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From the field . . .

As someone who recently shifted into a coordinator role as a complementary 

observer and prior to our district’s work in aligning our evidence collection 

processes, I had difficulty in determining how to effectively gather data, 

where to find it, and how to choose what types of data to collect. The process 

became more manageable when I realized it needed to start prior to 

stepping foot in a classroom. The steps that allow for a more focused 

and organized method of data collection are my discussions ahead of time 

with my teachers about items (practices, outcomes) for which they want 

feedback and my planning of the use of my inking tablet (with templates I 

create for myself). The tablet allows me to place myself where the learning is 

occurring and more readily collect both quantitative and qualitative evidence 

to support the teacher’s growth toward his or her goals.

—Jesse Darcy, Math Coordinator, Grades 5–12

“You hit home runs not by chance but by preparation.”

—Roger Maris

How Can You  
Prepare for  

Evidence Collection?3
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Learner-Focused Feedback68

You’ve seen it: baseball players take one crack at a pitch and make hitting 

home runs that soar into the stands look so easy. What you don’t see is the 

players spending hours in batting practice to achieve those glorious home run 

hits. Teachers work equally as hard behind the scenes to meet individual stu-

dent needs, ensure high levels of challenge, and increase the level of rigor in 

lessons—complex work that is rooted in effective planning. Winging it (or 

simply replaying the previous year’s lesson) would likely result in a pop-up to 

the second baseman.

The same can be said for effective feedback. Now that you have built a founda-

tion from Chapters 1 and 2, you have begun the steps toward proactive think-

ing and planning for highly effective and comprehensive evidence collection 

that will result in feedback that feeds forward. We know this type of feedback 

does not happen by chance, so to help you knock it out of the park, we have 

dedicated a whole chapter to planning for observation and feedback.

Assessment-capable and highly efficacious teachers recognize and reflect on 

how their actions are impacting their students. To help a teacher understand 

his or her impact through feedback, we know as observers that we must collect 

rich evidence of engagement and learning. As things evolve in a lesson, you 

will adjust your strategies and evidence collection (addressed in Chapter 4  

and 5). Chapter 3 offers proactive steps you can take before you arrive at any 

classroom or begin to watch a video lesson and strategies that will help you 

to maximize your observations with evidence collection that is efficient and 

effective. We will explore two new aspects: (1) the evidence collection tools 

you are using and (2) how you can plan to look, listen, and interact with 

learners based on expectations. Expectations for teaching and learning might 

be outlined in an instructional framework of teacher performance standards 

and should be aligned to disciplines and content standards.

After reading Chapters 1 and 2, we hope you have taken the opportunity to 

set a plan in motion, to

• develop an understanding of how students think and learn,

• deconstruct your rubric to develop a deep understanding of expected 

teaching and learning and general look-fors,

• investigate strategies related to neuroscience, and

• practice basic evidence collection strategies.

You will find through your work in the chapters ahead that you will continue 

to strengthen your capacity and skills related to the items in the list. Don’t 
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69How can You PrePare For evidence coLLection?  

forget that our suggested steps, standards, and skills take time to master, so be 

patient with yourself. Practice, reflect, and revise!

Strategy 1: Mindfully plan from Chapter 1 serves as a foundation for this 

chapter. Let’s continue that thinking and uncover more elements you can 

plan in advance of an observation. As you read, you can also consider 

possible applications for steps you can take before viewing lessons on 

video.

Preobservation Planning
Often, observers will engage with a teacher in a preobservation meeting 

before a visit. From this conversation, you can gather a great deal of informa-

tion about the teacher’s expectations for learning for the lesson, thought 

process in planning to meet learners’ needs, how students will be applying 

the learning or demonstrating understanding, and so forth. Together, you can 

discuss the unit context and previous and upcoming lessons and brainstorm 

about what might unfold (e.g., potential areas for misconceptions or needs 

for extensions). A teacher can also request that you watch for a particular 

practice or student behaviors. Ideally, in a culture of learning, teachers arrive 

at meetings ready to discuss these points.

These do not have to be formal meetings, but it is valuable to make time for 

a quick chat so that you can align your evidence collection to teacher goals, 

new learning, or needs. Know that if you are consistently meeting with a 

teacher after observations, you will find you can often immediately utilize the 

additional planning strategies in this chapter. This will allow you to conduct 

more frequent unannounced visits, which often provide more accurate snap-

shots of instruction.

Regardless of whether you are planning an announced or unannounced visit, 

we highly recommend that observers engage in some preparation to do the 

following:

• Quickly chat with a teacher about what is happening in the upcom-

ing week, ask if she or he is trying out new strategies, and determine 

if there are good times to visit or not visit (e.g., avoid test days and 

field trips).

• Review your notes from goal-setting meetings, previous visits and 

conversations, coaching sessions, and next steps.
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Learner-Focused Feedback70

• Plan with your assistant or other team members to determine how 

you can block your schedule in order to spend uninterrupted time 

observing lessons live or on video

Planning Your Tools
From Chapter 1, you have determined who you will visit and when, and with 

some quick preparation and conversation, you have goals or look-fors planned 

for the week’s visits. Beyond this, you will need to plan your steps and processes 

for how you will engage in evidence collection during the observation. You may 

be thinking, “I know I am going to talk to students when I come to visit, but 

what will I be talking to them about?” or “What else will I be doing?” You can 

use our set of strategies from Feedback to Feed Forward as a foundation:

• FF Strategy 14: Listen to teaching and learning. What will you look 

for, watch, or see?

• FF Strategy 15: View learning in action. What will you listen for or hear?

• FF Strategy 16: Interact with learners. What will you ask students to 

determine if they are engaged, and at what levels, or if they are mov-

ing forward in understanding? How will you interact with them?

As you take steps to organize yourself beforehand, think about how you will 

plan for the use of your evidence collection tools. You do not want to arrive 

without the essentials you need or struggle in the middle of a lesson. To suc-

cessfully use any of our strategies, you will need to plan how to record the 

evidence that you will collect (FF Strategy 13: Maximize the use of your note-

pad or tablet).

Many observers, especially those new to evidence collection during observa-

tions, feel overwhelmed and ask us for examples of notecatchers, templates, or 

guides in support of our recommended strategies. Some observers set up their 

notes ahead of time with reminders (“Time” in the left column, “Learning 

Target” at the top), while others have set up columns with “T” for teacher 

on one side and “S” for student on the other, and some teams have created 

elaborate templates. Often, goals for observations can guide the design of an 

evidence organizer if you require one (discussed in just a bit). Regardless of 

what you use, it is important to think ahead about how to maximize your 

tools to ensure that you are able to capture the evidence in the moment and 

actually leave the room with it.

