance in relation to benchmarks,
norms, and, cut scores.
The following summary excerpt from the CAEP Evidence Guide (Council for the
Accreditation of Educator Preparation (CAEP), January 2015) provides an overview of the
ways in which surveys can provide evidence of impact.
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The quality of the evidence provided by surveys is directly linked to the quality of
the survey with an emphasis on the accuracy, reliability and validity of the results.
To this end, surveys should be carefully designed, systematically collect data
related to the topic of the survey, measure the property the survey is claimed
to measure, and produce data that are clear and usable. If ratings are based
primarily on a candidate self-report, they should wherever possible be triangulated
or supported by other evidence. [Some questions that should be asked by
accreditation review teams include…]
1. HOW THE SURVEYS ARE USED
• Are the purpose and intended use of the survey clear and unambiguous?
• Is the point in the curriculum at which the survey is administered clear
(e.g., first year, last year, etc.)?
2. HOW THE SURVEYS ARE CONSTRUCTED
• Is it clear how the EPP developed the survey?
• Are the individual items or questions in the survey constructed in a manner
consistent with sound survey research practice?
3. HOW RESULTS ARE SCORED AND REPORTED
• What efforts were made to ensure an acceptable return rate for surveys?
Has a benchmark been established?
• What conclusions can or cannot be determined by the data based on
return rate? Is there a comparison of respondent characteristics with the
full population or sample of intended respondents?
• How are qualitative data being evaluated?
• How are results summarized and reported? Are the conclusions unbiased?
• Is there consistency across the data and are there comparisons with other
data?
4. SPECIAL NOTE ON SURVEYS OF DISPOSITIONS
• If surveys that address professional dispositions are included, does the
EPP provide an explanation/justification of why they are included and how
they are related to effective teaching and impact on P-12 student learning?
5. INFORMING SURVEY RESPONDENTS
• Is the intent of the survey clear to respondents and reviewers?
• Are clear and consistent instructions provided to respondents so they
know how to answer each section?
(pp.25-27)
An approach whereby teacher education providers submit evidence of impact
for (re)accreditation could be informed by such an approach to employer and
completer survey data and complementary interviews, focus groups and/or case
studies as well as by building on current longitudinal research studies.
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Conclusion
This paper argues for two specific ways in which teacher education providers can
demonstrate evidence of impact as part of a stronger system of professional accountability
for teacher education and accreditation of initial teacher education in Australia:
1. Robust assessment of graduating teachers against the Australian Professional
Standards for Graduate Teachers
2. Longitudinal tracking of preservice teachers into beginning teaching involving
satisfaction surveys from the point of view of the preservice teachers and then
beginning teachers, as well as employers.
Other measures like classroom observations, practicum assessments and HEI-based
assessments of content and other professional knowledge would complement these two
approaches to form a comprehensive evidence of impact approach to accreditation of initial
teacher education in Australia.
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Use of PACT Scores
The scores from this Teaching Event will be combined with scores from the Subject Matter
Tasks in core content areas to determine whether or not candidates for a Multiple Subject
Teaching Credential pass the PACT teaching performance assessment. Individual candidates’
PACT scores, like other licensing test scores and academic records, are confidential and should
not be released without the prior consent of individual teachers to employers or induction
programs.

Use of PACT Materials
Content developed to support the PACT assessment is proprietary. Any use of the PACT
assessment beyond meeting the licensure requirements established by the California Commission
on Teacher Credentialing (CTC) must be pre-approved by PACT leadership. For permission to
use, reproduce, build derivative products or to widely distribute PACT materials please contact
Nicole Merino (nmerino@stanford.edu ), PACT Director at Stanford Center for Assessment,
Learning and Equity (SCALE).
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Overview of the PACT Teaching Event
Focus on student learning
In this Teaching Event, you will show the strategies you use to make mathematics accessible to
your students, and how you support students in learning to read, write, and use academic
language. You will explain the thinking underlying your teaching decisions and analyze the
strategies you use to connect students with the content you are teaching. You will examine the
effects of your instructional design and teaching practices on student learning, with particular
attention to students with diverse cultural, language, and socio-economic backgrounds and
learning needs.

Select a learning segment
A learning segment is a set of lessons that build upon one another toward a central focus that
reflects key concepts and skills, with a clearly defined beginning and end. It may be part of a
larger instructional unit that includes multiple learning segments. If you teach mathematics to
more than one class of students, focus on only one class.
For the Teaching Event, you will plan a learning segment of about one week (approximately
3-5 lessons or, if teaching mathematics within a large time block, about 3-5 hours of
connected instruction) that is designed to support students in building conceptual
understanding, computational/procedural fluency, and mathematical reasoning skills. The
learning segment should include learning objectives for both the curriculum content and the
development of academic language related to that content. A Glossary of terms used in the
Teaching Event appears on pages 20-22.

Submit teaching artifacts and analysis
You will submit lesson plans, copies of instructional and assessment materials, one or two video
clips of your teaching, a summary of whole class learning, and an analysis of student work
samples. You will also write commentaries describing your teaching context, analyzing your
teaching practices, and reflecting on what you learned about your teaching practice and your
students’ learning. The instructions in the following pages will guide you in putting together the
instructional materials, video selection, student work samples, and commentaries required in this
Teaching Event.

Assessment of your Teaching Event
Your Teaching Event should clearly demonstrate how your practice meets the California
Teaching Performance Expectations (TPEs). A list of the TPEs appears at the end of this
Handbook. Scoring rubrics have been developed to align with these professional expectations
for classroom teachers.

To download this Handbook or for more information about the Teaching Event, the scoring
rubrics, and the TPEs, go to the PACT website at www.pacttpa.org.

Elementary Mathematics Teaching Event 2014-15
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Overview of Elementary Mathematics Teaching
Event
Teaching Event Task

What to Do

What to submit

 Provide relevant information about your instructional
context and your students as learners of mathematics.

 Context Form
 Context
Commentary

 Select a learning segment of 3-5 lessons (or, if teaching
mathematics within a large time block, about 3-5 hours of
connected instruction) that support students in building
conceptual understanding, computational/procedural
fluency, and mathematical reasoning skills.
 Create an instruction and assessment plan for the learning
segment and write lesson plans.
 Write a commentary that explains your thinking in writing
the plans.
 Record daily reflections, to submit in the reflection section
of the Teaching Event.

 Lesson Plans for
Learning Segment
 Instructional
Materials
 Planning
Commentary

 Review your plans and prepare to videotape your class.
Identify opportunities to develop your students’ ability to
engage in mathematical discourse and understand
mathematical concepts.
 Videotape the lesson you have identified.
 Review the videotape to identify one or two video clips
portraying the required features of your teaching. The
total running time should not exceed 15 minutes.
 Write a commentary that analyzes your teaching and your
students’ learning in the video clip(s).

 Video Clip(s)
 Video Label Form
 Instruction
Commentary

(TPEs 2,3,4,5,13)

 Select one student assessment from the learning segment
and analyze student work.
 Identify three student work samples that illustrate class
trends in what students did and did not understand.
 Write a commentary that analyzes the extent to which the
class met the standards/objectives, analyzes the individual
learning of two students represented in the work samples,
describes feedback to students, and identifies next steps in
instruction.

 Student Work
Samples
 Evaluative Criteria
or Rubric
 Assessment
Commentary

5. Reflecting on
Teaching &
Learning

 Provide your daily reflections.
 Write a commentary about what you learned from
teaching this learning segment.

 Daily Reflections
 Reflective
Commentary

1. Context for
Learning
(TPEs 7,8)

2. Planning
Instruction &
Assessment
(TPEs 1,2,3,4,6,7,8,9,
10,12)

3. Instructing
Students &
Supporting
Learning
(TPEs 1,2,3,4,5,6,7,10,
11)

4. Assessing
Student Learning

(TPEs 7.8,13)

Elementary Mathematics Teaching Event 2014-15
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Task 1.

Context for Learning

Purpose
The Context for Learning task is a brief overview of important features of your classroom
context that influence your instructional decisions during the learning segment. It provides
evidence of: 1) your knowledge of your students; and 2) your ability to identify and summarize
important factors related to your students’ learning and the school environment. You’ll be
referring to your description of students and the teaching context in your responses in subsequent
tasks.

Overview of Task


Select a central focus for your learning segment and reflect on the relevant features of your
classroom context that will impact your planning, instruction, and assessment. The focus
of your learning segment should provide opportunities to develop your students’
conceptual understanding, computational/procedural fluency, and mathematical reasoning
skills.
Provide descriptive information about your instructional context and instructional
resources.
Describe important features of your class that will affect your instructional decisions.




What Do I Need to Do?


Complete the Context for Learning Form. The form is located after the instructions for
this task.



Respond to each of the prompts in the Context Commentary.

Context Commentary
Write a commentary of 3-5 single-spaced pages (including prompts) that addresses the
following prompts. You can address each prompt separately, through a holistic essay, or a
combination of both, as long as all prompts are addressed. (If you’re responding via an
electronic platform, your 3 to 5 pages may appear as text boxes for individual questions.) Please
see pages 23-24 for other requirements.
1. Briefly describe the following:
a. Type of school/program in which you teach, (e.g., elementary/middle school, themed
magnet, or charter school)
b. Kind of class you are teaching (e.g., third grade self-contained, sixth grade core
math/science) and organization of subject in school (e.g., departmentalized,
interdisciplinary teams)
c. Degree of ability grouping or tracking, if any
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2. Describe your class with respect to the features listed below. Focus on key factors that
influence your planning and teaching of this learning segment. Be sure to describe
what your students can do as well as what they are still learning to do.
a. Academic development
Consider students’ prior knowledge, key skills, developmental levels, and other
special educational needs. (TPE 8)
b. Language development
Consider aspects of language proficiency in relation to the oral and written English
required to participate in classroom learning and assessment tasks. Describe the
range in vocabulary and levels of complexity of language use within your entire class.
When describing the proficiency of your English learners, describe what your English
learners can and cannot yet do in relation to the language demands of tasks in the
learning segment. (TPEs 7, 8)
c. Social development
Consider factors such as the students’ ability and experience in expressing themselves
in constructive ways, negotiating and solving problems, and getting along with others.
(TPE 8)

d. Family and community contexts
Consider key factors such as cultural context, knowledge acquired outside of school,
socio-economic background, access to technology, and home/community resources.
3. Describe any district, school, or cooperating teacher requirements or expectations that
might impact your planning or delivery of instruction, such as required curricula, pacing,
use of specific instructional strategies, or standardized tests.
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Task 1.

Context for Learning Form

Provide the requested context information for the class selected for this Teaching Event.
This form is designed to be completed electronically. The blank space does not represent the space needed. Use as
much space as you need.

