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Our Mission 
 

The vision of the school community ‘encompasses a commitment to achieving excellence in 

education for students with additional learning needs. This is achieved through a curriculum 

which integrates learning technologies with best practice in teaching and learning’. 

 

The school values of personal best, happiness, honesty, cooperation and respect underpin our 

teaching and learning while scaffolding our social competency outcomes. 

 

Student achievement and student wellbeing are the fundamental pursuits of our school. Given 

sufficient support and challenge, all students will learn and succeed regardless of their disability 

or personal circumstances. There are high expectations of both staff and students who value and 

enact the school motto – ‘to be the best I can be’. 

 

It is the quality of the teaching that makes the most significant difference to student learning. All 

teachers have a moral, ethical and professional responsibility to lift the achievement levels of our 

students.  We maintain a relentless focus on improving the learning outcomes of ‘every student’ 

in ‘every classroom’ across the whole school. 

 

Powerful learning relies on great teaching practice. By supporting each other, by 

observing each other’s teaching, by sharing our reflections about what works and why, 

we can put good teaching in the grasp of every teacher, and put it to work for every 

student.  

Wayne Craig  

 

As a school community we strive to do the best for the students in our care so they have every 

opportunity to succeed in life. 
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Staff Work Together to Support Teaching and Learning 
 

PRINCIPAL CLASS 

 
Principal 

Assistant Principal – Management and Accountability 
Assistant Principal – Student and Staff Support 
Assistant Principal – Watsonia Campus Leader 

 

PRIMARY SCHOOL SECONDARY SCHOOL 

LOWER PRIMARY UPPER PRIMARY SECONDARY 7-8 SECONDARY 9-10 SECONDARY 11-12 

 
Team Leader 

(Assistant Principal) 
 

 
Team Leader 

(Leading Teacher) 

 
Team Leader 

(Leading Teacher) 

 
Team Leader 

(Leading Teacher) 

 
Team Leader 

(Leading Teacher) 

 
9 

teacher 
 

4 
classroom assistant 

(ES) 
 

6 
trainee 

 

 
7 

teacher 
 

4 
classroom assistant 

(ES) 
 

3 
trainee 

 
8 

teacher 
 

4 
classroom assistant 

(ES) 
 

4 
trainee 

 
8 

teacher 
 

4 
classroom assistant 

(ES) 
 

4 
trainee 

 
6 

teacher 
 

4 
classroom assistant 

(ES) 
 

3 
trainee 

 COACHES 

Teaching and Learning Coach 
 

SPECIALIST TEACHERS 

 
Visual Arts 
Performing Arts (0.4) 
Library (0.4) 
PE (0.4) 
Social Competencies 
(0.6) 
 

 
Visual Arts 

Performing Arts 
Library (0.4) 

PE  
Social Competencies (1.2)  

Food Technology 
Careers and Transitions (1.0) Careers (0.4)  

 

EDUCATIONAL SUPPORT 

 
Administration 

  

 
Business Manager 
4 x Administration 

 

 
Speech Pathologist 
 
Occupational 
Therapist 
 

 
Speech Pathologist (1.2) 

 
Occupational Therapist  

 

 
Student Wellbeing  
Coordinator 
 

 
Student Wellbeing Coordinator  

 
 

  
Food Technology Technician 

 

 
ICT Manager 

ICT Technician (0.6) 
Discovery Centre Technician 

Maintenance 
Nurse 
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Towards Powerful Learning at Concord School 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

          

GOALS 

Literacy 

Numeracy 

Curiosity 

    Student Wellbeing 

To Be The Best 

That I Can Be 

Personal Best 

Honesty 

Cooperation 

Respect 

Happiness 

 

RESOURCING 

Leadership 

Support Staff 

 

 

1:1 Technology 

Facilities 

HIGH 

PERFORMING 

TEAMS 

 

Learning Areas 
Professional Learning 

Teams 

QUALITY 

PROFESSIONAL 

DEVELOPMENT 

Curriculum 

Assessment 

Coaching 

Peer Observations 

 POWERFUL             

TEACHING 

POWERFUL 

LEARNING 

Programs 

Pedagogy 
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The Teaching Cycle 
 

              Observe the student as a learner                   Understand the student as a learner         

                                       

            

             Teach an individualised program                  Plan an individualised program  
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Definition of Assessment 
Assessment is the ongoing process of gathering, analysing and reflecting on evidence to make 

informed and consistent judgments to improve future student learning. 

 
 

Purposes of Assessment 
Assessment for improved student learning and deep understanding requires a range of assessment 

practices to be used with three overarching purposes:  

Assessment FOR learning 

…occurs when teachers use inferences about student progress to inform their teaching. 

Sometimes referred to as ‘formative assessment', it usually occurs throughout the teaching and 

learning process to clarify student learning and understanding. 

Assessment AS learning 

…occurs when students reflect on and monitor their progress to inform their future learning goals  

Assessment OF learning 

…occurs when teachers use evidence of student learning to make judgments on student 

achievement against goals and standards  

Sometimes referred to as ‘summative assessment', it usually occurs at defined key points during 

a unit of work or at the end of a unit, term or semester, and may be used to rank or grade 

students.  

The three main purposes of assessment are complementary of each other and all three together are 

very powerful in improving student learning.   

 

John Hattie (2005) argues that teachers need to move away from considering assessment data as 

saying something about students to considering it as saying something about their teaching. He 

concludes, ‘Evidence that informs teachers about their teaching is the most critical evidence that can 

be provided…’ 

 

 

Guiding Principles for Effective Whole School Assessment at Concord School                                                         
Teachers need to: 

 

- follow the agreed protocols to ensure the consistent administration of all assessments  

- record the results of all assessments online so they can be accessed by all staff in the future 

- ensure that they deliver the assessments and analyse the data themselves so they are familiar 

with the learning needs of each student 

- adhere to the school Assessment Schedule and Timeline 

 

Teachers will be provided with one CRT day each during the mid-year and end of year assessment 

cycles. 
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    Must Do        May Do  

 

 
 

MANDATORY ASSESSMENT 
SCHEDULE 

ENGLISH AND MATHEMATICS                    

LOWER PRIMARY 
(F-3) 

UPPER PRIMARY 
(4-6) 

SECONDARY  

(7-8) 
SECONDARY  

(9-10) 
SECONDARY (11-12)  

    WHEN Applied VCAL 

 Student Achievement Tool (SAT) 
      

 

Terms 1, 2, 4 

E
N

G
L

IS
H

 

 

Diagnostic Assessment Tools in 
English 

       
Term 1 

On-Line English  Interview Only for students F-2 
      

Term 1 
 

ABLES 
- Reading Writing (A-D only) 
- Speaking & Listening (A-D only) 
- Personal Learning 
- Interpersonal Development 

       
 
 

Terms 2, 4 

Marie Clay Observation Survey 

 
F-1  only use  

Concepts of Print  

 
                              

     
Term 1 

 
Oxford 400 Word List 
 

       
Terms 1, 2, 3, 4 

 
PM Running Records 
- Reading & Comprehension 
 

 
 

 
Students on levels 

1-15 
(16+ use F&P) 

     
Twice each term 

 
Fountas & Pinnell Running Records 
- Reading & Comprehension 

  
Students on  

levels I-Z 

     
Twice each term 

 

Moderation in Literacy – 11 & 12  
       

Term 2, 3 

M
A

T
H

E
M

A
T

IC
S

 

 
Supplementary Maths Interview (SMI) 

All students who are  
not yet on the OMI 

     
Terms 2, 4 

 
Online Mathematics Interview (OMI)  

All students who have almost 
completed the SMI or can count to 20 

     
Terms 2, 4 

Fractions and Decimals  
Online Interview (FADOI) 

   
All students who have  

completed the OMI 

   
Term 2 

 
Moderation in Numeracy – 11 & 12 

       
Term 2,3 



    13 
 

Student Achievement Tool (SAT) 
 

Purpose 

The purpose of the SAT is to use previous assessment evidence to record the achievement of 

students against the Content Descriptions within the AusVELS curriculum.  

 

The SAT provides the framework for teachers to quickly establish the students’ point of learning and 

set an individual SMART goal based on evidence. All Individual Learning Plan (ILP) goals will be 

taken directly from the SAT. 

 

All staff within the school are able to track the learning of each student throughout their schooling. 

 

Implementation 

1. Start at the first Content Descriptor in Level A and work down through the Content Descriptors 

Colour the Content Descriptors that are Established in green 

Colour the Content Descriptors that are Consolidating in blue 

Colour the Content Descriptors that are Beginning in red 

 

Stop when there are two consecutive Content Descriptors that the student has not made any 

progress against. That is, they cannot be coloured red, blue or green.  

 

Please note, clicking on the reference after each Content Descriptor will provide Elaborations 

which provide additional clarity in regard to what the Content Descriptors mean. They are not 

statements of mandatory content. For example, (ACMNA001a) 

 

Colour    

Scale Beginning Consolidating Established 

What It Means Some  Most All 

  

Consider both  

- Frequency: for All, can do 90% of the time in all situations (people, places) 

- Content 

 

2. The teacher will then choose which of the Content Descriptors they will set the ILP goals against. 

When choosing, factors to be considered are 

- the level that the Content Descriptor is at. Those at a lower level are more likely to be chosen. 

- the degree of progress within the Content Descriptor. Consolidating is more likely to be 

chosen that Beginning. 

- the relevance of the Content Descriptor to the learning of the student and student groupings 

  

Click on the arrow within the Content Descriptor            

 

Note, ‘filled’ arrows have content on the next page                                    

 

3. Consider what the student knows in regard to the Content Descriptor and what they need to 

know next in order to achieve it. What they need to know next then becomes the goal.  

 

Click  

 

In this Goal row, type the SMART goal that the student will work towards achieving. 

Add Goal 

http://ausvels.vcaa.vic.edu.au/Curriculum/ContentDescription/ACMNA001a
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All goals within an SLP must be a goal from within the SAT.  

The goals for the SLP can be simply copied across from the SAT to the SLP although in the 

next phase of development, it is hoped that the SAT can be electronically linked to Accelerus.  

 

Teachers may then do this process for additional Content Descriptor/s that are not to be SLP 

goals.  

 

Click on the D (Delete) icon to delete the Goal if required  

 

4. Click on the P (Progress) icon to add the progress currently being made towards the achievement 

of the Goal  

The progress comment details what the student can currently do and how they do it.  

The initials of the teacher and date will appear next to the comment. 

 

The teacher will then teach the student so they achieve the Goal that has been set. 

 

Click on the E (Edit) icon to edit the Progress if required  

Click on the D (Delete) icon to delete the Progress if required  

 

5. Click on the U (Upload) icon to upload a document/photo/video to provide evidence that the 

progress comment is correct.  

This uploading of evidence may be done after each progress comment but must be done after 

the progress comment when the Content Descriptor has been established.  

Click on the V (View) icon to view the upload 

 

6. When the Goal is achieved but the Content Descriptor has not been achieved, repeat from Step 3 

above. The teacher may change the colour from red (Beginning) to blue (Consolidating) if 

applicable 

 

When the Goal is achieved and the Content Descriptor has been established, colour the Content 

Descriptor green. 

 

 

Note, teachers cannot edit or delete the work of another teacher.  
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Diagnostic Assessment Tools in English 
 

Purpose of the Tool 

The tool allows us to monitor student progress in one or more modes of English throughout students’ 

early literacy development. It provides additional diagnostic information about students’ learning 

strengths and challenges in English and allows us to plan for, and monitor the impact of, teaching and 

literacy interventions throughout the year. The Diagnostic information is developed to assess students 

working towards AusVELS Level 4. 

How to Administer 

Read through the administration guidelines of each test. Choose assessments appropriate for the 

student based on their previous data and teacher observation during Literacy groups. All 

assessments except for the Writing Assessment are one to one assessment tasks. The teacher reads 

the script and the student responds. As soon as a student is unable to respond correctly you may end 

the assessment. The teacher records data on the Diagnostic English Assessment Spreadsheet. The 

teacher should also gather notes anecdotally for individual use.  

Recording the Data 

What  

Student AusVELS levels in Reading & Viewing, Writing, Speaking & Listening 

 

How  

Record all information required in the Diagnostic English Assessment spreadsheet  

 

Where  

Left hand column of Sharepoint (Assessment/Diagnostic English Assessment) 

 

Using the Data 

 Analyse where a student is at within the AusVELS English Continuum 

 Monitor student progress and identify areas requiring specific teaching for students 

 Adjust teaching groups within the class as individuals progress 

 Track progress over time for individual students, class groups and whole cohorts 

Further Information 

An outline of each of the tools can be found in the  

Diagnostic Assessment Tools in English – List of assessment tools: Table 2 (doc - 88.5kb). 

 

The tools can be accessed through a secure website at 

Diagnostic Assessment Tools in English  

 
For further information, go to 

http://www.education.vic.gov.au/school/teachers/support/Pages/date.aspx 

 

 

 

 

http://www.education.vic.gov.au/Documents/school/teachers/support/diagenglist.doc
https://edugate.eduweb.vic.gov.au/collaboration/date/default.aspx
http://www.education.vic.gov.au/school/teachers/support/Pages/date.aspx
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Mandatory Assessments for Primary 
 

 

Mandatory Assessments for Secondary 7-10 

Reading 

 Early Literacy in English – Comprehending a Text  

Ella and Luke (Non Readers only) 

The Magic Pants (Level 1-5 only) 

Crab and Fish (Level 5-10 only) 

 Early Literacy in English – Phonological 

Awareness 

Non Readers are not assessed 

Foundation Level assessment (Level 1-5 only) 

Level 1 assessment (Level 5-15 only) 

 Early Literacy in English – Phonemes 

Foundation Level assessment (Level 1-5 only) 

Level 1 assessment (Level 5-15 only) 

Speaking and Listening 

 Early Literacy in English – Oral Language 

Foundation Level assessment (Students speaking 

in utterances or less than 5 words only) 

Level 1 assessment (Students speaking in brief 

simple sentences only)’ 

Conversational speech not assessed 

 Early Literacy in English – Listening and Recall 

Foundation Level assessment (Students who can 

listen and respond to simple requests of less than 

two steps only) 

Level 1 assessment (Students who can listen and 

respond to simple requests of less than five steps 

only) 

 Early Literacy in English – Speaking and Listening 

Classroom Pets (Students working at AusVELS 

Level 2 standards in Speaking and Listening only) 

Museum Visit (Students working at AusVELS 

Level 3 standards in Speaking and Listening only) 

Stick Insects (Students working at AusVELS 

Level 4 standards in Speaking and Listening only) 

Writing 

 Early Literacy in English – Early Writing 

Foundation Level assessment (Non-Writers only) 

Level 1 assessment (Students who can form 

simple sentences independently only) 

 Narrative Writing 

Shoes/Trees (Students who know the features of 

narrative text and can compose paragraphs 

independently only) 

 

 

Reading 

 Early Literacy in English –Alphabet and Letters 

(Non Readers only) 

 Early Literacy in English – Comprehending a Text  

Ella and Luke (Non Readers only) 

The Magic Pants (Level A-C only) 

Crab and Fish (Level D-F only) 

 Early Literacy in English – Phonological 

Awareness 

Non Readers are not assessed 

Foundation Level assessment (Level A-C only) 

Level 1 assessment (Level D-I only) 

 Early Literacy in English – Phonemes 

Foundation Level assessment (Level A-C only) 

Level 1 assessment (Level D-I only) 

Speaking and Listening 

 Early Literacy in English – Oral Language 

Foundation Level assessment (Students speaking 

in utterances or less than 5 words only) 

Level 1 assessment (Students speaking in brief 

simple sentences only) 

Conversational speech not assessed 

 Early Literacy in English – Listening and Recall 

Foundation Level assessment (Students who can 

listen and respond to simple requests of less than 

two steps only) 

Level 1 assessment (Students who can listen and 

respond to simple requests of less than five steps 

only) 

 Early Literacy in English – Speaking and Listening 

Classroom Pets (Students working at AusVELS 

Level 2 standards in Speaking and Listening only) 

Museum Visit (Students working at AusVELS 

Level 3 standards in Speaking and Listening only) 

Stick Insects (Students working at AusVELS 

Level 4 standards in Speaking and Listening only) 

Writing 

 Early Literacy in English – Early Writing 

Foundation Level assessment (Non-Writers only) 

Level 1 assessment (Students who can form 

simple sentences independently only) 

Shoes (Students who know the features of 

narrative text and can compose paragraphs 

independently only) 

 Narrative Writing 

Shoes/Trees (Students who know the features of 

narrative text and can compose paragraphs 

independently only) 
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English Online Interview 
 

Purpose of the Tool 

The English Online Interview is a powerful online tool for assessing the English skills of students in 

Years Prep to 2. The Interview assesses students across the three modes of English in AusVELS (the 

Australian Curriculum in Victoria) – Reading, Writing and Speaking and Listening.  

The English Online Interview is a one-to-one interview between a teacher and student, using texts 

and downloadable resources designed specifically for the Interview. 

The English Online Interview can be accessed through a secure website at 

English Online Interview  

How to Administer 

The English Online Interview assessment period occurs only within the first month of the school year. 

For further information, including the dates that the interview will be open, go to 

http://www.education.vic.gov.au/school/teachers/teachingresources/discipline/english/assessment/Pa

ges/default.aspx?Redirect=1 

 

Resources to Support the English Online Interview 

A range of materials are provided to support teachers and school administrators to become familiar 

with and administer the English Online Interview. 

 Supporting resources  

This includes resources to support teachers implement assessments and resources to support 

students with disabilities. 

 Understanding the English Online Interview  

A series of video clips to assist teachers using the English Online Interview to identify what to 

look and listen for as they progress through a given module with a student  

 Reports  

Includes a summary and examples of the new reports generated using the English Online 

Interview. 

 English Online Interview Teaching Resource  

This supports teachers to build on students’ existing English skills and understandings as 

assessed through the English Online Interview. 

 Help and Support  

This includes information for schools seeking technical assistance or other advice about the 

English Online Interview. 

 

 

 

 

 

 

 

 

 

 

https://www.eduweb.vic.gov.au/englishonline/
http://www.education.vic.gov.au/school/teachers/teachingresources/discipline/english/assessment/Pages/default.aspx?Redirect=1
http://www.education.vic.gov.au/school/teachers/teachingresources/discipline/english/assessment/Pages/default.aspx?Redirect=1
http://www.education.vic.gov.au/school/teachers/teachingresources/discipline/english/assessment/Pages/resources.aspx
http://www.education.vic.gov.au/school/teachers/teachingresources/discipline/english/assessment/Pages/understanding.aspx
http://www.education.vic.gov.au/school/teachers/teachingresources/discipline/english/assessment/pages/reports.aspx
http://www.education.vic.gov.au/school/teachers/teachingresources/discipline/english/assessment/Pages/eoiresource.aspx
http://www.education.vic.gov.au/school/teachers/teachingresources/discipline/english/assessment/Pages/help.aspx
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ABLES (Ability Based Learning and Education Support) 
 

The ABLES Assessment Tool is available online for teachers through a secure website at 

http://www.arc-ots.com/ABLES/home.php 

The School Number and Password are both 5027 

It takes approximately 10-15 minutes to complete the assessment tools based on the teacher’s 

observations of a student. 

 

The ABLES assessments produce three reports: 

 

Learning Readiness Report  

For each student whose learning is assessed with the full suite of ABLES assessment tools, four 

Learning Readiness Reports describe the student’s learning on pathways of  

 English: Speaking and Listening 

 English: Reading and Writing 

 Personal Learning 

 Interpersonal Development 

 

The report summarises the skills and abilities the student is currently developing and those that the 

student might learn next. It also can be used to reflect on set objectives and an appropriate focus for 

student learning. 

A student’s estimated level on the Learning Readiness Report is not an achievement level, but rather 

an indication of the sorts of things the student is currently learning to do. It is a point of intervention 

that teachers can draw upon to make decisions about the best possible learning program and 

experiences for the student. 

All of the Learning Readiness Reports generated by ABLES provide the teacher with a range of 

teaching and learning strategies developed by the University of Melbourne through research with 

teachers. 

 

Student Profile Report 

This maps a student’s level of learning and progress across two consecutive assessments, and in all 

four of the learning pathways.  

The black bars on the report show the student’s “readiness to learn” at the time of the most recent 

assessment.  

The level description that appears in the lower half of the report provides a brief summary statement 

of indicative skills and abilities for the student’s assessed level for each learning area, as also shown 

on the Learning Readiness report.  

Following a second round of assessment (using an alternate and matched form, and conducted at 

least six months apart), this report shows changes over time in terms of a student’s learning 

readiness. 

Class Report  

This provides an opportunity to reflect on the learning of groups of students who are working at the 

same or adjacent levels on the learning pathways. The class report allows the teacher to reflect on 

the curriculum and teaching and learning strategies that have been used, why they have been 

successful and how they may need to be adapted to meet the changing learning needs of the class. 

The teacher can also reflect on why some students have not progressed, consider their individual 

circumstances, and decide whether further adjustments to curriculum or teaching and learning 

strategies might be implemented. 

 

For further information go to 

http://www.education.vic.gov.au/school/teachers/teachingresources/diversity/Pages/ables.aspxation 

http://www.arc-ots.com/ABLES/home.php
http://www.education.vic.gov.au/school/teachers/teachingresources/diversity/Pages/ables.aspxation
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Marie Clay Observation Survey 
 

Purpose of the Tool 

The observation tasks in this survey are designed to:  

 allow students to work with the complexities of written language  

 inform teachers about how the student searches for information in printed texts and how that 

student works with the information 

The Observation Survey of Early Literacy Achievement includes four assessment tasks: 

 concepts about print (for first and second year students only) 

 letter identification  

 word reading  

 writing vocabulary 

Please remember that the Observation Survey is designed to assess student’s readiness to read and 

write. If a student is working at a level past Foundation all of these assessments are inappropriate.      

How to Administer  

The Concepts About Print is to be administered for first and second year students only.  

Letter Identification and Word Reading are only for students in the Primary School who cannot 

decode a level 5 text.  

Writing Vocabulary is only necessary if the student cannot write a sentence independently.  

Recording the Data 

What  

Assess student knowledge of written language  

 

How  

Record all information required in the spreadsheet including student number 

 

Where   

Left hand column of Sharepoint (Assessment/Observation Survey)  

 

Using the Data 

 Adjust guided reading and teaching groups within the class as individuals progress 

 Track progress over time for individual students, class groups and whole cohorts 
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Oxford 400 Word List 
 

About the Tool 

The Oxford Word List contains the 404 words most commonly used by Australian students in their 

reading and writing. As students learn to read and write they draw heavily on their repertoire of 

spoken language. Research has found that regardless of location, gender, ethnicity or socio-

economic differences Australian children write with a largely common vocabulary. These 404 words 

represent the common discourse students use to communicate through spoken, visual and written 

texts and knowledge of them allows students to communicate appropriately with their peers.  

For data to be comparable all teachers need to use the same word list. The Oxford Word List is the 

most recently compiled and based on research data it is the most relevant to today’s Australian 

students. 

Purpose of the Tool 

The tool is used to track and monitor students’ ability to recognise, read and spell high frequency 

words during the early stages of learning to read and write. 