You might find that a template you planned or designed is too cumbersome 

and you are missing too much of the lesson trying to complete it. For example, 
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71How can You PrePare For evidence coLLection?  

we have watched a principal try to carry a full instructional framework around 

and add notes, with difficulty, to the bottom, under “aligned indicators.” Or 

sometimes, you become so engaged with listening to or speaking with stu-

dents, you forget to record what happened or what was said at all. (This is 

where pause and replay on video is beneficial!) Because these things occur, 

you’ll want to set yourself up for success by planning ahead, thinking about 

where that evidence might be recorded (e.g., always have your devices fully 

charged.) Some observers are challenged just by juggling the tools they must 

carry, which takes practice. It seems simple, but we always make sure we have 

pockets, a watch, and extra paper and pens to plan for any possible situation 

or tech malfunction. As you practice with the skills, strategies, and tools, try 

something, reflect on its usefulness, and then modify.

Templates

There are many protocols and templates available to observers. Some excel-

lent options that help you organize what to collect include these:

• Donahoo’s (2017) Template for Documenting Students’ Learning

• Marzano’s Walkthrough Protocol (LSI, 2017), based on forty-one key 

teaching strategies

• Hattie’s (2012) Walkthrough Tools

• Big Picture Figure 1.4 (Tepper & Flynn, 2019)

We never want to dictate what will work best for you. However, it is import-

ant to remember why we are visiting classrooms—to provide feedback that 

will help teachers understand how they are going, where they are going, and 

what is next based on the impact on learners. So if you are using a template 

or predesigned tool, make sure not only teaching moves and practices are 

included but student outcomes look-fors as well. The following criteria can help 

guide you in the use of any evidence collection template or tool. Ideally, the 

tool within the observation process

• should not result in simply checking off items on a list or limit your 

evidence collection because a box is too small,

• should not be required to do too much processing or analysis to 

answer template questions or think about where evidence should go 

as you are observing and collecting,

• should not cause you frustration or impair your ability to interact 

authentically with students or distract students (kindergartners are 

mystified by rapid typing), and
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Learner-Focused Feedback72

• should result in the collection of a comprehensive and usable set of 

specific evidence, examples, and quotes that will allow you to analyze 

how a teacher is impacting learners.

Remember from Chapter 1, we are working to help teachers understand 

through relevant evidence

• how/why claims are being made about the overall effectiveness of 

instructional practices (which could include clear and objective sup-

port of a performance-level rating),

• how they are impacting student engagement and learning (causal 

attribution), and

• how they are progressing toward district/region, school, or profes-

sional goals.

These are rooted in our determination as to how students are progressing 

toward the three goals outlined in Chapter 2:

Goal 1: Conceptual thinking: this will involve your monitoring of cog-

nitive understanding (acquiring and using new concepts, skills, knowl-

edge, etc.)

Goal 2: Metacognitive thinking

Goal 3: Self-regulation and self-monitoring

Stop and Think: What tools do you use when observing lessons (or 
does an observer in your room use)? Are these choices allowing you or 
the observer to meet the overarching goals mentioned previously and 
collect needed evidence?

Planning by Using Expectations
Though templates are very helpful for efficiency and to organize your think-

ing, always work to ensure they are aligned with the expectations for teaching 

and learning outlined in your instructional framework. A framework, espe-

cially one that includes not just expectations for teachers but also student 

outcomes, is a tool that can be used for coaching, growth, supervision, and 

support, not just evaluation. We have worked directly with nonsupervising 

support staff, like coaches and peer teachers, who successfully leverage the 

framework in nonevaluative ways, building a common understanding of 

effective teaching and learning across a team.
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73How can You PrePare For evidence coLLection?  

It is important not to add new lists of expectations with differing language or 

to complicate the process. Based on what we know from Bandura (1994), self-  

and collective efficacy increases as learners develop clearer self-perceptions 

and understandings of their role in outcomes (causal attributions)—all rooted 

in a clearer understanding of expectations. If you and your team have engaged 

in our suggested tasks to unpack your instructional framework or understand-

ings about your learners (see Chapter 1), you are ready to begin working on 

Strategy 6.

Strategy 6: Plan evidence collection based on 
your framework

Let’s look at an example of how to determine what evidence can and should 

be collected by using expectations articulated in your instructional frame-

work. This work can be done in conjunction with our suggested initial deep-

dive deconstruction of the teacher performance rubric or as a separate step, 

isolating and unpacking targeted attributes or indicators. Regardless of the 

method, we recommend that you and your team engage in the work together 

to calibrate how you define and collect evidence of effective teaching and 

learning for each indicator and attribute. Let’s look at a sample indicator from 

an environment domain in Figure 3.1 and consider whether your framework 

contains similar language.

FIGURE 3.1: ENVIRONMENT INDICATOR EXAMPLE

BELOW 
STANDARD

DEVELOPING PROFICIENT

EXEMPLARY
All characteristics of 

Proficient, plus one or 
more of the following:

Environment 
supportive of 
intellectual 
risk taking

Creates a learning 
environment 
that discourages 
students from 
attempting tasks, 
responding to 
questions and 
challenges, or 
feeling safe to 
make and learn 
from mistakes

Creates a 
learning 
environment 
in which some 
students are 
willing to attempt 
tasks, respond 
to questions and 
challenges, and 
feel safe to make 
and learn from 
mistakes.

Creates a 
learning 
environment 
in which most 
students are 
willing to take 
risks and 
respond to 
questions and 
challenges, and 
feel safe to make 
and learn from 
mistakes.

Creates an environment 
in which students are 
encouraged to respectfully 
question or challenge 
ideas presented by the 
teacher or other students.

Source: Connecticut State Department of Education (2017).
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Learner-Focused Feedback74

The language does not directly reference engagement and learning, but we 

know a learning environment can impact levels of thinking, discourse, and 

understanding. For this indicator, we want to plan ahead and think about 

what it is we need to understand about the teacher and the impact he or she 

is having on the students and the classroom environment.

• To make an accurate claim or rating, what are the key levers or the 

difference in ratings? These will dictate what we must collect. Read 

the “Proficient” and “Exemplary” descriptions. Notice how both 

teaching practices and student outcomes are reflected in those. We 

have to determine how the teacher is creating an environment that 

supports students and how many are willing to take risks.

• How do we, our team, and our teachers define intellectual risks and 

what that looks like in the classroom?

• What and how are the students thinking? You will want to get into 

their heads through your evidence collection, as much of risk taking 

is related to mental processing and an unwillingness to give up. For 

example, think of trying to determine a student’s use of Costa and 

Kallick’s (2009) habit of mind called persisting, or the self-talk or stra-

tegic mental processing that we use when we don’t know what to do. 

