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CURRICULUM 

Criteria Ineffective Somewhat Effective Effective Highly Effective 

Desired Outcomes 

Identify long-term 
transfer goals, over-
arching essential ques-
tions and big ideas, and 
content knowledge and 
skills that are targeted 
for learning. 
 

Few if any outcomes have been 
identified.  Those that have been 
developed focus more on activities 
than goals. 
  
There is no evidence of unit plan-
ning. 
  
  

Outcomes, including transfer goals 
(disciplinary and cross-disciplinary), 
essential questions and big ideas, 
and knowledge and skills related to 
NAD standards, are incomplete and 
do not provide a robust foundation 
for unit planning. 
  
Outcomes are not aligned within 
and across units. 

Measurable outcomes, including 
transfer goals (disciplinary and 
cross-disciplinary), essential ques-
tions and big ideas, and knowledge 
and skills related to NAD standards, 
serve as the foundation for unit 
planning. 
  
Most outcomes are aligned within 
and across units, but vertical and 
horizontal alignment are not always 
consistent. 

Measurable outcomes, including 
transfer goals (disciplinary and 
cross-disciplinary), essential ques-
tions and big ideas, and knowledge 
and skills related to NAD standards, 
are stated as challenging goals and 
serve as the foundation for unit 
planning. 
  
Outcomes are aligned within and 
across units, ensuring vertical as 
well as horizontal alignment. 

Proficiency Scales 

Develop learning con-
tinuums by sequencing 
learning targets that 
articulate distinct levels 
of knowledge and skills 
relative to specific 
standards. 
 
 
 
 
 
 

There are few or no proficiency 
scales available. 

Some proficiency scales and learn-
ing targets articulate a progression 
of complexity of knowledge and 
skills relative to specific standards. 
  
Some learning targets begin with a 
verb and are measurable.  The 
cognitive rigor (DOK level) of the 
learning targets at score 3.0 is not 
taken into consideration when 
developing the learning targets.  
Prerequisite knowledge and skills at 
score 2.0 do not align with the 
learning targets at score 3.0. 
  
Some learning targets are restated 
in student-friendly language as “I 
Can” statements. 

Most proficiency scales and learn-
ing targets articulate a progression 
of complexity of knowledge and 
skills relative to specific standards. 
  
Most learning targets begin with a 
verb and are measurable.  The 
cognitive rigor (DOK level) of the 
learning targets at score 3.0 does 
not consistently align with the 
expectations of the standard.  Pre-
requisite knowledge and skills at 
score 2.0 level are not complete. 
  
Most learning targets are restated 
in student-friendly language as “I 
Can” statements. 

Proficiency scales and related learn-
ing targets articulate a progression 
of complexity of knowledge and 
skills relative to specific standards. 
  
Learning targets begin with a verb 
and are measurable.  The cognitive 
demand (DOK level) at score 3.0 
aligns to the expectations of the 
standard.  Prerequisite knowledge 
and skills have been identified at 
the score 2.0 level. 
  
Learning targets are restated in 
student-friendly language as “I Can” 
statements. 

Evidence 
Determine success cri-
teria and assessment 
evidence that is needed 
for learners to demon-
strate transfer and un-
derstanding of the de-
sired outcomes. 
 
 
 
 
 
 

A plan for assessing or monitoring 
student learning is not evident. 
  
  

The plan for student assessment is 
not aligned with the instructional 
outcomes.  Success criteria are 
incomplete and seldom shared with 
students. 
  
Assessments are primarily summa-
tive in nature and are seldom used 
to inform instruction. 
  
Students seldom monitor their own 
progress in achieving the outcomes. 

The plan for student assessment is 
aligned with the instructional out-
comes and includes clear success 
criteria that are communicated to 
students. 
  
Both formative and summative 
assessments are used, but there is 
no clear plan on how they are used 
to inform instruction. 
  
Students do not consistently moni-
tor their own progress in achieving 
the outcomes. 

The plan for student assessment is 
fully aligned with the instructional 
outcomes and includes clear suc-
cess criteria that are not only 
shared with students but also show 
evidence of student participation in 
their development. 
  
Assessment is both formative and 
summative, including authentic 
performance tasks. 
Students monitor their own pro-
gress in achieving the outcomes. 
  
There is a plan for the use of as-
sessment evidence to identify stu-
dent strengths and areas for 
growth to inform future instruction 
for individual students. 

Learning Plan 
Design learning experi-
ences and instruction 
that are needed to pre-
pare learners to accom-
plish the desired out-
comes. 
 