How to Administer 

Print out the list of words and have each student individually read as many words as they can. If they 

are able to read 80% of the first hundred continue to the second hundred. Continue in this way for all 

words. Place all student names on the spreadsheet and indicate using ‘yes’ or ‘no’ whether students 

can read the listed words. If students can read 80% of all words begin the spelling assessment. Test 

the first hundred initially and then continue if they can spell 80% or more.  

Recording the Data 

What  

Record the data in the spreadsheet 

 

How  

Indicate using the yes/no boxes whether students can read and spell each word. 

 

Where  

Left hand column on Sharepoint (Assessment/Oxford Wordlist)  

 

Using the Data 

 Monitor individual students’ ability to recognise, spell and read frequently used words over time 

 Indicate students who are not making progress 

 Highlight areas of need for individuals and groups that require targeted teaching 

 Provide a basis for team discussion about teaching strategies for high frequency words 
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Running Records 
 

Purpose of the Tool 

To assess the student’s use of each of the three cueing systems (Visual, Syntax/structure and 

Meaning) when reading levelled text and the integration of these to decode while also assessing 

student understanding of what they have read. 

How to Administer 

Check the assessment schedule for the minimum number of running records to be taken each term.  

Choose text at the instructional level you believe the child is currently working at, based on their 

previous data and teacher observation during guided reading groups. The student reads the text 

whilst the teacher records the reading behaviours using the conventions of the running records. Texts 

are selected from the PM Benchmarking Kits or the Fountas and Pinnell Benchmarking Kits. As the 

child is reading, further teacher observation that could include fluency, expression, tracking etc. 

should be recorded as notes. The comprehension questions that accompany each text should be 

asked and the responses recorded after the student has finished reading. 

Recording Data 

What 

Instructional Level 

 

How 

Record all information required in the spreadsheet including student number 

 

Where 

Left hand column on Sharepoint (Assessment/BenchmarkingPMandFountasandPinnell) 

Save it to S/Drive/Assessment/Benchmarking PM and Fountas and Pinnell/2015 Data. Please note 

that spreadsheet should be saved as your class name running records e.g. PJLrunning records.  

Using the Data 

 Analyse the errors and self-corrections made by the student on the running record. Note the 

reliance on the use of one or more cueing systems to target future teaching 

 Analyse comprehension strategies used and adjust teaching to indicate this 

 Adjust guided reading and teaching groups within the class as individuals progress 

 Track progress over time for individual students, class groups and whole cohorts 

NOTE: Please refer to the Running Records Data Collection Procedures to determine individual 

student levels. 

 

  



    22 
 

Scoring Running Records 
 

Error Rate 

 

Error rate is expressed as a ratio and is calculated by dividing the total number of words read by the 

total number of errors made. 

 

Total words / total errors = Error rate 

TW / E = ER 

Example: 

120 / 6 = 20 

The ratio is expressed as 1:20. This means that for each error made, the child read 20 words 

correctly. 

 

 

Accuracy Rate 

 

Accuracy rate is expressed as a percentage. You can calculate the accuracy rate using the following 

formula: 

(Total words read – total errors) / total words read x 100 = Accuracy rate 

(TW - E) / TW x 100 = AR 

Example: 

(120 – 6) / 120 x 100 = Accuracy rate 

114/120 x 100 = Accuracy rate 

.95 x 100 = 95% 

 

You can use accuracy rate to determine whether the text read is easy enough for independent 

reading, difficult enough to warrant instruction yet avoid frustration, or too difficult for the reader. The 

breakdown of these three categories is as follows: 

Category Description Accuracy Rate Range 

Easy enough for independent reading 95 – 100% 

Instructional level for use in levelled reading 
session. 

90 – 94% 

Too difficult and will frustrate the reader 89% and below 

Self-Correction Rate 

Self-correction is expressed as a ratio and is calculated by using the following formula: 

(Errors + self-correction) / self-correction = Self-correction rate 

(E + SC) / SC = SC rate 

Example: 

(10 + 5) / 5 = SC 

15 / 5 = SC 

3 = SC 

The SC is expressed as 1:3. This means that the child corrects 1 out of every 3 errors. 

If a child is self-correcting at a rate of 1:3 or less, this indicates that she or he is self-monitoring her or 

his reading. 
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Running Record Data Collection Procedures 
 

Running record data is collected twice per term for all students from Foundation to Year 10 who are 

not categorised as pre-readers.  

 

Lower Primary PM Benchmarking  

Upper Primary PM Benchmarking Kits for students 

reading from level 1-15 

Fountas and Pinnell Benchmarking Kits 

Level i and beyond 

Secondary 7-10  Fountas and Pinnell Benchmarking Kits 

 

 Teachers will use the running record sheets to determine student comprehension and accuracy 

 A student will be assessed as an independent reader using the PM System from level 1-5 if they 

read with 95% accuracy, they are able to retell the text with minimal prompts and they answer the 

comprehension questions with 100% accuracy 

 A student will be assessed as an independent reader using the PM System from level 6-14 if they 

read with 95% accuracy, they are able to retell the text with minimal prompts, they answer the 

literal comprehension questions with 100% accuracy and they answer at least one  inferential 

question correctly 

 

 

 A student will be assessed as an independent reader using the PM System from level 15-20 if 

they read with 95% accuracy, they are able to retell the text with minimal prompts, they answer 

the literal comprehension questions with 100% accuracy and they answer at least two  inferential 

question correctly 

 A student will be assessed as an independent reader using the PM System from level 21-24 if 

they read with 95% accuracy, they are able to retell the text with minimal prompts, they answer 

the literal comprehension questions with 100% accuracy, they answer at least two  inferential 

question correctly and they are able to apply some knowledge of context, content and prior 

knowledge to the text 

 A student will be assessed as an independent reader using the PM System from level 25-30 if 

they read with 95% accuracy, they are able to retell the text with minimal prompts, they answer 

the literal comprehension questions with 100% accuracy, they answer at least two  inferential 

question correctly, they answer at least one applied knowledge question correctly and they have a 

basic understanding of the vocabulary in the vocabulary section of the assessment  

 A student will be assessed as an independent reader using the Fountas and Pinnell 

Benchmarking System from level A-K if they read with 95% accuracy and they score a 5 or 6 in 

the comprehension section 

 A student will be assessed as an independent reader using the Fountas and Pinnell 

Benchmarking System from level L-Z if they read with 95% accuracy and they score a 7 or 8 in 

the comprehension section 

 Data will be collected and added to the Running Records Excel Spreadsheet. This information will 

be sent to Kirrily electronically at the end of every Semester. 

 
 Use two separate texts during the term to assess students. A seen text may be used during 

alternate terms. 

 

 

  

running_records.xls
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The Supplementary Numeracy Interview 
 

Purpose of the Tool 

The tool allows us to monitor student progress in one or more modes of Mathematics throughout 

students’ early numeracy development, gain additional diagnostic information about students’ learning 

strengths and challenges in Mathematics and plan for, and monitor the impact of, teaching and 

numeracy interventions throughout the year. The Supplementary Numeracy Interview expands the 

Growth Points of the early stages of the mathematical continuum into Beginning and Consolidating 

Stages of Mathematical Development in Number, Space and Measurement, it also includes pre 

Mathematics Online Interview stages of Mathematical Development in Number. The Diagnostic 

information is developed to assess students working towards AusVELS Foundation Level. The tool 

allows teachers to track students’ learning through significant growth points in number, measurement 

and space. 

How to Administer 

Simply follow the directions and script found inside the Supplementary Interview PDF. If assessing a 

student who has completed some elements of the assessment during previous years please start 

assessing from where the student was last assessed.  

 

 

 

Recording the Data 

What  

Determines students’ point of growth to provide a profile of mathematical skills and understandings in 

Number, Measurement and Space by linking tasks from the Supplementary Numeracy Interview to 

the Points of Growth (PoG), and  the achievement standard, content description and levels A to 

Foundation of the AusVELS: Mathematics curriculum   

How  

Record students verbal and hands-on responses on the appropriate baseline recording sheets 

Where  

Left hand column of Sharepoint (Assessment/Supplementary Numeracy Interview) 

Using the Data 

 Analyse where a student sits within the AusVELS Maths Continuum 

 Monitor student progress and identify areas requiring specific teaching for students 

 Adjust teaching groups within the class as individuals progress 
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Mathematics Online Interview 
 

Purpose of the Tool 

The tool allows us to monitor student progress in one or more modes of Mathematics throughout 

students’ early numeracy development, gain additional diagnostic information about students’ learning 

strengths and challenges in Mathematics and plan for, and monitor the impact of, teaching and 

numeracy interventions throughout the year.  

 

The Diagnostic information is developed to assess students working towards AusVELS Level 5. The 

tool allows teachers to track students’ learning through significant growth points in number, 

measurement and space, organised into the domains of counting, place value, strategies for addition 

and subtraction, strategies for multiplication and division, time, length, mass, properties of shape and 

visualisation orientation. 

How to Administer 

Log into https://www.eduweb.vic.gov.au/MathematicsOnline/ and click HERE to start.  

 

Scroll through the classes and click on your class.  

Scroll through the students and click on the appropriate student.  

Select the appropriate session and click on Interview.  

 

Do not start from the beginning unless there is no data. If there is data, start the assessment a few 

questions before the student finished the last time they were interviewed.  Recording a student’s 

response varies according to the task. The majority of tasks have a box where a correct response is 

indicated with a tick ■✔ If a task is not used or not answered correctly by the student, the box is left 

blank. Some tasks require detail about the student’s response. This might be the number the student 

counted to, the strategy used, or the explanation of the student’s thinking. It is recommended that 

teachers record as much as possible of students’ responses to gain a deeper understanding of the 

mathematical thinking in the comments box at the bottom of each question page. *Do not record 

comments in the answer field. Read instructions carefully as you go because some responses ask 

you to skip the next part of the question.   

 

 

Recording the Data 

What  

Determines students’ point of growth to provide a profile of mathematical skills and understandings in 

Number, Measurement and Space by linking tasks from the Mathematics Online Interview to the 

Points of Growth, and  the achievement standard, content description and levels Foundation to 5 of 

the AusVELS: Mathematics curriculum   

 

How  

Record students verbal and hands-on responses online 

 

Where  

Right hand column of Sharepoint (Links/Mathematics Online Interview) 

 

Using the Data 

 Analyse where a student sits within the AusVELS Maths Continuum 

 Monitor student progress and identify areas requiring specific teaching for students 

 Adjust teaching groups within the class as individuals progress 

 Track progress over time for individual students, class groups and whole cohorts 

https://www.eduweb.vic.gov.au/MathematicsOnline/
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NOTE: The following list explains which session to choose for your students. 

 

Learning Area Session Concord School Students 

Lower Primary Prep Semester 1 First year interviewed 

Prep Semester 2 Second year interviewed 

Grade 1 Semester 1 Third year interviewed 

Grade 1 Semester 2 Fourth year interviewed 

Upper Primary Grade 2 Semester 1 Year 4 students 

Grade 2 Semester 2 Year 5 students 

Grade 3 Semester 1 Year 6 students 

Grade 3 Semester 2 Exit year 6 students 

Secondary 7-8 Grade 4 Semester 1 New year 7 students 

Year 7 students Grade 4 Semester 2 

Grade 5 Semester 1 New year 8 students 

Year 8 students Grade 5 Semester 2 

Secondary 9-10 Grade 6 Semester 1 Year 9 students 

Grade 6 Semester 2 Year 10 students 
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Fractions and Decimals Online Interview 
 

Purpose of the Tool 

The Fractions and Decimals Online Interview is a powerful tool to support teachers to assess the 

mathematical understanding of students in the Middle Years of schooling. The Interview is used to 

assess an individual student’s understanding and strategies in relation to ‘Overarching Ideas’ in the 

areas of fractions, decimals, ratio and proportion. The Interview is targeted primarily at AusVELS 

levels 6 to 8. Do not administer this interview if the student has not completed the Mathematics Online 

Interview.  

How to Administer 

Log into https://www.eduweb.vic.gov.au/fractionsonline/ and click HERE to start.  

 

Scroll through the classes and click on your class. Scroll through the students and click on the 

appropriate student. Select the appropriate session and click on Interview. When the Interview button 

is pressed the Interview defaults to question 1 and switches to Interview View. In Interview View, all 

questions are listed in the left hand pane. The specific question under focus appears on the right. 

Instructions for the teacher are in italics. The script to use with students is highlighted in green. Check 

the required boxes and enter student responses as required. Click Next or Previous to go to the next 

or previous question or click directly on a question via the links on the left hand side. If the student is 

no longer able to answer questions then click Stop to cease interviewing.  

 

Recording the Data 

What  

Determines students’ point of growth to provide a profile of mathematical skills and understandings in 

Fractions, Decimals, Ratio and Percentages covering the content description and levels 3-8 of the 

AusVELS: Mathematics Curriculum   

 

How  

Interview individual students and record verbal and hands-on responses online 

Where  

Right hand column of Sharepoint (Links/Fractions and Decimals Online Interview) 

Using the Data 

 Analyse where a student sits within the AusVELS Maths Continuum in the areas of Fractions, 

Decimals, Ratio and Percentages 

 Monitor student progress and identify areas requiring specific teaching for students 

 Adjust teaching groups within the class as individuals progress 

 Track progress over time for individual students, class groups and whole cohorts 

NOTE: The following list explains which session to choose for your students. 

Learning Area Session Concord School Students 

Secondary 7-8 Year 4 Year 7 students 

Year 5 Year 8 students 

Secondary 9-10 Year 6 Year 9 students 

Year 7 Year 10 students 

 

  

https://www.eduweb.vic.gov.au/fractionsonline/
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Assessment (VCAL and ALP) 
 

Students are given opportunities to demonstrate the learning outcomes in a variety of contexts. The 

students are also provided information on what the learning outcomes for the unit are and what sort of 

evidence will be collected to demonstrate successful achievement. 

 

While all students need to successfully demonstrate achievement of the learning outcomes, tasks 

assigned to the learning outcomes take into account different learning styles. This may involve 

consideration of approaches that can assist in overcoming learning difficulties and/or disabilities. This 

may also involve tailoring delivery and modifying teaching practices as well as timing the assessment 

activities to suit the pace at which the students learn. 

 

The criteria used for good assessment with VCAL and ALP are that it: 

 has a clear purpose 

 is set in a relevant context 

 provides resources appropriate to the task 

 caters for different learning styles 

 allows for students to perform at different levels 

 allows adequate evidence to be collected 

 covers more than one learning outcome 

 

Assessment within applied learning activities (VCAL and ALP) should be based on the following 

principles: 

1.  Assessment tasks/activities should be grounded in a relevant context and not be culturally biased. 

2.  Students should have the opportunity to demonstrate achievement at their own pace. 

3.  Instructions for assessment tasks/activities should be clear and explicit. Students must know what 

is expected of them and the criteria by which satisfactory completion will be established. 

4.  Time allowed to complete a task should be reasonable and specified and should allow for 

preparation and reflection as appropriate to the activity. Where the assessment task is linked to a 

project or activity the assessment tasks/activities may take place over a number of weeks. 

5.  Assessment tasks/activities should be open-ended and flexible to meet the specific needs of 

students. 

 

In order to demonstrate competence, students are to compile evidence portfolios through participation 

in and completion of tasks. The features of evidence is that it is: 

1.  Valid (Is the task consistent with the unit of works purpose statement? Have the learning outcomes 

been taken into account? Is the level appropriate?) 

2.  Sufficient (Is there sufficient evidence to enable a decision to be made? This is important for 

activities involving a group of students working on an activity. Is there a balance of direct and 

indirect evidence?) 

3.  Authentic (we know this is the work of the student?) 

4.  Current (How do we know this is current work?) 

5.  Consistent (Has the evidence been collected over time to ensure there is a consistent   

demonstration of competencies in the learning outcomes?) 

 

As part of the assessment process, students will build up a portfolio of evidence. This portfolio may 

include but is not restricted to: 

•    student self-assessment 

•    teacher observation records/checklists of oral presentations, practical activities, role-plays 

•    reflective work journals 

•    student logbooks 

• oral presentations 
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•    oral explanation of text 

•    written text 

•    physical demonstration of understanding of written or oral text 

•    discussion 

•    debates 

•    role-plays 

•    folios of tasks or investigations 

•    photographic/video productions 

•    Microsoft PowerPoint presentations 

•    program awards or statements of completion 

 

Prior to each reporting cycle, teacher PLT’s moderate on the achievement of learning outcomes 

based on the evidence portfolios compiled by each student. 
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TOWARDS POWERFUL LEARNING AT CONCORD SCHOOL 

WHAT WE TEACH - CURRICULUM 
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Specialist Curriculum and Additional Support 

 
 LOWER 

PRIMARY 
UPPER 
PRIMARY 

SEC 7-8 SEC 9-10 SEC 11-12 

SPECIALIST CURRICULUM 

 
Social Competencies 
 

     

 
Social Competencies 
incorporating Sexuality Education 
and Drug Education 
 

    compulsory 

elective 

 
Music 
 

     

 
Library 
 

    elective 

 
Visual Arts 
 

   
 

 elective 

  

 
Physical Education 
 

    elective 

 
Food Technology 
 

  2 sessions 2 sessions 

 

elective 

 

 
Performing Arts 
 

    
 

elective 

  

 
Careers and Transitions 
 

    compulsory 

elective 

 
ADDITIONAL SUPPORT 

 
Occupational Therapy 
 

  Consultancy provided to teachers 

 
Speech Pathology 
 

  Consultancy provided to teachers 

 
Literacy Support 
 

     

 
Teacher Assistant Per Classroom 
 

     

 

Provides APT   Does not provide APT  
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CONCORD SCHOOL CURRICULUM  PLAN 
    

 

LOWER PRIMARY 
 

UPPER PRIMARY 
 

SECONDARY 7-8 
 

SECONDARY 9-10 
 

SECONDARY 11-12 

 

E
N

G
L

IS
H

 

 
 
 

AusVELS - English 
http://ausvels.vcaa.vic.edu.au/English/Curriculum/F-10 

 

 
VCAL  

Literacy 
 
Applied Learning  

AusVELS 
 

 

M
A

T
H

E
M

A
T

IC
S

  
 
 

AusVELS – Mathematics 
http://ausvels.vcaa.vic.edu.au/Mathematics/Curriculum/F-10 

 
 
 

 
VCAL  

Numeracy 
 
Applied Learning  

AusVELS 
 

 

IN
T

E
G

R
A

T
E

D
 U

N
IT

S
 

 
Integrated Units 

4 Year 
 

    All About Me 

    Mini-Beasts 
 

 Then and Now 

 What’s It Made Of 
 

 

 The Game of Life 

 Sea Life 
 

 Stories of the Past 

 Weather 

 
Integrated Units 

4 Year 
 

 Growing Older and Wiser 

 Watch It Grow (Life Cycles) 
 

 Indigenous Australia 

 Forces 
 

 

 Me and My Environment 

 The Farm 
 

 The First Fleet 

 Spot the Difference 
 

 
Inquiry Learning  

2 Year 
 

 Body Works (Human Body) 

 Feathers, Fur or Leaves 
 

 The Australian Colonies 

 Heating and Melting 
 

 

Repeat 

 
Inquiry Learning  

2 Year 
 

 Australia as a Nation 

 Harsh Environments 
 

 Immigration 

 Changing Matter and 
Electricity 
 

Repeat 

 
VCAL  
 
 

Personal Development 
City Orientation 
Environmental Studies 
Healthy Lifestyles 
Life Skills (World of Work / 
Consumer Education) 

 

 
 

Incorporate: Science, Humanities (History, Geography, Economics), Civics and Citizenship 

http://ausvels.vcaa.vic.edu.au/English/Curriculum/F-10
http://ausvels.vcaa.vic.edu.au/Mathematics/Curriculum/F-10
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S
O

C
IA

L
 

C
O

M
P

E
T

E
N

C
IE

S
 

 

 
Social Competencies  
 
 
 
 
 
 
 
 

 
Social Competencies  
Including YCDI, Bullying 
 
 
Social Competencies  
Life Education Van 
 
 

 
Social Competencies  
 
Circle work 
 
Social Competencies  
Life Education Van 
Drug Education  
 
SRC 
 
Rock and Water 
MPower Girls 
Jump Start (HSN) 
 

 
Social Competencies 
 
Circle work 
 
Social Competencies  
Life Education Van 
 
 
SRC 
 

 
Social Competencies 
Two sessions/week 
 
 
Social Competencies  
Life Education Van (AL only) 
Drug Education 
 
SRC/School Captains 
 
 

E
N

G
A

G
E

M
E

N
T

 

A
C

T
IV

IT
IE

S
 

 
Friday Rotations 
Inside 3 classes 
Art 
Technology 
Games 

 
Portables 

Science (in DC) 
Cooking 
Music and movement 
 
Preps 
Structured play 

 
All do swimming once per 
year 

 

 
Electives 

 
Science 
Outdoor games  
Fun cooking 
Bike riding/Lego 
Consumer skills 
Music/technology 
2 x gym (Epping) 
Fun fitness (YMCA) 

 

 
Challenge 
 
RMIT Gym 
Bowling 
Indoor Sports (cricket/soccer) 
Dance 
YMCA Gym 
Circus Skills 
Cooking 
Science 
Swimming 
 

 

 
Encounter: Skill 

Music 
Photography 
Documentary Making 
Radio 
 
Encounter: Physical  

Interschool sport 
Water exercise 
Outdoor adventure 
 
Duke of Edinburgh 

 Community Service 
     (fundraising efforts) 

 New Skill  
     (Encounter program) 

 Physical Recreation  
     (Fit for Life program)  

 Adventurous Journey  
     (camping program) 
 

 
Applied Learning 

 
 
Post School Connections 
Examples: 
La Trobe Lifeskills 
Farm Vigano 
Northern Support Services 
Araluen 
Ivanhoe Diamond Valley Centre  
NorthStar PEAC program 

 
Leisure and Recreation 
Examples: 
Swimming 
Indoor Sport 
Bowling 
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C
A

M
P

S
 

 
Prep – dinner 
1st Year – sleepover (1) 
2nd/3rd Year – Blackwood 
and Lady Northcote (2) 

 

 
2 classes – Ocean Grove (2) 
Safety Beach (2) 
Blackwood (2) 
Phillip Island (2) 
Yarra Junction (2) 
Lady Northcote (2) 
2 classes – Manyung (2) 

 

 
Year 7 – Blackwood (2) 
Year 8 – Lake Dewar (2) 

 
Year 9 – Grampians (3) 
Year 10 – Anglesea Surf (3) 

 
VCAL 

Year 11 – Canberra (4) 
Year 12  – Otway (4) 
 
Applied Learning 

Year A – City (3) 
Year B - Bogong Outdoor (3) 

 

P
E

R
F

O
R

M
A

N
C

E
S

 

E
X

H
IB

IT
IO

N
S

 

 

 
 
 

Mother’s Day Concert 
Father’s Day Breakfast 
 
Drama Performance   
(2nd year) 
 
Curriculum Showcase  
(2nd year) 
 
 

Christmas Concert 
 

 

Graduation 
 
 
 
 
 
 
 
 
 
 
Christmas Concert 
 

 
 
 
Secondary Spectacular 
Secondary Expo (2nd year) 
 
 
 
 
 

 
 
Christmas Concert 
 

 
 
 

Pathways on Show  
 
 
 
 
 
 

 
 
Christmas Concert 
 

 
Graduation  
 

Presentation Ball 

 

Careers Expo 

 

‘Fair Go’ Night 

 

 

 

S
P

E
C

IA
L

IS
T

 

P
R

O
G

R
A

M
S

 

     

 
Visual art 
Library 
PE 
Performing arts 
 

 

 
Visual art 
Library 
PE 
Performing arts 
 

 

 
Double session  
Food technology 
 
Single session –  ½ year 
Visual art 
Performing arts 
 
Single session 
PE  

 

 
Double session – ½ year 
Food technology 
 
Single session – ½  year 
Visual art 
Performing arts 
 
Single session 
PE 
Careers (CAP) 
 
 

 

 
3 cycles per year 
Compulsory 
HRS  
Drug Education 
Careers / Work presentation 
 
Arts – mosaic, photography 
Library – literature, ICT 
PE – strength, dance 
Food technology – cooking 
Performing arts 

 



    35 
 

C
A

R
E

E
R

S
 

    
 
 
 
 
 
 

 
 

 
Work experience / placement 
 
VCAL  

Work Related Skills  
(canteen, office, community, 
careers) 

 
Industry Specific Skills  
through VETiS 
(horticulture, sport and 
recreation, hospitality, furniture 
making) 
 
Applied Learning 

Vocational Education 
Examples: 
Boots For All 
Brite Industries 
Kevin Heinze Garden Centre 

 

A
D

D
IT

IO
N

A
L

 P
R

O
G

R
A

M
S

 

 
Primary – Athletics 
 
Watsonia Footy Day 
 
 

 
Primary – Athletics 
 
Bundoora Footy Day  
 
 
 
Breakfast Club 
 
 

 
 
 
Bundoora Footy Day 
 
Choir – Glee – band 
 
Breakfast Club 
 
Lunchtime activities 
Indoor girls 
1 lunchtime/week 
 
 

 
 
 
Bundoora Footy Day 
 
Choir – Glee – band 
 
Breakfast Club 
 
Lunchtime activities 
Indoor girls HSN and LSN 
1 lunchtime/week 
 
 

 
 
 
Bundoora Footy Day 
 
Choir – Glee – band 
 
Breakfast Club 
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Curriculum – Secondary 11-12 
 

The educational program for students in Years 11 and 12 promotes adult standards of behaviour 

based on cooperation, independence and self-discipline.  