We want to determine not only if a student is trying and trying—a 

first grader’s definition of persistence—but rather how they are trying 

and why. What do students really think about the work and the effort 

it will take to complete it? What is motivating them? (Think back to 

“If . . . then . . .” from Chapter 2. Is it just for the grade or a fun task 

at the end? Do they have a growth mindset, seeing that the journey 

is the reward, and recognize how this will help them in the long or 

short term?) Which mental habits are they using to tackle the task? 

What do they tell themselves when it gets hard?

• What are the root causes to student behaviors, mindsets, or actions? 

Why are they taking risks or not? Is it related to the environment or 

possibly a lack of knowledge, clear learning expectations, relevance, 

and/or authentic applications (which may reside in a different indicator/

expectation)?

• What do students perceive or know about how the teacher creates a 

particular environment or expectation? For example, they may share 

with you that they are aware that the teacher will call on anyone—

not just those with hands up—but will wait to allow them to think 

and let them have a lifeline (like “phoning a friend”) after they have 

tried to look in their notes but are still stuck.
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75How can You PrePare For evidence coLLection?  

The challenge lies in determining all of this through evidence collection—but 

know it is possible. Figure 3.2 provides an example of a graphic organizer you 

and your team can use to prepare for collecting evidence related to a selected 

indicator or attribute. Notice how it will allow you to plan ahead for the use 

of the three basic observation strategies:

FF 14: Listen to teaching and learning

FF 15: View learning in action

FF 16: Interact with learners

FIGURE 3.2: EVIDENCE COLLECTION PREPARATION: EXPECTATIONS

Expectations Teaching/Cause Learning/Effect or Impact

Framework 
Language

Listening: 
Teacher 
action you 
hear causing/ 
impacting 
student action 
or behavior

Viewing: 
Teacher 
action you 
see causing/ 
impacting 
student action 
or behavior

Listening: 
What could 
you hear?

Viewing: What 
could you see?

What would 
student work 
tell/show you?

Interacting: 
What can 
you ask 
students?

CCT 1a (CSDE, 
2017)

“Creates 
a learning 
environment in 
which most are 
willing to take 
risks”

Providing wait 
time

Providing 
positive growth 
mindset 
feedback 
(“ . . . yet”)

Modeling of 
responses

Offering 
reminders 
of supports/ 
resources 
available

Attending to 
Ss who raise 
hands or not

Providing 
stems for Ss to 
use in sharing

Providing/ 
helping Ss 
use resources/ 
supports

Designing 
appropriate 
tasks/ 
scaffolding

Attempting 
verbal 
answers, 
not skipping 
them (“I am 
thinking 
. . .”)

Growth 
mindset 
statements 
(“I don’t 
have it  
yet . . .”)

Raising hands/ 
participating in 
discussions

Attempting to 
work or answer 
even if incorrect 
or unsure

Contributing to 
group work

Getting up/ 
seeking to use 
resources

What do you 
do when 
you don’t 
know how 
to answer 
or how to 
solve the 
problem?

What does 
it mean to 
persevere?

Planning to Interact With Learners
Interacting and engaging with learners in the moment through questions  

is powerful—a benefit of live observations (shown in the last column of  

Figure 3.2).
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Learner-Focused Feedback76

However, you won’t always have a chance to talk to students. In Chapter 4, 

we will talk about when this might be the case, but some examples include 

the following: They are engaged in a Socratic circle, the teacher is giving direc-

tions, or you are watching a video of the lesson. It is important to be ready 

if and when opportunities arise. If you are watching a video lesson, you can 

always consider what the teacher asked students and what you might have 

asked had you been in the room.

The opportunity to question learners serves to make their thinking immediately 

visible to you and helps you to better understand how a teacher is impacting stu-

dent engagement and understanding. We know this is one of the most challeng-

ing but important parts of observation; therefore, we wanted to get you started 

with a bank of some common questions that are always requested and which we 

have developed from our many years observing lessons. Our session participants 

often follow us around in classrooms just to hear what we ask students. You can 

use or adapt our suggestions or go through the exercise of creating them as a 

team based on your district’s instructional framework and expectations outlined 

in your “Effective” or “Proficient” descriptions or school goals.

To get at the heart of learning processes such as student engage-

ment, a formative walkthrough employs critical points of inquiry, 

like this one: Are students regulating their own learning to help get 

themselves to the lessons target? The question compels the observer 

to gather evidence about whether students 1) understand what they 

are supposed to learn in the lesson; 2) are required to do, say, make, 

or write something that will help them learn it; and 3) have specific 

success criteria against which to regulate the quality of their own 

work. (Moss & Brookhart, 2015, p. 20)

Remember, there is no magic list of questions, as you will come to see in upcom-

ing chapters regarding evidence collection in real time. However, you will find 

our lists in Figure 3.3 to be highly useful tools regardless of your experience as 

an observer. We organized our suggested questions by our five focus areas and 

by related and specific instructional categories. This should allow you to align 

the questions to your own framework indicators. You can also organize ques-

tions aligned to “critical points of inquiry,” as Moss and Brookhart suggest. We 

are not providing an exhaustive list, but, if you are not sure what to ask stu-

dents, the ones included will provide a huge boost to your toolbox immediately. 

We know that as you practice using them, you will have many new ones to add.

Head to the Resource Center for a printable version of Resource 3.1: Focus 

Area Questions at resources.corwin.com/learnerfocusedfeedback.
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77How can You PrePare For evidence coLLection?  

FIGURE 3.3: FOCUS AREA QUESTIONS

Focus Area 1: Environment

Instructional Area Potential Questions

Routines/behavior 
expectations

How did the “class rules” or “class expectations” get created?

What happens when someone is not following classroom expectations?

What things are not permitted in this classroom?

Where are _____ kept?

How do you know how to rotate/select books/use materials?

What should happen when you hear the chime/bell/clap?

Risk taking What does it mean to persevere?

What do you do when you are stuck/don’t know an answer or what to do?

Do you have a voice in the classroom, such as sharing your opinion or 
disagreeing with others? What happens when you do?

Focus Area 2: Level of Challenge

Instructional Area Potential Questions

Construction of new 
learning

What is new about today’s learning or lesson?

How are you using what you know?

What problem are you trying to solve? What big question are you trying to 
answer?

What is challenging you? What is challenging about the task?

What is the easiest part of this?

What is your plan? How long will this take you?

What do you know now that you didn’t know when you started or when the 
lesson or unit started?

What questions do you still have?

What does a good reader/writer/historian do? Why?