About the subject area/course you are teaching
1. How much time is devoted each day to mathematics instruction in your classroom?
______________________________________________

About the students in your class
2. How many students are in the class you are documenting? _____
3. How many students in the class are:
English learners ____
Redesignated English Learners _____ Proficient English speakers ____?
4. Please complete the following table about your English Learners’ latest CELDT scores (if
available):
# of Students at Each CELDT Level in Different Modalities
Score Level
Listening
Speaking
Reading
Writing
Beginning

Overall

Early
Intermediate
Intermediate
Early Advanced
Advanced

5. How many students have Individualized Education Plans (IEPs) or 504 plans? _____
6. How many students participate in a Gifted and Talented Education (GATE) program? _____

About the school curriculum and resources
7. Describe any specialized features of your classroom setting, e.g., bilingual, Structured English
Immersion, team taught with a special education teacher.
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8. If there is a particular textbook or instructional program you primarily use for mathematics
instruction, what is it? (If a textbook, please provide the name, publisher, and date of
publication.)
9. What other major resources do you use for mathematics instruction in this class?
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Task 2.

Planning Instruction & Assessment

Purpose
The Planning Instruction & Assessment task describes and explains your plans for the learning
segment. It demonstrates your ability to organize curriculum, instruction, and assessment to help
your students meet the standards for the curriculum content and to develop academic language
related to that content. It provides evidence of your ability to select, adapt, or design learning
tasks and materials that offer your students equitable access to mathematics curriculum content.

Overview of Task





Identify the central focus, student academic content standards, English Language
Development (ELD) standards (if applicable), and learning objectives for the learning
segment. The focus of your learning segment should provide opportunities to develop
your students’ conceptual understanding, computational/procedural fluency, and
mathematical reasoning skills.
Identify objectives for developing academic language, taking into account students’ prior
language development and the language demands of the learning tasks and assessments.
Select/adapt/design and organize instructional strategies, learning tasks, and assessments
to promote and monitor your students’ learning during the learning segment.

What Do I Need to Do?


Complete a plan for each lesson in the learning segment.




Be sure to address the learning of curriculum content and related academic
language.
To identify standards, please list the standard number, followed by the text of
the standard. If only a portion of a standard is being addressed, then only list
the relevant part(s).
Use the preferred lesson plan format in your program or the optional lesson plan
format provided. The plan should include at least the following information:
student academic content standards, ELD standards (if applicable), learning
objectives, formal and informal assessments, instructional strategies and
learning tasks, and resources and materials.



Submit copies of all instructional materials, including class handouts, overheads, and
informal and formal assessment tools (including evaluation criteria or rubrics) used during
the learning segment. If any of these are included from a textbook, please provide a copy
of the appropriate pages. If any of these items are longer than four pages, provide a
summary of relevant features in lieu of a photocopy. (TPEs 1, 2,4,7,9)



Label each document or group of documents with a corresponding lesson number.
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Provide appropriate citations for all materials whose sources are from published text, the
Internet, or other educators.



Respond to each of the prompts in the Planning Commentary.



Record a daily reflection after teaching each lesson by responding to the following
prompts: (TPEs 12, 13)
1. What is working? What is not? For whom? Why? (Consider teaching and student
learning with respect to both content and academic language development.)
2. How does this reflection inform what you plan to do in the next lesson?
Daily reflections will be submitted with Task 5. Reflecting on Teaching & Learning.

Planning Commentary
Write a commentary of 5-8 single-spaced pages (including prompts) that addresses the
following prompts. You can address each prompt separately, through a holistic essay, or a
combination of both, as long as all prompts are addressed.
1. What is the central focus of the learning segment? Apart from being present in the school
curriculum, student academic content standards, or ELD standards, why is the content of
the learning segment important for your particular students to learn? (TPE 1)
2. Briefly describe the theoretical framework and/or research that inform your instructional
design for developing your students’ knowledge and abilities in both mathematics and
academic language during the learning segment.
3. How do key learning tasks in your plans build on each other to support students’
development of conceptual understanding, computational/procedural fluency,
mathematical reasoning skills, and related academic language? Describe specific
strategies that you will use to build student learning across the learning segment.
Reference the instructional materials you have included, as needed. (TPEs 1, 4, 9)
4. Given the description of students that you provided in Task 1.Context for Learning, how
do your choices of instructional strategies, materials, technology, and the sequence of
learning tasks reflect your students’ backgrounds, interests, and needs? Be specific about
how your knowledge of your students informed the lesson plans, such as the choice of
text or materials used in lessons, how groups were formed or structured, using student
learning or experiences (in or out of school) as a resource, or structuring new or deeper
learning to take advantage of specific student strengths. (TPEs 4,6,7,8,9)
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5. Consider the language demands 1 of the oral and written tasks in which you plan to have
students engage as well as the various levels of English language proficiency related to
classroom tasks as described in the Context Commentary. (TPE 7)
a. Identify words and phrases (if appropriate) that you will emphasize in this
learning segment. Why are these important for students to understand and use in
completing classroom tasks in the learning segment? Which students?
b. What oral and/or written academic language (organizational, stylistic, and/or
grammatical features) will you teach and/or reinforce?
c. Explain how specific features of the learning and assessment tasks in your plan,
including your own use of language, support students in learning to understand
and use these words, phrases (if appropriate), and academic language. How does
this build on what your students are currently able to do and increase their
abilities to follow and/or use different types of text and oral formats?
6. Explain how the collection of assessments from your plan allows you to evaluate your
students’ learning of specific student standards/objectives and provide feedback to
students on their learning. (TPEs 2, 3)
7. Describe any teaching strategies you have planned for your students who have identified
educational needs (e.g., English learners, GATE students, students with IEPs). Explain
how these features of your learning and assessment tasks will provide students access to
the curriculum and allow them to demonstrate their learning. (TPEs 9. 12)

1

Language demands can be related to vocabulary, features of text types such as problem solutions or mathematical
notation, or other language demands such as language conventions and structures within mathematical reasoning.
For early readers/writers, this will include sound-symbol correspondence and a word or number as a text but might
also involve the development of oral skills which are antecedents to reading and writing, oral narratives, and
explanations.
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Task 2.

Lesson Plan Template (Optional)

You may use the lesson plan format preferred by your program if it includes the following
information or you add any missing information. Otherwise, please use this format for your
lesson plans, using as much space as you need.

Lesson ____
Content standards that are the target of student learning (list the complete
text of the relevant parts of each standard): (TPE 1)

English Language Development (ELD) standards (if applicable):

Learning Objectives (both content and language):

Formal and Informal Assessments:

(TPE 1)

(TPE 1)

(TPE 2)

Instructional Strategies and Learning Tasks to Support Student Learning
(what you and the students will be doing) (TPEs 1,4,5,6,9,10)

Resources and Materials:

(TPEs 4,9)
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Task 3.

Instructing Students & Supporting Learning

Purpose
The Instructing Students & Supporting Learning task illustrates how you work with your
students to improve their understanding of mathematical concepts and their ability to engage in
mathematical discourse. It provides evidence of your ability to engage students in meaningful
mathematics tasks and monitor their understanding.

Overview of Task




Examine your plans for the learning segment and identify learning tasks in which students
are actively engaged in understanding mathematical concepts and participating in
mathematical discourse.
Videotape one or more of these tasks.
View the video(s) to check the quality, analyze your teaching, and select the most
appropriate video clip(s) to submit.

What Do I Need to Do?
Videotape your classroom teaching
 Provide one or two video clips of no more than fifteen minutes total. Select clip(s) that
demonstrate how you engage students in understanding mathematical concepts and
participating in mathematical discourse. (You may select conceptual understanding either
as the primary focus of instruction or integrate it with the development of your students’
understanding of a computation or procedure.) The clip(s) should include interactions
among you and your students and your responses to student comments, questions, and
needs. (TPEs 1, 2, 4, 5, 6, 11)
Videotape Guidelines







A video clip should be continuous and unedited, with no interruption in the
events. If you elect to use two clips, they should portray key events that cannot
be portrayed in a fifteen minute clip. The two clips should come from the same
lesson.
The clip(s) can feature either the whole class or a small group of students.
Both you and your students should be visible and clearly heard on the video
submitted.
Tips for videotaping your class are available on the PACT website,
www.pacttpa.org.
Before you videotape, ensure that you have the appropriate permission from the
parents/guardians of your students and from adults that appear on the videotape.
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Provide a copy of any relevant writing on the board, overhead, or walls if it is not clearly
visible on the video. Attach this document to the Instruction Commentary.



Complete the Video Label Form and either attach it to the videotape or put it in a folder
with the video file(s). The form is located after the instructions for this task.



Respond to each of the prompts in the Instruction Commentary.

Instruction Commentary
Write a commentary of 4-7 single-spaced pages (including prompts) that addresses the
following prompts. You can address each prompt separately, through a holistic essay, or a
combination of both, as long as all prompts are addressed.
1. Other than what is stated in the lesson plan(s), what occurred immediately prior to
and after the video clip(s) that is important to know in order to understand and
interpret the interactions between and among you and your students? Please provide
any other information needed to interpret the events and interactions in the video
clip(s).
2. Describe any routines or working structures of the class (e.g., group work roles, class
discussion norms) that were operating in the learning task(s) seen on the video clip(s).
If specific routines or working structures are new to the students, how did you prepare
students for them? (TPE 10)
3. In the instruction seen in the clip(s), how did you further the students’ knowledge and
skills and engage them intellectually in understanding mathematical concepts and
participating in mathematical discourse? Provide examples of both general strategies
to address the needs of all of your students and strategies to address specific
individual needs. (TPEs 1, 2, 4, 5, 7, 11)
4. Given the language abilities of your students as described in Task 1. Context for
Learning, provide examples of language supports seen in the clips that help your
students understand the content and/or academic language central to the lesson. (TPEs
4, 7)

5. Describe the strategies you used to monitor student learning during the learning task
shown on the video clip(s). Cite one or two examples of what students said and/or
did in the video clip(s) or in assessments related to the lesson that indicated their
progress toward accomplishing the lesson’s learning objectives. (TPEs 2, 3)
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Task 3.

Video Label Form

Candidate ID # ___________________________________

Elementary Mathematics Clip(s)
Lesson from which clip(s) came: Lesson # _____

If Electronic, Video Format of Clip(s): (check one)

 Quicktime
 Real One
 Windows Media Player
 Other (please specify) ___________________________________
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Task 4.

Assessing Student Learning

Purpose
The Assessment of Student Learning task illustrates how you diagnose student learning needs
through your analysis of student work samples. It provides evidence of your ability to 1) select
an assessment tool and criteria that are aligned with your central focus, student standards, and
learning objectives; 2) analyze student performance on an assessment in relation to student needs
and the identified learning objectives; 3) provide feedback to students; and 4) use the analysis to
identify next steps in instruction for the whole class and individual students.

Overview of Task




Summarize and analyze meaningful patterns in whole class performance on a selected
student assessment from the learning segment. The assessment should be the work of
individuals, not groups.
Demonstrate a variety of student performances for the assessment using three student
work samples, including any feedback you wrote directly on the work.
Analyze the performance of two individual students and diagnose individual learning
needs.