The series of learning experiences 
are poorly aligned with the out-
comes and do not represent a co-
herent structure.  They are suitable 
for only some students. 

The series of learning experiences 
demonstrates partial alignment 
with instructional outcomes, some 
of which are likely to engage stu-
dents in significant learning.  The 
lessons or unit has a recognizable 
structure and reflects partial 
knowledge of students and re-
sources. 

The learning plan shows evidence 
of the coordination of knowledge of 
content, of students, and of re-
sources, to design a series of learn-
ing experiences aligned to out-
comes and suitable to groups of 
students.  The lessons or unit has a 
clear structure and is likely to en-
gage students in significant learn-
ing. 

The learning plan shows evidence 
of the coordination of knowledge of 
content, of students, and of re-
sources to design a series of learn-
ing experiences aligned to out-
comes, differentiated where appro-
priate to make them suitable to all 
students and likely to engage them 
in significant learning. 

INSTRUCTION 

Criteria Ineffective Somewhat Effective Effective Highly Effective 

Prior Knowledge 

Adapt instruction to 
reflect learners’ prior 
knowledge of content 
as well as the disposi-
tions and motivations 
they bring to school. 
 
 
 

Assessment of students’ prior 
knowledge seldom takes place. 
  
Learning experiences are not  differ-
entiated based on prior knowledge 
so not appropriate for many stu-
dents. 
  
The lesson or unit does not have a 
coherent structure or show evi-
dence of individual student needs. 

Assessment of students’ prior 
knowledge takes place some of the 
time at the beginning of each in-
structional unit. 
  
Learning experiences are not con-
sistently differentiated based on 
prior knowledge so not appropriate 
for some students. 
  
The lesson or unit has a recogniza-
ble structure and reflects partial 
knowledge of students. 

The assessment of students’ prior 
knowledge takes place most of the 
time at the beginning of each in-
structional unit. 
  
Learning experiences are differenti-
ated based on prior knowledge 
where appropriate to make them 
suitable to most students. 
  
The lesson or unit has a clear struc-
ture and is likely to engage most 
students in significant learning. 

The assessment of students’ prior 
knowledge takes place consistently 
at the beginning of each instruc-
tional unit. 
  
Learning experiences are differenti-
ated based on prior knowledge 
where appropriate to make them 
suitable to all students and likely to 
engage them in significant learning. 
  
The lesson or unit structure is clear 
and allows for different pathways 
according to student needs. 

Acquisition 
Inform learners as they ac-
quire targeted knowledge 
and skills through direct 
instruction. 
 
 
 
 
 

The series of learning experiences 
demonstrate poor alignment of 
strategies and resources appropri-
ate for the acquisition of targeted 
knowledge and skills. 

The series of learning experiences 
demonstrate partial alignment of 
strategies and resources appropri-
ate for the acquisition of targeted 
knowledge and skills. 

The instructional plan includes a 
series of learning experiences inclu-
sive of strategies and resources 
appropriate for the acquisition of 
targeted knowledge and skills for 
groups of students. 
  
Strategies may include:  lecture, 
demonstration, modeling, guided 
practice, feedback and corrections, 
differentiation, etc. 
  

The instructional plan includes a 
series of learning experiences inclu-
sive of strategies and resources 
appropriate for the acquisition of 
targeted knowledge and skills for all 
students. 
  
Strategies may include:  lecture, 
demonstration, modeling, guided 
practice, feedback and corrections, 
differentiation, etc. 
  



 

 

 

 

Meaning Making 

Guide learners as they 
construct meaning by 
actively processing im-
portant ideas through 
inquiry into complex 
problems. 

 
 
 
 
 

The series of learning experiences 
demonstrate poor alignment of 
strategies and resources appropri-
ate for meaning making. 
  
Big ideas and essential questions 
are not used. 

The series of learning experiences 
demonstrate partial alignment of 
strategies and resources appropri-
ate for meaning making. 
  
Meaning making is seldom fostered 
by big ideas and essential ques-
tions. 

The instructional plan includes a 
series of learning experiences inclu-
sive of strategies and resources 
appropriate for meaning making for 
groups of students. 
  
Meaning making is usually fostered 
by big ideas and essential ques-
tions. 
  
Strategies may include:  divergent 
questions, concept attainment, 
inquiry approaches, problem-based 
learning, Socratic seminar, recipro-
cal teaching, etc. 

The instructional plan includes a 
series of learning experiences inclu-
sive of strategies and resources 
appropriate for meaning making for 
all students. 
  