Focus Area 3: Progression

Instructional Area Potential Questions

Learning expectations What is your job today as a reader/writer?

What strategy are you working on today?

What are you learning? What is today’s learning goal/target?

What do you want to accomplish today? What is your goal today?

(Continued)
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Learner-Focused Feedback78

Instructional Area Potential Questions

Context/connections On which standard are you working? In what unit are you working? How 
does this day’s learning fit in the unit?

What were you learning/doing before I arrived? How did that help you with 
what you are doing now?

What did you learn yesterday that is helping you with today’s learning? 
How does this connect?

Where are you headed next?

How will you use the new learning?

Why is this important?

How will today’s learning/task/strategy help you as a reader, writer, 
scientist, and so forth?

Why are you completing this?

Directions/process What are you supposed to be doing to complete this?

What steps are you taking to complete it?

What do you do when you are done?

Group work What steps will you take or have you taken as a group?

How will you get started?

What roles/responsibilities are there?

What expectations are there for participation? Does everyone need to 
share/present/contribute?

Focus Area 4: Assessment

Instructional Area Potential Questions

Teacher checks How are you showing the teacher what you know?

Did you have a choice in how you would complete the task or what you 
would create?

Criteria/self- or peer 
checks

How do you know you have it?

How do you know when you are finished?

How do you know you have the right answer? How can you check your 
answers?

What does mastery look like?

How was the rubric/checklist/example created?

How are you using this rubric/checklist/exemplar to help you?

What steps are you taking to improve or work toward your goal? Why?

How can you use the rubric/checklist/exemplar to help your friend?

How do you give feedback to a classmate?

FIGURE 3.3: (Continued)
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79How can You PrePare For evidence coLLection?  

Focus Area 5: Supports

Instructional Area Potential Questions

Choice How are you grouped?

How often are you given choices about your work, what you read, who you 
work with, and where you sit?

How or why did you choose your partner/seat/resource/product (e.g., to 
create a video vs. a brochure)?

Resources What do you do/Where can you look when you don’t know the answer or 
are stuck?

What will help you learn this? Is there a strategy or a resource?

What can you use when you aren’t sure how to complete the task?

How are you using your notes, the website, or the stems to help you?

Feedback How did the teacher just help you?

[After hearing an audible aha or seeing erasing] What did you just learn/
discover?

What was your error?

How did your partner just help you?

What were you told about your work today? (*We love this one we found 
from Hattie’s Visible Learning for Teachers (2012, p. 193).)

Stop and Think: What have you asked students during an observa-
tion, and why? Teachers, how have observers interacted with your 
students during observations?

Notice that the questions also can serve as an excellent resource for teachers 

to check for understanding. But, be selective! We do not ask every one of 

these during a lesson. These examples are provided to assist you in opening 

the door to authentic conversations with students. It is important to not just 

rattle questions off as a checklist to be completed. Also, the questions offered 

should not necessarily be asked in any particular order. Always keep in mind 

what you are trying to learn from the learner, and remember, you will also 

need to be mindful of language, social, and developmental levels or needs of 

the students with whom you interact and adjust how you engage with them.

It is also important to recognize that nothing exists in a lesson in isolation, 

so sometimes, questions and answers from the lists will overlap and provide 

related evidence. For example, when inquiring about directions, expectations, 

or process with “What do you do when you are done with this task?,” you tip into 

Cop
yri

gh
t C

orw
in 

20
20



Learner-Focused Feedback80

criteria and assessment and a related question, such as “How do you know when 

you are done?” This also gives you insight into extension work or support for 

all levels and if there is an appropriate level of challenge.

Did you notice how some of the questions are related to what you read in 

Chapter 2 about teaching, the brain, and how students learn? For example, 

What did you learn yesterday that is helping you with today’s learning? How does 

this connect? How will you use the new learning? Why is this important? What will 

help you learn this? Chapters 4 and 5 will provide you with additional strategies 

for evidence collection within the context of the lesson that will help you 

observe for surface and deep learning.

Stop and Think: Which questions in Figure 3.3 are aligned to Goal 1: 
Critical Thinking/Cognition? Goal 2: Metacognitive Thinking? Goal 3: 
Self-Monitoring? Did you notice overlaps? Teachers, how often do you 
ask your students these questions during your own lessons?

As an observer, if you ask a student after seeing him erasing “What was your 

error?,” his answer will reveal a cognitive understanding or misunderstanding 

of the content. If you follow up and ask, “How did you figure that out?,” you 

move into uncovering his metacognitive and self-monitoring skills. If you 

then inquire, “What are you going to do differently?,” you begin to see how 

he might be self-regulating. Consider how powerful it would be for teachers to 

have these conversations with their learners.

Imagine how your students might answer the questions from Figure 3.3. Those 

answers, regardless of what they are and regardless of whether we are teaching 

or observing, provide rich information as to how students are thinking and 

understanding. This, in turn, allows you to analyze and determine the impact 

instruction is having based on the evidence and their responses.

We know the power of planning questions before teaching a lesson. Similarly, 

by planning questions ahead of an observation, you will save valuable mental- 

processing time that you can devote to listening and asking follow-up ques-

tions during an observation (steps we will tackle in Chapter 5). You might even 

go one step further with your teams and determine what student responses 

might sound like against framework performance levels. For example, look for 

an indicator on your framework related to communicating the learning expec-

tation. Expected practice (potentially found in “Proficient” or “Effective”) may 

include student understanding or even articulation of the expectation.

Figure 3.4 shows an example of how you could create a tool to under-

stand look-fors, measure the outcomes, and align evidence (such as student 
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81How Can You PrePare for evidenCe ColleCtion?  

responses) to the framework. It is important to remember that this process is 

meant to support growth, not evaluation (though this step could help in cali-

brating ratings). Observers should also set goals to interact with a high number  

of learners to determine how many responses fall in each of the categories.

FIGURE 3.4: PROGRESSION OF STUDENT RESPONSES

More teacher and task driven  More learning and student driven

Possible 
Questions

Below Standard

(not clear)

Developing

(general 
understanding)

Proficient

(specific 
understanding)

Exemplary

(specific and 
broader context 
understanding)

What strategy are 
you working on 
today?

What are you 
learning? What is 
today’s learning 
goal/target?

What do you want 
to accomplish 
today? What is 
your goal today?

I don’t know. I 
think she put it up 
on the board.

The teacher said 
we are supposed 
to finish these 
notes right now.

It is up on the 
board: [reading] 
“Today . . .”

We are working 
on bacteria notes 
and doing a lab 
today to learn 
more.

We watched a 
video earlier on 
bacteria to learn . 
. . and yesterday 
we . . .