What Do I Need to Do?


Provide a copy of the directions/prompt for the assessment, if these are not apparent from
the student work samples.



Collect student work from your entire class. Analyze the student work to identify patterns
in understanding across the class.



Provide any evaluative criteria (or rubric) that you used to assess the student work.
Evaluative criteria are performance indicators that you use to assess student learning.
Categories of evaluative criteria include computational accuracy, understanding properties
of a triangle, or translating a word problem into mathematical symbols.



Select three student work samples which together represent what students generally
understood and what a number of students were still struggling to understand. At least one
of these students should be an English Learner 2. If multiple drafts of the assessment were
collected, you may include all drafts as the work sample.



Label these work samples as “Work Sample 1”, “Work Sample 2”, and “Work Sample 3”.
If your students use invented spelling, please write a translation directly on the work

2

If you do not have any English Learners, select a student who is challenged by academic English. Examples may
include students who speak varieties of English or special needs learners with receptive or expressive language
difficulties.
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sample. Be sure that reviewers can distinguish any written feedback to students from the
students’ written work.


Document your feedback to these three students, either as individuals or as part of a larger
group. If it is not written directly on the work sample, provide a copy of any written
feedback or write a summary of oral feedback (summary may be included with
Commentary prompt #5 below).



Respond to each of the prompts in the Assessment Commentary.

Assessment Commentary
Write a commentary of 5-8 single-spaced pages (including prompts) that addresses the
following prompts. You can address each prompt separately, through a holistic essay, or a
combination of both, as long as all prompts are addressed.
1. Identify the specific standards/objectives measured by the assessment chosen for
analysis. You may just cite the appropriate lesson(s) if you are assessing all of the
standards/objectives listed.
2. Create a summary of student learning across the whole class relative to your evaluative
criteria (or rubric). Summarize the results in narrative and/or graphic form (e.g., table or
chart). Attach your rubric or evaluative criteria, and note any changes from what was
planned as described in Planning commentary, prompt 6. (You may use the optional
chart provided following the Assessment Commentary prompts to provide the evaluative
criteria, including descriptions of student performance at different levels.) (TPEs 3, 5)
3. Discuss what most students appear to understand well, and, if relevant, any
misunderstandings, confusions, or needs (including a need for greater challenge) that
were apparent for some or most students. Cite evidence to support your analysis from the
three student work samples you selected. (TPE 3)
4. From the three students whose work samples were selected, choose two students, at least
one of which is an English Learner. For these two students, describe their prior
knowledge of the content and their individual learning strengths and challenges (e.g.,
academic development, language proficiency, special needs). What did you conclude
about their learning during the learning segment? Cite specific evidence from the work
samples and from other classroom assessments relevant to the same evaluative criteria (or
rubric). (TPE 3)
5. What oral and/or written feedback was provided to individual students and/or the group
as a whole (refer the reviewer to any feedback written directly on submitted student work
samples)? How and why do your approaches to feedback support students’ further
learning? In what ways does your feedback address individual students’ needs and
learning goals? Cite specific examples of oral or written feedback, and reference the three
student work samples to support your explanation.
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6. Based on the student performance on this assessment, describe the next steps for
instruction for your students. If different, describe any individualized next steps for the
two students whose individual learning you analyzed. These next steps may include a
specific instructional activity or other forms of re-teaching to support or extend continued
learning of objectives, standards, central focus, and/or relevant academic language for the
learning segment. In your description, be sure to explain how these next steps follow
from your analysis of the student performances. (TPEs 2, 3, 4, 13)
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Task 4.

Summary of Student Learning Chart
(Optional)

List the categories of evaluative criteria as well as the corresponding characteristics of student work and the
percent of students in the class at levels of performance that increase in quality. This chart is designed to be
completed electronically, so the blank space does not represent the space needed. Use as much space and as
many rows as you need.

Evaluative
Criteria
Category

Characteristics of Student Work
Performance
Performance
Performance
Level 1
Level 2
Level 3, etc.
(Insert more
columns if
needed)
(provide
(provide
(provide
description of
description of
description of
student
student
student
performance) & performance & % performance & %
% of class)
of class)
of class)
(provide
description of
student
performance) &
% of class)

(provide
(provide
description of
description of
student
student
performance & % performance & %
of class)
of class)

(provide
description of
student
performance) &
% of class)

(provide
(provide
description of
description of
student
student
performance & % performance & %
of class)
of class)

The boxes indicating levels of student performance should include key characteristics of student
work at that level, as well as the approximate percentage of the class performing at that level.
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Task 5.

Reflecting on Teaching & Learning

Purpose
The Reflecting on Teaching & Learning Task describes what you learned from teaching the
learning segment. It provides evidence of your ability to analyze your teaching and your
students’ learning to improve your teaching practice.

Overview of Task





Record your reflections after teaching each lesson, discussing how the lesson went for the
class as a whole as well as for specific students. (See instructions in the daily reflection
box in Task 2. Planning Instruction and Assessment.)
Review your daily reflections and your analyses of the effectiveness of instructional and
assessment strategies in previous tasks. Use these specific analyses and reflections to
identify more general patterns within your planning, instruction, and assessment practices
across the learning segment.
Reflect on your experience teaching the learning segment in light of 1) your observations
of the effectiveness of your teaching practice in helping your students learn; and 2) the
theoretical perspectives and research principles that you learned during teacher
preparation.

What Do I Need to Do?


Submit the daily reflections that were completed as part of Task 2. Planning Instruction &
Assessment.



Respond to each of the prompts in the Reflection Commentary.

Reflection Commentary
Write a commentary of 3-5 single-spaced pages (including prompts) that addresses the
following prompts. You can address each prompt separately, through a holistic essay, or a
combination of both, as long as all prompts are addressed.
1. When you consider the content learning of your students and the development of their
academic language, what do you think explains the learning or differences in learning
that you observed during the learning segment? Cite relevant research or theory that
explains what you observed. (See Planning Commentary, prompt # 2.) (TPEs 7, 8, 13)
2. Based on your experience teaching this learning segment, what did you learn about
your students as mathematics learners (e.g., easy/difficult concepts and skills,
easy/difficult learning tasks, easy/difficult features of academic language, common
misunderstandings)? Please cite specific evidence from previous Teaching Event
tasks as well as specific research and theories that inform your analysis. (TPE 13)
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3. If you could go back and teach this learning segment again to the same group of
students, what would you do differently in relation to planning, instruction, and
assessment? How would the changes improve the learning of students with different
needs and characteristics? (TPE 13)
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Glossary
Academic Language: Academic language is the language needed by students to
understand and communicate in the academic disciplines. Academic language includes such
things as specialized vocabulary, conventional text structures within a field (e.g., essays, lab
reports) and other language-related activities typical of classrooms, (e.g., expressing
disagreement, discussing an issue, asking for clarification). Academic language includes both
productive and receptive modalities (see below).

Assessment: Evidence teachers collect of student prior knowledge, thinking, or learning in
order to evaluate what students understand and how they are thinking. Informal assessments
include such things as student questions and responses during instruction and teacher
observations of students as they work. Formal assessments may include such things as quizzes,
homework assignments, lab reports, papers, journals, and projects.

Central focus: The target of the student learning that the standards, learning objectives,
instructional tasks, and assessments within a learning segment are intended to produce. A central
focus can be expressed by a theme, overarching concept, or essential question.

Curriculum content: The student learning that is expected to occur, including various
areas of knowledge, e.g., facts, concepts, procedures, methods of inquiry and making judgments.

Engaging students in learning: When students are actively increasing their
knowledge, skills, and abilities related to the learning objectives for the lesson. This is in
contrast to participating in learning tasks where the students complete the activities, but little
learning takes place because the tasks are not well-designed and/or implemented.

English Language Development standards: The standards in the EnglishLanguage Development Standards for California Public Schools (California Department of
Education). This document organizes standards for English Learners in reading, writing,
speaking, and listening in English according to sequential stages of development of English
proficiency. It is intended to identify what English Learners must know and be able to do as they
move toward full fluency in English.

Guiding question: Questions used by PACT to identify the focus of each rubric, i.e., what
it measures about the candidate’s teaching practice as documented in the Teaching Event. Each
rubric level descriptor provides an answer to the related guiding question at a different level of
performance. (See rubric level descriptor)

Language Demands: In the context of learning in classrooms, language demands are
descriptions of the language students need to effectively participate in classroom tasks. This
includes demands related to listening, speaking, reading, writing, and shifting between those
modalities. These demands can be vocabulary, features of text-types, and other language
demands (e.g., sharing ideas with a partner, listening to instructions). The degree of language
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demand also varies with the cognitive complexity of the content, a student’s current language
development, a student’s relevant knowledge and experience, and the context in which the
language demand occurs (e.g., participating in a discussion with or without notes). Teachers can
draw upon students’ language strengths (including language abilities in another language or
context) and supply scaffolds to enable students to understand or produce language beyond their
current level of mastery.

Learning Objectives: Student learning outcomes to be achieved by the end of the lesson.
Learning Segment: A set of lessons that build one upon another toward a central purpose,
with a clearly defined beginning and end.

Learning Tasks: Purposefully designed activities in which students engage (not just
participate – see Engagement in Learning) to meet the learning objectives for the lesson.

Productive modalities: Ways that students communicate to others, e.g., speaking,
writing, drawing. Assessment of productive modalities focuses on student communication of
their own understanding or interpretation. Examples of students’ demonstration of productive
abilities with respect to understanding curriculum content are writing an analysis, drawing and
labeling a scale model, sculpting a figure from clay.

Receptive modalities: Ways that students receive communications from others, e.g.,
listening, reading, viewing.
Assessment of receptive modalities focuses on student
communication of their understanding of the meaning of communications from others. Because
this is done through a productive modality, assessment of students’ skills and abilities with
respect to receptive modalities is not as straightforward as that of productive modalities.
Examples of students’ demonstration of receptive abilities with respect to curriculum content are
using tonal qualities of voice to help convey meaning from a passage read aloud, restating a
classmate’s comment, describing how the key and tempo of a piece of music set a mood.

Redesignated English Learners: Students whose primary language is other than
English and who have been reclassified from English Learners to Fluent English Proficient
(FEP) by meeting district criteria for English proficiency.

Routines and working structures: Regular processes for conducting activities
within a classroom. Once they are established, the rules and norms for routines and working
structures are understood by the teacher and students and help classroom activities flow
efficiently. Examples are roles during groupwork, how students signal that they have a question,
procedures for taking turns during discussions, norms for what the rest of the class does when the
teacher is working with a small group, types of questions expected to be asked when exploring a
problem.