Meaning making is fostered by big 
ideas and essential questions. 
  
Strategies may include:  divergent 
questions, concept attainment, 
inquiry approaches, problem-based 
learning, Socratic seminar, recipro-
cal teaching, etc. 

Transfer 

Support learners as 
they transfer their 
learning to new situa-
tions through authentic 
performance tasks. 
 
 
 
 
 
 

The series of learning experiences 
demonstrate poor alignment of 
strategies and resources appropri-
ate for the transfer of learning. 
  
Disciplinary practices and interdisci-
plinary outcomes (7Cs) are not 
used. 

The series of learning experiences 
demonstrate partial alignment of 
strategies and resources appropri-
ate for the transfer of learning. 
  
Transfer is seldom fostered by 
disciplinary practices and interdisci-
plinary outcomes (7Cs). 

The instructional plan includes a 
series of learning experiences inclu-
sive of strategies and resources 
appropriate for the transfer of 
learning for groups of students. 
  
Transfer is usually fostered by disci-
plinary practices and interdiscipli-
nary outcomes (7Cs). 
  
Strategies may include:  specific 
feedback in the context of authen-
tic application, conferences, self-
assessment and reflection prompts, 
etc. 

The instructional plan includes a 
series of learning experiences inclu-
sive of strategies and resources 
appropriate for the transfer of 
learning for all students. 
  
Transfer is fostered by disciplinary 
practices and interdisciplinary out-
comes (7Cs). 
  
Strategies may include:  specific 
feedback in the context of authen-
tic application, conferences, self-
assessment and reflection prompts, 
etc. 

ASSESSMENT 

Criteria Ineffective Somewhat Effective Effective Highly Effective 

Pre-assessments 

Gather evidence of pri-
or knowledge which 
helps determine where 
to begin instruction and 
provides baseline data 
from which to plot stu-
dents’ learning pro-
gress. 
 

Assessment of students’ prior 
knowledge seldom takes place. 
  
The analysis of student data rarely 
takes place. 
  
 

Assessment of students’ prior 
knowledge sometimes takes place 
at the beginning of each instruc-
tional unit but there is no variation 
in the assessment approaches. 
  
The analysis of student data is in-
complete and does not effectively 
inform instructional planning and 
delivery. 
  
  

The assessment of students’ prior 
knowledge usually takes place at 
the beginning of each instructional 
unit through the incorporation of a 
range of appropriate pre-
assessments. 
  
Evidence of students’ knowledge 
and skills is identified through an 
analysis of student data to effec-
tively inform instructional planning 
and delivery. 

The assessment of students’ prior 
knowledge takes place consistently 
at the beginning of each instruc-
tional unit through the incorpora-
tion of a range of appropriate pre-
assessments. 
  
Student learning needs are accu-
rately identified through an analysis 
of student data; pre-assessment 
data is used to identify student 
strengths and areas for student 
growth. 

Formative Assessments  
and Feedback 

Gather evidence of 
learning FOR short-
term instructional ad-
justment and feedback 
that helps students take 
the next steps in the 
learning process. 
 
 
 
 
 
 

Formative assessments are seldom 
used to plan future instruction or 
give feedback to students or the 
class. 
  
  

Formative assessments are some-
times used to provide evidence of 
learning for short- or longer-term 
instructional and learning adjust-
ment. 
  
Assessment data is sometimes used  
to plan future instruction for indi-
vidual students as well as the whole 
class. 
  
Feedback is sometimes used to 
answer these three questions: 

Where am I going? 
Where am I now? 
Where to next? 

Formative assessments are used to 
provide evidence of learning for 
short- or longer-term instructional 
and learning adjustment. 
  
Assessment data is used to monitor 
progress and plan future instruction 
for individual students as well as 
the whole class. 
  
Feedback is used to answer these 
three questions: 

Where am I going? 
Where am I now? 
Where to next? 

A variety of formative assessments 
are consistently used to provide 
evidence of learning for short- or 
longer-term instructional and learn-
ing adjustment. 
  
Assessment data, including MAP 
results, is consistently used to mon-
itor progress and plan future in-
struction for individual students as 
well as the whole class. 
  
Feedback is built into the formative 
learning cycle that is timely, spe-
cific, and corrective and answers 
these three questions: 

Where am I going? 
Where am I now? 
Where to next? 

Summative Assess- 
ments and Reporting 

Gather evidence of 
achievement OF desired 
outcomes at a point in 
time for reporting. 
 
 
 
 

Summative assessments are seldom 
used to provide evidence of student 
achievement of desired outcomes 
for reporting purposes. 
  