Today, we are 
reviewing our 
research.

We are just at 
the beginning of 
the phenomena. 
Today’s work is 
helping us to better 
understand. . . . We 
need to know this 
because . . .

I’m still unsure 
about . . . so  
I am . . .

Planning Using Learning Goals
You can further prepare for observations and refine your evidence collection 

and interactions with learners by thinking more about expectations. Many 

regions, districts, and schools have adopted new standards, curriculum, and/

or programs. With these expectations come required new levels of rigor, orga-

nization and desired outcomes, and a shift in teaching practices. Teachers 

need support in implementing the changes and require feedback that is 

rooted in the very teacher’s guide or curriculum from which they teach every 

day. Therefore, observers must develop an understanding of what the teacher 

is following and the specific related expectations and outcomes to determine 

what “Proficient” or “Effective” teaching and learning look like and sound 

like in the context of a particular program, related standards, or curriculum. 

Through classroom observations, observers are generally required

to look for an alignment between lesson plans and curriculum goals 

and to encourage teachers to adopt best-practice instructional  
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Learner-Focused Feedback82

strategies to deliver that aligned content. Walkthrough information 

then becomes a search for evidence to improve instruction. This 

effort is not trivial by any means and is an important part of ensur-

ing students receive a rigorous and relevant education . . . it is when 

we add what the students actually learned . . . we see the whole 

picture. (Moss & Brookhart, 2015, p. 100)

Many schools, districts, or regions have also purchased or adopted other 

approaches, models, programs, or curricula aligned to specific disciplines, 

such as these:

Math: Bridges, Math in Focus, Everyday Math, Eureka Math (aka 

EngageNY), and Investigations

Literacy: Workshop, Fundations/Wilson, Read 180, Superkids, and 

ReadyGen

Science: Full Science Option System (FOSS)

If this is true at your school or in your region or district, it is critical that 

everyone receive support for implementation based on the expectations for 

student outcomes and related instructional strategies within the disciplines, 

models, or programs, especially in the first few years. For many, Year 1 is often 

time just to orient to the new expectations. (You may have seen teachers or 

been the one reading from the teacher’s guide during a lesson.) However, 

once acclimated to a new process in Year 2 and Year 3, teachers can begin to 

focus on personalization or differentiation—adding extensions or small-

group support as needed and proactively planning lessons.

Your understanding of the new instructional approaches, program, or model 

ensures you become a valuable resource as an observer. If you are a teacher sup-

porting your peers in this work, you already have a leg up as an observer because 

you teach the same model or program every day. With your teams, it is import-

ant to work to determine how you can prepare to collect evidence that is aligned 

to the program- or model-specific teaching and learning. An excellent resource 

for observers of Workshop, for example, is Leading Well: Building Schoolwide 

Excellence in Reading and Writing (Calkins, Ehrenworth, & Pessah, 2018).

Planning Based on Disciplines
Now it is time to extend this thinking and your planning one step further. 

Programs, models, and curricula are rooted in standards and discipline- 

specific learning goals for students. Consider how unpacking discipline-specific 

literacies will increase your effectiveness as an observer. Let’s get started with 

determining look-fors for evidence collection based on disciplines.
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83How can You PrePare For evidence coLLection?  

Discipline-Specific Literacy

Timothy Shanahan and Cynthia Shanahan (2008) identify three levels of how 

literacy progresses, and though students need basic and intermediate literacy 

to be successful, it is the third to which we are paying close attention in this 

chapter. The levels are as follows:

1. Basic Literacy: Literacy skills such as decoding and knowledge of 

high-frequency words

2. Intermediate Literacy: Literacy skills common to many tasks, includ-

ing generic comprehension strategies, common word meanings, and 

basic fluency

3. Disciplinary Literacy: Literacy skills specialized to history, science, 

mathematics, literature, or other subject matter (p. 44)

It is important to note that discipline literacy cannot replace basic and inter-

mediate for those readers who are arriving to our classrooms without founda-

tional skills.

In early grades, we devote much of our time to teaching students how to read, 

but beyond fourth grade and as they move into middle and high school, they 

must be able to read to learn. For years, we were focused on content area read-

ing (a textbook still on Amy’s shelf), and many students were arriving to the 

later grades without basic vocabulary or comprehension skills. Science and 

history teachers were suddenly required to teach reading strategies and were 

not always willing or able to do so. “Literacy avoidance in content area classes 

is at odds with student learning needs and the reality of the subject matters”  

(C. Shanahan, Shanahan, & Misichia, 2011, p. 395). Today, more students 

than ever in Grades 4–12 are still arriving in our classrooms with lagging read-

ing skills, in addition to gaps in basic discipline-specific content knowledge.

Content area reading was often a strategy to ensure students learned content, 

but the day has passed when we are just teaching content to our students. It is 

critical for teachers and leaders to understand that how and what we read from 

discipline to discipline varies; middle and high school teachers who are often 

specialists recognize this but haven’t necessarily integrated this understanding 

into their teaching. As is true with experts in each field, how we think, speak, 

write, and create products across disciplines differs greatly. For example, Timothy 

Shanahan and Cynthia Shanahan (2008) determined in their research that

math reading requires a precision of meaning, and each word must be 

understood specifically in service to that particular meaning . . .  chem-

ists were most interested in the transformation of information from 

one form to another. That is, when reading prose, they were visualizing,  
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Learner-Focused Feedback84

writing down formulas, or, if a diagram or a chart were on the page, 

going back and forth between the graph and the chart. (p. 49)

Possibly, somewhere in your instructional framework, you may find an attri-

bute or language that references specific literacy strategies or practices that 

should be integrated into lessons. This is not just about teaching reading or 

vocabulary. It is important to understand that this includes the specific skills 

students need for each discipline, leading us to our next strategy.

Strategy 7: Plan evidence collection based on 
discipline-specific expectations

To begin this process, think about the type of texts read, the thinking 

required, and the processes experienced by experts in the discipline or field. 

Think about these questions: What do the experts do every day? What makes 

the text they read and write challenging and complex? Remember, “A high 
school student who can do a reasonably good job of reading a 
story in English class might not be able to make much sense of 
biology or algebra books, or vice versa” (T. Shanahan & Shanahan, 

2008, p. 45).

Notice how disciplinary literacy is defined in the footnotes of the two indicator 

examples in Figure 3.5.

Stop and Think: Is there an expectation in your school, district, or 
region for literacy strategies to be implemented outside of ELA instruc-
tion? How are these defined?

Similarities

First, it is important to recognize what all disciplines have in common. 