Rubric level descriptor: The text that describes performance at a particular rubric level.
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Scaffolding: A special type of instructional support to allow students to do a task that they
cannot yet do independently. Like scaffolding for buildings under construction, the support is
designed to be temporary and to be removed or gradually reduced as students learn to do the task
by themselves.

Student academic content standards: A set of knowledge, skills, and abilities that
students are to learn by the end of a particular grade, grade level, or course. California’s student
academic content standards are published by the California Department of Education. They
guide curriculum and instruction in California public schools.

Elementary Mathematics Teaching Event 2014-15

22

 2009 the PACT Consortium

An approach to the accreditation of initial teacher education programs based on evidence of the impact of learning teaching, AITSL, 2015

45

InSights

Required Format for the Teaching Event
The following guidelines should be used to prepare all parts of your Teaching Event. This
format will allow faculty/supervisors to efficiently review and score all Teaching Events.

Commentaries Submitted on Paper
Commentaries are your written descriptive, analytic, and reflective responses to specific prompts
in the Teaching Event directions. Commentaries should be in the following format.





Typed or word processed on 8.5" by 11" white paper in black ink
Font size should be at least 12 point size and an easily readable font (e.g., Times, Times
New Roman, or Arial; not italics)
Length kept within suggested page limits, which are based on previous experience with
Teaching Event submissions. Suggested page lengths are based on single spaced text,
with a blank line between paragraphs, 1" margins, and include copies of the prompts.
Individual pages should not be enclosed in plastic page protectors.

Video Clips
Video clip(s) are submitted as part of Task 3. Instructing Students & Supporting Learning.
Video should be submitted in the following format.







Video formats will be specified by your program based on the formats that it can accept.
Select appropriate equipment based on your program’s requirements.
The time length of the video to be submitted is specified in the Teaching Event directions.
You and your students should be clearly visible and audible.
Individual video clips should be continuous and unedited, with no interruption in events.
If possible, use a tripod to avoid wobbling.
Further recommendations for videotaping your class are available in Procedures for
Classroom Videotaping, located on the PACT website, www.pacttpa.org.

Student Work Samples
Student work samples will be submitted in Task 4. Assessing Student Learning. Student work
samples should be submitted in the following format.





Select samples to meet the criteria indicated by the Teaching Event directions.
Work samples should be written by the students.
Names of students, yourself, and the school should be removed with correcting fluid, tape,
or marker prior to copying/scanning.
Label work samples as Work Sample 1, 2, or 3.
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Documentation of Lessons
Documentation of lessons such as lesson plans, handouts, assessments, rubrics, overhead
transparencies, or other instructional materials will be submitted with various Teaching Event
tasks to demonstrate the events that occurred in the learning segment. Documentation should be
submitted in the following format.


Label all documents with a number corresponding to the relevant lesson plan(s).

Page Numbering
Number every page of the paper copy of your Teaching Event sequentially from beginning to
end, including pages of student work and documentation of lessons. Page numbers may be
handwritten on paper copies.

Candidate Identification Number
Label all pages of the paper copy of your Teaching Event (commentaries, student work samples,
and lesson documentation) with your Candidate ID number, which will be given to you by your
program. If you use a word processor, include your Candidate ID number as a running header or
footer on every page. You may find it saves time to print a sheet of labels containing your
Candidate ID number and apply the labels in the top or bottom margin of student work samples
and lesson documentation.

Electronic Format for Teaching Events
Each program using an electronic submission format may provide additional guidelines for
completing the Teaching Event that are specific to its electronic format. However, if you use
a mixed format (i.e., part electronic and part paper), submit two copies of any paper portions
(e.g., student work samples).

Use of Submitted Materials
Your Teaching Event and related materials may be used for training scorers or university
faculty/supervisors or for purposes of research for validating the assessment. Your name, school,
and students’ names will be kept absolutely confidential.
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Teaching Event Authenticity Sign-Off Form
Submit this form with your completed Teaching Event.
This Teaching Event has been submitted as part of an assessment whose passage will be required for
completing the requirements for a California Multiple/Single Subject(s) Teaching Credential under S.B.
2042. This attestation is acknowledgement that the ultimate responsibility for compiling the
documentation (including writing the commentaries) lies with the credential candidate. However,
credential candidates are encouraged to seek assistance, input and feedback from their university
supervisors, cooperating/master teachers, university instructors, or other credential candidates during the
Teaching Event development process.

Attestation by Credential Candidate






I have primary responsibility for teaching the students/class during the learning segment profiled in
this Teaching Event;
The video clip(s) submitted show me teaching the students/class profiled in this Teaching Event;
The student work included in the documentation is that of my students who are profiled in the
learning segment documented in this Teaching Event;
I am sole author of the teacher commentaries and other written responses to prompts and forms in
this Teaching Event;
Appropriate citations have been made for all materials in the Teaching Event whose sources are
from published text, the Internet, or other educators.

___________________________

___________________________

_____________

Teacher Candidate’s Signature

Teacher Candidate’s Name (printed)

Date

___________________________
Teacher Candidate ID #

Attestation by University Supervisor
To the best of my knowledge, the statements above are accurate.
___________________________

___________________________

_____________

University Supervisor’s Signature

University Supervisor’s Name (printed)

Date
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Checklist for Assembling Your Teaching Event
For the paper copy of your Teaching Event, place the following materials in the order listed. If
you are constructing an electronic Teaching Event, make sure that all of the following are
included. Your program will give you instructions for submitting the Teaching Event
Authenticity Sign-Off Form. In addition, you should complete the PACT Demographic
Survey according to instructions from your program.

Required Forms (these can be downloaded from www.pacttpa.org)




Teaching Event Authenticity Sign-Off Form
Checklist for Assembling Your Teaching Event

Task 1. Context for Learning




Context for Learning Form
Commentary on your instructional context

Task 2. Planning for Instruction & Assessment





Lesson Plans for learning segment
Instructional materials, e.g., class handouts, overheads, and formal assessments (including
evaluation criteria) labeled by the lesson number(s) (e.g., Lesson 1, Lessons 2-3) for which
each document will be used
Commentary explaining your thinking behind your instruction and assessment plans

Task 3. Instructing Students & Supporting Learning





Video clip(s)
Video Label Form
Commentary explaining and analyzing the teaching and learning portrayed in the video

Task 4. Assessing Student Learning





Work samples from three students to illustrate what students generally understood and
what a number of students were still struggling to understand
Evaluative criteria or rubrics used to assess student performance on the assessment
Commentary analyzing student learning and identifying next steps in instruction

Task 5. Reflecting on Teaching & Learning




Daily reflections for each lesson taught within your learning segment
Commentary analyzing what you learned about your students and your teaching practice
from teaching the learning segment and identifying changes you might make in your
teaching practice based on this analysis
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Submitting Your Teaching Event
Submit Two Copies to Your Program





To enable ongoing validation of the assessment process across multiple campuses, you
need to submit TWO copies of all text submitted as a paper copy (e.g., student work,
instructional materials) and all video. If your Teaching Event is submitted via electronic
files on a CD, submit two copies of the CD. You need not submit multiple copies of
electronic Teaching Event materials that are stored electronically on a common platform.
Follow the instructions from your program as to when and where your Teaching Event
should be submitted.

Organizing your Teaching Event for Submission (non-Electronic)








Organize the commentaries and paper documentation in the order shown in the Checklist
for Assembling Your Teaching Event.
Fasten all pages together in order. Do not submit pages in plastic protectors.
Place all materials (Teaching Event documentation, video, and/or CD) into a large
envelope. Follow your program’s instructions for submitting the Teaching Event
Authenticity Sign-Off Form.
Write your candidate ID number on the outside of the envelope.
Retain for your own records a complete copy of your Teaching Event, including:
1) Computer file copies of all commentaries and other materials created by you
2) Paper copies of materials from other sources (e.g., student work, assessment
instruments)
3) A copy of the videotape or file(s) with the video clip(s)

Electronic Teaching Events





Follow the directions provided by your program for format specifications.
Provide two sets of paper copies of all documents if you are submitting a mixed format
Teaching Event.
Follow your program’s instructions for submitting a copy of the Teaching Event
Authenticity Sign-Off Form if you are completing an electronic Teaching Event.
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Teaching Performance Expectations (TPEs)
A. Making subject matter comprehensible to students
TPE 1. Specific Pedagogical Skills for Subject Matter Instruction

B. Assessing student learning
TPE 2. Monitoring Student Learning During Instruction
TPE 3. Interpretation and Use of Assessments

C. Engaging and supporting student learning
TPE 4.
TPE 5.
TPE 6.
TPE 7.

Making Content Accessible
Student Engagement
Developmentally Appropriate Teaching Practices
Teaching English Learners

D. Planning instruction and designing learning experiences for
students
TPE 8. Learning about Students
TPE 9. Instructional Planning

E. Creating and maintaining effective environments for student
learning
TPE 10. Instructional Time
TPE 11. Social Environment

F. Developing as a professional educator
TPE 12. Professional, Legal, and Ethical Obligations
TPE 13. Professional Growth

The full text of the TPEs can be downloaded from www.pacttpa.org.
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 The standards, learning objectives,
learning tasks, and assessments have
an overall focus that is primarily
one-dimensional (e.g., procedural or
conceptual).
 The focus includes vague
connections among
computations/procedures, concepts,
and reasoning/problem solving
strategies.

 Learning tasks or the set of
assessment tasks focus on multiple
dimensions of mathematics learning
through clear connections among
computations/procedures, concepts,
and reasoning/problem solving
strategies.
 A progression of learning tasks and
assessments is planned to build
understanding of the central focus of
the learning segment.

 Plans refer to students’ experiential
backgrounds1, interests, or prior
learning2 that have little or no
relationship to the learning
segment’s standards/objectives.
OR
 There are significant content
inaccuracies in plans that will lead
to student misunderstandings.

 Plans draw on students’ prior
learning as well as experiential
backgrounds or interests to help
students reach the learning
segment’s standards/objectives.
 Plans for learning tasks include
scaffolding or other structured
forms of support4 to provide access
to grade-level standards/objectives.

All components of Level 3 plus:
 Plans include well-integrated
instructional strategies that are
tailored to address a variety of
specific student learning needs.
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to the
accreditation
of initial
teacher
education
programs
based
on evidence
of the
impact
of learning
teaching,
AITSL,
2015
An approach
to the
accreditation
of initial
teacher
education
programs
based
on evidence
of the
impact
of learning
teaching,
AITSL,
2015

Content developed to support the PACT assessment is proprietary. Any use of the PACT assessment beyond meeting the licensure requirements
established by the California Commission on Teacher Credentialing (CTC) must be pre-approved by PACT leadership. For permission to use,
reproduce, build derivative products or to widely distribute PACT materials please contact Nicole Merino (nmerino@stanford.edu ), PACT Director at
Stanford Center for Assessment, Learning and Equity (SCALE).