Performance tasks are seldom used. 
  
Standards-based grading and re-
porting practices are not used. 

Summative assessments are some-
times used to provide evidence of 
student achievement of desired 
outcomes for reporting purposes. 
  
Performance tasks are sometimes 
used. 
  
Standards-based grading and re-
porting practices are not consistent-
ly used. 

Summative assessments are used to 
provide evidence of student 
achievement of desired outcomes 
for reporting purposes. 
  
Performance tasks are used when 
appropriate. 
  
Standards-based grading and re-
porting practices are used. 
  
  

A variety of summative assess-
ments are consistently used to 
provide evidence of student 
achievement of desired outcomes 
for reporting purposes.  Assess-
ments may include unit tests and 
end-of-course exams. 
  
Performance tasks are used when 
appropriate. 
  
Standards-based grading and re-
porting practices are consistently 
used. 

Student-generated  
Assessments 

Develop student agency 
by providing opportuni-
ties for learners to mon-
itor and self-regulate 
their own progress 
through self-
assessments. 
 
 
 
 
 

Students are seldom provided op-
portunities to self-assess their 
learning or develop goals related to 
desired outcomes. 

Students are sometimes provided 
opportunities to self-assess their 
progress on achieving desired out-
comes.  Self-assessments may in-
clude success criteria in the form of 
rubrics or checklists. 
  
Students sometimes develop and 
track progress on personal goals 
related to desired outcomes. 

Students are provided opportuni-
ties to self-assess their progress on 
achieving desired outcomes.  Self-
assessments may include success 
criteria in the form of rubrics or 
checklists. 
  
Students develop and track pro-
gress on personal goals related to 
desired outcomes, adopting new 
learning strategies to meet the 
goals.  They use the three questions 
to guide the process: 

Where am I going? 
Where am I now? 
What strategy or strategies 

will help me get to 
where I need to go? 

Students are consistently provided 
opportunities to self-assess their 
progress on achieving desired out-
comes.  Self-assessments may 
include success criteria in the form 
of rubrics or checklists. 
  
Students consistently develop and 
track progress on personal goals 
related to desired outcomes, 
adopting new learning strategies to 
meet the goals.  They use the three 
questions to guide the process: 

Where am I going? 
Where am I now? 
What strategy or strategies 

will help me get to 
where I need to go? 



 

 

 

 

 

LEARNING ENVIRONMENT 

Criteria Ineffective Somewhat Effective Effective Highly Effective 

Relationships 

Creates an inclusive, 
student-centered envi-
ronment in which rela-
tionships are built on 
trust, respect, and safe-
ty. 
 
 
 
 

Patterns of interactions, both be-
tween teacher and students and 
among students, are mostly nega-
tive, inappropriate, or insensitive to 
students’ ages, cultural back-
grounds, and developmental levels. 
  
Students are not willing to take 
intellectual risks. 
  
Classroom environment is unsafe, 
and learning is not accessible to 
many; there is poor alignment 
between arrangement of furniture 
and resources. 

Patterns of interactions, both be-
tween teacher and students and 
among students, are generally 
appropriate but may reflect occa-
sional inconsistencies, favoritism, 
and disregard for students’ ages, 
cultures, and developmental levels. 
  
Students seldom take intellectual 
risks. 
  
Classroom is safe, and essential 
learning is accessible to most stu-
dents; there are attempts to adjust 
furniture for a lesson. 

Teacher-student and student-
student interactions are friendly 
and demonstrate general caring 
and respect appropriate to the 
ages, cultures, and developmental 
levels of the students. 
  
Students may be somewhat cau-
tious about taking intellectual risks. 
  
Classroom is safe, and students 
have equal access to learning activi-
ties; physical arrangement is appro-
priate to the learning activities. 

Interactions between the teacher 
and students and among students 
are highly respectful and sup-
portive, reflecting genuine warmth, 
caring, and sensitivity to the well-
being of all. 
  
Students feel valued and are com-
fortable taking intellectual risks. 
  
Classroom environment is safe, and 
learning is accessible to all stu-
dents.  The physical arrangement is 
appropriate to the learning activi-
ties. 

Teacher Clarity 

Establishes clear learn-
ing targets and success 
criteria that give focus 
to instruction and as-
sessment. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Learning targets are not posted or 
accessible to students. 
  
Success criteria are not posted or 
accessible to students. 
  
Learning targets and success crite-
ria are not communicated to stu-
dents during the lesson. 
  
Students are not able to answer the 
3 critical questions. 