 
Students are placed into the Victorian Certificate of Applied Learning - Foundation level (VCAL) or 

Applied Learning Program (ALP). These courses of study are undertaken over a two year period. 

Both programs are competency based and students are required to demonstrate skill acquisition and 

understanding through functional application both at school and in the community. Decisions on the 

structure of a students’ program are based on individual needs, academic assessments and the 

considered view of teaching and Allied Health staff based on their knowledge of students and 

prospective programs. 

 

Victorian Certificate of Applied Learning - Foundation level (VCAL) 
 

The four strands of VCAL are: 
 Literacy and Numeracy 
 Personal Development (Units 1 and 2) 
 Work Related Skills (Units 1 and 2) 
 Industry Specific Skills (delivered as VETiS programs) 

At Concord School, students can work towards obtaining units of competency from the following 

qualifications: 

 Certificate 1 in AgriFood Operations (Horticulture) 

 Certificate 2 in Sport and Recreation 

 Certificate 3 in Catering Operations (units of competency chosen from and delivered at certificate  

2 level) 

 Certificate 2 in Furniture Making 

These qualifications are delivered both on and off campus and two of these options must be 

undertaken as part of the VCAL. 
 

References:  

http://www.vcaa.vic.edu.au/Pages/vcal/index.aspx 

http://www.education.vic.gov.au/school/parents/secondary/Pages/vcal.aspx 

 

Applied Learning Program (ALP) 
 

The Applied Learning Program is structured to meet the needs of the students who are developing 

independence as well as formal academic skills. The program utilises the Applied Learning (hands-

on, learning by doing) approach to education and there is a significant focus on links to the 

community, real-life experiences and tailoring learning opportunities to meet the needs of the student 

in preparing for life beyond school. The main goal of the Applied Learning Program is to assist 

students in transitioning to work or further education centres upon completion of year 12. 

 
The ALP students are required to undertake studies within the following four strands: 
 Literacy 
 Numeracy 
 Vocational Education 
 Social Competencies (Personal and Interpersonal learning) 

 

http://www.vcaa.vic.edu.au/Pages/vcal/index.aspx
http://www.education.vic.gov.au/school/parents/secondary/Pages/vcal.aspx


    37 
 

Vocational Skills 
The Year 11-12 programs also assist students in developing work and vocational skills. This is 

achieved through participation in our workstations, careers elective and our community-based 

volunteer programs. Many students also have access to supported or independent work placements 

as part of the Work Related Skills strand of VCAL and the Vocational Education strand of the ALP. 
 

Integrated Studies  
In VCAL, students are expected to undertake studies within the Integrated Units. While these units of 

study have their basis in the Personal Development strand of VCAL, they incorporate many learning 

outcomes from the other strands.  

 
Students are offered a rich variety of activities within the following programs: 
 Environmental Studies 
 City Orientation Program 
 Healthy Lifestyles 
 Life Skills (World of Work) 

The ALP also provides opportunities for students to do project-based work that incorporates learning 

outcomes from across the curriculum. 
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Overview of English and Maths at Concord School 
 
The academic program at Concord School is based on the simple understandings that all students 

have a right to an education and all students will flourish with a comprehensive and strategic 

approach to support their individual point of development.  

The English and Mathematics curriculum is based on Early and Middle Years philosophies of 

teaching. This approach is based on the understanding that all students will experience success in 

Mathematics and English given sufficient time and support to develop sequential learning skills when 

content is pitched at the students’ point of need. The Early and Middle Years programs are based on 

extensive research of good practice in Victoria, Australia and in other countries around the world. The 

content for Mathematics and English is directly taken from AusVELS (while the Australian Curriculum 

is being fully developed the AusVELS Curriculum serves as a framework that not only has the 

released Australian domains but also reflects Victorian priorities). Students access the curriculum 

from their stage of development.  

The English Domain focuses on three Dimensions - Reading & Viewing, Writing and Speaking & 

Listening. Within the English Domain students are given the opportunity to appreciate the power of 

texts to evoke emotion, develop understanding and communicate knowledge. They access and 

design multimodal texts and develop accuracy, fluency and understanding to provide purpose.  

Students are exposed to this content through the Early and Middle Years models of Literacy. Within 

these models classrooms provide individual and small group work targeted for specific skill acquisition 

in reading, grammar, spelling, writing, speaking and listening. As students develop their knowledge 

they are supported through Guided, Modelled and Shared activities to foster understanding. 

The Mathematics Domain focuses on three content strands – Number & Algebra, Measurement & 

Geometry and Statistics & Probability while also developing the proficiency strands of Understanding, 

Fluency, Problem Solving and Reasoning in all strands. Fundamental skills and knowledge are 

developed using hands on and practical learning activities to enhance students’ understanding of 

concepts, fluency and proficiency in Mathematics.  

The Early and Middle Years programs feature teaching strategies for Numeracy learning that are 

used to develop understanding based on indicators of progress from the Mathematical Continuum. 

These strategies are facilitated by the use of small groups to target skill acquisition through modelled, 

guided and shared understandings. 
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Overview of Reading Procedures 
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Reading to Students Modelled Reading Language Experience Shared Reading 

 Reading a text aloud 

 

 

 

 

 Demonstrating reading 

behaviours and verbalising the 

cognitive processes involved 

with those behaviours 

 To use a shared experience as 

a basis for jointly creating a text 

that is then used for further 

reading 

 A teacher-managed blend of 

modelling, choral reading and 

focused instruction 

K
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 Primary purpose is to share 

enjoyment of reading 

 Reading is uninterrupted 

 Sessions span 10 to 15 minutes 

daily 

 

 

 

 Clear ‘think aloud’ statements 

 Singular or limited focus 

 Multiple demonstrations 

 Brief sessions from 5 to 10 

minutes 

 Based on a shared experience 

 Text created as a result of the 

experience 

 Use students’ language when 

creating the text 

 Use the created text for further 

reading activities 

 Short sessions 

 Singular or limited focus 

 Text visible and accessible to all 

 Differentiated activities 

 Multiple readings of the text 
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 Guided Reading Literature Circles Independent Reading 

 Teacher scaffolds and supports a group of 

students as they read a common text 

 

 

 A small group of students who meet to read 

and discuss a text they have selected 

 Students select texts to read by themselves 

K
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y
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 Clearly defined purpose 

 A group of students with identified common 

need 

 Most reading done silently 

 A pattern of asking guiding questions, 

reading, discussing 

 

 Groups are temporary 

 Students facilitate discussion 

 Students select texts 

 Regular meeting time 

 Students select texts 

 Uninterrupted time span 

 

Refined from First Steps: Reading Resource Book 
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Fountas & Pinnell/PM Benchmark Text Level Descriptions 
 

Foundation Year (Prep Grade) – Early Emergent Readers 
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0.5 A 1 

 Simple factual texts, animal fantasy and realistic fiction 

 Picture books 

 Text and concepts highly supported by pictures 

 One or two lines of text in the same position on the page 

 Familiar, easy content 

 Repeating language patterns (3‐6 words per page) and 
sentence structure 

 One or two word change in regular position 

 Short, predictable sentences with strong picture support 

 Almost all vocabulary familiar to children – strongly 
sight‐word based 

 Non-fiction uses natural language 
High Frequency words: 
I, the, like, at, look, big, little 

 Knows how to handle a book 

 Just beginning to learn how print works 

 Understands directionality of print 

 Just beginning to learn the alphabetic principle – the 
relationship between letters and sounds 

 Understands word and letter 

 Learning to use 1‐1 matching 

 Differentiating between print and pictures 

 Beginning to notice each letter’s distinct features 

 Learning some easy, high‐frequency words 

 Demonstrates understanding of the book with simple retell 
 

 

B 2 

 Simple factual texts, animal fantasy and realistic fiction 

 Up to three lines of text in a consistent position on the 
page 

 Repetitive sentence structures with strong picture 
support 

 Word changes in regular positions 

 Possible changes in the pattern on the last pages of the 
text 

 Simple, one‐dimensional characters 

 Picture books 

 Repeating language patterns (3‐7 words per page) 

 Very familiar themes and ideas 

 Short, predictable sentences 

 Almost all vocabulary familiar to children – strongly 

sight‐word based 

 Non-fiction relates to children’s experiences and uses 
natural language 

High Frequency words: 
This, is, can, see, at, the, my, a, I, made, where, does, 
go/es, it, here, we, put, on, our, up, down, today, look, 
what, you, some, no, like, and, help, big, little 

 Knows how to handle book 

 Recognize and apply repeating language patterns 

 Understands directionality of print 

 Uses 1‐1 matching 

 Learning concept of return sweep (moving from one line of 
text to the next) 

 Able to distinguish and identify more letters according to 
their distinct features 

 Developing stronger understanding of the connection 
between sounds and letters 

 Understands word and letter 

 Expanding their core of easy, high‐frequency words 

 Identifies punctuation (full stop, comma, question mark, 
exclamation mark) 

 

C 

3 
 
 
 
 
 
 
4 

 Simple factual texts, animal fantasy and realistic fiction 

 Picture books 

 More complex sentence structures while maintaining a 
repetitive pattern 

 Amusing one‐dimensional characters 

 Familiar, easy content 

 Introduction of dialogue (assigned by said in most 
cases) 

 Many sentences with prepositional phrases and 
adjectives 

 Almost all vocabulary familiar to children – greater 
range of high‐frequency words 

 Some simple contractions and possessives (words with 
apostrophes) 

 Two to five lines of text on each page 

 Consistent placement of text on a page 

 Some bolded words 

 Some ellipses, commas, quotation marks, question 
marks, and exclamation points 

High Frequency words: 
I, for, go, to, so, can, make, a, we, had, some, who, has, 
off, use, get, on, these, like, said, who, come, on, with, me, 
where, is, my, you, are, not, do, a, here, comes, has, can, 
go, up, down 

 Locates and recalls story title 

 Begin to move smoothly across the printed page when 
reading 

 Begin to use some expression when reading 

 Eyes are taking over the process of matching the spoken 
word to the printed word (removal of finger tracking) 

 Developing phrased reading 

 Noticing dialogue and punctuation and reflecting this with 
the voice 

 Developing a larger core of high‐frequency words 

 Consistently monitoring reading and cross‐checking one 
source of information against another; 

 Self‐correcting 

 Talks about letters and sounds and identifies these 

 Understands that reading should make sense 

 Uses known words to check and confirm meaning 

 Is starting to reread to check and confirm meaning 

 Is developing a bank of known words 

 Recalls main ideas in the story and finds pictures and text 
to support these ideas 

 Identifies punctuation (full stop, comma, question mark, 
exclamation mark) 
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Year 1– Early Emergent - Emergent Readers 
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F 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

D 

5 
 
 
 
 
 
6 

 Simple factual texts, animal fantasy and realistic fiction 

 Picture books 

 Amusing one‐dimensional characters 

 Familiar, easy content, themes, and ideas 

 Simple dialogue (some split dialogue) 

 Many sentences with prepositional phrases and 
adjectives 

 More complex sentence structure, but still some repition 
of phrase patterns, ideas, and vocabulary 

 Some simple contractions and possessives (words with 
apostrophes) 

 Two to six lines of text on each page 

 Some sentences turn over to the next line 

 Some words with –s and –ing endings 

 Fewer repetitive language patterns 
High Frequency Words 
Can, cannot, but, look/s, at, too, we, want, that, is, it, yes, 
be, said, you, give, a, the, some, an, in, out, and, I, help, 
me, all, to, my, the, are, make, of, went, into, away, did, 
back, what, made, see, be, little, am, and, not, came, go, 
but, do 

 Eyes can track print over two to six lines per page 

 Can process texts with fewer repeating language patterns 

 Voice‐print match is smooth and automatic; finger pointing 
is rarely needed, if ever 

 Notices and uses a range of punctuation and read 
dialogue, reflecting the meaning through phrasing 

 Talks about letters and sounds and identifies these 

 Can solve many regular two‐syllable words, usually with 
inflectional endings (‐ing) 

 Indicates the following punctuation: quotation marks, full 
stops, comma, exclamation mark, question mark 

 Consistently monitors reading and cross‐checks one 
source of information against another 

 Has started to use punctuation when reading/use 
punctuation to support oral fluency 

 Uses known words to check and confirm meaning 

 Has started to reread to check and confirm reading 

 Cross-checks visual, semantic and syntactic cues 

 Demonstrates understanding by recalling ideas 

 Locates information in a text to support an answer to a 
question 

 Is aware when meaning is lost 

 Searches for information in print to predict, confirm, or 
attempt new words while reading 

F.5 

E 
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 Simple informational texts, simple animal fantasy, 
realistic fiction, very simple retellings of traditional 
tales, simple plays 

 Some texts with sequential information 

 Familiar content that expands beyond home, 
neighbourhood, and school 

 Most concepts supported by pictures 

 More literary stories and language 

 Concrete, easy‐to‐understand ideas 

 Some longer sentences – more than ten words 

 Some three‐syllable words 

 Some sentences with verb preceding subject 

 More complex sentence structures with conjunctions 
and contractions 

 Variation of words to assign dialogue in some texts 
(said, cried, shouted) 

 Mostly words with easy, predictable spelling patterns 

 Two to eight lines of print per page 

 Some repetition of phrase, patterns, ideas and 
vocabulary 

 Less direct picture support 
High Frequency Words 
Look, do, their, not, come, up, down, get, good, went away, 
came, by, on, we, the, a, do, some, they, them, I, is, it, put, 
home, but, what, out, in, go, this, your, said, big, am, take, 
you, are, no, say, but, and, me, going, us, is, with, put, 
down, had, his, little, with 
 
 

 Flexible enough to process texts with varied placement 
of print and a full range of punctuation 

 Attend to more subtle ideas and complex stories 

 Solve longer words with inflectional endings 

 Read sentences that carry over 2‐3 lines or over two 
pages 

 Rely much more on the print; pictures are becoming 
less supportive 

 Left‐to‐right directionality and voice‐print match are 
automatic 

 Oral reading demonstrates fluency and phrasing with 
appropriate stress on words. Has started to use 
punctuation to support oral reading, rhythm 

 Read without finger pointing, bringing in finger only at 
point of difficulty or where meaning is lost 

 Recognize a large number of high‐frequency words 

 Easily solve words with regular letter‐sound 
relationships, as well as a few irregular words 

 Has started to cross check visual, semantic, syntactic 
and graphophonic sources of information 

 Recognises familiar blends, eg, sl, st 

 Recognises familiar words and letter clusters, eg, look, 
took, can, ran 

 Searches for information in print to predict and attempt 
or confirm new words while reading 

 Takes note of punctuation and graphic detail in print to 
assist with fluency and expression when reading aloud 

 Recalls information and locates information in text and 
visuals 

F 
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 Simple informational texts, simple animal fantasy, 
realistic fiction, very simple retellings of traditional 
tales, simple plays 

 Some texts with sequential information 

 Familiar content that expands beyond home, 
neighbourhood, and school 

 Non-fiction texts may include some abstract terms and 
impersonal sentence structures 

 More similar looking words appearing in text, eg, 
look/like, crashed/flashed 

 Both simple and split dialogue, speaker usually 
assigned 

 Some longer stretches of dialogue 

 Some longer sentences – more than ten words – with 
prepositional phrases, adjectives, and dialogue 

 Greater variation in sentence patterns 

 Literary language integrated with natural language 

 Beginning to build knowledge of the characteristics of 
different genres of texts 

 Read stretches of both simple and split dialogue 

 Recognize a large number of high‐frequency words 
quickly and automatically 

 Use letter‐sound information to take apart simple, 
regular words as well as some multi-syllable words 

 Attempts to sound out unfamiliar words using 
knowledge of letter sounds and letter blends 

 Process and understand text patterns that are particular 
to written language 

 Attends to meaning of print and sentence structure 

 Is aware when meaning is lost and self-corrects 

 Rereads to enhance phrasing and clarify meaning 

 Solves new words using print information and meaning 

 Beginning to read fiction with more well‐developed 
characters 
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 Variation in placement of subject, verb, adjectives, and 
adverbs 

 Some compound sentences conjoined by and 

 Many words with inflectional endings 

 More details in the illustrations 

 Most texts three to eight lines of text per page 

 Periods, commas, quotation marks, exclamation 
points, question marks, and ellipses 

High Frequency Words 
What, with, said, on, made, have, into, that, it, yes, is, I, 
can, the, and, for, big, little, she, their, put, his, help, but, 
like, this, are, were, all, went, they, was, her, you, come, 
went, in, them, a, what, on, does, get, in, has, go, going, 
where, it’s, many, only, time, of, my, you, run, play, take, 
up, for, look, there, when, all, some 

 Left‐to‐right directionality and voice‐print match are 
completely automatic 

 Read without pointing and with appropriate rate, 
phrasing, intonation, and stress 

 Discusses content of text and retells indicating good 
understanding 

 Locates information in text that answers specific 
questions 

 Answers implicit and explicit questions 
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12 

 Informational texts, simple animal fantasy, realistic 
fiction, traditional literature (folktales) 

 Some longer texts with repeating longer and more 
complex patterns 

 Some unusual formats, such as questions followed by 
answers or letters 

 Some texts with sequential information 

 Familiar content that expands beyond home, 
neighbourhood, and school 

 Some texts with settings that are not typical of many 
children’s experience 

 Some sentences that are questions in simple 
sentences and in dialogue 

 Sentences with clauses and embedded phrases 

 Some complex letter‐sound relationships in words 

 Some content‐specific words (specialised vocabulary) 
introduced, explained and illustrated in the text 

 Complex illustrations depicting multiple ideas 

 Most texts three to eight lines of print per page 

 Events are sustained over several pages 

 Slightly smaller print 

 Non-fiction may include some abstract terms and 
impersonal sentence structure 

 Clear plot development 
High Frequency Words 
This, that, where, can’t, them, so, back, put, to, make, is, 
to, then, saw, some, has, been, my, would, you, like, the, 
when, he, goes, just, with, here, look, do, they, me, I, are, 
there, who, went, will, these, walk, we, does, going, 
yourself, tomorrow, can, put, of, some, have, are, call, said, 
it, now, with, very, what, our 

 Able to internalize more and deeper knowledge of 
different genres 

 Early reading behaviours now completely automatic 

 Recognize a large number of high‐frequency words 

 Able to attend to more complex story lines and ideas 

 Use a range of word‐solving strategies (letter‐sound 
information, making connections between words, using 
word parts) to read unknown words 

 Read texts with some content‐specific words 

 Demonstrate appropriate rate, phrasing, intonation, and 
word stress 

 Aware when meaning is lost, self-corrects and rereads 
to enhance phrasing and to clarify meaning 

 Recognises contractions, eg, I’m, can’t 

 Distinguishes between fiction and non-fiction 

 Uses content page 

 Gives explanations and supports these with text or 
picture evidence 

 Understands instructions 
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 Informational texts, simple animal fantasy, realistic 
fiction, traditional literature (folktales) 

 Narratives with more episodes and less repetition 

 Accessible content that expands beyond home, school 
and neighbourhood 

 Multiple episodes taking place across time 

 Some stretches of descriptive language 

 Wide variety in words used to assign dialogue to 
speaker 

 Some complex letter‐sound relationships in words 

 Some complex spelling patterns 

 Some easy compound words 

 Most texts with no or only minimal illustrations 

 Italics indicating unspoken thought 

 Longer sentences with a variety of conjunctions, 
compound words and contractions 

 More specialised vocabulary introduced in both fiction 
and non-fiction 

 Wide range of punctuation 

 Less direct text support from the illustrations 

 Variety of characters involved 

 Stories may have more events 

 More complex plot 

 A range of verbs used for direct speech: said, called, 
shouted, asked, cried 

High Frequency Words 
Are, how, play, like, away, said, you, I’m, no, on, my, has, 
have, gone, where, they, to, their, put, help, children, can, 
I, week, little, who, not, for, me, very, the, then, do, myself, 
will, too, make, time, our, yes, please, I’ll, all, come, what, 
went, does, that, could, she, her, likes, see, with, so, we, 

 Encounter more complex language and vocabulary 

 Read longer, more literary stories 

 Tracks print visually over longer passages without 
difficulty 

 Able to process a great deal of dialogue and reflect it 
through appropriate word stress and phrasing 

 Attends to meaning and syntax 

 Solve a large number of multi-syllable words, plurals, 
contractions, and possessives 

 Uses punctuation and features such as bold text to read 
with expression 

 Able to read a larger and larger number of high‐
frequency words 

 Able to think at increasingly deeper levels 

 Starting to discuss and understand plot or storyline 

 Solve words with complex spelling patterns 

 Recognises a range of punctuation marks 

 Begin to read more new texts silently, in order to 
achieve efficient and smooth processing 
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along, came, inside, put, on, our, walk, calls, this, new, 
said, one, two, three, four, five, you, little, had, down, went, 
your, off, they, where, goes, some, our, make 