Consider the example in Figure 3.2 is from a framework that is utilized for 

observation of a lesson in any discipline. Notice the provided definition in 

the footnote gets you thinking regardless of what is being taught—students 

need to build their capacity to use academic vocabulary, read and write, and 

listen and speak. Think about what you read in Chapter 2 about the skills 

students need. These become the unifying factors across disciplines, regard-

less of grade levels. Remember Fullan et al. tell us deep learning occurs when 

students are engaged in the six Cs.
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85How can You PrePare For evidence coLLection?  

FIGURE 3.5: DISCIPLINARY LITERACY INDICATOR EXAMPLE

BELOW 
STANDARD

DEVELOPING PROFICIENT

EXEMPLARY  
All characteristics of 

Proficient, plus one or 
more of the following:

Literacy 
strategies11

Plans instruction 
that includes few 
opportunities for 
students to 
develop literacy 
skills or academic 
vocabulary.

Plans instruction 
that includes 
some 
opportunities for 
students to 
develop literacy 
skills or 
academic 
vocabulary in 
isolation.

Plans instruction 
that integrates 
literacy 
strategies and 
academic 
vocabulary.

Designs opportunities to 
allow students to 
independently select 
literacy strategies that 
support their learning.

Literacy 
strategies19

Presents 
instruction  
with limited 
opportunities for 
students to 
develop literacy 
and/or academic 
vocabulary.

Presents 
instruction with 
opportunities for 
students to 
develop literacy 
skills and/or 
academic 
vocabulary in 
isolation.

Presents 
instruction that 
integrates 
literacy 
strategies and 
academic 
vocabulary 
within lesson 
content.

Provides opportunities 
for students to 
independently select and 
apply literacy strategies.

Source: Connecticut State Department of Education (2017).

11.  Literacy through the content areas: 
Literacy is the ability to convey meaning and 
understand meaning in a variety of text 
forms (e.g., print, media, music, art, 
movement). Literacy strategies include 
communicating through language (reading, 
writing, listening/speaking), using the 
academic vocabulary of the discipline, 
interpreting meaning within the discipline, 
and communicating through the discipline. 
Research shows that teacher integration of 
effective discipline-specific literacy strategies 
results in improved student learning.

19.  Literacy strategies: To convey meaning 
and understand meaning in a variety of text 
forms (e.g., print, media, music, art, 
movement). Literacy strategies include 
communicating through language (reading/
writing, listening/speaking), using the 
academic vocabulary of the discipline, 
interpreting meaning within the discipline, 
and communicating through the discipline. 
Research shows that teacher integration of 
effective discipline-specific literacy 
strategies results in student learning.

We can build student capacity in character, citizenship, collaboration, cre-

ativity, critical thinking, and communication—but in unique ways exclusive 

to each discipline—and teach students how to use their knowledge across 

disciplines. Think about it: We are teaching students how to use evidence 
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Learner-Focused Feedback86

and reasoning all day long. In classrooms truly attentive to the differences 

between disciplines, we are asking them to do so and to use these skills in very 

different ways—we are asking them to transfer! This is not about everyone 

using a Venn diagram in every discipline; it is larger than that.

“One of the reasons that disciplinary literacy is so important is 

that it has everything to do with deeper learning. Disciplinary lit-

eracy is not the application of strategies to the disciplines; it is a 

way of learning that drills deeply into the very essence of what it 

means to come to know content” (Cossett Lent, 2016, p. 5). We came 

across a great chart created by Cossett Lent that shows how deep learning and 

disciplinary literacy are related in This Is Disciplinary Literacy. Figure 3.6 shows 

an excerpt to help you make the connections.

FIGURE 3.6: DEEP LEARNING AND DISCIPLINARY LITERACY

Deeper Learning Disciplinary Literacy

Relies on collaboration Within the classroom community 
that mirrors the work being done in 
the field by experts

Application: Students learn to become self-directed within a team as they 
plan, share, and assess learning within a discipline

Stop and Think: What do you know about the skills, thinking, vocab-
ulary, processing, and goals of your discipline?

Differences

Let’s consider the differences between disciplines. This understanding will 

ensure you are highly prepared to observe lessons effectively discipline to 

discipline, adjusting your thinking before you arrive based on what you know 

the learning should look and sound like. We need to ensure teachers (espe-

cially our non-ELA middle and high school teachers) are receiving the support 

they need to achieve desired outcomes to effectively support students. 

“Obviously, there are many barriers to successfully addressing the nation’s 

literacy needs among adolescents, perhaps none more important than the 

preparation of a teaching force capable of delivering the needed instruction” 

(T. Shanahan & Shanahan, 2008, p. 46).
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87How can You PrePare For evidence coLLection?  

Once you have reflected on your own knowledge and understanding, work 

with your team to develop a shared understanding of the general differences 

across the disciplines; some disciplines you may want to unpack include for-

eign language, career technical education, physical education, and the arts. 

Look to excellent resources for this work from Vicky Zygouris-Coe (2015) and 

Tim and Cynthia Shanahan (2008) for comprehensive comparisons across 

disciplines, along with Rachael E. Gabriel and Sarah L. Woulfin (2017) for 

English/language arts look-fors.

Let’s go further with a selected discipline and think about the specialized skills 

and mindsets needed for history/social studies with examples of what you 

might see or hear in a classroom related to these discipline-specific elements. 

Figure 3.7 provides some possible examples.

FIGURE 3.7: SOCIAL STUDIES DISCIPLINE-SPECIFIC CONSIDERATIONS

Elements of 
Instruction Considerations

Text Primary/secondary sources; multiple sources; graphics, such as images, 
tables, charts, and maps

Vocabulary Words with connotation or that reflect bias/political beliefs, differing points 
of view, descriptions of eras or periods (e.g., the Enlightenment)

Skills/thinking and 
speaking

Argument- or research-based writing, comparing texts or corroboration 
(e.g., interpretation, validity, accuracy), evaluating bias, understanding 
historical context and perspective, evaluating cause and effect or 
consequences (and discerning between chronological versus cause/
effect), looking for patterns, making connections, supporting claims with 
evidence

Assessments Ways to measure the skills and historical thinking (e.g., students engaging 
in Socratic circles or debates), writing letters or journals from alternate 
perspectives, reflections or observations, and argumentative essays

The goal of ensuring students master logical argument, development of claims, 

and use of supporting evidence is consistent across disciplines, an example we 

cited earlier. However, expert historians may not arrive at the truth or the 

same conclusions as one another (versus the idea of a law in science or theo-

rem in math). They “work backwards—they start with answers, search for the 

questions, and present several arguments from primary sources before they 
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Learner-Focused Feedback88

make an overall argument for a particular interpretation of events.” Teachers 

should provide opportunities for students “to analyze primary and secondary 

sources to support a claim.” Whereas “mathematicians use proofs to argue 

something is true . . . scientists always follow the scientific method when 

inquiring or arguing” (Zygouris-Coe, 2015, p. 344).