2

Cultural, linguistic, social, economic
In or out of school
3
Such as strategic groupings of students; circulating to monitor student understanding during independent or group work; checking on particular students.
4
Such as multiple ways of representing content; modeling problem solving strategies; relating pictures/diagrams/graphs and equations.
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 Plans draw on students’ experiential
backgrounds, interests, or prior
learning to help students reach the
learning segment’s
standards/objectives.
 Plans for implementation of learning
tasks include support3 to help
students who often struggle with the
content.

Level 4

 Both learning tasks and the set of
assessment tasks focus on multiple
dimensions of mathematics learning
through clear connections among
computations/procedures, concepts,
and reasoning/problem solving
strategies.
 A progression of learning tasks and
assessments guides students to build
deep understandings of the central
focus of the learning segment.

PLANNING
MAKING CONTENT ACCESSIBLE
EM2: How do the plans make the curriculum accessible to the students in the class? (TPEs 1,4,5,6,7,8,9)
Level 1
Level 2
Level 3

 The standards, learning objectives,
learning tasks, and assessments
either have no central focus or a
one-dimensional focus (e.g., all
procedural or all conceptual).

1

ELEMENTARY MATHEMATICS RUBRICS
2014-2015

PLANNING
ESTABLISHING A BALANCED INSTRUCTIONAL FOCUS
EM1: How do the plans support students’ development of conceptual understanding, computational/procedural fluency, and
mathematical reasoning skills? (TPEs 1,4,9)
Level 1
Level 2
Level 3
Level 4
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 Opportunities are provided for
students to learn what is assessed.
 It is not clear that the assessment of
one or more standards /objectives go
beyond surface-level
understandings.

 Opportunities are provided for
students to learn what is assessed.
 The assessments allow students to
show some depth of understanding
or skill with respect to the
standards/objectives.
 The assessments access both
productive (speaking/writing) and
receptive (listening/reading)
modalities to monitor student
understanding.

Last updated: December 5, 2014

All components of Level 3 plus:
 Assessments are modified, adapted,
and/or designed to allow students
with special needs opportunities to
demonstrate understandings and
skills relative to the
standards/objectives.
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 There are limited opportunities
provided for students to learn what is
measured by assessments.
OR
 There is a significant mismatch
between one or more assessment
instruments or methods and the
standards/objectives being assessed.

PLANNING
DESIGNING ASSESSMENTS
EM3: What opportunities do students have to demonstrate their understanding of the standards/objectives? (TPEs 1,5,11)
Level 1
Level 2
Level 3
Level 4

ELEMENTARY MATHEMATICS RUBRICS
2014-2015

53

54

Level 3
 Strategies for intellectual
engagement seen in the clip(s) offer
structured opportunities for
students to actively develop their
own understanding of mathematical
concepts and discourse.
 These strategies reflect attention to
student characteristics, learning
needs, and/or language needs.

Level 4
 Strategies for intellectual
engagement seen in the clip(s) offer
structured opportunities for students
to actively develop their own
understanding of mathematical
concepts and discourse.
 These strategies are explicit, and
clearly reflect attention to students
with diverse characteristics, learning
needs, and/or language needs.

 The candidate monitors student
understanding by eliciting student
responses that require mathematical
reasoning or problem solving
strategies.
 Candidate responses build on
student input to guide
improvement of students’
understanding of mathematical
concepts and discourse.

Last updated: December 5, 2014

All components of Level 3 plus:
 The candidate elicits explanations
of students’ mathematical reasoning
or problem solving strategies, and
uses these explanations to further
the understanding of all students.
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 The candidate primarily monitors
 The candidate monitors student
student understanding by asking
understanding by eliciting student
surface-level questions and
responses that require
evaluating student responses as
mathematical reasoning or
correct or incorrect.
problem solving strategies.
 Candidate responses are not likely to  Candidate responses represent
promote student thinking.
reasonable attempts to improve
OR
student understanding of
mathematical concepts and
 Materials or candidate responses
discourse.
include significant content
inaccuracies that will lead to student
misunderstandings.

INSTRUCTION
MONITORING STUDENT LEARNING DURING INSTRUCTION
EM5: How does the candidate monitor student learning during instruction and respond to student questions, comments, and
needs? (TPEs 2,5)
Level 1
Level 2
Level 3
Level 4

Level 2
 Strategies for intellectual
engagement seen in the clip(s) offer
opportunities for students to
develop their own understanding
of mathematical concepts and
discourse.

 Students have limited opportunities
in the clip(s) to engage with content
in ways likely to improve their
understanding of mathematical
concepts and discourse.
OR
 The clip(s) do not focus on
conceptual understanding and
mathematical discourse.
OR
 Classroom management is
problematic and student behavior
interferes with learning.

(TPEs 1,5,11)

INSTRUCTION
ENGAGING STUDENTS IN LEARNING
EM4: How does the candidate actively engage students in their own understanding of mathematical concepts and discourse?
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Level 1

InSights

InSights

 The criteria/rubric and analysis have
little connection with the identified
standards/objectives.
OR
 Student work samples do not
support the conclusions in the
analysis.

Level 3
 The criteria/rubric and analysis focus
on patterns of student errors,
skills, and understandings to
analyze student learning in relation
to standards and learning objectives.
 Specific patterns are identified for
individuals or subgroup(s) in
addition to the whole class.

Level 4
All components of Level 3 plus:
 The criteria/rubric and analysis focus
on partial understandings as well.
 The analysis is clear and detailed.

 Next steps focus on improving
student performance through general
support that addresses some
identified student needs.
 Next steps are based on accurate
conclusions about student
performance on the assessment and
are described in sufficient detail to
understand them.

 Next steps focus on improving
student performance through
targeted support to individuals and
groups to address specific identified
needs.
 Next steps are based on whole class
patterns of performance and some
patterns for individuals and/or
subgroups and are described in
sufficient detail to understand them.

Last updated: December 5, 2014

All components of Level 3 plus:
 Next steps demonstrate a strong
understanding of both the identified
content and language
standards/objectives and of
individual students and/or
subgroups.
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 Next steps are vaguely related to or
not aligned with the identified
student needs.
OR
 Next steps are not described in
sufficient detail to understand them.
OR
 Next steps are based on inaccurate
conclusions about student learning
from the assessment analysis.

ASSESSMENT
USING ASSESSMENT TO INFORM TEACHING
EM7: How does the candidate use the analysis of student learning to propose next steps in instruction? (TPEs 3,4)
Level 1
Level 2
Level 3
Level 4

Level 2
 The criteria/rubric and analysis focus
on what students did right or
wrong in relationship to identified
standards/objectives.
 The analysis of whole class
performance describes some
differences in levels of student
learning for the content assessed.

Level 1

(TPEs 1,3)

ASSESSMENT
ANALYZING STUDENT WORK FROM AN ASSESSMENT
EM6: How does the candidate demonstrate an understanding of student performance with respect to standards/objectives?
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 Specific and timely feedback helps
the student understand what s/he
has done well, and provides
guidance for improvement.




Level 4
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Specific and timely comments are
supportive and prompt analysis
by the student of his/her own
performance.
The feedback shows strong
understanding of students as
individuals in reference to the
content and language objectives
they are trying to meet.
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 Timely feedback identifies what
was done well and areas for
improvement related to specific
learning objectives.

ASSESSMENT
USING FEEDBACK TO PROMOTE STUDENT LEARNING
EM8: What is the quality of feedback to students? (TPEs 3,4)
Level 1
Level 2
Level 3

 Feedback is general and provides
little guidance for improvement
related to learning objectives.
OR
 The feedback contains significant
inaccuracies.

InSights

InSights

 Daily reflections identify what
students could or could not do
within each lesson.
 Adjustments to instruction are
focused on improving directions
for learning tasks, time
management, or reteaching.

 Daily reflections indicate
monitoring of student progress
toward meeting the
standards/objectives for the
learning segment.
 Adjustments to instruction are
focused on addressing some
individual and collective learning
needs.

All components of Level 3 plus:
 Adjustments to instruction are
focused on deepening students’
conceptual understanding,
computational/procedural fluency,
and mathematical reasoning.

 Reflections on teaching practice are
consistent with principles from
theory and research.
 Changes in teaching practice are
based on reasonable assumptions
about how student learning was
affected by planning, instruction, or
assessment decisions.

 Reflections on teaching practice are
based on sound knowledge of
research and theory linked to
knowledge of students in the class.
 Changes in teaching practice are
based on reasonable assumptions
about how student learning was
affected by planning, instruction, or
assessment decisions.

Last updated: December 5, 2014

 Reflections on teaching practice
integrate sound knowledge of
research and theory about effective
teaching practice, knowledge of
students in the class, and
knowledge of content.
 Changes in teaching practice are
specific and strategic to improve
individual and collective student
understanding of
standards/objectives.
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 Reflections on teaching practice are
erroneously supported through a
significant misapplication of theory
or research principles.
OR
 Changes in teaching practice are not
based on reasonable assumptions
about how student learning was
affected by planning, instruction, or
assessment decisions.

REFLECTION
REFLECTING ON LEARNING
EM10: How does the candidate use research, theory, and reflections on teaching and learning to guide practice? (TPEs 10,11,12,13)
Level 1
Level 2
Level 3
Level 4

 Daily reflections indicate
inconsistent monitoring of student
performance.
 There is limited evidence of
adjusting instruction in response to
observed problems, e.g., student
confusion, a lack of challenge, time
management.

REFLECTION
MONITORING STUDENT PROGRESS
EM9: How does the candidate monitor student learning and make appropriate adjustments in instruction during the learning
segment? (TPEs 2,10,12,13)
Level 1
Level 2
Level 3
Level 4
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 Candidate identifies vocabulary
that may be problematic for
students.

 Candidate identifies unfamiliar
vocabulary without considering
other linguistic features.

 Candidate identifies for instruction
related clusters of vocabulary.

 The language genre discussed is
clearly related to the academic
purpose of the learning segment
and language demands are
identified. One or more genrerelated linguistic features or textual
resources of the specific
tasks/materials are explicitly
identified and related to students’
varied levels of academic
language proficiency.
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Language demands might include: translating words or sentences into symbols or symbols into words and sentences; quickly decoding symbols into their abstract meanings;
distinguishing mathematical uses of words used in everyday language (e.g., balance, product, irrational, factor, simplify, function); using technical language to explain intuitive
understandings; using complex sentences to express conjectures; using precise language to explain mathematical concepts or reasoning; combining language and numbers to persuade
an audience to accept a proposition.
6
Key genres in mathematics might include: interpreting or representing mathematical meanings represented symbolically, graphically or linguistically; recounting computational
procedures or strategies used to solve mathematical problems; evaluating or constructing mathematical arguments; explaining mathematical concepts; defining technical terms;
engaging in collaborative and oral mathematical reasoning
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 Candidate did not identify any
language demands within the
learning and assessment tasks.

OR

 The language genre(s) discussed are
clearly related to the academic
purpose of the learning segment
and language demands are
identified. One or more linguistic
features and/or textual resources
of the genre are explicitly
identified.