1.0 

 
I 

 
15 
 
 
 
 
 
 

16 

 Informational texts, simple animal fantasy, realistic 
fiction, traditional literature (folktales) 

 Some informational texts with a table of contents 
and/or a glossary 

 Narratives with multiple episodes and little repetition of 
similar episodes; more elaborated episodes 

 Underlying organizational structures used and 
presented clearly (description, compare and contrast, 
problem and solution) 

 Some unusual formats, such as letters or questions 
followed by answers 

 Both familiar content and some new content children 
may not know 

 Contain a few abstract concepts that are highly 
supported by text and illustrations 

 Longer sentences that can carry over to two or three 
lines, and some over two pages 

 More challenging sentence structures 

 Many two‐to‐three‐syllable words from all parts of 
speech 

 Some complex spelling patterns 

 Some complex letter‐sound relationships in words 

 Eight to sixteen pages of print (some easy chapter 
books of fifty to sixty pages) 

 Three to eight lines of text per page 

 Strong story plot 
High Frequency Words 
Hold, your, we, who, why, don’t, what, way, but, have, 
shop, if, on, it, said, you, can, new, her, takes, too, are, 
she, them, play, little, there, am, long, down, they, will, as, 
their, after, under, how, many, have, I, are, you, here, my, 
know, has, did, live, like/d, she, away, don’t, was, then, me, 
didn’t, like, all, too, from, them, four, three, man, by, on, 
comes, no, be, said, our, very, now, saw, this, give, near, 
could, do, where, with, when, they 

 Able to process mostly short texts (eight to sixteen 
pages); some easy illustrated chapter books 

 Able to sustain attention and memory over longer 
periods of time 

 Can process longer (ten words or more) and more 
complex sentences 

 Have a large sight‐word vocabulary 

 Able to use word‐solving strategies for complex spelling 
patterns, multi-syllable words, and words with 
inflectional endings, plurals, contractions, and 
possessives 

 Read many texts silently, following text with their eyes 
and without pointing 

 Oral reading reflects appropriate rate, stress, intonation, 
phrasing, and pausing 

 Instinctively cross-checks information using meaning, 
syntax and print 

 Understands specialised vocabulary used in fiction and 
non-fiction 

 Recognises compound words 

 Infers meaning from text 

 Notices words endings and beginnings 

 Discusses and understands characters and plot 

 Understands contractions 

 Pays attention to punctuation and type features when 
reading orally 
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Year 2 – Developing Readers 
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1.5 

J 

17 
 
 
 
 
 
 
 

18 

 Informational texts, simple animal fantasy, realistic 
fiction, traditional literature (folktales), some simple 
biographies on familiar subjects 

 Illustrations enhance meaning rather than support text 
literally 

 Longer descriptions, including adjectives 

 Beginning chapter books with illustrations (forty to 
seventy‐five pages) 

 Underlying organizational structures used and 
presented clearly (description, compare and contrast, 
problem and solution) 

 Some unusual formats, such as letters or questions 
followed by answers 

 Some ideas new to most children 

 Some texts with settings that are not familiar to most 
children 

 Varied placement of subject, verb, adjectives and 
adverbs in sentences 

 Contain some abstract concepts that are highly 
supported by text and illustrations 

 Some complex spelling patterns and letter‐sound 
relationships in words 

 Many lines of print on a page. Some may have full 
pages of print 

 Specialised vocabulary is used in non-fiction along 
with more formal sentence structures 

High Frequency Words 
Like, to be, I’d, that’s, for, might, but, too, please, was he, 
don’t, the, along, into, some, four, make, saw, up, will, we, 
ask/ed, on, came, won’t, me, so, went, his, where, there, 
why, watch, said, this, some, their, are, friend, things, 
what, while, here, please, you, your, if, will, could, might, 
in, it, is, and, with, that, the, live, it’s, what, know, they, 
their, as, see, not, many, help, made, want, every, each, 
there, are, some, these, after, said, was, were 

 Able to process a variety of texts (short fiction texts, short 
informational texts, and longer narrative texts that have 
illustrations and short chapters) 

 Adjust reading strategies as needed to process different 
genres 

 Process increasingly more complex sentences 

 Have a large, expanding sight‐word vocabulary 

 Able to quickly apply word‐solving strategies for complex 
spelling patterns, multi-syllable words, and words with 
inflectional endings, plurals, contractions, and 
possessives 

 Read silently during independent reading 

 Oral reading reflects appropriate rate, stress, intonation, 
phrasing, and pausing 

 Discusses and understands storyline and plot 

 Recognises ‘story types’ eg, fiction, non-fiction, make-
believe  

 Searches for and uses familiar words or syllables within 
words to read longer words 

 Infers meaning from text or pictures 

 Sustains reading through longer sentence structures and 
paragraphs 

 Attempts challenging vocabulary 

 Scans to locate information 

 Uses a variety of strategies to attempt unfamiliar words, 
eg, sounds out, looks for familiar sounds or small words 
within a longer word 

 Recalls main idea and retells in own words 
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 Informational texts, simple animal fantasy, realistic 
fiction, traditional literature (folktales), some simple 
biographies on familiar subjects 

 Beginning chapter books (sixty to one hundred pages 
of print) 

 Varied organization in nonfiction text formats 
(question/answer, boxes, legends, etc.) 

 Some texts with plots, situations, and settings outside 
what a child would typically find familiar 

 Longer (more than fifteen words), more complex 
sentences 

 Literary language is a feature 

 Non-fiction texts cover a range of curriculum areas 

 Variety of words used to assign dialogue, with verbs 
and adverbs essential to meaning 

 Multi-syllable words that are challenging to take apart 
or decode 

 More literary and poetic language included 

 Longer stretches of print without the support of 
pictures 

 Variety of visual literacy elements 
High Frequency Words 
Who, know, that, please, help, yourself, please, him, she, 
all, to, out, for, from, good, they, make, when, their, with, 
do, some, live, many, other, was, said, are, these, make, 
how, why, those, came, about, her, use, what, where, 
your, more, made, while, have, can, eat, food, did, you, 
know, said, many, make, this, are, made, some, live, 
won’t, sometimes, people, children, would, little, there, 
could, when, that 

 Able to accommodate the higher‐level processing of 
several fiction texts with multiple episodes connected to a 
single plot 

 Recognises text as fiction or non-fiction and adapts to the 
genre 

 Read about and understand characters that are 
increasingly more complex 

 Searches text for information 

 Able to process a great deal of dialogue within a story 

 Challenged to read stories based on concepts that are 
distant in time and space and reflect diverse cultures 

 Have a large, expanding sight‐word vocabulary 

 Able to quickly apply word‐solving strategies for complex 
spelling patterns, multi-syllable words, and words with 
inflectional endings, plurals, contractions, and 
possessives 

 Read silently during independent reading 

 Oral reading fully demonstrates all aspects of fluent 
reading 

 Understands and uses glossary, contents and section 
headings 

 Makes and checks predictions 

 Predicts and discusses plot 

 Understands that authors can use words that have 
similar meanings (homonyms/synonyms) e.g. bit, 
enormous, huge  

 Identifies and talks about literary effects used by writers 
like metaphor and simile e.g. blue in the face, as bright 
as the sun 

 Attempts unfamiliar vocabulary e.g. twitched, wriggled  
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Year 3 – Early Independent Readers 
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 Informational texts, simple fantasy, realistic fiction, 
traditional literature (folktales), simple biographies, 
simple mysteries 

 Underlying organizational structures (description, 
compare and contrast, problem and solution) 

 Some technical content that is challenging and not 
typically known 

 Some texts with plots, settings, and situations outside 
typical experience 

 Multi-syllable words that are challenging to take apart or 
decode 

 Some new vocabulary and content‐specific words in 
nonfiction text introduced, explained, and illustrated in 
the text 

 New vocabulary in fiction texts (largely unexplained) 

 Chapter books (sixty to one hundred pages of print) 
 

 Able to process easy chapter books, including some 
series books, with more sophisticated plots and few 
illustrations, as well as shorter informational texts 

 Adjust reading to process a variety of genres 

 Understand that chapter books have multiple episodes 
connected to a single plot 

 Bring background knowledge to new reading in order 
to process and learn new information 

 Begin to recognize themes across texts (friendship, 
courage) 

 Able to understand some abstract ideas 

 Able to see multiple perspectives of characters 
through description 

 Able to flexibly apply word‐solving strategies for 
complex spelling patterns, multi-syllable words, and 
words with inflectional endings, plurals, contractions, 
and possessives 

 Read silently during independent reading 

 Oral reading fully demonstrates all aspects of fluent 
reading 
 

M 22 

 Informational texts, simple fantasy, realistic fiction, 
traditional literature (folktales), simple biographies, 
simple mysteries 

 Most of the content carried by print, rather than pictures 

 Abstract themes requiring inferential thinking to derive 

 Texts with multiple points of view revealed through 
characters’ behaviours 

 Complex plots with numerous episodes and time passing 

 Multiple characters to understand and notice how they 
develop and change 

 Multi-syllable words that are challenging to take apart or 
decode 

 Some new vocabulary and content‐specific words 
introduced, explained, and illustrated in the text 

 Know the characteristics of a range of genres 

 Developing preferences for specific forms of reading 
(mysteries, biographies) 

 Can understand and process narratives with more 
elaborate plots and multiple characters that develop 
and change over time 

 Able to identify and use underlying organizational 
structures (description, compare and contrast, 
problem and solution, cause and effect) to help 
navigate through text 

 Word solving is smooth and automatic with both oral 
and silent reading 

 Can read and understand descriptive words, some 
complex content‐specific words, and some technical 
words 

2.5 
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 Informational texts, simple fantasy, realistic fiction, 
traditional literature (folktales), simple biographies, simple 
mysteries 

 Presentation of multiple topics that represent subtopic of a 
larger topic or theme 

 Various ways of showing characters’ attributes 
(description, dialogue, thoughts, others’ perspectives) 

 Complex plots with numerous episodes and time passing 

 Multiple characters to understand and notice how they 
develop and change 

 Variety in sentence length and complexity 

 Many two‐to‐three‐syllable words; some words with more 
than three syllables 

 Multi-syllable words that are challenging to take apart or 
decode 

 Words with prefixes and suffixes 

 Some new vocabulary and content‐specific words 
introduced, explained, and illustrated in the text 
 

 Know the characteristics of and can process the full 
range of genres 

 Developing preferences for specific forms of reading 
(mysteries, biographies) 

 Can understand and process narratives with more 
elaborate plots and multiple characters that develop 
and change over time 

 Able to identify and use underlying organizational 
structures (description, compare and contrast, 
problem and solution, cause and effect) to help 
navigate through text 

 Word solving is smooth and automatic with both oral 
and silent reading 

 Reader will slow down to problem solve or search for 
information, then resume normal reading pace 

 Most word solving is unconscious and automatic; little 
overt problem solving needed 

 Can read and understand descriptive words, some 
complex content‐specific words, and some technical 
words 

 

O 24 

 Informational texts, simple fantasy, realistic fiction, 
traditional literature (folktales), biographies, mysteries, 
historical fiction, short stories, chapter books with sequels 

 Prior knowledge needed to understand content in many 
informational texts 

 Presentation of multiple topics that represent subtopic of a 
larger topic or theme 

 Content requiring the reader to take on perspectives from 
diverse cultures and bring cultural knowledge to 
understanding 

 Multiple characters to know and understand 

 Characters revealed by what they say, do, think, and by 
what others say or think about them 

 Descriptive and figurative language that is key to 
understanding the plot 

 Know the characteristics of and can process the full 
range of genres 

 Read a wide range of texts: chapter books, shorter 
fiction and informational text, including special forms 
such as mysteries, series books, and short stories 

 Able to identify and use underlying organizational 
structures (description, compare and contrast, 
problem and solution, cause and effect) to help 
navigate through text 

 Able to process lengthy, complex sentences, 
containing prepositional phrases, introductory clauses, 
and lists of nouns, verbs, or adjectives 

 Solve new vocabulary words, some defined in the text 
and some unexplained 

 Most word solving is unconscious and automatic; little 
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 Characters with both good and bad traits, who change 
and develop over time 

 Some words used figuratively 

 New vocabulary in fiction texts largely unexplained 

 Some words with connotative meanings that are essential 
to understanding the text 

 Some multi-syllable proper nouns that are challenging to 
take apart or decode 
 

overt problem solving needed 

 Can read and understand descriptive words, some 

complex content‐specific words, and some technical 
words 

 Word solving is smooth and automatic with both oral 
and silent reading 

 Demonstrate all aspects of smooth, fluent processing 

3.0 

P 25 

 Informational texts, fantasy, realistic fiction, traditional 
literature (folktales), biographies, mysteries, historical 
fiction, short stories, chapter books with sequels, genre 
combinations (hybrids) 

 Topics that go well beyond readers’ personal experience 

 Content requiring the reader to take on diverse 
perspectives (race, language, culture) 

 Ideas and themes requiring taking a perspective not 
familiar to the reader 

 Some more challenging themes (war, the environment) 

 Many ideas and themes requiring understanding of 
cultural diversity 

 Multiple characters to know and understand 

 Characters revealed by what they say, do, think, and by 
what others say or think about them 

 Extensive use of descriptive and figurative language that 
is key to understanding the plot 

 Building suspense through events of the plot 

 Some more complex fantasy elements 

 Many complex content‐specific words in nonfiction, mostly 
defined in text, illustrations, or glossary 

 Multi-syllable proper nouns that are challenging to take 
apart or decode 

 More difficult layout of informational text, and some fiction 
text, with denser format 

 Can identify the characteristics of a full range of 
genres, including biographies on less well known 
subjects and hybrid genres 

 Read a wide range of texts: chapter books, shorter 
fiction and informational text, including special forms 
such as mysteries, series books, and short stories 

 Able to identify and use underlying organizational 
structures (description, compare and contrast, problem 
and solution, cause and effect) to help navigate 
through text 

 Able to process lengthy, complex sentences, 
containing prepositional phrases, introductory clauses, 
and lists of nouns, verbs, or adjectives 

 Solve new vocabulary words, some defined in the text 
and some unexplained 

 Most word solving is unconscious and automatic; little 
overt problem solving needed 

 Can read and understand descriptive words, some 
complex content‐specific words, and some technical 
words 

 Word solving is smooth and automatic with both oral 
and silent reading 

 Demonstrate all aspects of smooth, fluent processing 
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3.5 

Q 26 

 Informational texts, more complex fantasy, realistic 
fiction, traditional literature (folktales), biographies, 
autobiographies, memoirs, mysteries, historical fiction, 
short stories, genre combinations (hybrids), diaries 

 Many abstract themes requiring inferential thinking to 
derive 

 Texts with deeper meanings applicable to important 
human problems and social issues 

 Some more challenging themes (war, the environment) 

 Many new vocabulary words that depend on readers’ 
tools (such as glossaries) 

 Many new vocabulary words for readers to derive 
meaning from context 

 Extensive use of figurative language (idioms, simile, 
metaphor) 

 Words that are seldom used in oral language and are 
difficult to decode 

 Many technical words that are difficult to decode 

 Nonfiction may contain a variety of complex graphics, 
often more than one on a page 

 Some nonfiction texts with graphics that have scales or 
legends that require understanding and interpretation 

 Automatically read and understand a full range of 
genres, including biographies, hybrid genres, fiction 
with elaborate plots and complex characters, 
informational texts, etc. 

 Able to process lengthy, complex sentences, 
containing prepositional phrases, introductory clauses, 
and lists of nouns, verbs, or adjectives 

 Solve new vocabulary words, some defined in the text 
and some unexplained 

 Most reading is silent, but fluency and phrasing in oral 
reading are well‐established 

 Readers are challenged by many longer descriptive 
words and by content‐specific/technical words 

 Able to take apart multi-syllable words and use a full 
range of word‐solving skills 

 Read and understand texts in a variety of layouts and 
formats 

 Consistently search for information in illustrations and 
increasingly complex graphics 

 

4.0 

R 27 

 Informational texts, more complex fantasy, realistic fiction, 
traditional literature (folktales), biographies, 
autobiographies, memoirs, mysteries, historical fiction, 
short stories, genre combinations (hybrids), diaries 

 Some collections of short stories that have interrelated 
themes or build a single plot across the book 

 Fiction – settings requiring knowledge of content (history, 
geography, etc.) 

 Complex ideas on many different topics requiring real or 
vicarious experiences 

 Long stretches of descriptive language that are important 
to understanding the setting and characters 

 Some long strings of unassigned dialogue from which story 
action must be inferred 

 Settings distant in time and space from students’ 
experiences 

 Many new vocabulary words for readers to derive meaning 
from context 

 Use of figurative language (idioms, simile, metaphor) 

 Words with a variety of very complex spelling patterns 

 Words that are seldom used in oral language and are 
difficult to decode 

 Automatically read and understand a full range of 
genres, including biographies, hybrid genres, fiction 
with elaborate plots and complex characters, 
informational texts, etc. 

 Understand perspectives different from their own as 
well as settings and people far distant in time and 
space 

 Able to process lengthy, complex sentences, 
containing prepositional phrases, introductory clauses, 
and lists of nouns, verbs, or adjectives 

 Solve new vocabulary words, some defined in the text 
and some unexplained 

 Most reading is silent, but fluency and phrasing in oral 
reading are well‐established 

 Readers are challenged by many longer descriptive 

words and by content‐specific/technical words 

 Able to take apart multisyllable words and use a full 
range of word‐solving skills 

 Read and understand texts in a variety of layouts and 
formats 

 Consistently search for information in illustrations and 
increasingly complex graphics 

S 28 

 Informational texts, more complex fantasy, realistic fiction, 
traditional literature (folktales), biographies, 
autobiographies, memoirs, mysteries, historical fiction, 
short stories, genre combinations (hybrids), diaries 

 Some collections of short stories that have interrelated 
themes or build a single plot across the book 

 Content particularly appealing to adolescents 

 Some fiction settings requiring knowledge of content 
(history, geography, etc.) 

 Complex ideas on many different topics requiring real or 
vicarious experiences 

 Long stretches of descriptive language that are important 
to understanding the setting and characters 

 Some long strings of unassigned dialogue from which story 
action must be inferred 

 Many new vocabulary words that depend on readers’ tools 
(such as glossaries) 

 Many new vocabulary words for readers to derive meaning 
from context 

 Use of figurative language (idioms, simile, metaphor) 

 Words with a variety of very complex spelling patterns 

 Words that are seldom used in oral language and are 
difficult to decode 

 Many words with affixes (prefixes and suffixes, multi-
syllable proper nouns that are difficult to decode) 

 Increasingly difficult layout of informational texts, with 
dense content and format 

 Automatically read and understand a full range of 
genres, including biographies on less well known 
subjects, hybrid genres, fiction with elaborate plots and 
complex characters, informational texts, etc. 

 Able to process lengthy, complex sentences, 
containing prepositional phrases, introductory clauses, 
and lists of nouns, verbs, or adjectives 

 Understand perspectives different from their own as 
well as settings and people far distant in time and 
space 

 Able to process lengthy, complex sentences, 
containing prepositional phrases, introductory clauses, 
and lists of nouns, verbs, or adjectives 

 Solve new vocabulary words, some defined in the text 
and some unexplained 

 Most reading is silent, but fluency and phrasing in oral 
reading are well‐established 

 Readers are challenged by many longer descriptive 
words and by content‐specific/technical words 

 Able to take apart multisyllable words and use a full 

range of word‐solving skills 

 Read and understand texts in a variety of layouts and 
formats 

 Consistently search for information in illustrations and 
increasingly complex graphics 
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Year 5 – Independent Readers 
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4.5 

T 29 

 Informational texts, more complex fantasy, realistic fiction, 
traditional literature (folktales), biographies, autobiographies, 
memoirs, mysteries, historical fiction, short stories, genre 
combinations (hybrids), diaries  

 Some collections of short stories that have interrelated themes 
or build a single plot across the book 

 Nonfiction texts with multiple topics and categories and 
subcategories within them 

 Themes focusing on the problems of preadolescents 

 Many texts focusing on human problems (war, hardship, 
economic issues) 

 Themes that evoke alternative interpretations 

 Some more complex fantasy elements, some showing conflict 
between good and evil 

 Some obvious symbolism 

 Range of declarative, imperative, or interrogative sentences 

 Many words with affixes (prefixes and suffixes, multisyllable 
proper nouns that are difficult to decode) 

 Words used in regional or historical dialects 

 Some words from languages other than English 

 Most texts with no or only minimal illustrations 

 Automatically read and understand a full range of genres, 
including biographies on less well known subjects, hybrid 
genres, fiction with elaborate plots and complex characters, 
informational texts, etc. 

 Able to read longer texts and remember information and 
connect ideas over a long period of time (a week or two) 

 Read and interpret complex fantasy, myths, legends that 
contain symbolism 

 Understand perspectives different from their own 

 Understand settings and people far distant in time and 
space 

 Readers are challenged by many longer descriptive words 
and by content‐specific/technical words 

 Read and understand texts in a variety of layouts and 
formats 

 

5.0 

U 30 

 Informational texts, complex fantasy, realistic fiction, traditional 
literature (folktales), biographies, autobiographies, memoirs, 
mysteries, historical fiction , short stories, genre combinations 
(hybrids), diaries 

 Variety of underlying structures often combined in complex 
ways (description, comparison and contrast, temporal 
sequence, problem and solution, etc.) 

 Topics that go well beyond readers’ personal experiences and 
content knowledge 

 Content particularly appealing to adolescents 

 Many themes presenting mature issues and the problems of 
society (racism, war) 

 Many texts focusing on human problems (war, hardship, 
economic issues) 

 Themes that evoke alternative interpretations 

 Texts requiring inference to understand characters and why 
they change 

 Many complex narratives that are highly literary 

 Some literary devices (for example, stories within stories, 
symbolism, and figurative language 

 Fantasy and science fiction showing struggle between good 
and evil 

 Some words from languages other than English 

 Long, multisyllable words requiring attention to roots to read 
and understand 

 Fiction texts with no illustrations other than the cover jacket 

 A wide variety of complex graphics that require interpretation 
(photos with legends, diagrams, labels, cutaways, graphics, 
maps) 

 Automatically read and understand a full range of genres, 
including biographies on less well known subjects, hybrid 
genres, fiction with elaborate plots and complex characters, 
informational texts, etc. 

 Able to read longer texts and remember information and 
connect ideas over many days of reading 

 Read and interpret complex fantasy, myths, legends that 
contain symbolism 

 Understand perspectives different from their own 

 Understand settings and people far distant in time and 
space 

 Most reading is silent, but fluency and phrasing in oral 
reading are well‐established 

 Able to take apart multisyllable words and use a full range 
of word‐solving skills 

 Read and understand texts in a variety of layouts and 
formats 

 Able to search for and use information in an integrated way, 
using complex graphics and texts that present content 
requiring background knowledge 
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V 30+ 

 Informational texts, complex fantasy, realistic fiction, traditional 
literature (folktales), biographies, autobiographies, memoirs, 
mysteries, historical fiction, short stories, genre combinations 
(hybrids), diaries 

 Variety of underlying structures often combined in complex 
ways (description, comparison and contrast, temporal 
sequence, problem and solution, etc.) 