Timothy Shanahan and Cynthia Shanahan (2008) further support that 

historians

consider who the authors of the texts were and what their biases 

might be. Their purpose during the reading seemed to be to figure 

out what story a particular author wanted to tell; in other words, 

they were keenly aware that they were reading an interpretation of 

historical events . . . [they do] not read the text as truth, but rather 

as an interpretation that has to be judged based on its credibility . . .  

historians infer cause-and-effect relationships when they study 

events and what precedes and follows them. These relationships are 

not necessarily visible in the events themselves . . . so they must be 

surmised (pp. 50, 55).

Though scientists also examine cause/effect, there is greater human element 

involved in the examination by historians (C. Shanahan, Shanahan, & 

Misichia, 2011).

Collecting the Evidence

Let’s look at an example in Figure 3.8 of how to take your thinking from 

Figure 3.7 to prepare for what you could see and hear in classrooms based on 

what we understand historians do in the field.

Our observer is headed into a high school U.S. history lesson. The department 

utilizes units from the Stanford History Education Group (2018), an excellent 

resource that builds lessons from an open-ended question and provides pri-

mary documents for investigation. The students are working to answer this 

question: “Is Andrew Carnegie a hero?” By design, the lesson is promoting 

the integration of the unique literacies required of historians. Consider what 

evidence you plan to collect before you arrive based on what you know about 

the discipline goals and expectations for students.

You see that by having an understanding of the basic similarities—along with 

the differences in how experts or professionals in a particular field read, write, 

think, and speak—you might arrive in a classroom with a picture in your head 

of expected students’ behaviors and dispositions and related teacher actions. 
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FIGURE 3.8: EVIDENCE COLLECTION PREPARATION: DISCIPLINES

Expectations Potential Teaching/Causes Potential Learning/Effects or Impacts

Discipline- 
specific literacy

Listening: 
Specific teacher 
action you 
hear causing/ 
impacting 
student action 
or behavior

Viewing: 
Specific 
teacher 
action you 
see causing/ 
impacting 
student action 
or behavior

Listening: 
What could 
you hear?

Viewing: What 
could you see?

What would 
student work 
tell/show you?

Interacting: 
What can 
you ask 
students?

Thinking like 
historians

Direct 
instruction on 
or promoting 
investigation of 
historical context

Feedback/ 
reminders to use 
metacognitive 
skills for 
bias, author’s 
perspective

Promoting/ 
supporting 
varied 
historical-event 
interpretations 
but use of 
evidence

Modeling 
how to read 
primary 
sources, 
corroborate 
sources

Providing 
multiple 
sources 
from varying 
perspectives

Providing 
graphic 
organizers 
to promote 
cause/effect, 
compare/ 
contrast, 
thinking 
to support 
analysis of 
events or 
people’s 
intentions

Debating with 
each other 
citing evidence 
and/or 
cause–effect 
relationships 
(e.g., 
“Because . . .”  
statements or 
talk moves to 
build/argue/
support 
interpretations)

Writing claims 
and integrating 
supportive 
textual 
evidence

Completing 
graphic 
organizers to 
understand 
why/cause 
and effect/ 
consequences

How are you 
developing 
your claim? 
How has your 
perspective 
changed?

How are you 
supporting 
your 
decision?

What are you 
learning from 
the primary 
documents 
to help 
you better 
understand 
the historical 
figure?

Who wrote 
the docs? 
What 
was their 
perspective, 
and why?

This allows you to more effectively observe how teachers are building these 

capacities. Consider how students in fourth-grade social studies could be taught 

to read and think in similar ways as this high school class. Younger students 

can learn “how to reconstruct meaning from historical documents, identify 

the main questions, and also analyze the intentions of the people involved, 

and the complex ways in which they interacted” (Zygouris-Coe, 2015, p. 262).
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Stop and Think: To practice, look back in Figure 3.8. Try to align evi-
dence or look-fors listed to expectations in the indicators or attributes 
on your instructional framework. (For example, compare/contrast how 
thinking or supporting critical thinking might fall under an indicator 
related to intellectual engagement.)

Planning Based on Standards
We have spent some time with social studies, so let’s dive into another 

content area to see the intersection of discipline-specific learning/literacy 

and standards by examining science and the Next Generation Science 

Standards (NGSS). In her comparisons between disciplines, Zygouris-Coe 

(2015) reminds us that scientists “should make claims based on data/ 

evidence and their knowledge of scientific concepts” (p. 345). Students will 

develop initial claims that they will continue to examine, challenge, con-

firm, or revise based on ongoing investigations. To crosswalk the standards 

and discipline goals with your team, complete a similar list to Figure 3.7  

to determine text, vocabulary, skills/thinking, and assessments that are 

science specific.

Lessons and units aligned with the NGSS help students to make sense of 

the world and should engage them with the core ideas in crosscutting con-

cepts using science and engineering practices (similar to the idea of CCSS  

Math Standards of Practice). The core ideas are broken down into four domains 

and are

the fundamental ideas that are necessary for understanding a given 

science discipline. The core ideas all have broad importance within or 

across science or engineering disciplines, provide a key tool for under-

standing or investigating complex ideas and solving problems, relate 

to societal or personal concerns, and can be taught over multiple grade 

levels at progressive levels of depth and complexity (NGSS, 2019).

Instruction should allow students to use content understanding to answer 

questions or solve problems versus learn content from a book with a goal of 

regurgitating it on a test or memorizing facts. We want to see transfer, appli-

cation of thinking and processes, and connection making. As they move 

through lessons and units, they ideally acquire new understandings, engage in  

discourse, ask scientifically rooted questions, and are able to make more con-

nections to previous lessons, scientific laws, and data. When you see this 

occurring, you know you are in a brain-based classroom and building the six 

Cs every day! We took a group of teachers from different disciplines and grade 
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levels into an NGSS-aligned lesson for an observation, and afterwards, they 

said, “Why can’t every classroom be like this?”

To serve as a support for teachers implementing new standards and instruc-

tional practices like NGSS, an observer must prepare for observations by not 

only developing an understanding of discipline-specific skills and disposi-

tions and the new standards but also of the inquiry process itself. Ideally, 

an observer should also determine beforehand or upon entering a classroom 

(strategies further explored in the next chapter) where within the phenomena 

or unit the lesson resides. Is it the very beginning, so students are working to 

activate what they know to build a foundation of connections? Is it further 

along so that they have started to revise their hypotheses together about why 

something is occurring or not because they now have observed, researched, 

and collected data? This is critical as engagement and learning will look dif-

ferent at each stage, especially if teachers are using a 5E Instructional Model 

(engage, explore, explain, elaborate, evaluate).