 The language genre(s) discussed are
clearly related to the academic
purposes of the learning segment
and some language demands are
identified.

 Language genre(s)6 discussed are
only tangentially related to the
academic purposes of the learning
segment.

 Candidate identifies essential
vocabulary for students to actively
engage in specific language tasks.

 Candidate describes academic
language strengths and needs of
students at different levels of
academic language proficiency.

 Candidate describes academic
language strengths and needs of
students at different levels of
academic language proficiency.

 Candidate describes academic
language strengths and needs of
students at the full range of
academic language proficiency.

ACADEMIC LANGUAGE
UNDERSTANDING LANGUAGE DEMANDS5 AND RESOURCES
EM11: How does the candidate identify the language demands of learning tasks and assessments relative to the students’
current levels of academic language proficiency?
Level 1
Level 2
Level 3
Level 4

 Candidate’s description of
students’ academic language
proficiency at lower levels is
limited to what they CANNOT
do.

InSights

 The candidate gives little or
sporadic support to students to
meet the language demands of the
learning tasks.
OR
 Language and/or content is
oversimplified to the point of
limiting student access to the core
content7 of the curriculum.
 Candidate articulates why
instructional strategies chosen are
likely to support aspects of
students’ language development.

 The candidate uses scaffolding or
other support 8 to address identified
gaps between students’ current
language abilities and the language
demands of the learning tasks and
assessments, including selected
genres and key linguistic features.
 Candidate articulates why the
instructional strategies chosen are
likely to support specific aspects of
students’ language development for
different levels of language
proficiency.

 The candidate’s use of scaffolding or
other support provides access to core
content while also providing explicit
models, opportunities for practice,
and feedback for students to
develop further language
proficiency for selected genres and
key linguistic features.

 The candidate’s use of scaffolding or
other support provides access to core
content while also providing explicit
models, opportunities for practice,
and feedback for students to develop
further language proficiency for
selected genres and key linguistic
features.
 Candidate articulates why the
instructional strategies chosen are
likely to support specific aspects of
students’ language development for
the full range of language
proficiency and projects ways in
which the scaffolds can be
removed as proficiency increases.
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Core content is the set of facts, concepts, skills, and abilities that are absolutely necessary to participate at least minimally in the learning/assessment tasks in the learning segment.
Such support might include one or more of the following: modeling of strategies for comprehending or constructing word problems or number sentences; explicit communication of
the expected features of oral or written texts (e.g., using rubrics, models, and frames); use of strategies that provide visual representations of content while promoting literacy
development (e.g., graphic organizers); vocabulary development techniques (context cues, categorization, analysis of word parts, etc.); opportunities to work together with students
with different kinds of language and literacy skills, etc.
© 2010 the PACT Consortium
Last updated: December 5, 2014
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ACADEMIC LANGUAGE
DEVELOPING STUDENTS’ ACADEMIC LANGUAGE REPERTOIRE
EM12: How do the candidate’s planning, instruction, and assessment support academic language development? (TPEs 1,4,7,8)
Level 1
Level 2
Level 3
Level 4

ELEMENTARY MATHEMATICS RUBRICS
2014-2015
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Appendix 3.
Deakin ATA Handbook

Faculty of Arts and Education

EPR 703
Reflecting on practice in professional experience
Deakin Authentic Teacher Assessment
Handbook
2010

1
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Introduction
This Handbook contains the guidelines for successfully completing the Deakin
Authentic Teacher Assessment (Deakin ATA). This is the major assessment task
(70%) for EPR 703. Collectively, the activities that make up the Deakin ATA are
designed to authentically assess your readiness for beginning teaching.

In

trimester 3 2010, the compiling of data for the Deakin ATA will occur after
professional experience.
By completing the Deakin ATA you will have the opportunity to demonstrate your
ability to:


Demonstrate teaching proficiency in relation to the VIT Standards of
Professional Practice for Graduating Teachers;



Identify the important features of the classroom context that influence
your planning, teaching and assessment;



Draw on students’ prior learning when planning and teaching lessons;



Work with students to build their knowledge in a particular area;



Engage students in meaningful activities and monitor their understanding;



Critically reflect on your professional practice and its impact on students’
learning;



Assess student learning and determine patterns in whole class learning as
well as individual learning needs; and,



Use student assessment to inform your professional practice.

Overview of the Deakin ATA
In the Deakin ATA, you will focus on student learning and demonstrate your
proficiency with the strategies you use to support students’ learning. You will also
have the opportunity to explain the thinking underlying your teaching decisions,
assessment and examine the effectiveness of your professional practice.
The main activity is the development and teaching of a sequence of 5-8 lessons
that build upon one another towards a central focus. These lessons may be part
of a larger unit.
Required teaching artefacts and analysis - You will submit lesson plans, copies of
teaching resources and assessment materials, a 10-minute video clip of your
teaching, a summary of whole class learning and an analysis of student work
samples. You will also submit descriptions of the teaching context and an analysis

2
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of your own teaching practices, reflecting on what you have learned about your
own teaching practice and also about students’ learning
Components of the Deakin ATA
Activity 1: Context for Learning
Activity 2: Planning Teaching & Assessment
Activity 3: Teaching Students and Supporting Learning
Activity 4: Assessing Student Learning
Activity 5: Reflecting on Teaching & Learning

1. Context for Learning
Description and commentary on context for learning
Activity 1
2. Planning
Teaching &
Assessment

3. Teaching
Students and
Supporting
Learning

4. Assessing Student
Learning

5. Reflecting on
Teaching &
Learning

Lesson plans

Video clip

Daily reflections

Resources,
handouts,
overheads, etc.

Commentary

Analysis of whole class
achievement + 3
student work samples

Activity 3

Analysis of learning
needs for the 3
students
Assessment
commentary
Activity 4

Planning
commentary
Activity 2

Reflective
commentary

Activity 5

Assessment of the Deakin ATA
The Deakin ATA will be assessed according to criteria framed by key questions
related to the activities and aligned with the VIT Standards of Professional
Practice for Graduating Teachers. The rubrics reflect the quality of performance
and discriminate the between levels of quality learning. Submit the Deakin ATA in
a ring binder with the five sections of this task.
Journal
You are required to keep a journal for this task. This is to record your teaching,
resource development, reflections and to serve as a prompt to complete the
Deakin ATA.

62

You are to begin using this journal at the start of Professional
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Experience from Day 1. You will not be able to complete this task without ongoing
recording in this journal and are required to submit the journal.
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Activity 1: Context for Learning

Link to VIT Standards of Professional Practice for Graduating Teachers
3.4

Have

an

understanding

of

cultural

and

religious

diversity

and

of

socioeconomic factors which may influence the students they teach
3.3

Know how to identify the prior knowledge, the learning strengths and
weaknesses of students, and other factors which impact on learning

3.2

Regard

all

students

as

capable

of

learning

and

demonstrate

an

understanding of, and commitment to, equity in their practice
Purpose:
The purpose of Activity 1 is to provide a brief overview of the important features
of the classroom/ school/ community. Understanding these contexts will influence
your teaching and planning your sequence of lessons.
Activity:
You are required to describe the subject /key learning area you are going to teach
in the sequence of lessons, the school in which you are teaching, the students in
the class and provide information about the content required by the curriculum
and the resources available in the classroom.

64
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1. Context for Learning Commentary
Students are to provide the following context information for the class you have
selected for the Deakin ATA.
1. Subject/Learning Area
Grade/ year level/s
Subject/ learning area
Specific topic / focus
2. School Context - Briefly describe the school / community in which you teach.
This includes: location, socio economic /cultural background, school type, number
of students, like school, My School website and other contexts that may be
influential.
3. Students - How many students are in your class? What is the ratio of boys/
girls in your class? What is the cultural diversity of students in your class? What
languages are spoken by students in your class?
4. Students’ academic development - What do you observe about the
students’ learning styles? What can they do and what are they are still learning
to do? Describe how you would identify the prior knowledge and learning
strengths and weaknesses of students and other factors that impact on their
learning and other factors that impact on learning.
5. Students’ social development - Describe the students’ abilities, getting
along with each other and expressing themselves –verbally, in writing, through
individual or group problem solving or experiments.
6. Resources - What resources (textbooks, handouts, computers, equipment,
etc) are available in your classroom/ school to help students learn?
7. Other - Include any other relevant information about the learning context not
covered by the above points.
Presentation – Students may present this data in a table format

An approach to the accreditation of initial teacher education programs based on evidence of the impact of learning teaching, AITSL,62015

65

InSights

Activity 2: Planning Teaching & Assessment

Link to VIT Standards of Professional Practice for Graduating Teachers
4.1

Use their professional knowledge to establish clear, challenging and
achievable learning goals for students as individuals and groups

4.2

Design lesson and unit plans which integrate a range of activities,
resources, and materials to support learning, including the use of ICT and
other learning technologies

4.3

Evaluate student responses and work samples, using a variety of
strategies and tools to make appropriate assessments of learning and
plans for future teaching and activities

4.4

Plan learning sequences and units which are consistent with curriculum
statements, frameworks and assessment structures commonly used in
schools

4.5

Monitor and record student learning, providing appropriate feedback to
students on their progress and how to improve, and for reporting to
parents

4.6

Have a sound knowledge of current learning theories and of pedagogical
models from which they draw their practice

Purpose
The purpose of this activity is to explain your decisions as you develop the
teaching and assessment plan for the 5-8 lessons. You are asked to demonstrate
your ability to develop a lesson and unit plan designed to help students achieve
the intended learning goals for students. You are to plan assessment activities
designed to inform both you and the students about learning outcomes.
Activity
You are required to write a commentary that asks you to describe, explain and
critically reflect on your teaching and assessment plan for your sequence of 5-8
lessons.

66
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2. Planning Teaching & Assessment Commentary
Answer separately the following prompts.
1. Teaching Focus and rationale
What is the central teaching focus of your planned lessons? Why is the content or
what you planned important for your students to know? What concepts are you
teaching? How is your teaching consistent with current curriculum documents
(Early Years, VELS, VCAL, VCE)?
2. Theoretical and Pedagogical Framework
Describe the theoretical framework/learning theories/ pedagogical models and/or
research/readings that inform your lesson plans.
3. Learning Activities
How does the design of your lessons develop students’ knowledge and abilities?
How do the learning activities in your lesson plans challenge students to learn?
4. Teaching Strategies
How do your choices of teaching strategies, materials and the sequence of
learning activity reflect students’ backgrounds, developmental levels, interests
and needs?

Be specific about how your knowledge of these students informed

the lesson plans.
5. Assessment
Explain when and how you will assess student learning.

How will student

assessments help you understand if students have achieved the learning
objectives?
Supporting Documentation
Attach the plans for your 5-8 lessons. In addition, attach and submit all teaching
resources materials, including class handouts, PowerPoint presentations, etc, and
informal and formal assessment tools (including evaluation criteria and rubrics)
used during the lesson plan sequence.