 Topics that go well beyond readers’ personal experiences and 
content knowledge 

 Critical thinking required to judge authenticity of informational 
texts, historical fiction, and biography 

 Heavy content load in many texts, both fiction and nonfiction, 
requiring study 

 Many themes presenting mature issues and the problems of 
society (racism, war) 

 Many texts focusing on human problems (war, hardship, 
economic issues) 

 Themes that evoke alternative interpretations 

 Some switching from setting to setting, including time change 
(often un-signalled, or signalled only by dialogue) 

 Full range of literary devices (for example, flashback, stories 
within stories, symbolism, and figurative language) 

 Many complex narratives that are highly literary 

 Words used figuratively or with unusual or hard‐to‐understand 
connotations 

 Archaic words or words from languages other than English that 
do not follow conventional pronunciation patterns 

 Introduction to more abstract literary forms, such as satire 

 Automatically read and understand a full range of genres, 
including biographies on less well known subjects, hybrid 
genres, fiction with elaborate plots and complex characters, 
informational texts, etc. 

 Able to read longer texts and remember information and 
connect ideas over many days of reading 

 Read and interpret complex fantasy, myths, legends that 
contain symbolism 

 Able to read and interpret more abstract forms of literature 
(satire) 

 Understand perspectives different from their own 

 Understand settings and people far distant in time and 
space 

 Readers can be very expressive when presenting poetry or 
readers’ theater 

 Read and understand texts in a variety of layouts and 
formats 

 Able to search for and use information in an integrated way, 
using complex graphics and texts that present content 
requiring background knowledge 
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5.5 

 
 
 
 
 
 
 

 
W 

 
 
 
 
 
 

 

 
30+ 

 Informational texts, more complex fantasy, realistic fiction, 
traditional literature (myths, legends), biographies, 
autobiographies, memoirs, mysteries, historical fiction, 
short stories, genre combinations (hybrids), diaries, satire 

 Unusual text organizations (e.g. flashbacks) 

 Many texts presenting mature societal issues, especially 
those important to adolescents (family issues, growing up) 

 Wide range of challenging themes that build social 
awareness and reveal insights into the human condition 

 Character interpretation essential to understand themes 

 Fantasy incorporating classical motifs (such as “the quest”) 

 Critical thinking required to judge authenticity of 
informational texts, historical fiction, and biography 

 Heavy content load in many texts, both fiction and 
nonfiction, requiring study 

 Themes that evoke alternative interpretations 

 Some switching from setting to setting, including time 
change (often un-signalled, or signalled only by dialogue) 

 Full range of literary devices (for example, flashback, 
stories within stories, symbolism, and figurative language) 

 Words used figuratively or with unusual or hard‐to‐
understand connotations 

 Archaic words/words from languages other than English 
that do not follow conventional pronunciation patterns 

 Words that offer decoding challenges because they are 
archaic, come from regional dialect, or from languages 
other than English 

 Automatically read and understand a full range of 
genres, including biographies on less well known 
subjects, hybrid genres, fiction with elaborate plots and 
complex characters, informational texts, etc. 

 Able to read longer texts and remember information and 
connect ideas over many days of reading 

 Read and interpret complex fantasy, myths, legends 
that contain symbolism and classical motifs (“the quest’) 

 Encounter mature themes that expand their knowledge 
of social issues 

 Able to read and interpret more abstract forms of 
literature (satire), and literary devices, such as irony 

 Understand multidimensional themes on several 
different levels 

 Understand settings and people far distant in time and 
space 

 Readers can be very expressive when presenting 
poetry or readers’ theater 

 Read and understand texts in a variety of layouts and 
formats 

 Apply background knowledge of historical events, 
archaic language and/or regional dialects when reading 

 

X 30+ 

 Informational texts, high fantasy and science fiction, 
realistic fiction, traditional literature (myths, legends), 
biographies, autobiographies, memoirs, mysteries, 
historical fiction, short stories, genre combinations 
(hybrids), diaries, satire 

 Critical thinking required to judge authenticity of 
informational texts, historical fiction, and biography 

 Many texts presenting mature societal issues, especially 
those important to adolescents (family issues, growing up) 

 Wide range of challenging themes that build social 
awareness and reveal insights into the human condition 

 Many texts presenting multiple themes that may be 
understood in many layers 

 Some texts with heroic or larger‐than‐life characters who 
represent the symbolic struggle between good and evil 

 Long stretches of descriptive language that are important 
to understanding setting and characters Full range of 
literary devices (for example, flashback, stories within 
stories, symbolism, and figurative language) 

 Some switching from setting to setting, including time 
change (often un-signalled, or signalled only by dialogue) 

 Some very long sentences (more than thirty words) 

 Words that offer decoding challenges because they are 
archaic, come from regional dialect, or from languages 
other than English 

 Understand and process a wide range of texts, including 
all genres 

 Able to read very long texts with complex sentences 
and paragraphs, with many multisyllable words 

 Understand and respond to mature themes such as 
poverty and war 

 Able to read and interpret more abstract forms of 
literature (satire), and literary devices, such as irony 

 Read and understand texts with multidimensional 
characters, texts that can be interpreted on several 
levels, and that are developed in complex ways 

 Most reading is silent; fluency and phrasing in oral 
reading is well‐established 

 Challenged by a heavy load of content‐specific and 
technical words that require using embedded 
definitions, background knowledge, and reader’s tools 
(glossaries, indexes, etc.) 

 Apply prior understandings in a critical way when 
reading both fiction and nonfiction texts 
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6.0 

Y 30+ 

 Informational texts, high fantasy and science fiction, 
realistic fiction, traditional literature (myths, legends), 
biographies, autobiographies, memoirs, mysteries, 
historical fiction, short stories, genre combinations 
(hybrids), diaries, satire 

 Many texts with the complex structure of adult reading 

 Unusual text organizations (flashback, flash forward, time 
lapses)  

 Many new vocabulary words that readers must derive 
meaning from context or use glossaries or dictionaries 

 Critical thinking required to judge authenticity of 
informational texts, historical fiction, and biography 

 Many texts presenting mature societal issues, especially 
those important to adolescents (family issues, growing up) 

 Wide range of challenging themes that build social 
awareness and reveal insights into the human condition 

 Many texts presenting multiple themes that may be 
understood in many layers 

 Some texts with heroic or larger‐than‐life characters who 
represent the symbolic struggle between good and evil 

 Long stretches of descriptive language that are important 
to understanding setting and characters Full range of 
literary devices (for example, flashback, stories within 
stories, symbolism, and figurative language) 

 Some switching from setting to setting, including time 
change (often un-signalled, or signalled only by dialogue) 

 Some very long sentences (more than thirty words) 

 Words that offer decoding challenges because they are 
archaic, come from regional dialect, or from languages 
other than English 

 Understand and process a wide range of texts, including 
all genres 

 Read very long texts with complex sentences and 
paragraphs, with many multisyllable words 

 Identify classical motifs such as “the quest” and moral 
issues 

 Able to read and interpret more abstract forms of 
literature (satire), and literary devices, such as irony 

 Read and understand texts with multidimensional 
characters, texts that can be interpreted on several 
levels, and that are developed in complex ways 

 Most reading is silent; fluency and phrasing in oral 

reading is well‐established 

 Challenged by a heavy load of content‐specific and 
technical words that require using embedded definitions, 
background knowledge, and reader’s tools (glossaries, 
indexes, etc.) 

 Apply prior understandings in a critical way when 
reading both fiction and nonfiction texts 
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7.0 

Z 30+ 

 Informational texts, high fantasy and science fiction, 
realistic fiction, traditional literature (myths, legends), 
biographies, autobiographies, memoirs, mysteries, 
historical fiction, short stories, genre combinations 
(hybrids), diaries, satire 

 Many texts with the complex structure of adult reading 

 Unusual text organizations (flashback, flash forward, time 
lapses)  

 Many new vocabulary words that readers must derive 
meaning from context or use glossaries or dictionaries 

 Critical thinking required to judge authenticity of 
informational texts, historical fiction, and biography 

 Many texts presenting mature societal issues, especially 
those important to adolescents (family issues, growing up) 

 Wide range of challenging themes that build social 
awareness and reveal insights into the human condition 

 Many texts presenting multiple themes that may be 
understood in many layers 

 Some texts with heroic or larger‐than‐life characters who 
represent the symbolic struggle between good and evil 

 Long stretches of descriptive language that are important 
to understanding setting and characters Full range of 
literary devices (for example, flashback, stories within 
stories, symbolism, and figurative language) 

 Some switching from setting to setting, including time 
change (often un-signalled, or signalled only by dialogue) 

 Some very long sentences (more than thirty words) 

 Words that offer decoding challenges because they are 
archaic, come from regional dialect, or from languages 
other than English 

 Understand and process a wide range of texts, 
including all genres 

 Read very long texts with complex sentences 
and paragraphs, with many multisyllable words 

 Identify classical motifs such as “the quest” and 
moral issues 

 Able to read and interpret more abstract forms of 
literature (satire), and literary devices, such as 
irony 

 Read and understand texts with 
multidimensional characters, texts that can be 
interpreted on several levels, and that are 
developed in complex ways 

 Most reading is silent; fluency and phrasing in 

oral reading is well‐established 

 Challenged by a heavy load of content‐specific 
and technical words that require using 
embedded definitions, background knowledge, 
and reader’s tools (glossaries, indexes, etc.) 

 Apply prior understandings in a critical way when 
reading both fiction and nonfiction texts 

 

8.0 
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The Writing Process 
 

 
Phase in the Writing Process 

 
What this Involves 
 

 
Planning 

 

- Deciding on the topic 
- Considering the purpose for writing 
- Considering the audience for the writing 
- Deciding on a plan of action 
- Gathering and sorting information before writing 
- Using an appropriate planning process and/or format 
 

 
Composing/Drafting 

 

- Sustained writing to produce a first version 
- Getting ideas down in a logical sequence 
- Seeking input from others – gaining critical feedback 
 

 
Recording 

 

- Revising and organising parts so that the whole text is cohesive and coherent 
- Adding, deleting, manipulating, substituting, combining, extending 
- Checking that each sentence makes sense within the whole text 
- Altering sentences to ensure the meaning is clear 
 

 
Revising/Editing  

 

- Checking grammar (Read aloud) 
- Check punctuation (Read aloud) 
- Check spelling (Looking at each letter of each word)  
 

 
Publishing 

 

- Deciding whether work is to be published 
- Presentation and formats 
- Consider design aspects – layout, colour, font, use of graphics etc. 
- Use of ICT 
 

 

            Adapted from Write Ways: Lesley Wing Jan 
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Overview of Instructional Writing Procedures 
 

D
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fi

n
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io
n

 

Modelled Writing Language Experience Shared Writing Interactive Writing 

 Demonstrating writing behaviours 

and verbalising the thinking 

processes involved with those 

behaviours 

 

 Using a shared experience as a 

basis for jointly composing a text 

 Working with students to compose 

and construct a piece of writing, 

with the teacher acting as scribe 

 Working with students to compose 

and construct a text collaboratively, 

using a shared pen 

K
e
y
 F

e
a
tu

re
s

 

 Brief sessions from 5-10 minutes 

 Each session has a clear, singular 

focus 

 Use clear ‘think aloud’ statements 

 Writing occurs largely in front of the 

students though some text may be 

pre-prepared  

 The composed text must be visible 

to all students 

 

 Based on a shared experience 

 Text composed as a result of the 

experience 

 Use students’ language when 

composing text 

 Sessions kept brief and lively, from 

10-20 minutes 

 Teacher scribes, students 

contribute ideas 

 Teacher thinks aloud, invites 

questions and discussion 

 Each session has a planned explicit 

focus based on students’ needs 

 Sessions kept brief and lively, from 

10-20 minutes 

 Usually small groups 

 Teacher and students share the 

writing utensil 

 Each session has a planned explicit 

focus based on students’ needs 

 Students’ participate actively 

D
e
fi

n
it

io
n

 Guided Writing Independent Writing Writing Conferences 

 Teacher scaffolds and supports a group of 

students with similar needs as they develop 

writing behaviours 

 

 Students independently apply previously learnt 

writing processes, understandings and strategies 

to own texts 

 An opportunity for students to voluntarily share 

their writing with a peer or teacher and receive 

constructive feedback 

K
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 Students grouped to focus on a specific need 

 Most writing is done as individuals 

 Teacher is the guide and supporter 

 Sessions are about 10-20 minutes 

 Students receive support and feedback when 

needed 

 

 Students take responsibility for their writing 

 Students apply previous learning 

 All students engaged in writing-related task 

 Sustained period of writing 

 Students write for authentic purposes 

 Writing is shared with peers or teacher 

 Feedback is explicit and constructive 

 Sessions are 10-15 minutes 

 Can be used daily in the writing cycle 

 

Refined from First Steps: Writing Resource Book 
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Text Types Writing Frameworks 
 

A
b

o
u

t 

 

Recount Procedure Narrative Description Information Report Exposition Explanation 
Recounts retell past 
events and experiences. 
Examples include diaries, 
newspaper article, 
biographies and 
autobiographies 

A procedure tells how to 
do something. Examples 
include a recipe, 
instructions, manual, 
directions, experiments 
and rules 

Narratives tell fictional 
stories. Examples include 
fables, stories, myths and 
legends  

The purpose of descriptive 
writing is to describe a 
person, place or thing in 
such a way that a picture 
is formed in the reader's 
mind 

To present information 
about a person, place or 
thing. Examples include, 
newspapers, libraries and 
scholarly research 

Persuasive writing 
presents an argument or a 
person’s point of view. 
Examples include debates, 
arguments, letters to the 
editor, advertisements 

Explanations explore how 
things work and how they 
came to be. 

D
e
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Orientation 
- Who was 

involved 
- What happened 
- Where did the 

event take place 
- When and how 

did it happen 
Sequence of Events 
- Important events 

in the order that 
they happened 

- Use past tense 
e.g. had ate 

- Use first person 
e.g. I/We if you 
were involved in 
the events 
otherwise use 
third person e.g. 
they/he/she 

Conclusion 
Briefly summarise 
what happened 
Language Features 

- Precise nouns 
and pronouns 

- Verbs to show 
action 

- Words that show 
time order 

Goal 
State what will 
happen in the end 
Materials 
List any materials 
you will need to 
achieve  
Method 
- Outline the steps 

needed to reach 
your goal. 

- Begin each step 
on a new line 

Language Features 
- Written in present 

tense 
- Use action verbs, 

e.g. mix/make 
- Use adverbs 

telling how to do 
something, e.g. 
gently, slowly, 
quickly 

- Use connectives 
to indicate time 
e.g. then, next, 
after, when 

- Can include 
pictures, 
diagrams or 
maps 

Orientation 
- Introduces the 

story 
- Who are the 

main characters 
- Where is the 

story taking place 
- When did this 

happen 
Problem or 
Complication 
Introduce a situation 
that changes the 
normal run of events 
or causes a problem 
for one or more of the 
characters 
Resolution 
Resolve the problem 
so things are back to 
normal 
Language Features 
- Usually written in 

past tense 
- Written in the first 

or third person 
- Descriptive 

language, e.g. 
verbs, adjectives 
and adverbs 

Written as a 
paragraph describing 
a character or setting 
Language Features 
Descriptive language, 
e.g. verbs, adjectives 
and adverbs 
 

Classification 
Introduce the topic, 
tell what, who or 
where the object, 
animal, place or 
person is 
Description 
Use paragraphs with 
topic sentences to 
organise the different 
bundles of 
information 

- Object – size, shape 
and features, 
dynamics, where it is 
used or found 

- Person – 
characteristics, 
where he/she lives 

- Animals – 
appearance, 
behaviour, habitat 
Conclusion 
You may want to 
make a personal 
comment 
Language Features 
Timeless present 
tense, technical 
terms, language free 
from personal 
opinion, general 
nouns 

Introduction 
State the problem or 
your position on the 
topic 
Arguments 
Give the arguments 
for and rebut any 
arguments against 
Conclusion 
Restate your position 
Language Features 
- Written in the first 

person 
- Use conjunctions 

to link cause and 
effect, e.g. 
therefore, 
because, so 

- Emotive 
language, e.g. I 
strongly believe, 
it breaks my 
heart 

- Use connectives 
to sequence 
points, e.g. firstly, 
secondly, finally 
 

Statement 
What is going to be 
explained 
Explanation 
Sequence 
Present a series of 
events that relate to 
time or cause, or 
both. Diagrams and 
flow charts can be 
included 
Concluding 
Statement 
(Optional) you may 
want to include an 
evaluation or 
interesting comments 
Language Features 
- Simple present 

tense 
- Third person 
- Impersonal 

Factual, plain 
writing 

- Connectives to 
show time, e.g. 
then, several 
weeks later, after 

- Use of technical 
vocabulary 
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Concord School - Introduction of Text Types 
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Overview of Mathematics Procedures 
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Modelled Mathematics Shared Mathematics Guided Mathematics 

 Teacher models and describes effective 

mathematical strategies making links to students 

previous experience, manipulating materials and 

recording the mathematics 

 The teacher and students work together to 

identify and practise skills and understandings. 

The teacher prompts students, questioning and 

supporting them as they reinforce their concept 

knowledge  

 The teacher guides a small group of students as 

they think, talk and work their way through the 

mathematical experience 

K
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 Teacher articulates key mathematical concepts 

for students in ‘think aloud’ fashion 

 Teacher models ways of representing the 

mathematics and strategies for working 

mathematically 

 Teacher models the use of mathematical 

language 

 Sessions span 10 to 15 minutes daily 

 Students developing mathematical language 

 Supporting students in practising, clarifying and 

extending skills and understandings 

 Supporting students in developing new skills and 

understandings 

 Developing connections between mathematical 

ideas 

 Session span 20-30 minutes 

 Students developing mathematical language 

 Students using and refining mathematical skills 

and understandings 

 Students are supported to use more complex 

mathematical thinking 

 Students are challenged and supported to make 

connections between mathematical ideas and 

form generalisations 

 Session span 20-30 minutes 
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 Independent Mathematics Roving Conferences 

 Students independently explore the knowledge and concepts that they have 

already been taught 

 

 

 Provide an opportunity for brief one to one teaching conversations based on 

individual student needs 
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 Students support each other in the process of developing mathematical 

understanding 

 Students practise and explore mathematical skills and understandings 

 Students express and record their understanding 

 Run directly after whole class focus or small class teacher group focus to 

allow students to reinforce learned skills immediately 

 Session span 20-30 minutes 

 

 Teacher spends one to one time with a student prompting them to apply skills 

and understandings 

 Assisting them to make sense of mathematical ideas 

 Helping them to connect mathematical concepts 

 Supporting them to transfer their knowledge and develop more complex skills 

 Scaffolding students to develop deeper understandings 

 Sessions span no more than 5 minutes 
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Concord School Integrated Unit Overview 
 

 Lower Primary Upper Primary Secondary 
7-8 

Secondary 
9-10 

2015 Identity All About Me Growing Older 
and Wiser 
 

Body Works Australia as a 
Nation 

Environment Mini-Beasts Watch it Grow 
(Life Cycles) 
 

Feathers, Fur or 
Leaves 

Harsh 
Environments 

2016 Community Then and Now Indigenous 
Australia 
 

The Australian 
Colonies 

Immigration 

Change What’s it Made Of Forces Heating and 
Melting 

Changing Matter 
and Electricity 
 

2017 Identity The Game of Life Me and My 
Environment 
 

Body Works Australia as a 
Nation 

Environment Sea-Life The Farm Feathers, Fur or 
Leaves 
 

Harsh 
Environments 

2018 Community Stories of the Past The First Fleet The Australian 
Colonies 
 

Immigration 

Change Weather Spot the 
Difference 

Heating and 
Melting 

Changing Matter 
and Electricity 
 

 

Concord School has designed a whole school curriculum to ensure a balance of content coverage across the 

school while also allowing students to develop deep understandings about the world around them and how it 

works. Each term all levels explore the same Inquiry Unit. A set of ‘through-lines’ or common curriculum 

threads have been developed in each area. The four ‘through-lines’ are Identity, Environment, Community 

and Change. These ‘through-lines’ ensure that the curriculum is developed consistently and sequentially 

across all levels. Each learning team develops a unit of work under the umbrella of the ‘through-lines’ 

consistent with AusVELS curriculum and knowledge and understanding deemed necessary for our students. 

Units are designed to be integrated across the curriculum to allow students to have meaningful learning 

experiences that give them skills and understandings in areas of content that are relevant to their own world. 

Through the ‘Thinking and Inquiry’ approaches students will be given the opportunity to develop richer and 

deeper conceptual understandings of content rather than a shallow learning of factual knowledge.   

The integrated curriculum has been developed to enhance student learning by making logical links between 

curriculum areas including Science, Humanities, Mathematics, English, Technology, The Arts and Health. 

There is also a clear link to develop personal learning and interpersonal learning skills with the intention of 

developing some independence in student learning. We use the Discovery Centre to provide multiple 

opportunities for authentic inquiry learning with the interactive environment designed specifically to stimulate 

the senses and cater for individual learning needs.  Students are able to access the content at their point of 

need and express their understanding by incorporating language modes of reading & viewing, writing and 

speaking and listening with other curriculum areas explicitly accommodated within the design of the 

Discovery Centre.   
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eLearning @ Concord School 

Concord School’s eLearning vision is to promote multiliterate, 21st century learners. Students are 

encouraged to employ digital technologies safely and responsibly to promote curiosity, enquiry, 

creativity and independence. eLearning supports authentic learning and assessment in a 

technologically rich, personalised learning environment across all areas of the curriculum 

 

Concord School was the first special school in Australia to achieve eSmart status. Cybersafety is a 

major focus for our 21st century students. We have developed a sequential, developmentally-

appropriate eSmart curriculum.  Teachers use a variety of resources and have just begun to use the 

eSmart Digital licence to support eSmart learning.  Additionally, eSmart goals are set for students 

each year and reported against as part of our Social Competencies curriculum. 

Resources  

eSmart Digital Licence, ACMA Cybersmart online resources 

eLearning supports all curriculum areas from Prep to Year 12. Students are guided to use iPad apps 

from our ‘Apps to Support Personalised Learning in Numeracy’ matrix on our school website in 

addition to numerous software programs and interactive whiteboard resources to support Numeracy 

learning.  Additionally, students are given opportunities to engage in personalised learning in Literacy 

and thinking skills through a variety of creative and innovative apps and software as well as hand-ons 

robotics.  The use of film-making is employed to enhance multi-literate skills. Students are able to use 

both mobile technology and our state of the art TV studio to perform, create and edit films on a variety 

of topics related to their studies as well as learn backstage skills such as lighting and sound editing.   

Teachers regularly participate in eLearning coaching sessions with their students to support and 

enhance both teacher and student learning. 

Numeracy  

Teachers are experts in selecting iPad apps that are appropriate to each stage of learning to support 

students to develop numeracy skills.  

 

http://www.concordsch.vic.edu.au/elearning/MAV/apps_numeracy.html,  

 

Teachers use a multitude of interactive whiteboard resources to enhance numeracy learning. Students 

are guided in the use of programs such as Mathletics and IXL Maths as well as many other software 

programs specifically designed to assist in skill and knowledge acquisition. 

 

As well as these traditional digital resources, numeracy is also taught through robotics, programming 

and 3D printing. 