Let’s use the same chart you encountered for social studies to look at an  

example of planning evidence collection for a middle school science lesson  

in Figure 3.9 (on the next page). The observer knows the students are partway  

through a unit about energy and are considering ways to transport penguins 

and are potentially at an “explore” step in the 5E model for this visit. One 

related standard is PS3-3: “Students who demonstrate understanding can 

apply scientific principles to design, construct, and test a device that either 

minimizes or maximizes thermal energy transfer.”

Stop and Think: How has your feedback (given or received) after  
an observation connected to the expectations of teaching and  
learning within a discipline, program, model, curriculum, or standards? 
To goals?

After reading this section, consider which disciplines, literacies, and/or stan-

dards you need to understand to a deeper level than you do now. Which 

should you spend more time investigating to improve your evidence collec-

tion and feedback? How can you do that with your team?

Highly efficacious teachers and teams who are assessment-capable learners 

clearly understand how their performance (as related to their impact on students)  

aligns to expected outcomes, recognize strengths and areas of need, and can 

determine goals based on any gaps. The more observers understand about the 

expected outcomes, the greater the resource they become for teachers working 

to set instructional and professional goals.
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FIGURE 3.9: EVIDENCE COLLECTION PREPARATION: STANDARDS

Expectations Teaching/Cause Learning/Effect or Impact

Content area 
goals or 
standards

Listening: 
Teacher 
action you 
hear causing/ 
impacting 
student action 
or behavior

Viewing: 
Teacher 
action you 
see causing/ 
impacting 
student action 
or behavior

Listening: What 
could you hear?

Viewing: 
What could 
you see?

What would 
student work 
tell/show 
you?

Interacting: 
What can you 
ask students?

NGSS Using push 
questions or 
further why or 
how questions 
or connecting 
to cross-cutting/
core ideas

Providing 
criteria for 
supporting 
hypotheses

Conducting 
a think aloud 
teaching 
needed 
foundational 
skills

Listening to 
and facilitating 
group work/ 
discussions

Allowing Ss 
to explore 
their own 
hypotheses or 
predictions

Providing 
resources for 
research or 
support

Modeling 
needed 
foundational 
skills/strategies

Providing 
explanations 
using evidence, 
scientific 
concepts, laws

Predicting, 
creating 
hypotheses, or 
revising

Asking each 
other probing 
questions

Using talk 
moves to 
uncover further 
need for  
data/agree or 
disagree with 
conclusions

Developing 
models

Using 
quantitative 
data/
evidence in 
conclusions

Engaging 
in data 
collection/ 
recording, 
analysis

Engaging 
in hands-on 
experiments

How have you 
changed your 
predictions?

What have 
you learned 
through your 
experiments/ 
data 
collection and 
discussions 
so far 
that have 
changed your 
understanding 
of how 
thermal 
energy is 
transferred?

What are you 
predicting?

Give It a Try
Teachers

• Work and plan together in your teams to develop a common under-

standing of your standards and discipline-specific literacies. Calibrate 

what mastery of these look and sound like. Determine strategies and 

tasks that will promote outcomes aligned to the expectations and 

plan how/when you can observe in each other’s classrooms for  

these outcomes.

• Review the list of questions in Figure 3.3, and add additional ones. 

Create a list of those you can plan to use in your own instruction.
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• Video application: Before viewing, plan how you will collect and 

organize your evidence and your goals for viewing the lesson. Pay 

close attention to the questions you are asking your students and 

questions you could have asked.

Coaches

• Lead teachers in the work to develop a common understanding of the 

expectations of standards and discipline-specific goals. Think about 

how you are helping teachers to narrow the focus of their team and 

individual goals or to select the “right goals.”

• Practice utilizing the questions in Figure 3.3 in observations.

• Observe for instruction that demonstrates understanding of discipline- 

specific literacy.

Supervisors

• With your team, revisit the questions in Figure 3.3 and practice utiliz-

ing them in your observations. Practice utilizing direct student quotes 

in your feedback to support your claims about teacher impact.

• Identify resources that will allow you to build your understanding of 

how to observe specific programs, curricula, disciplines, and stan-

dards in action.

• Teams can take Figure 3.8 one step further for each discipline and 

break down look-fors or complete a chart like this for each of your 

framework indicators.

• Plan and coordinate professional-learning opportunities for teachers 

to deepen their understanding of expectations aligned with the 

framework, standards, programs, disciplines, and goals.

• Evaluate the quality of your feedback for alignment with standards, 

curriculum, disciplines, and goals.

What’s Ahead
All of the work that you do in observations to collect evidence should culmi-

nate and result in high-quality feedback developed within the context of the 

expected teaching and learning. It should promote reflection and growth to 

ensure teachers can create environments for student ownership of learning. 

This can only occur if you

• plan evidence collection to the levels outlined in this chapter, using 

your three foundational strategies (look, listen, and interact) and new 

strategies (Strategy 1–Strategy 7),
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• engage with (or set up video to allow you to hear and see) a significant 

portion of the learners during your visit, and

• leave the observation with the evidence you need to determine 

teacher impact on their engagement and understanding.

This is only the beginning. After an observation, it is important to objectively 

analyze the evidence to determine teacher impact, isolate root causes, and 

develop actionable feedback for the teacher you observed to promote reflec-

tion and growth. Though Chapter 6 provides a feedback sample, if these steps 

challenge you, we highly recommend that you utilize the foundational skills 

and strategies from Feedback to Feed Forward for the development of feedback 

based on your increasingly more comprehensive evidence collection.

You are now well on your way toward becoming a more effective observer of 

teaching and learning by thinking through how you can prepare for more effi-

cient and comprehensive evidence collection. You have explored strategies by 

organizing your tools and how you will look, listen, and interact with learners 

based on expectations of teacher performance standards, the discipline, and 

the related standards. Work through our suggestions in bite-sized steps, and 

adapt the strategies for viewing video lessons.

Try something out, reflect, refine, and try again. We know that we have given 

you a great deal to think about, research, and try. Do not feel as though you 

need to master all of our suggestions and strategies in your first attempts!

As an observer, remember that just as with teaching in a classroom, planning 

can only take us so far. Though preparation allows a teacher to become pro-

active and purposeful, consistently they have to monitor and make decisions 

as the lesson unfolds. The same is true in our practice as observers. In the 

next chapter, you will explore strategies for adjusting your evidence collection 

upon arrival in a classroom.
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