If any of these materials are from a

textbook, please provide a copy of the pages you used along with a list of
references.

Include resources you have designed or developed yourself for

example handouts, experiment materials, web pages, Power Points, to support
your teaching.

8 2015
An approach to the accreditation of initial teacher education programs based on evidence of the impact of learning teaching, AITSL,

67

InSights

Activity 3: Teaching Students and Supporting Learning

Link to VIT Standards of Professional Practice for Graduating Teachers
7.1

Teachers regularly reflect on and critically evaluate their professional
knowledge and the effectiveness of their teaching;

7.2

Be aware of their own strengths, preferences and needs as a learner, and
can identify areas for development as an emerging practitioner and
member of the profession

Purpose
Activity 3 requires you to videotape a 10-minute segment of a lesson and provide
a commentary and a reflection about the lesson. Complete the consent form for
filming in the classroom and have the appropriate permission from the school/
parents/guardians of your students.
Activity
1. You are required to provide a commentary about the lesson and reflect on the
video clip of your teaching and students’ learning.

Write a commentary that

answers the prompts provided.
2. Submit a 10-minute unedited videotape segment of the lesson that illustrates
how you facilitated students’ engagement in meaningful learning.

Ensure that

you follow the following guidelines:


The videotape should be continuous and unedited, with no interruptions.
You can videotape as much of the lesson as you wish, but then select a
continuous 10-minute segment to submit.



The video clip can feature either the whole class or a small group of
students.

68
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3. Teaching Students and Supporting Learning Commentary
In this section you are required to reflect on the videotape of your teaching.
Write a commentary that answers the following prompts:
Sequence in Lesson
1. Other than what is stated in the lesson plan(s), what occurred immediately
prior to and after the video clip that is important in order to understand
and interpret the interactions between and among the students during the
videotaped segment?
2. Describe any routines such as group work, experiments, problem solving,
use of materials, etc that were operating during the learning activity(s)
seen on the video clip.

If specific learning activities were new to the

students (group work for example), how did you prepare students for
them? From viewing the video what surprised you?
Engage students in Learning
3. In the teaching seen on the clip, how did you further students’ knowledge
and skill and engage them in understanding concepts? Provide examples
of both overall strategies to address the needs of all of your students and
strategies to address the specific needs of individual students.
4. Describe and justify the use of the strategies you used to monitor student
learning during the lesson shown on the video clip. Provide two examples
of what students did or said (in summative or formative assessments).
Analyse how this gave you information about whether the students were/
were not progressing towards achieving the lesson learning objectives?
5. Evaluate what you learned about your (a) planning and (b) teaching from
viewing yourself in the video clip (what worked well and what you might
want to work on in the future). Explain how and why in your next lesson,
you will build on the successful aspects of your lesson and address aspects
that you have identified need further development.
6. How did this reflection (in 5) assist you to identify your strengths,
preferences and areas for development as an emerging practitioner?

102015
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Reflect on what implications this has for improving your own teaching.
Refer to journal entries to support your comments.

Required documents:
1. The 5-8 lesson plans focussed on the development of key concepts (as in
Activity 2). These can be photocopied or scanned. Indicate which lesson included
the videotaped segment.
2. Journal Entries
Daily teaching reflections after teaching each lesson that respond to the following
prompts:

70



What is working? What is not? For whom? Why?



How will you change or adapt your next lesson based on this reflection?
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Activity 4: Assessing Student Learning
Link to VIT Standards of Professional Practice for Graduating Teachers
4.3

Teachers monitor student engagement in learning and maintain records of
their learning progress;

4.4

Teachers select assessment strategies to evaluate student learning, to
provide feedback to students and their parents/guardians and to inform
further planning of teaching and learning.

6.4

Teachers

provide

meaningful

feedback

to

students

and

their

parents/guardians about their developing knowledge and skills.
Purpose
In this section you are to demonstrate how you evaluate student learning needs
through analysis of work samples. You are to collect all students’ work in relation
to this assessment task. You will provide evidence of your ability to:


Select or design an assessment tool and criteria aligned with curriculum/
central focus/big idea and learning objectives;



Analyse students’ learning in relation to the identified learning objectives;



Provide evidence of feedback to students; and,



Use the analysis to inform and identify next steps in teaching for the whole
class and also for individual students.

Activity
This activity requires you to focus on the assessment task to:


Identify and synthesise patterns in relation to the learning outcomes for the
whole class.



Provide assessment examples from 3 students whose work demonstrates a
variety of learning outcomes. All 3 examples need to include the feedback that
you provided where you outlined what the student had learnt and what they
still not fully understood.



Examine the students’ work samples and analyse these with the intention of
identifying successful learning and future learning needs.

12
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4. Assessing Student Learning Commentary
In this section you are required to write a commentary that addresses the
following prompts. You are to include aspects of the assessment task such as
specific objectives for the task, criteria for assessment (or rubric) and
curriculum documents.
1. Assessment task
Report how the selected criteria assisted in measuring student learning of the
objectives? Demonstrate how your assessment tool can indicate what a student
does and does not understand?
2. Whole Class Assessment
Summarise from marking the assessment task the whole class results in

table

form.
How will you know that the assessment tool is reliable and valid? Evaluate if the
assessment tool is effective in assessing learning?
What are the gaps in student learning? How would you know if the assessment
was appropriate?
To demonstrate the patterns you have identified in the student learning discuss
what most students appear to understand and, if relevant, any misconceptions,
confusions, or needs (including a need for greater challenge) that became
apparent for some or most students.
3. Sample Student assessment
Analyse the three student work samples to provide specific evidence to support
your analysis of student learning.
For the 3 students whose work samples were selected, describe their prior
knowledge of the content and their individual learning strengths and challenges.
Cite specific evidence from the work assessment and from other classroom
assessments relevant to the same evaluative criteria (or rubric).
4. Feedback

72
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What written feedback did you provide to individual students and/or the group
as a whole (refer the reviewer to any feedback written directly on submitted
student work samples)?

Explain how and why your approach to feedback

supports students’ learning?

In what ways does your feedback address

individual student needs and learning goals? Cite specific examples and
reference the 3 student work samples as evidence to support your analysis.
5. Assessment for Learning
Based on the student performance on this assessment, include how your specific
learning plan you would design to improve the areas of weakness identified and
monitor the improvement.
For those who achieved learning goals, what new challenges and ways of
monitoring would you consider for this group of students? These next steps may
include a specific teaching activity or other forms of re-teaching to support or
extend continued learning of objectives, standards and/or central focus/big idea
for the learning segment. Document how these next steps will improve student
performance?
6. Conclusion: Assessment for teaching
Reflect on how to improve the task for next time that would influence your
teaching?
Required documents:


Assessment tool and criteria (or rubric) that was used to assess the
students’ work.



Record of student learning in assessment task as a Table



Three student work samples. These should represent what students
generally understood in the class as well as those areas that students
were still struggling to understand. Label these work samples as “Work
Sample 1”, “Work Sample 2”, and “Work Sample 3”.



Provide your feedback to these 3 students. If it is not written directly on
the work sample, provide a copy of any written feedback or write a
summary of oral feedback.
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Activity 5: Reflecting on Teaching & Learning
Link to VIT Standards of Professional Practice for Graduating Teachers
7

Teachers reflect on, evaluate and improve their professional knowledge
and practice.

7.1

Teachers regularly reflect on and critically evaluate their professional
knowledge and the effectiveness of their teaching;

Purpose
The purpose of this section is to reflect on what you have learned from your
teaching and assessing students’ learning. This section draws from your journal
entries and your thinking around the lessons.

It provides you with the

opportunity to demonstrate your ability to analyse teaching and students’
learning in order to improve your teaching practice. You should also comment on
your relationships with students.
Activity


Ensure that you keep a record your reflections after teaching each lesson, that
includes discussion of how the lesson went for the class as a whole as well as
for specific students. (See instructions for Activity 4)



Review your daily reflections (journal) and your analyses of the effectiveness
of teaching and assessment strategies. Use these specific analyses and
reflections to identify more general patterns within your planning, teaching,
and assessment practices across the learning sequence.



Reflect on your teaching of the sequence of lessons in light of your
observations of the effectiveness of your teaching practice in helping students
learn; and, the theoretical perspectives/ current learning theories and
pedagogical models from your Master of Teaching course.



Using your journal as evidence reflect on how your thinking about teaching
has shifted.

74
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5. Reflecting on Teaching & Learning Commentary
You will need to draw from your journal to address the following prompts.
1. When you consider the learning of your students, what do you think
explains the learning or differences in learning that you observed during
the sequences of lessons? Cite relevant research or theory that explains
what you observed that has been noted in your journal.
2. Based on your experience teaching these lessons, what did you learn
about your students as learners (e.g., easy/difficult concepts and skills,
easy/difficult learning activities, common misconceptions)?

What is

working? What is not? For whom? Why? Please cite specific evidence from
your teaching as well as specific research and theories that inform your
analysis and your journal entries.
3. If you were to teach this sequence of lessons again to the same class to
improve the learning, what would you do differently in terms of planning,
teaching and assessment? How does this reflection inform what you plan
to do in the next lesson? How will you change or adapt your next lesson
based on this reflection?
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40 marks

48 marks

Activity 2: Planning Teaching & Assessment

Activity 3: Teaching Students and Supporting

34 marks

196 marks = /70

Activity 5: Reflecting on Teaching and Learning

Total

Comment
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Activity 4: Assessing Students’ Learning

Learning

24 marks

Activity 1: Contexts for Learning

Name
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Marks .../40

Does not adequately describe
students social, development
with little evidence from
classroom observation

Does not identify/insufficient
identification of learning styles
without evidence. Does not
identify factors that impact on
learning

Not shown 0-4
Does not include all features of
the classroom context

Describes superficially students
social, development using some
appropriate language evidenced
from some classroom
observation

Identifies some learning styles
with some evidence. Identifies
at least two factors that impact
on student learning.

Beginning 4
Lists features of the classroom
environment

Describes in some depth
students social, development.
Uses language evidenced from
supported classroom
observation

18

A thorough description of
students social, development
that is fully supported using
appropriate language and
justified with evidence from
classroom observation

Identifies and describes
students learning styles
supported through evidence
linked to learning styles.
A thorough account of all
factors that impact students’
learning styles.

Identifies and describes learning
styles supported through some
sets of evidence.
Identifies more than two factors
that impact on student learning.