 

Literacy   

Popular apps we use to support literacy from Prep to Year 12 are; Scribble Press, StoryMaker HD, 

Puppet Pals, Creative Book Builder, ZooBurst, Tellagami, Toontastic, Glogster, Storykit, MadLips,  

Poplet, and Nutshell.  

 

We are also using QRafter a QR code reader and creator apps for a variety of literacy purposes as 

well as a number of augmented reality apps. 

 

Video blogging is used regularly to enhance literacy learning and of course, our students are also 

supported to create digital film, music and websites as a way of developing 21st century literacy skills. 

 

Thinking  

The iPads have allowed students to go outside the school environment, research and record evidence 

and have immediate access to data on their return. 

http://www.concordsch.vic.edu.au/elearning/MAV/apps_numeracy.html
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Students learn about music, animation techniques, stop motion, claymation and cartooning. Using 

apps such as ToonTastic and FlipBoom and software such as GarageBand and iMovie, students have 

created high quality films and animations as part of literacy, numeracy and integrated studies. 

 

3D Printing 

Students have had opportunities to learn how to design and create 3D objects using software and our 

3D printer and have underpinned learning in both literacy and numeracy. 

 

Students participate in the Quest Atlantis 3D Virtual World environment to support their literacy, 

numeracy, science and cybersafety understanding. Students are benefitting from learning in this type 

of online environment as they are able to collaborate with peers and also other users from around the 

world in a controlled and safe educational environment. 

 

Problem-Solving and Critical Thinking 

Students use a variety of software appropriate to their development to create computer games and programs.  

Students are introduced to robotics with BeeBots and Dash and Dot robots.  Students are able to learn simple 

commands to control the behaviours of these robots before moving onto Probots and Edison robotic kits where 

more advanced programming skills are learnt. Finally students are challenged with the Lego Mindstorm robotic kits 

and the Green City Challenge. 

Programming and problem solving are taught from the Early Years to Year 12.  Students are introduced to 

programming and game making through programs such as 2Simple and Kodable, they then graduate to modding 

games such as SuperGranny and Ricky before developing their own computer games in GameFroot and 

Gamemaker. 

Students have absolutely loved the programming challenges within Hour of Code, Blockly and these 

have helped them to develop their skills to create and program their own mini Raspberry Pi computers. 

 

  

http://www.concordsch.vic.edu.au/elearning/ProgrammingAndGaming/ProgrammingAndGaming.html
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School Wide Positive Behaviour Support 
 

School-Wide Positive Behaviour Support (SWPBS) is a school-wide process for developing and teaching 

appropriate and positive behaviours.  

Aims 

The primary aim of SWPBS is to improve educational outcomes for students. It achieves this through: 

 a consistent approach and a common language across Concord School. 

 prevention of behaviour problems and management of existing issues positively and consistently 

 developing skills and knowledge in schools for better teaching and learning 

 creating and maintaining a better school environment for students, teachers and the whole school 

community 

The SWPBS framework is founded on a positive approach to whole school wellbeing with targeted 

approaches for students with higher levels of need. 

 

 

 

 

 

 

 

 

 

 

Behaviour Purpose Statement 

 “Every member of the Concord School community has a right to fully participate in an educational 

environment that is safe, supportive and inclusive.  Everyone deserves to be treated with respect and 

dignity.” 

School Wide Behaviour Expectations 

 

 Be Responsible 

 Be Safe 

 Be Respectful 

 Be a Learner 

During 2015 Concord School will develop: 

 A set of positive expectations and behaviours  

 Procedures for encouraging expected behaviours 

 Procedures for discouraging unacceptable behaviours 

 Procedures for data based monitoring and evaluation 
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Camping Program 
 

 
 

1 night 
 

2 nights 
 

3 nights 4 nights 

LOWER  
PRIMARY 

Prep Dinner out  

 

Year 1 Sleep over at school  

 

Year 2 (approx.) Blackwood   

 

Year 3 (approx.) Lady Northcote   

 

UPPER  
PRIMARY 

A  Ocean Grove  

 

B  Safety Beach  
  

D  Blackwood 

 

E  Lady Northcote 

 

F  Phillip Island 

 

G Manyung  

 

H Yarra Junction 

 

SECONDARY 
7-8 

 
Extension 
Bike Ride 

Year 7  Campaspe Downs  

 

Year 8 Camp Rumbug 

 

SECONDARY 
9-10 

 
Extension 
Ski Camp 

Year 9 Nillahcootie   

 

Year 10 Anglesea  

 

SECONDARY 
11-12 

VCAL Year 1 Phillip Island (QUEST)  
VCAL Year 2 Cape Otway (QUEST) 
  
ALP Year 1 Melbourne City Experience 
ALP Year 2 

Nayook/Stringybark (Outdoor Education 
Centre) 

 

 

     Bike Ride Extension 

 Secondary 7-8 will offer one of the three Blackwood Bike Rides (Alpine, Super or Cheviot) as an extension camp each 
year. The staff members will preferably come from the Secondary 7-8 team but may come from outside of the section if 
required. 

 For students to attend, they must have attended, or be going to attend, their section camp.  
 Rides require 6 students and 2 or 3 staff. A minimum of one staff member must have current Bike Education 

Qualifications and Level 2 First Aid/CPR (can be the same staff member). 
 

Ski Camp Extension 

 The PE staff at the Bundoora Campus will submit an application for students in Secondary 9-10 to attend  
the Ski Camp at Mount Bogong (or similar) each year and will attend the camp with the students if it proceeds.  

 For students to attend, they must have attended, or be going to attend, their section camp. 

 Students will be selected in consultation with the Secondary 9-10 Team Leader who will approve the sending home of 
notes to families 

 
    Canberra Extension 
          Year 11/12 will offer an extension camp to Canberra each year. 
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Careers and Transitions Flowchart 
 

 

 

 

  

YEARS 9-10 YEAR 11 YEAR 12 
 
 
Victorian Careers and Curriculum 
Framework (VCCF) 
 
Pathways Curriculum 
 
Career Action Plan 
Individual Career Counselling 
consultations with parents and students 
as required in consultation with School 
Psychologist and Assistant Principal 
(Student Support).  
 
MIPs (15+) funding 
 
Concord Careers  Expo - Term 1 
 
FFYA Information Evening 
 
Families invited to meet service 
providers – Term 1 
 
Presentation to Pathways students 
and Parents - Futures Planning 
(Gaynor)     
 
Year 10 Only 
 
Interview 
Student Pathways and Transitions 
Coordinator, parents/carers and student 
to identify possible post-school options 
and plan for these over the next two 
years 
 
OHS   
Preparation for Work Related Skills and 
Work Placement 
 
Compilation of CAP/MIP’s 
information into Student Profile on 
Sharepoint 
 

 
 
VCCF 
 
VCAL/Applied Learning  
 
Career Action Plan  
Individual Career Counselling 
consultations with parents and students 
as lead up to FFYA procedures in Year 
12 
 
MIP’s (15+) funding 
 
Concord Careers  Expo - Term 1 
 
FFYA Information Evening 
 
Families invited to meet service 
providers –Term 1 
 
TAFE (as appropriate) 
 
Work Placement  interviews and pre-
placement organisation 
 
Workplace Learning Placements 
 
Compilation of CAP/MIP’s 
information into Student Profile on 
Sharepoint 
 

TERM 1 
 
VCCF 
 
VCAL/Applied Learning  
 
Career Action Plan (all year) 
 
MIP’s (15+) funding 
 
Concord Careers Expo  
 
FFYA Information Evening 
 
Structured Workplace Learning/Work 
Experience placements (as 
appropriate)  
 
Transitioning Programs / site visits 
 
Parent and student guest speaker 
support / mentoring groups 
 
FFYA planning process   
DHS referral form, student profile, 
Support Needs Assessments 
coordination, post-school provider 
participation.  
Plan is agreed upon and signed for 
submission with FFYA ‘World of Work’ 
Program with DES 
 
On Track processTAFE  (as 
appropriate) 
 
Individual Year 12 family 
consultations to elicit 3–4 options to 
research  
  
Families invited to meet service 
providers 
 
 

TERM 2 
 
Taster Programs and Work 
Experience 
 
Parent Information Nights 
 
Tours of services 
   
Interviews with Year 12 staff re 
student data and recommendation 
information for referral submission 
forms 
 
TERM 3 
 
Intensive registration  interviews with 
Northstar staff and individual 
families 
 
Completion of TAFE applications and 
interviews  
 
Completion of all CAPS data,  referral 
documents and behavioural reports 
 
Signing of  ‘In Principle’ agreements 
 
Parent/family interviews with service 
providers 
 
Classroom observations by service 
providers where appropriate  
 
 
TERM 4 
 
TAFE interviews 
 
Taster/Orientation Programs to 
services 

 
Students graduate with a 
comprehensive portfolio  
 

         Exit to... 

Day Programs 
- Community based day 

activities 
- Individually tailored  

programs  
- Community Volunteer 

Programs 

Supported Employment 
- Disability Employment 

services  (DES) 
- TTE 
 
 

Study 
- TAFE 
- Short Courses / CAE and 

Community Learning Centres  
 
 
 
Cou 

Independent Employment 
- Open Employment 
- Apprenticeship 
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TOWARDS POWERFUL LEARNING AT CONCORD SCHOOL 

HOW WE TEACH - PEDAGOGY 
 

 

 

 

 

  

POWERFUL 

LEARNING 

 

 

 

 

Pedagogy 

 

 

 

HOW 

We 

Teach 

 

 

 

 

 

 

\ 

 

 

 

WHY 

We 
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Concord School Lesson Model 
 

 

Phase of Lesson 
 

 

Essential Elements 
 

 

Plan 
 

Link 
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THE HOOK 
 

Grab students attention 
and put them in a 
receptive frame of mind 
1-5 Minutes 

- Stimulate interest and curiosity (for example, 
by using visuals) 

− Present a purpose for learning 
− Connect learning to real world experiences 
− Foster positive relations with and between 

students 

How will you 
hook your 
students into the 
lesson? 

*   E5  

     Engage 

** TOA 

     Pace 
*** TLC  

     The Hook 

LEARNING 
INTENTIONS 
 

Make the LEARNING 
INTENTIONS and 
SUCCESS CRITERIA  
clear to students 
2-5 minutes 
 

− Use student friendly language 
− Establish learning goals: write , display or 

verbalise them 
− Make assessment and performance 

requirements clear (‘At the end of this lesson, 
you will know/be able to do/have done …’) 

− Show examples, or models, of EXPECTED 
student performance (like an excellent sample 
of work by a student in a previous year) 

What are your 
learning 
intentions and 
success 
criteria, in 
student friendly 
language? 

E5 

  Engage 
TOA 

  Learning intent 
  Narrative 
 
 
 

ACTIVATE/REVIEW 
 

Activate prior knowledge 
and review relevant 
prior learning 
5-10 minutes 
 

Opportunities for students to demonstrate 
their current level of understanding through 
verbal and non-verbal means 

Review/connect to prior learning 

Use questioning techniques 

Brainstorm 

Key words elicited/taught/displayed 
 

How will you 
activate prior 
knowledge and 
review 
relevant prior 
learning? 

E5 

  Engage 
  Explore 
TOA 

  Narrative 
  Questioning 
TLC 

  Wait time 

P
re

s
e
n
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o
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TEACHER INPUT 
 

Explicitly teach the 
CONCEPT 
 

− Provide clear explanation, definition or rule 
(short, sharp, shiny!) 

− Provide examples and non-examples 
− Uses students’ previous experiences as basis 

for explaining concepts 
− Information presented visually, and/or 

concrete examples 
− Concept represented in multiple ways 
− Explicit teaching of vocabulary OR quick 

review of relevant vocabulary previously 
taught 

How will you 
teach the 
concept? 

E5 

  Explore 
  Explain 
TOA 

  Narrative 
TLC 

  Name the Steps 
 

TEACHER INPUT 
 

Explicitly teach and 
model the SKILL 
 

− Steps provided as a scaffold 
− Examples provided 
− Information presented visually 
− Reveal your inner thought processes to 

students – modelling 
− Modelling short and purposeful 
 

How will you 
teach the skill? 
What are the 
steps? 

E5 

  Explore 
  Explain 
TOA 

  Narrative 
TLC 

  Vegas 

CHECK FOR 
UNDERSTANDING 
 

Monitor whether 
students have ‘got it’ 
before 
proceeding 
If not, the concept or 
skill should be re-taught 
before guided practice 
begins 
 
 

− Well-distributed questioning/checking for 
understanding 

− Wait time 
− Higher level questions 
− Ask for justification (evidence) and 

clarification from students 
− Adjustments made due to feedback if needed 
− Challenge misconceptions 
− Have students paraphrase and summarise 
 

How will you 
check for 
understanding? 

E5 

  Elaborate 
  Evaluate 
TOA 

  Learning intent 
  Narrative 
  Pace 
  Questioning 
TLC 

  No Opt Out 
  Right is Right 
  Stretch It 
  Cold Call 
  Wait Time 
  Break It Down 
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DEVELOPMENT AND 
ENGAGEMENT 

 
Develop student 
understanding of the 
concept 
or skill through 
activities or exercises 

− Tasks, activities or exercises provide 
well scaffolded opportunity for 
students to apply the knowledge or 
skill 

− Clear instructions, clear timeframe, 
clear expectations 

− Range of tasks that appeal to 
different learning styles and ability 
levels (rotating tasks at times) 

− Effective use of eLearning tools and 
programs 

What activities 
or tasks 
will you ask 
students to 
undertake? 

E5 

  Explain 
  Elaborate 
TOA 

  Pace 
  Learning tasks  
  Questioning 
  Ratio 

FEEDBACK & 
INDIVIDUAL 
SUPPORT 

 
Move around the room 
to determine the level 
of mastery, and to 
provide feedback and 
individual 
support as needed 

Teacher identifies students needing 
additional support/guided practice 

Teacher moves around the room 

Teacher provides comments/written 
feedback on work 

 

Which students 
do you 
anticipate will 
need 
additional 
support? 
How will you 
provide it? 

E5 

  Explain 
  Elaborate 
  Evaluate 
TOA 

  Pace 
  Learning tasks 
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APPLICATION 

 
Ask your students to 
apply the concept or 
skill in 
different contexts 
 

− May happen within the same lesson, 
or in future lesson 

− Must occur on a repeating schedule 
so that the learning is not forgotten 

− May be homework, or individual or 
group work in class 

− Teacher makes connections – 
explains how this knowledge/skill can 
be applied/transferred to other 
learning contexts 

What 
independent 
practice 
will students 
undertake? 

E5 

  Explain 
  Elaborate 
TOA 

  Narrative 
  Learning tasks 
  Questioning 
TLC 

  Wait time 
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REVIEW 

 
Bring the lesson 
presentation to an 
appropriate 
conclusion by reviewing 
and clarifying the key 
points, tying them 
together in a coherent 
whole 
 

−    Reinforce major points of lesson 
−    Students give feedback on what and 

how they’ve learned 
 

How will you 
review the 
lesson? 

E5 

  Explain 
  Evaluate 
TOA 

  Learning intent 
  Narrative  
  Pace 
  Questioning 
TLC 

  No Opt Out 
  Right is Right 
  Stretch It 
  Cold Call 
  Exit Ticket 

 

*   E5 refers to the ‘e5 Instructional Model’ 

For further information, see the ‘e5 Instructional Model’ in this booklet or go to         

http://www.education.vic.gov.au/school/teachers/support/pages/e5.aspx?Redirect=1 

 

** TOA refers to ‘Theories of Action’ 

       For further information, see ‘Theories of Action’ in this booklet or go to 
        http://www.aiz.vic.edu.au/Resources/?cid=54 

 

*** TLC refers to ‘Teach Like A Champion’ 

       For further information, see ‘Teach Like A Champion’ in this booklet or go to 

       http://www.amazon.com/Teach-Like-Champion-2-0-Techniques/dp/1118901851 

 
 

 

 

 

 

http://www.education.vic.gov.au/school/teachers/support/pages/e5.aspx?Redirect=1
http://www.aiz.vic.edu.au/Resources/?cid=54
http://www.amazon.com/Teach-Like-Champion-2-0-Techniques/dp/1118901851
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Coaching 
 

Our Coaching Goals 

- To ensure teachers are familiar with the reading process and how to plan and implement an 

effective literacy block 

- To coach teachers on those processes so there is consistency across the school. 

 

How is it Implemented? 

There will be a 10 lesson cycle. Reflections are organised at a mutually convenient time. 

Team leaders will attend the beginning, middle and end cycle of the reflection meetings. 

 

In these reflective meetings there will be a pro-forma to guide the direction of the coaching  

and track its progress. 

 

What Does it Look Like? 

In the first lesson teachers are observed then there is a reflection where an overview of the teacher 

and students needs is discussed. 

Data may be used at this point to help guide the direction of coaching. 

The coach then models the lesson on a mutually agreed coaching focus. 

A reflection follows this and the expectation is that both teacher and coach reflect on the lesson. Both 

of them plan the next steps together. 

 

 
 
 
 
 
 
 
 
 

 
 
 
 
 
 
 
 
 

Reflection

Team 
Teaching 

Model

Reflection

Observation

Reflection

Model

Observation  

Coach and teacher constructively views 

without contributing to the lesson. 

Modelling 

Coach is demonstrating a lesson for the 

teacher to observe. 

Team Teaching 

Both coach and teachers are contributing to 

the lesson in a collaborative way or alongside 

each other. 
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                                    Coaching Reflections – Start of Cycle 

 
 

Teacher: 

 
 
 
 
 
Date: 

 

COACHING GOALS 

 To ensure teachers are familiar with the reading process and how to plan and 

implement an effective literacy block 

 To coach teachers on those processes so there is consistency across the school. 

 

 

TEACHER COMMENTS 

How is the coaching going? 

Comment on your familiarity with the reading process? 

      

How well do you think you are planning, resourcing and implementing a literacy 

block? 

      

 

WHAT NEXT? 

What other literacy strategies would you like to observe and practise? 

      

 

Comment on ways to improve the coaching process for you, your section or for other 

sections. 
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The e5 Instructional Model 

 

The e5 domains of Engage, Explore, Explain, Elaborate, Evaluate are used as a common lens for 

understanding and improving teaching.  

 

 

 

 

ENGAGE 
 

 

- foster positive relations with and between students and develop 
shared expectations for learning and interacting 

- stimulate interest and curiosity, promote questioning and connect 
learning to real world experiences 

- structure tasks, elicits students’ prior knowledge and support them to 
make connections to past learning experiences  

- present a purpose for learning, determine challenging learning goals 
and make assessment and performance requirements clear 

- assist students to consider and identify processes that will support 
the achievement of the learning goals 

 Develops shared 
norms 

 Determines readiness 
for learning  

 Establishes learning 
goals 

 Develops 
metacognitive 
capacity  

EXPLORE 
 

 

- present challenging tasks to support students to generate and 
investigate questions, gather relevant information and develop ideas 

- provide tools and procedures for students to organise information and 
ideas 

- identify students’ conceptions and challenge misconceptions 
- assist students to expand their perspectives and reflect on their 

learning 

 Prompts inquiry  
 Structures inquiry 
 Maintains session 

momentum 
 

EXPLAIN  

- provide opportunities for students to demonstrate their current level of 
understanding through verbal and non-verbal means 

- explicitly teach relevant knowledge, concepts and skills represented 
in multiple ways 

- provide strategies to enable students to connect and organise new 
and existing knowledge 

- assist students to represent their ideas, using language and images 
to engage them in reading, writing, speaking, listening and viewing 

- explicitly teach the language of the discipline 
- progressively assess students’ understanding and structure 

opportunities for students to practise new skills 

 Presents new content 
 Develops language 

and literacy 
 Strengthens 

connections 

 

ELABORATE  

- engage students in dialogue, continuously extending understanding 
- support students to identify and define relationships between 

concepts and to generate principles or rules 
- select context from familiar to unfamiliar, which progressively build 

the students’ ability to transfer and generalise their learning 
- monitor student understanding, providing explicit feedback, and 

adjusting instruction accordingly 

 Facilitates substantive 
conversation 

 Cultivates higher order 
thinking 

 Monitors progress. 

 

EVALUATE  

- support students to continuously refine and improve their work using 
assessment criteria in preparation for a performance of 
understanding 

- integrate evidence from each phase, formally recording students’ 
progress against learning goals 

- provide feedback and assist students to evaluate their progress  
- guide students to identify future learning goals 

 Assesses performance 
against standards 

 Facilitates student self-
assessment 

For further information, go to 

http://www.education.vic.gov.au/school/teachers/support/pages/e5.aspx?Redirect=1 

http://www.education.vic.gov.au/school/teachers/support/pages/e5.aspx?Redirect=1
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Discovery Centre 
 

The Discovery Centre was created to transform student learning. It provides an interactive environment that 

stimulates the senses and caters for the learning styles of all students. Each zone has a distinct educational 

purpose and can be linked in a learning sequence through the e5 Instructional Model - engage, explore, 

explain, elaborate, evaluate. 

The Discovery Centre will be themed each semester to align with the school’s integrated unit topic. 
 
The spaces within the Discovery Centre are 
 

SPACE CAN BE USED TO…. 
 

Central Space 
 

engage, evaluate, demonstrate, categorise, discuss, report, summarise, 
explain, survey, define, perform, hypothesise, predict, ask, teach, identify 
 

 

Art and Science 
Zone 

 

investigate, measure, classify, experiment, paint, draw, analyse, produce, 
identify, hypothesise, design, combine, examine, sketch, dissect  
 

 

Film Studio  
 

film, act, speak, sing, organise, dramatise, direct, choreograph, record, edit, 
appraise, assess, perform, advertise, role play, reproduce, critique 
 

 

Radio Station 
 

interview, debate, judge, respond, articulate, perform, listen, podcast, 
record, recognize, justify, discuss, compose, editorialise, advertise, survey 
 

 

MILE Room 
 

 

immerse, invent, view, listen, photograph, discover, smell, interpret, 
examine, recall, write, question, listen, feel, smell, describe, relate, simulate 
 
 

 

Sensory Area 
 

 

discuss, extend, explore, reflect, listen, imagine, discover, sense, 
experiment   

 

Study Zone 
 

construct, build, read, research, study, summarise, produce, invent, locate, 
play, record, revise, edit, solve, write, illustrate, compute, find, program   
 

 
The Discovery Centre can be used by teachers to enhance learning in the following ways 
 

 

CLASS 
 

Class group uses one space  
 

 

CLASS 
 

 

Class group uses two or more spaces in a learning sequence 
 

 

SINGLE 
STUDENTS & 
SMALL GROUPS 
 

 

Individual students, or small groups of students, use particular Discovery 
Centre zone/s (under supervison) to meet their individual learning styles  
 

 

CLASS  
 
 

SINGLE 
STUDENTS & 
SMALL GROUPS 
 
 

 

In a learning sequence 
 

 class group uses the Central Space to engage/explore/explain 
 

 individual students, or small groups of students, use particular Discovery 
Centre zone/s (under supervison) to meet their individual learning styles  
 

 class uses the Central Space to elaborate/evaluate 
 

 sections collaboratively use multiple Discovery Centre zone/s in a learning 
sequence  
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Theories of Action for the Teacher 

 
These theories of action are about teaching. They form the core teaching protocols for the whole school. 