Learning targets are posted, but not 
accessible to students. 
  
Success criteria are posted, but not 
accessible to students. 
  
Learning targets and success crite-
ria are communicated at the begin-
ning of the lesson by the teacher. 
  
Students are able to answer the 3 
critical questions with less than 50% 
proficiency. 

Learning targets are posted and 
accessible to students.  They are 
written in student-friendly lan-
guage.  They may or may not be 
aligned to the standard. 
  
Success criteria are posted and 
accessible to students.  They may or 
may not be aligned to the learning 
targets. 
  
Learning targets and success crite-
ria are communicated and refer-
enced throughout the learning, 
mainly by the teacher. 
  
Students are able to answer the 3 
critical questions with at least 50%-
80% proficiency. 

Learning targets are posted and 
accessible to students throughout 
the learning.  They are written in 
student-friendly language in a way 
that actively engages students in 
the learning process.  They state 
what the students will learn in 
relation to the standard. 
  
Success criteria are posted, accessi-
ble to students, and aligned to the 
learning targets and rigor of the 
standard. 
  
Learning targets and success crite-
ria are routinely referenced 
throughout the learning by teacher 
and students. 
  
Students are able to answer the 3 
critical questions with at least 80%-
100% proficiency: 
Where am I going? 
How am I going? 
Where to next? 

Engagement 

Designs relevant learn-
ing experiences that 
engage students 
through voice and 
choice. 
 
 
 
 
 
 
 
 
 
 
 

Much instructional time is lost due 
to inefficient classroom routines 
and procedures.  There is little or no 
evidence of the teacher’s manage-
ment of instructional groups and 
transitions and/or handling of ma-
terials and supplies effectively.  
There is little evidence that stu-
dents know or follow established 
routines. 
  
Students are not given opportuni-
ties to express voice and choice. 
  
Students are expected to work too 
much on their own, without ade-
quate guidance from the teachers 
and/or before they are capable. 

Some instructional time is lost due 
to partially effective classroom 
routines and procedures.  The 
teacher’s management of instruc-
tional groups and transitions, or 
handling of materials and supplies, 
or both, are inconsistent, leading to 
some disruption of learning.  With 
regular guidance and prompting, 
students follow established rou-
tines. 
  
Students are given limited opportu-
nities to express voice and choice. 
  
Students have limited opportunity 
to work independently from the 
teacher. 

There is little loss of instructional 
time due to effective classroom 
routines and procedures.  The 
teacher’s management of instruc-
tional groups and transitions, or 
handling of materials and supplies, 
or both, are consistently successful.  
With minimal guidance and 
prompting, students follow estab-
lished routines. 
  
Students have some opportunities 
to express voice and choice, gener-
ally in less important matters 
(deciding how to divide tasks within 
a team or which website to use for 
research). 
  
Students work independently from 
the teacher to some extent, but 
they could do more on their own. 

Instructional time is maximized due 
to efficient and seamless classroom 
routines and procedures.  Students 
take initiative in the management 
of instructional groups and transi-
tions, and/or the handling of mate-
rials and supplies.  Routines are 
well understood and may be initiat-
ed by students. 
  
Students have opportunities to 
express voice and choice on im-
portant matters (questions asked, 
texts and resources used, people to 
work with, products to be created, 
use of time, organization of tasks). 
  
Students have opportunities to take 
significant responsibility and work 
as independently from the teacher 
as appropriate, with guidance. 

Challenge 

Provides rigorous expe-
riences that balance 
difficulty and complexi-
ty and foster fluency, 
stamina, strategic 
thinking, and content 
expertise. 
 

Classroom instruction is character-
ized by low expectations for task 
completion, with a lack of teacher 
or student commitment to learning. 
  
Teacher does not display a positive 
attitude for learning. 

Instruction and interactions convey 
only modest expectations for stu-
dent learning and achievement, 
with little commitment to learning 
by the teacher or students. 
  
Teacher rarely displays a positive 
attitude for the importance of the 
work, and students are minimally 
engaged. 
  
  

The teacher creates a culture where 
instructional outcomes and class-
room interactions convey high 
cognitive expectations for most 
students and learning is valued by 
all. 
  
Students understand their role as 
learners, engaging in challenging 
work and demonstrating enthusi-
asm and effort in completing work. 

Instructional outcomes and class-
room interactions convey a shared 
belief in the importance of learning 
and high expectations for all stu-
dents. 
  
Students engage in complex cogni-
tive tasks, and there is evidence of 
students assuming responsibility for 
learning and constructing their own 
knowledge. 