Advanced 7-8
Comprehensive and clear
description of all features of the
classroom environment

Established 5-6
Explains features of the
classroom environment
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Identification of prior
knowledge, the learning
strengths and weaknesses of
students, and other factors
which impact on learning
/8
Students’ social development:
Description of students social,
development using appropriate
language evidenced from
classroom observation
/8

Criteria
Classroom Context:
Grade/ year level/s and subject/
learning area; Specific topic for
teaching; Number of students in
the class; Cultural diversity;
Language/s spoken; Resources
available in your classroom/
school.
/8
Students’ academic
development:
Description of students learning
styles, strengths and
weaknesses with evidence

Activity 1: Contexts for Learning
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Marks .../40

An account that describes how
the lesson design links to
building knowledge and skills.
A description of how the
lesson challenges students’
learning

Provides an incomplete
account of lesson design and
students learning

Gives an incomplete
explanation of assessment
timing and student
achievement

Some explanation about the
selection of teaching strategies
aligned to some aspects of
students.
An explanation of assessment
timing.
An account of relationships
between assessment and
student achievement.

Notes theoretical framework/s
with some connection to the
lesson

Provides a sketchy description
with little/ no links to
theoretical framework

Gives an insufficient account
that does not draw from
knowledge of students.

Beginning
4
Teaching Focus and Rationale
provided Description of
concepts with links to Current
curriculum documents

Not shown
0-4
Does not include aspects of
teaching focus, rationale and
assessment

A justified explanation of
assessment timing. An account
of relationships between
assessment and student
achievement.

An in depth account that
describes how the lesson
design links to building
knowledge and skills.
An explanation of how the
lesson challenges students’
learning
A thorough explanation about
the selection of teaching
strategies aligned to students.

Notes and accounts for the
selection of theoretical
framework with links to the
lesson

Established
5-6
Teaching Focus explained
with supported rationale.
Clear description of concepts
with links to current
curriculum documents

An in depth account that
describes how the lesson
design links to building
knowledge and skills.
An thorough explanation of
how the lesson challenges
students’ learning
A supported explanation
about the selection of teaching
strategies justified to your
knowledge of students.
A justified explanation of
assessment timing.
A demonstrated
understanding of relationships
between assessment and
student achievement.

Advanced
7-8
Teaching Focus explained
with justified supported
rationale. Clear description of
appropriate concepts with
appropriate links to current
curriculum documents
A thorough description and
rationale for the selection of
theoretical framework with
justification to the lesson
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4. Teaching strategies:
Explanation of teaching
strategies in terms of students.
/8
5. Assessment:
Explanation of assessment
timing and teaching to
learning objectives. /8

1.Teaching Focus and
rationale: Inclusion of,
teaching focus, rationale,
concepts and links to current
curriculum documents.
/8
2. Theoretical and Pedagogical
Framework: Description of
theoretical framework that
informs your lesson
/8
3. Learning Activities: Design
of lessons to build knowledge
and skills to challenge
students’ learning
/8

Criteria

Activity 2: Planning Teaching & Assessment
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Does not identify or limited
description of contexts of film
clip

Does not identify or limited
description of routines and
learning activities.

Does not identify or limited
description of strategies to
engage students in learning.
Does not/limited evidence
from film clip

Does not describe nor account
for strategies to monitor
students learning. .

Little explanation of your own
planning and teaching to
inform next lesson.

1. Lesson sequence:
Description and explanation of
the contexts of the film clip
/8

2. Routines and Learning
activities: Interpretation of the
contexts for learning /8

3. Engage students in learning:
Accounts for strategies to
engage students in learning.
/8

4. Strategies to monitor
students learning: Accounts
for strategies to monitor
students in learning.
/8

5. Evaluation of your own
learning
/8

Description of your own
learning cited through
evidence from the film clip to
inform future practice.

Description of strategies to
monitor learning through two
student examples. Some
analysis of student progression
towards learning objectives.

Identifies and describes
strategies that promoted
student engagement
knowledge and skills in
learning

Describes and identifies how
classroom routines influence
learning.

Beginning
4
Identifies and describes
contexts for learning through
reference to lesson before &
after film clip.

Evaluation and interpretation
of own learning in planning
and teaching through evidence
film clip to inform practice.

Description and justification of
strategies to monitor learning
with evidence from two
student examples. Some in
depth analysis of student
progression towards learning
objectives.

Identifies and explains how
teaching strategies promote
student engagement
knowledge and skills
(individual and class) in
learning from the film clip

Accounts for how classroom
routines influence learning
through film clip evidence

Established
5-6
Describes in detail contexts for
learning through connection s
to evidence before and after
film clip.

Critical reflection of your own
learning in planning and
teaching through evidence
from the film identified as

A critical interpretation of the
classroom routines and
learning activities with film clip
evidence
A justified account of the
rationale for teaching
strategies that promoted
student engagement,
knowledge and skills (both
individual and class) in
learning with evidence from
the film clip
Description and justification of
strategies to monitor learning
with evidence from two
student examples. A thorough
and in depth interpretation
and reflection of student
progression towards learning
objectives

Advanced
7-8
A fully supported explanation
of the film clip with evaluation
of the significance of ‘before’
and ‘after’ the film clip.

An approach to the accreditation of initial teacher education programs based on evidence of the impact of learning teaching, AITSL, 2015

Not shown

Criteria

Activity 3: Teaching Students and Supporting Learning
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80

Marks. …/48

Does not show evidence or
little evidence of selfknowledge as a teacher.

A description that shows
awareness of strengths,
preferences and areas for
development. Some reference
to journal entries.

A description that shows selfknowledge in strengths,
preferences and areas for
development. Self-appraisal
and reflection that shows a
plan for improvement.

successes and challenges to
inform future practice.
A reflection on self-knowledge
that shows understanding of
one’s strengths, preferences
and areas for development as
a teacher. Draws from journal
entries and includes a plan for
improvement.
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6. Self knowledge of teaching:
Awareness of one’s progress
as an emerging practitioner
drawn from evidence
/8
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Does not/limited analysis of
student work samples

3. Sample Student Assessment:
Analysis of student work
samples
/8

Some explanation and analysis
of student work samples using
appropriate terminology.

Explanation of assessment with
some evidence of student
learning.

Description and analysis of
students’ samples that illustrate
connections to assessment and
teaching.

Explanation of assessment with
sufficient evidence from
student learning.

Accurately explains assessment
using reliability and validity of
assessment

n/a

Clear explanation of the
relationship between
assessment task criteria and
student learning

Established
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Thorough explanation using
assessment terms such as
reliability and validity and
student supported by evidence
in the table.
Thorough explanation and
analysis of assessment with
sufficient evidence from
student learning. Draws
conclusions about the
relationship between
assessment and student
learning.
Description and analysis of
students’ samples that illustrate
understanding of assessment,
implications for teaching and
learning.

Thorough explanation of the
relationship between
assessment, task criteria and
student learning. Description of
the implications for future
assessment task design
n/a

Advanced
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Does not show/limited
explanation of assessment and
student learning.

Explains meaning of assessment
with some use of the terms.

Does not explain meaning of
assessment.

Evaluating student learning
using evidence based
assessment
/8

Shows whole class assessment
in table form

Does not show / limited whole
class assessment in table form

2. Whole Class Assessment in
table
/4
Description of assessment using
terms – reliable and valid.
/4

Superficial description of the
relationship between
assessment task criteria and
student learning

Beginning

Description does not report on
how the assessment task
criteria measured student
learning.

Not shown

1. Assessment task:
Explanation of how the
assessment task criteria
measured student learning.
/4

Criteria

Activity 4: Assessing Students’ Learning

InSights

81

Does not show /limited
description of assessment for
learning.

Does not/limited comment on
assessment for teaching.

5. Assessment for Learning:
Application from assessment to
student learning
/8

6. Assessment for Teaching:
Critiques assessment task for
improvement
/8

th

An description of assessment
that informs teaching that
draws from existing practice
(assessment task)

A description of assessment for
learning that cites evidence and
theory to create a learning plan
for students who did not
achieve and a ‘next steps’ for
students who achieved goals.

Some description and
explanation of feed- back to
students. Evidence for
feedback provided linked to
student learning.

A thorough description of
assessment for learning that
draws from some evidence and
theory. Creates a learning plan
for students who did not
achieve and a ‘next steps’ for
students who achieved goals.
An description of your
knowledge of assessment to
inform future teaching through
some critique of existing
practice (assessment task)

Describes feedback given and
explains how feedback relates
to improving students learning.

An in-depth analysis of
assessment for learning that
draws from evidence and
theory. Creates a learning plan
for students who did not
achieve and a ‘next steps’ for
students who achieved goals.
An account that includes critical
reflection on your knowledge of
assessment to inform future
teaching through a critique of
existing practice (assessment
task)

Describes and justifies feedback
related to improving students
learning drawn from evidence
and theory to support your
answer.

82

your

knowledge

students

as

learners

and

your

current

professional

knowledge

and
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of

teaching

23

effectiveness.

previous sections of the Deakin ATA and from readings and/ or theoretical perspectives. It is now clear that these rubrics are different. This allows you to bring together

teaching. “ This will allow you to bring together your reflections on your current knowledge and effectiveness of your teaching drawing from the journal, comments made in

2. Reflective Practice There is a rubric ‘reflective practice’ directly related to VIT standard - “ teachers reflect on their professional knowledge and effectiveness of their

and little discrimination between the two.

1. Students as learners. There is only one rubric now on students as learners. In the previous one there were two. This was confusing because there was a lot of similarity

Note: There are two changes to this section of the Deakin ATA rubrics from Wednesday 8 Dec discussion.

Marks … /52

Does not show /limited
description and explanation of
feedback to students

4. Feedback:
Description, explanation and
application of feedback to
students
/8

InSights

Marks. …/32

/20

2. Reflective Practice:
Reflect on your overall
professional knowledge and
teaching effectiveness.

1. Student Learning:
Reflect on students as learners
/12

Criteria

Little/some evidence of a
reflective practitioner with
some examination of current
professional knowledge and
teaching effectiveness.
.
Employs excerpts from the
Deakin ATA /journal to support
this reflection with some
connection between reflection
and journal excerpts.

Beginning
6 -8
Describes students’ learning
drawn from journal entries.

Employs selected excerpts from
Deakin ATA /journal to support
this reflection.

Some evidence of a reflective
practitioner with examination
of current professional
knowledge and teaching
effectiveness.

Established
9-10
Describes and explains students
as learners drawn from journal
entries and some theories of
learning.

24

Advanced
11-12
Comments using ‘reflection on
practice and for action’ of
students as learners drawn
from journal entries and
theories of learning.
Evidence of a reflective
practitioner with clear
examination of current
professional knowledge and
teaching effectiveness.
Employs thoughtfully selected
excerpts from Deakin ATA
/journal to support an insightful
reflection.
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Employs excerpts from the
Deakin ATA /journal with little
connection between reflection
and journal excerpts.

Little evidence of a reflective
practitioner with little /no
examination of current
professional knowledge and
teaching effectiveness.

Not shown / Limited
0-5
Does not/limited comment on
students as learners.

Activity 5: Reflecting on Teaching and Learning

InSights

83

InSights
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