 

 
Harness Learning Intentions, Narrative & Pace  
 
If we harness learning intentions, narrative and pace so students are more secure about their 
learning, and more willing to take risks, then achievement and understanding will increase and 
curiosity will be enhanced. 
 
Great teaching links a lesson’s learning intention with the learning outcome (and sometimes the 
success criteria). This link guides a lesson’s narrative. A strong sense of narrative enables us to 
engage with deviation, knowing how to bring discussion back on target. By keeping the learning 
outcome in view, through the lesson’s narrative, our students feel more secure about the purpose of 
their learning. 
 
Pace matters. It keeps a lesson moving. A good pace limits openings for low-level disruption. 
 

 

 
Set Challenging Learning Tasks 
 
If learning tasks are purposeful, clearly defined, differentiated and challenging, then all students will 
experience powerful, progressive and precise learning. 
 
If learning is to progress, we must set tasks within a student’s Zone of Proximal Development – we 
must differentiate the tasks we set. This usually means having three or four graded tasks for each 
group, and ensuring sufficient scaffolding around each task to ensure success. 
 

 

 
Frame Higher Order Questions 
 
If we systematically employ higher order questioning, then levels of student understanding will 
deepen and levels of achievement will increase. Students who are regularly required to analyse, 
synthesise and evaluate are more likely to be curious. 
 
Bloom’s taxonomy of learning objectives is widely used as a basis for structuring questions – 
particularly higher order questions. Bloom’s classification is: 
 
 

Knowledge Recall previous material learned 

Comprehension Demonstrate understanding of facts and ideas 

Application Solve problems by applying knowledge, facts and skills learnt in 
different ways and situations 

Analysis Examine information and break into parts, make connections and 
support ideas/arguments 

Evaluation Present judgments, recommendations and opinions 

Synthesis Compile information in different and more creative ways and 
choose alternative solutions 

 
 

 
For further information, including the Curiosity and Powerful Learning document, go to 
http://www.aiz.vic.edu.au/Resources/?cid=54 

http://www.aiz.vic.edu.au/Resources/?cid=54
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Theory of Action for the Whole School 

Prioritise High Expectations and Authentic Relationships 
 

   If schools and teachers prioritse high expectations and authentic relationships, then curiosity will  

   flourish. 

We believe high expectations and authentic relationships increase our students confidence and 

curiosity, energising their commitment to learning.  When we prioritise them, we believe the whole 

school’s ethos and culture prosper. 

 

At Concord School, this means 

 

High expectations in student learning 

...takes responsibility for own learning 

…prepared to take risks in their learning 

…is curious and has the confidence to ask questions and enquire 

...engaged in learning  

 

High expectations in student behaviour 

…respectful of teachers, peers and themselves 

…following school rules and values 

…endeavours to ‘be the best that I can be’ 

...engaged in learning  

 

High expectations in the classroom 

…a strong belief that all students will learn and achieve 

…a safe and flexible learning environment with a focus on building relationships and providing  

   differentiated instruction 

          …all students are engaged and participating in the programs 

 

High expectations in the playground 

…respect the rights and responsibilities of others as everyone has a right to feel safe 

…positive teacher interaction with students across the school 

…building friendships and displaying co-operative behaviour 

 

High expectations in teacher professional behaviour 

…work together – mentor, coach, share resources 

 …positive and professional manner with all staff and students 

 …self-reflect and strive to improve teacher practice and personal behaviour 

 

High expectations in the section and SIT meetings 

…shared vision and goals 

…reviewing and challenging practise with a strong focus on student learning 

…building trust and maintaining professional conduct 

 

High expectations in the staffroom 

…a welcoming environment for all staff including trainees, new staff and CRTs  

…professional behaviour including positive and productive conversations 

…a clean and orderly environment  
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Teach Like A Champion: 49 Techniques that put Students on the Path to College  
 

The following ten techniques have been edited and are from 

Teach Like A Champion: 49 Techniques that put Students on the Path to College 

Doug Lemov 

2010, Jossey-Bass, USA 

 

For a copy of the book, please see a member of the Leadership Team. 

The Hook 
 

If you can introduce material in a way that inspires and excites and can get your students to take 

the first step willingly, then there is no content about which you cannot engender excitement, 

engagement, and deep learning among your students. The way in is with The Hook: a short introductory 

moment that captures what's interesting and engaging about the material and puts it out front. It can be a 

brief story, a riddle, a picture of the thing you'll be discussing in class. It brings Gregor Mendel's pea 

plants to life and makes Newton's second law of motion seem like the most important thing in the 

world. The Hook is not a plan to water down material; rather, it prepares students to be brought up to 

the material. It's not a lesson-long dog-and-pony show, not an hour of circumventing Romeo and Juliet to 

make it "contemporary" but the five minutes that will open the doors of Elizabethan drama. You may not 

need The Hook for every lesson, and you shouldn't confuse length in time with effectiveness: a ten- second 

hook can suffice as well or better than a three-minute hook.  

 

After watching dozens of teachers hook their students on every kind of content under the sun, I've broken 

the types of hooks into the following rough categories, with the understanding that there are almost 

assuredly a thousand brilliant ideas for hook that don't fit any of the categories: 

 Story. Tell a quick and engaging story that leads directly to the material.  

 Analogy. Offer an interesting and useful analogy that connects to students' lives. 

 Prop. You can jazz up one of the other styles of prop with a good prop: a jacket like the one the main 

character in the story might have worn (or couldn't have worn: "Who can tell me why?!"); a globe and a 

flashlight to demonstrate the earth's rotation. 

 Media. A picture or a piece of music or video (very short) can enhance your hook when planned 

carefully to support and not distract from your objective. Or assume the role of someone from the book 

or from history. Use this cautiously as well. It too can be distracting and you can easily get carried away 

and waste time if you're not disciplined! 

 Status. Describe something great: great work by a student. Or mention that today you'll begin reading 

the works of "the author many believe is the greatest of his generation," or "the greatest to write about 

war," or "the greatest to write about love and relationships," or "to write in the English language." 

 Challenge. Give students a very difficult task, and let them try to accomplish it. ("See if you can 

translate this line from Shakespeare into plain English!")  

 

Here is an example: 

 When Bob Zimmerli teaches place value to his fifth graders, he weaves a story about a hypothetical 

friend of his named "Deci" though his lesson. The houses on the right side of Deci's house are named 

tenths, hundredths, and thousandths; those on the left side are ones, tens, and hundreds. There's a 

story about Deci walking down the block to get to a burger joint and passing the different houses on 

hundreds and thousands street, saying the names aloud as he goes. Before they know they're learning 

math, his students are rapt. 

 

Like these examples, a good hook typically has the following characteristics: 

 It yields. Once the ship is under sail, it quickly gives way to the teaching part of the lesson. 

 It's short. It's the introduction, not the lesson, and it engages students in a few minutes. 

 It's energetic and optimistic. It dwells on what's great about Shakespeare, for 

example, not what's hard or daunting or difficult, unless that's what's great. 
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Wait Time 

 

Another technique to tap into the power of ideas and students that aren't the first to emerge when you 

ask a question is Wait Time — delaying a few strategic seconds after you finish asking a question and 

before you ask a student to begin answering it. Mary Budd Rowe, a professor of education at the University 

of Florida until her death in 1996, pioneered research into wait time and showed that the typical 

teacher allows about a second of it after a question and allows for more than one and half seconds 

before taking an answer. 

 

The challenges and limitations posed by such a habit are significant. The answers you can expect to get 

after less than a second's reflection are unlikely to be the richest, the most reflective, or the most 

developed your students can generate. And taking answers after just a second systematically encourages 

students to raises their hand with the first answer—rather than the best one—they can think of if they 

want to reasonably hope to participate. Finally, this lack of wait time makes it more likely that you will 

waste time processing a poor answer before you get to discuss a good one. Ironically, waiting and ensuring 

that you spend your time on higher-quality initial answers may actually save you time. 

But waiting is not quite as simple as merely pausing or counting to three in your mind. First, it is hard 

to discipline yourself to allow time to pass after a question, and doing nothing does not necessarily 

help you to do that well. Second, and more important, it is not necessarily apparent to students how they 

should respond to your waiting, especially when they have not spent significant time in schools that expect 

or train for rigorous reflection or that can even sustain a behavioral environment where reflection, rather 

than goofing off, is likely to fill the space between question and answer. 

 

While you are training and acculturating your students to become scholars and habituate the behaviors 

that yield success, you should consider enhancing your use of Wait Time by narrating it. Teachers 

who use this Narrated Wait Time make the technique more intentional and productive—that is, more 

likely to result in the possible positive outcomes that can occur when Wait Time is used. They provide 

guidance to their students about what they should be doing with their three seconds to be most productive. 

They tacitly explain why they're waiting and tell them—for example: 

 

1.  "I'm waiting for more hands." 

2.  "I'd like to see at least fifteen hands before we hear an answer." 

3.  "I'm waiting for someone who can connect this scene to another play, ideally Macbeth." 

4.  “I'm seeing people thinking deeply and jotting down thoughts. I'll give everyone a few more 

seconds to do that." 

5.  "I'm seeing people going back to the chapter to see if they can find the scene. That seems like a 

great idea."  

6.  "I'm looking for someone who's pointing to the place in the passage where you can find the 

answer."  

7.  “I'll start taking answers is ten seconds." 

8.  "I'm starting to see more hands now. Four, five, seven. Great. People are really starting to get 

comfortable taking a risk here." 
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Name the Steps 

 
Why is it that the best coaches often rise from the ranks of the almost- or not-so-great athletes, while 

the most gifted athletes rarely make the best coaches? Why is it that brilliant and sophisticated actors 

can't help others do something similar and are so often at a loss to describe how they do what they do? 

Meanwhile, unheralded thespians manage to unlock world-class talent in others? 

 

One cause may be this: superstars often don't have to pay meticulous attention to the what's-next 

and how-to of each step. The very thing that makes them brilliant, an intuitive and lightning-quick 

understanding of how to handle a given problem on the stage or the court or the field, keeps the most 

talented from recognizing how the rest of us, for whom the intuition does not come quick as silver, learn. 

The rest of us, who cannot see it once and then do it ourselves beginning to end, are more likely to 

take complex tasks and break them down into manageable steps. We move piecemeal toward 

mastery and need to remind ourselves over and over what step comes next. 

 

One of my soccer coaches had been an all-world superstar as a player. As coach, he'd stand on the 

sidelines and shout, "Defence, you guys! Defence!" We were pretty aware that we were on defense, 

though, and also pretty aware we weren't playing it especially well. He coached by offering pointers 

"Don't tackle there, Doug!" When I started to play for another coach I realized how a coach might also 

be a teacher. The other coach broke defense down into a series of steps: First, position yourself 

increasingly closer to your man as he gets closer to the player with the ball. Second, deny the ball if 

and only if you are certain you can intercept. Third, prevent your man from turning if he is facing 

away from the goal. Fourth, steer your man toward the sidelines if he has the ball and has turned. Fifth, 

tackle if you must. Sixth, otherwise keep position between him and the goal. 

 

He focused his coaching (before the game rather than during!) on reminding us what step came next. 

If my man got the ball, he would gently remind me, "Don't let him turn." If I let him turn (I usually did), 

he would say, "Take him wide." If, as was often the case, I found myself unsuccessful, he would say, "If 

you must . . . ," a reminder that keeping my position between the player and the goal was more 

important than winning the ball. For years after I stopped playing for him I'd recall his steps ("If you 

must") while I played. Once I asked the second coach how he thought to teach the way he did. His 

reply was revealing: "That was the only way I could learn it." 

 

If you are teaching in your area of skill and passion, you likely have more intuition (natural or learned) 

than your students do, and you can help them succeed by subdividing complex skills into component 

tasks and building knowledge up systematically. Champion teachers Name the Steps by habit (knowing 

how to do this is perhaps their superstar intuition). They traffic in recipes: the five steps to combining 

sentences with the same subject, the four steps to regrouping, the six parts of a great literary 

response. Their students learn the steps, refer to the map they provide as they are developing 

competence, and then leave the steps behind when they are familiar enough with the recipe to forget 

they are following it. Perhaps they even add their own variations and flourishes. For most, this is the 

path to becoming a virtuoso. 

 

So keep in the back of your head the distinction between champion performers and champion teachers. 

Champion teachers help their students learn complex skills by breaking them down into manageable 

steps and, often, giving each step a name so that it can be easily recalled. This allows the process to 

take on a consistent, often story-like progression. There are not just five steps to combining sentences 

with the same subject, but the steps are named, given a catchy mnemonic to help students recall them 

in order, and posted in the classroom so they can be used and referred to over and over again. 
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Vegas 
 

"Every lesson needs a little Vegas," Dave Levin, founder and leader of the high-achieving KIPP 

schools has observed. The Vegas is the sparkle, the moment during class when you might observe 

some production values: music, lights, rhythm, dancing. Vegas draws students into a little bit of 

magic. But don't be fooled: Vegas isn't sparkle-for-sparkle's sake. It reinforces not just academics 

generally but one of the day's learning objectives. It's upbeat but often short, sweet, and on point. 

And once it's done, it's done. 

 

Vegas can be the thirty-second interlude when students do the "action verb shimmy," sing the "long 

division song," or compete to see who can do the best charade for the day's vocabulary word. It's the 

moment when students compete to be the common denominator champion of the fifth grade or to 

finish as the king of Geography Mountain. It's a commercial break to remind you of the names of 

all of the states. It's the theatrical presentation of the story you just read, discussed in hushed tones 

or excited chatter or, best, a combination of the two. Vegas moments have to be developed and 

implemented with care. Otherwise they can take students off task and do as much harm as good.  

 

Here are some sound design principles: 

 

Production values  

Performers vary their tone and pace, occasionally whispering for emphasis, later speaking in a 

booming voice, sometimes speaking very slowly, sometimes racing along. 

 

Like a faucet 

David Berkeley of Boston Preparatory Charter School jazzed up his study of direct objects by 

letting students literally "ooh" and "ahh" whenever one was mentioned. In setting up this moment of 

Vegas, Berkeley instructed his students, "It has to be like a faucet. You turn it on, then you turn it 

off. And when I say it's off, it's off." 

 

Same objective 

Vegas always has a specific learning objective and should have the same objective as the lesson or, at 

its most daring, review previously mastered but related content. Berkeley chose his Vegas to add 

some game-showlike shtick to his study of direct objects, but its object was to help his students focus 

on and recognize when direct objects appeared in sentences. It supported rather than distracted from 

his purpose. 

 

Chorus line 

In Vegas, everyone in the show is singing the same tune and doing the same steps at exactly the 

same time. In classrooms, everyone has to know the rules. If it's a song, everyone has to know the 

words and the steps. If it's a multiplication showdown, students have to know when to stand, how to 

play, what to do if they lose, and so on, and everyone has to follow those rules. If you allow students 

to sing any song they want or make up a cheer on the spot, you are asking for trouble. 

 

 

 

 

 

 

 

 

 

 

 

 



    77 
 

 

No Opt Out 
 

One consistency among champion teachers is their vigilance in maintaining the expectation that it's 

not okay not to try. Everybody learns in a high-performing classroom, and expectations are high 

even for students who don't yet have high expectations for themselves. So a method of 

eliminating the possibility of opting out — muttering, "I don't know," in response to a question or 

perhaps merely shrugging impassively in expectation that the teacher will soon leave you alone—

quickly becomes a key component of the classroom culture. That's where No Opt Out started, though 

as with so many of the other techniques in this book, it soon found additional applications as a useful 

tool for helping earnest, striving students who are trying hard but genuinely don't know the answer. No 

Opt Out helps address both. At its core is the belief that a sequence beginning with a student 

unable (or unwilling) to answer a question should end with that student giving the right answer as often 

as possible, even if it is only to repeat the correct answer. Only then is the sequence complete. 

 

Format 1: You provide the answer; the student repeats the answer.  

Teacher:  What's the subject, James? 

James:  Happy. 

Teacher:  James, the subject is mother. Now you tell me. What's the subject?  

James:  The subject is mother. 

Teacher:  Good, James. The subject is mother. 

 

Format 2: Another student provides the answer; the initial student repeats the answer. 

Teacher:  What's the subject, James? 

James:  Happy. 

Teacher:  Who can tell James what the subject of the sentence is?  

Student 2:  Mother. 

Teacher:  Good. Now you, James. What's the subject? 

James:  The subject is mother. 

Teacher:  Yes, the subject is mother. 

 

Format 3: You provide a cue; your student uses it to find the answer  

Teacher:  What's the subject, James? 

Student 1:  Happy. 

Teacher:  James, when I ask you for the subject, I am asking for who or what the sentence is    

about. Now, James, see if that can help you find the subject. 

James:  Mother. 

Teacher:  Good, James. The subject is mother. 

 

Format 4: Another student provides a cue; the initial student uses it to find the answer. 

Teacher:  What's the subject, James?  

James:  Happy. 

Teacher:  Who can tell James what I am asking for when I ask for the subject? 

Student 2:  You're asking for who or what the sentence is about. 

Teacher:  Yes, I am asking for who or what the sentence is about. James, what's the subject. 

James:  Mother. 

Teacher:  Good, James. The subject is mother. 
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Right Is Right 
 

Right Is Right is about the difference between partially right and all-the-way right—between pretty 

good and 100 percent. The job of the teacher is to set a high standard for correctness: 100 

percent. The likelihood is strong that students will stop striving when they hear the word right (or 

yes or some other proxy), so there's a real risk to naming as right that which is not truly and 

completely right. When you sign off and tell a student she is right, she must not be betrayed into 

thinking she can do something that she cannot. 

Many teachers respond to almost-correct answers their students give in class by rounding up. That is 

they'll affirm the student's answer and repeat it, adding some detail of their own to make it fully 

correct even though the student didn't provide (and may not recognize) the differentiating factor. 

Imagine a student who's asked at the beginning of Romeo and Juliet how the Capulets and Mon-

tagues get along. "They don't like each other," the student might say, in an answer that most 

teachers would, I hope, want some elaboration on before they called it fully correct. "Right," the 

teacher might reply. "They don't like each other, and they have been feuding for generations." 

But of course the student hadn't included the additional detail. That's the "rounding up." Sometimes 

the teacher will even give the student credit for the rounding up as if the student said what he 

did not and what she merely wished he'd said, as in, "Right, what Kiley said was that they don't 

like each other and have been feuding. Good work, Kiley." Either way, the teacher has set a low 

standard for correctness and explicitly told the class that they can be right even when they are not. 

Just as important, she has crowded out students' own thinking, doing cognitive work that students 

could do themselves (e.g., "So, is this a recent thing? A temporary thing? Who can build on Kiley's 

answer?"). 

When answers are almost correct, it's important to tell students that they're almost there, that you 

like what they've done so far, that they're closing in on the right answer, that they've done some 

good work or made a great start. You can repeat a student's answer back to him so he can 

listen for what's missing and further correct—for example, "You said the Capulets and the 

Montagues didn't get along." Or you can wait or prod or encourage or cajole in other ways to tell 

students what still needs doing, ask who can help get the class all the way there until you get 

students all the way to a version of right that's rigorous enough to be college prep: "Kiley, you said 

the Capulets and the Montagues didn't get along. Does that really capture their relationship? Does 

that sound like what they'd say about each other?" 

In holding out for right, you set the expectation that the questions you ask and their answers truly 

matter. You show that you believe your students are capable of getting answers as right as students 

anywhere else. You show the difference between the facile and the scholarly. This faith in the quality 

of a right answer sends a powerful message to your students that will guide them long after they 

have left your classroom. 

 

 

 

 

 

 

 

 



    79 
 

 

Stretch It 
 

When students finally get an answer all the way right, there's a temptation, often justified, to respond by 

saying "good" or "yes" or by repeating the right answer, and that's that. Just as often, though, the learning 

can and should continue after a correct answer has been given. So it's great to remember to respond, as 

many of champion teachers do, to right answers by asking students to answer a different or tougher 

question or by using questioning to make sure that a right answer is repeatable, that is, the student 

knows how to get similar right answers again and again. The technique of rewarding right answers with 

more questions is called Stretch It. 

This technique yields two primary benefits. First, by using Stretch It to check for replicable 

understanding, you avoid falsely concluding that reliable mastery of material has been achieved without 

eliminating the possibility that luck, coincidence, or partial mastery led to a right answer to the question 

asked. Second, when students have indeed mastered parts of an idea, using Stretch It lets you give 

them exciting ways to push ahead, applying their knowledge in new settings, thinking on their feet, 

and tackling harder questions. This keeps them engaged and sends the message that the reward for 

achievement is more knowledge. 

Incidentally, this also helps you solve one of the thorniest classroom challenges: differentiating instruction 

to students of different skill levels. We're sometimes socialized to think we have to break students up into 

different instructional groups to differentiate, giving them different activities and simultaneously 

forcing ourselves to manage an overwhelming amount of complexity. Students are rewarded with a 

degree of freedom that's as likely to yield discussions of last night's episode of American Idol as it 

is higher-order discussions of content. Asking frequent, targeted, rigorous questions of students as they 

demonstrate mastery is a powerful and much simpler tool for differentiating. By tailoring questions to 

individual students, you can meet students where they are and push them in a way that's directly 

responsive to what they've shown they can already do. 

Stretch It asks students to be on their toes: to explain their thinking or apply knowledge in new ways. Just 

asking a quantity of tough questions isn't necessarily sufficient. In one fifth-grade classroom, a student 

was asked by her teacher to use the vocabulary word passion in a sentence. "I have a passion for 

cooking," she replied. "Who else can use passion in a sentence?" the teacher asked. "I have a 

passion for basketball," answered a boy. The teacher accepted with a nod where she might have 

stretched. Here was an opportunity to test whether the student really understood how to use the word 

or was just making a rote copy of a previous example. The teacher might have asked the student to use 

the adjective form of passion. Instead, she simply asked, "Anyone else?" Four or five students 

methodically used the same sentence structure but replaced the object noun with some other—"I have a 

passion for dancing," "I have a passion for riding my bike"—making it an exercise in banal copying of a 

basal concept, and, ultimately, low expectations. 

Think of all the ways the teacher could have used Stretch It with her students at an equal or lesser cost of 

time than the activity she chose: 

 "Can you rewrite your sentence to have the same meaning but start with the word cooking?" 

 "What's the adjective form of passion? Can you rewrite your sentence using passion in its adjective 

form?" 

 "If Marie had a passion for cooking, what sorts of things would you expect to find in her house?" 

 "What would be the difference between saying, 'I was passionate about cooking,' and saying 'I was 

fanatical about cooking?' 

 "What's the opposite of having a passion for something?" 
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Cold Call 
 

When calling on students during class, it's natural to think about managing who gets to participate 

and think, "How do I give everyone a chance?" "Whose turn is it?" or "Who will give me the answer I 

want?" However, a more important question to ask is, "How can I adapt my decisions about which 

students I call on to help all my students pay better attention?" The idea, of course, is that you want 

everybody to pay attention and develop a system that ensures that all students think it's possible 

that they are about to be called on, regardless of whether they have raised their hand, and therefore 

think they must therefore prepare to answer. You need a system that ensures that instead of one 

student answering each of your questions, all of your students answer all of your questions in their 

minds, with you merely choosing one student to speak the answer out loud. Cold Call is that 

system. 

When you cold call, you call on students regardless of whether they have raised their hands. It's 

deceptively simple: you ask a question and then call the name of the student you want to answer it. If 

students see you frequently and reliably calling on classmates who don't have their hand raised, 

they will come to expect it and prepare for it. Calling on whomever you choose regardless of whether 

the student's hand is up also brings several other critical benefits to your classroom.  

 

First, it allows you to check for understanding effectively and systematically. It's critical to be able to 

check what any student's level of mastery is at any time, regardless of whether he or she is offering to 

tell you. In fact it's most important when he or she is not offering to tell you. Cold Call allows you 

to check on exactly the student you want to check in on to assess mastery, and the technique 

makes this process seem normal. When students are used to being asked to participate or answer 

by their teacher, they react to it as if it were a normal event, and this allows you to get a focused, 

honest answer and therefore check for understanding reliably. This means that while using Cold Call 

to assist you in checking for understanding is critical, you'll also do best if you use it before you 

need to check for understanding. Your goal is to normalize it as a natural and normal part of your 

class, preferably a positive one. 

 

Second, Cold Call increases speed in both the terms of your pacing (the illusion of speed) and 

the rate at which you can cover material (real speed).  With Cold Call, you no longer have a delay after 

you ask, "Can anyone tell me what one cause of the World War I was?" You no longer have to scan 

the room and wait for hands. You no longer have to dangle hints to encourage participants or tell your 

students that you'd like to see more hands. Instead of saying, "I'm seeing the same four hands. I want 

to hear from more of you. Doesn't anyone else know this?” You simply say, "Tell us one cause of 

World War I, please, [slight pause here] Darren." With Cold Call, you'll move through material 

much faster, and the tedious, momentum-sapping mood when no one appears to want to speak 

up will disappear. These two results will increase your pacing: the illusion of speed you create in 

your classroom, which is a critical factor in how students engage.  

Third, Cold Call allows you to distribute work more broadly around the room and signal to students not 

only that they are likely to be called on to participate, and therefore that they should engage in the 

work of the classroom, but that you want to know what they have to say. You care about their 

opinion. Many students have insight to add to your class but will not offer it unless you push or ask. 

They wonder if anyone really cares what they think. Or they think it's just as easy to keep their 

thoughts to themselves because Charlie's hand is always up anyway. Or they have a risky and 

potentially valuable thought on the tip of their tongue but aren't quite sure enough of it to say it 

aloud yet. Sometimes there will even be a glance—a moment when this student looks at you as 

if to say, "Should I?" or maybe even, "Just call on me so you've shared responsibility if this is 

totally off the mark."  
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Break It Down 

 
Break It Down is a critically important teaching tool, but it can be challenging to use because it is 

primarily a reactive strategy. You use it in response to a student error at the moment the incorrect 

answer happens. Most teachers recognize that when a student error occurs, simply repeating the 

original question is unlikely to be especially helpful unless you have reason to believe the student 

failed to hear you the first time. But what to do instead? As soon as they recognize an error or a 

guess, champion teachers conceptualize the original material as a series of smaller, simpler 

pieces. They then go back and ask a question or present information that bridges the part of the 

material that they think was most likely to have caused the error, thus building the student's 

knowledge back up from a.; point of partial understanding. 

Consider a simple example. A student in Darryl Williams's classroom, reading aloud, was unable to 

decode the word nature. He hesitatingly sounded, "nah . . nah" before falling silent. Williams 

responded by writing the word on the board and saying, "This is the word you're trying to read." He 

paused brief" and drew a short horizontal line (the sign of a long vowel) above the "a." He paused 

again to see if the student recognized the meaning. He didn't, and Darryl proceeded to break it down 

one step further, saying, "long a," as he pointed to the horizontal line. This intervention was effective. 

With new information on the problem spot, the vowel sound, the student was able to combine the new 

know, edge Williams provided with the knowledge he had of the other letter sounds. He now read 

the word correctly. 

Williams had successfully isolated the problem part within the larger error and caused the student to 

use his previous knowledge to arrive at a success solution without Williams providing it. Williams might 

have just said, "That word is nature." This would have been faster for sure, but it would have left the 

student with little or no cognitive work to do and would have emphasized the failure rather than the 

success (both in terms of the student ultimately getting it right and also in terms of his using some 

knowledge he did have to solve the problem). 

Provide an example. If you got a blank stare when you asked for the definition of a prime number, 

you might say, "7 is one," or "7 is one, and so is 11."  

Provide context. Another student in Jamie Brillante's class was stumped when asked to name the 

part of speech of the word ancient. The student remained stumped: "I hope nobody ever calls me 

ancient," cued Brillante. Nothing. "Maybe in, like 2080, you could call me ancient, but that would be the 

only time it was acceptable." "Oh yeah, it's very old," the student successfully recalled. 

Provide a rule. In class, a student guessed incorrectly that indiscriminate was a verb when used in 

the sentence, "James was an indiscriminate reader; he would pick up any book from the library and 

read it cover to cover." Huelskamp replied with a rule: "A verb is an action or a state of being. Is 

indiscriminate describing an action?" The student quickly recognized that it was modifying a noun. "It's 

an adjective," she said. 

Provide the missing (or first) step. When a student in her fifth-grade math class was unable to 

explain what was wrong with writing the number 15/6, Kelli Ragin cued: "Well, what do we always 

do when the numerator is larger than the denominator?" Instantly the student caught on. "Oh, we 

need to make a mixed number so I divide 6 into 15." 

Rollback. Sometimes it's sufficient to repeat a student's answer back to her. Many of us instantly 

recognize our errors when they're played back for us, as if on tape. 

Eliminate false choices. When Brillante's student struggled to recognize that owner was a noun, she 

could have eliminated some false choices as follows: action. Is owner an action? Can you or I owner? 

Well, what about an adjective? Is it telling me what kind or how many of some noun?" 
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Exit Ticket 
 

End your lesson with a single question or maybe short sequence of problems to solve at the 

close of class. When you collect this from students before they leave and cull the data, it's an Exit 

Ticket. Not only will this establish a productive expectation about daily completed work for 

students, but it will ensure that you always check for understanding in a way that provides you 

with strong data and thus critical insights. What percentage of your students got it right? 

What mistake did those who got it wrong make? Why, in looking at their errors, did they make 

that mistake? What about your lesson might have led to the confusion? Not only will you know 

how to refine the next lesson but you'll no longer be flying blind. You'll know how effective your 

lesson was, as measured by how well they learned it, not how well you thought you taught it. 

 

Some thoughts on effective Exit Tickets: 

 

They're quick: one to three questions. Honestly, that's it. It's not a unit quiz. You want to get a good 

idea of how your kids did on the core part of your objective with ten minutes of analysis afterward. 

They're designed to yield data. This means the questions are fairly simple and focus on one key 

part of the objective. That way if students get them wrong you'll know why. (If you ask a multi-step 

problem you may not know which part they didn't get!) They also tend to vary formats—one 

multiple choice and one open response, say. You need to know that students can solve both 

ways. 

 

They make great Do Nows (see technique number 29 in Chapter Five). After you've looked at the 

data, let your students do the same. Start the next day's lesson by analyzing and re-teaching the 

Exit Ticket when students struggle. 
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Strategies for Working with Students with an Intellectual Disability 
 

In order for students to be enrolled at Concord School, eligibility for the Program for Students with 

Disabilities (PSD) needs to be established in the category of Intellectual Disability. 

To be eligible under the category of Intellectual Disability, students must demonstrate 

- Sub-average general intellectual functioning which is demonstrated by a full-scale score of two standard 

deviations (a score of 70) or more below the mean score (score of 100) on a standardised individual 

test of general intelligence 

 and 

 Significant deficits in adaptive behaviour established by a composite score of two standard deviations or 

more below the mean on the Vineland Adaptive Behaviour Scale 

 and 

 A history and evidence of an ongoing problem with an expectation of continuation during the school 

years 

Students at Concord School must have a full-scale IQ between 50 and 70 (see the first point above). While 

they cannot attend the school if their score is above 70 and they are not on the PSD, they may attend if 

their score is below 50 and all stakeholders believe this is the most appropriate setting for the student. 

If a student has an IQ score of 70, which is the highest possible score for a student at Concord School, this 

places them on the percentile of 2.3%. That is, on the score of the IQ test, the students is more intelligent 

that 2.3% of people their same age. Whilst this is extremely low, it is the belief of Concord school that all 

students can and will learn. 

The same principles for teaching and learning apply to these students as they do for all students. Use a 

series of assessments to identify the students’ point of learning within the developmental continuum of 

AusVELS. Use this curriculum, and knowledge of how the student learns to carefully plan learning activities 

that scaffold the learning of the student. 

There are particular strategies to consider when working with students with an intellectual disability. These 

include 

- break large tasks into smaller step-by-step tasks 

- provide work that is at the correct instructional level – not too easy and not too hard 

- all work needs to be modified or adapted to meet individual learning needs 

- say the name of the student and ensure they make eye contact prior to engaging in communication so 

you are sure they are paying attention 

- use short, unambiguous sentences 

- provide simple one or two step instructions then ask students to repeat the instructions back 

- ensure a structured learning environment free of distractions 

- provide opportunities to succeed, in order to promote the growth of self-esteem, enjoyment of school 

and mastery of skills 

- remember that misbehaviour and apathy are often work avoidance tactics for students who would rather 

their peers labelled them as naughty or lazy than be exposed as ‘stupid’ 

- immerse the learner in concepts at the commencement of units to engage their interest 

- ask them what they already know about a topic 

- ask them what they want to find out, help them plan how they will gather information, help them plan 

how they will communicate or share their findings 

- encourage the use of mnemonic devices, song or repeated rhythmic rap to assist in acquisition of ‘facts’ 

- drill, practice and repeat important facts 

- pre-teach key concepts and topic vocabulary 

- assist the learner to understand their preferred learning style and negotiate ways in which the learner 

conveys acquisition of knowledge (can they do a play, oral presentation, multi-media presentation, ICT 

presentation, an illustrated poster, make a model) 
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- most students with special needs are visual, auditory and hands-on learners so consider this when 

planning 

- use hands-on materials to teach key concepts 

 

- learners use much of their working memory to decode text when reading and are often unable to gain 

meaning from text, therefore try to provide information in a variety of forms (movies, documentaries, 

posters, speakers, tapes/CD’s, incursions, excursions, internet, music, art, pictures, multi-media) 
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Autism Spectrum Disorder 
 

What is Autism Spectrum Disorder? 

Autism Spectrum Disorder (ASD) is a lifelong developmental condition which affects individuals in two 

main areas. They have 

- impaired communication and social interaction 

- restricted, repetitive patterns of behaviour, interests or activities 

ASD affects the way that individuals are able to interact with others and they often find the world to be a 

confusing place. Difficulty in communicating can result in frustration and ‘melt downs’ – this differs from a 

tantrum as the individual does not choose to have a ‘melt down’. 

Individuals with ASD often have sensory sensitivities – they may be under-sensitive or over-sensitive to 

any of the seven senses (visual, auditory, tactile, taste, smell, proprioception, vestibular). 

The term Autism Spectrum Disorder (ASD) reflects the fact that no two people with ASD are alike. Even 

though each individual with ASD has difficulties in the areas of communication, socialization and flexibility 

of thought, each has a unique combination of characteristics and so may seem quite different.  

‘If you’ve met one person with ASD, you’ve met one person with ASD’. (Anon.) 

Individuals with ASD have certain impairments which require understanding and a certain amount of 

adjustment by schools is required to help them to cope and adapt. Their struggle with communication can 

cause misunderstandings and simple language is often required. 

There are several cognitive theories/styles linked to Autism. None of these theories are true for ALL 

people on the spectrum and are thus not used as diagnostic criteria. The main three theories are: 

 Deficits in Theory of Mind 

The inability to appreciate the perspectives of others and recognize that others have  

thoughts/feelings/emotions that may differ from their own. 

 

 Executive Dysfunction 

The inability to plan, problem solve and shift focus and to monitor their own behaviours, impulsivity, 

working memory, mental flexibility and self-regulation. 

 

 Weak Central Coherence 

The inability to draw parts together to see or make a whole, draw information together to build 

understanding and meaning and focus on the bigger picture rather than on small details. 

Implications for the Classroom 

Students with ASD: 

- Don’t always focus on what we want them to - we need to be mindful of the desired outcome 

- Generally comprehend visual information better than verbal information 

- Have impaired communication skills and may struggle to read body language, social rules, language 

and relationships 

- Have difficulty choosing from multiple activities/options 

- Have sensory issues that impact on their ability to learn 

- Have difficulty generalizing skills across settings 

- Struggle to focus their attention, may focus on small details and not see the bigger picture. Have an 

enhanced ability to pick out details causing an over focus at times. 

- Have difficulty integrating elements into a whole 

- Have a preference for the known and have difficulty dealing with change 

- Have difficulties choosing, prioritizing, organizing and planning 



    86 
 

 

 

Useful Classroom Strategies 

- Present information visually 

- Use age appropriate visuals as much as possible -  schedules, timetables, lists 

- Break tasks down into small components with a structured approach 

- Use simplified language- eliminate unnecessary words 

- Keep instructions clear and concise - avoid inferential language 

- Reduce the number of choices offered 

- Have a clear routine/ structured timetable and notify students ahead of time of any changes 

- Be aware of any possible distractions that will affect the individual's performance (for example, 

acoustic, visual, physical) 

- Restrict ‘busy’ displays and background noise 

- Provide short breaks to help reduce sensory overload - either physical activity or quiet time 

- Use students interests/likes to further their learning 

- Utilize Allied Health Staff for their knowledge and skills. The Occupational Therapist can assist with 

addressing sensory issues and task analysis. The Speech Therapist can assist with communication 

and socialization issues. 

- Social scripts are a useful tool to promote a desired behaviour or reduce a less acceptable behavior 

- Explicitly teach social skills such as turn taking, winning and losing, reading body language/facial 

expressions, making friends etc. 

- Strive for independence! 

Useful Web Links 

AMAZE (formally Autism Victoria)      

http://www.amaze.org.au 

 

Interactive Autism Network 

http://www.iancommunity.org/cs/understanding_research/cognitive_theories_explaining_asds 

 

Three Core Deficits of Asperger’s Syndrome   

http://www.sacramentoasis.com/docs/8-22-03/core_deficits.pdf 

 

Autism Speaks- DSM V Diagnostic Criteria 

http://www.autismspeaks.org/what-autism/diagnosis/dsm-5-diagnostic-criteria 

 

Tip Sheets - Sue Larkey 

http://www.suelarkey.com.au/Tip_Sheets.php  

 

(Written and compiled by Kerryn Deayton)    

 

 

 

 

 

 

 

 

 

 

http://www.amaze.org.au/
http://www.iancommunity.org/cs/understanding_research/cognitive_theories_explaining_asds
http://www.sacramentoasis.com/docs/8-22-03/core_deficits.pdf
http://www.autismspeaks.org/what-autism/diagnosis/dsm-5-diagnostic-criteria
http://www.suelarkey.com.au/Tip_Sheets.php
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Down Syndrome 
 

Down syndrome is a genetic condition – it is not an illness or disease. It was named after Dr John 

Langdon Down who first described it.  

It occurs as a result of an extra chromosome. Our bodies are made up of millions of cells, and in 

each cell there are 23 pairs of chromosomes – or 46 chromosomes in every cell. Down syndrome is 

caused by the occurrence of an extra chromosome, chromosome 21 (Down syndrome is also known 

as trisomy 21). People with Down syndrome therefore have 47 chromosomes in their cells instead of 

46. This results in a range of physical characteristics, health and development indications and some 

level of intellectual disability. Down syndrome is usually recognisable at birth and confirmed by a 

blood test. Down syndrome is the most common chromosome disorder and one of every 700-900 

babies born will have Down syndrome.  

Down syndrome is the most common known cause of intellectual disability. Some degree of 

intellectual disability is the only feature that is present in all individuals with Down syndrome – 

everyone with Down syndrome will experience some delay in their development, and some level of 

learning difficulty. There are however significant differences between individuals. While some people 

with Down syndrome may need relatively little support to lead an ordinary life, others may require a 

significant level of support to attain basic living skills.  

People with Down syndrome can usually understand a great deal more than they can express 

verbally, and often their abilities are underestimated based on their language ability. While many 

people with Down syndrome speak fluently and clearly, a large number will benefit from speech and 

language therapy in order to attain good language articulation and communication skills. A minority 

of people with Down syndrome find it very difficult to acquire language skills and/or speak clearly – 

this may be compounded by hearing loss. 

There is a very wide range of academic achievement in students with Down syndrome. With the right 

support, most children with Down syndrome learn to read and write and attain a variety of other 

academic skills. People with Down syndrome generally take longer to learn new things. New skills 

may need to be broken down into smaller steps than for other learners and more repetition may be 

needed to retain learned skills. Children with Down syndrome may require more structure in their 

activities so that they can work independently in class. People with Down syndrome generally have 

some difficulties with short-term auditory memory. We use our short-term auditory memory to 

remember information we hear, for long enough to use that information straightaway. Difficulties with 

short-term auditory memory affect learning spoken language, learning from listening and developing 

abilities in reasoning and problem-solving. On the other hand, people with Down syndrome do not 

usually have difficulty with long-term memory and have a relatively strong visual memory. This 

means that students with Down syndrome do well with visual learning strategies and will benefit 

greatly from visual aids, cues and reinforcements. 

There are no behaviours specific to children with Down syndrome. However, sometimes the inability 

to express themselves with words can lead to frustration. Instead, children with Down syndrome will 

try to express themselves through behaviours – sometimes undesirable ones. It is often necessary to 

look beyond a behaviour and find the real message that the child is trying to express. This helps to 

understand and deal with the behaviour. It is often because of a lack of understanding about the 

underlying cause of a behaviour that people with Down syndrome are labelled as being stubborn. 

Reference:  

Down Syndrome Victoria  

http://www.downsyndromevictoria.org.au/ 

 

      

 

http://www.downsyndromevictoria.org.au/


    88 
 

 

 

Attention Deficit Hyperactivity Disorder 
 

 
Three main areas of difficulty in ADHD 

 

Being inattentive  
 

 finds it hard to pay attention; easily distracted 

 lacks concentration; very short attention span 

 disorganised and forgetful 

 reluctant to stay on task; makes lots of careless mistakes 

Being hyperactive  difficulty sitting still; fidgety 

 always on the go and out of their seat 

 dashes around on the playground 

 talks non-stop; asks questions without waiting for the answer 

Being impulsive  acts without thinking; little sense of danger 

 interferes with other students’ things and interrupts their games 
     and activities 

 has difficulty taking turns; wants instant help or attention 

 breaks rules; shouts out 

 
In addition, students with ADHD may need to be given time to take in what is said to them and to think 

about how to respond. They may be very emotional and easily upset, although they are not good at 

making allowances for the needs of others. As their behaviour can seem very annoying to others, they 

often lack friends. Many students with ADHD have co-existing conditions, such as autism, dyslexia, 

dyspraxia or speech and language difficulties. 

 

Useful Classroom Strategies 

- having the same staff to help them, so that they know who to turn to for support and can be helped to 

form relationships with others 

- working closely with parents and carers, so that a similar approach to meeting their needs is taken at 

home and at school (students with ADHD usually behave in a similar way wherever they are) 

- taking care about where they sit in class and trying to keep distractions to a minimum 

- making it clear that they must finish an activity and gradually increasing the time they can stay in their 

seat and on task; sometimes, a visual clue, will help them to stay focused 

- helping them to understand the need to stop and think before they act by taking time to discuss their 

behaviour with them when they are feeling calm; each time they are in trouble, go over what they did 

and what the consequences 

- working on improving one aspect of their behaviour at a time; for instance, staying in their seat, not 

calling out or being careful not to disrupt other students’ activities; incident sheets can be helpful in 

indicating patterns of behaviour 

- allowing them to move about between activities or to have short bursts of physical activity; this will 

help them to use up some of their energy and to practise controlling their movements 

- making sure they experience success, and praising them when they behave or work well  

- not overloading them with too many verbal instructions; trying to support them by giving information 

visually as well; for instance, using timetables (in written or picture form) or diaries, so they understand 

how the day is organised, what is happening now and what will happen next 

- keeping instructions simple; giving them time to understand what they have to do and to respond to 

questions; asking them to repeat back to you what they need to do; helping them to organise their 

possessions using pictures or lists of things they need for each lesson or activity 

- thinking about how to involve the learner themselves in making decisions about personal targets, ways 

of learning, and assessment; how we can help them to recognise and self-manage situations such as 

raised anxiety or sensory overload  
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Muscular Dystrophy 

Muscular dystrophy is a neuromuscular, genetic disorder which results in the progressive deterioration of 

muscle strength and function. The most common form in childhood is Duchenne Muscular Dystrophy, 

which can see a young boy using a manual wheelchair by the age of 8, and being completely dependent 

on an electric one by his early teens. Life expectancy for this disorder is usually only until early adulthood. 

There are many other types of neuromuscular disorders, affecting people of all ages. While most forms of 

muscular dystrophy occur in babies or children, some others appear in late adolescence or adulthood. 

The incidence of persons with a neuromuscular disorder is estimated to be 100 per 100,000 head of 

population. It is estimated that there are more than 20,000 people in Australia who have some form of 

neuromuscular disease. 

Researchers and doctors are learning more about the causes of muscular dystrophy and various 

treatments are being trialed to stop the progression of the disease. Nonetheless, through early diagnosis, 

proper therapy and support an increased quality of life is possible. 

Reference: Muscular Dystrophy Foundation Australia   

http://mdaustralia.org.au/ 

Fragile X 

Fragile X Syndrome (FXS) is caused by the expansion or lengthening of the FMR1 gene on the X 

chromosome, known as a gene mutation. The X chromosome is one of two sex determining 

chromosomes. When the gene lengthens it switches off production of a protein that is involved in brain 

development and other functions. 

The way that Fragile X affects people will vary. Girls and women are usually less affected than boys and 

men.  A person may be fully affected by Fragile X but not show all of these signs. 

Behavioural and Emotional features 

Anxiety and shyness, Attention Deficit Hyperactivity Disorder (ADHD), autistic type behaviours, difficulty 

with eye contact, tactile defensiveness, repetitive speech, aggression 

Developmental features 

Intellectual disability, learning difficulties, developmental delay, speech and communication difficulties, 

difficulty with coordination, difficulty with fine and gross motor skills 

Physical features 

Low muscle tone and loose joints, long narrow face, prominent ears (in older males), high palate, large 

testicles (in post pubescent males), mitral valve prolapse – heart murmur 

 

It is important to recognise the strengths of the person with FXS and adapt the environment to meet their 

needs.  Structure and predictability in education helps to reduce the level of anxiety. 

People with FXS generally prefer work where there is limited requirement for verbal interaction. Managing 

money and time can also be difficult. 

Most people require a work environment that provides structure and predictability. Work schedules that 

are concrete and specific help to reduce anxiety. Some people enjoy tasks with steps that allow them to 

move from one part to another and complete a process. 

Reference: Fragile X Association of Australia   

http://fragilex.org.au 

http://mdaustralia.org.au/
http://fragilex.org.au/

