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Where are we?
Teachers in our school prefer to work independently on tasks associated with their

classroom.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Teachers in our school work collaboratively on most tasks related to teaching and

learning.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

In our school, professional development is typically a whole school experience.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Most teacher professional development occurs outside the school day and year.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE
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C
ollaborative work among teach-
ers can be rewarding and pro-
ductive. It can also be messy and
challenging. When teachers
know about a variety of ways to
structure their collaborative time
to meet their agreed-upon goals,

they are far more likely to use time effectively. 
This chapter looks at some of the decisions related

to teamwork. Some of these decisions are dependent
upon what the team wants to accomplish while others
are dependent on the team’s preferences. If a team wants
to study various ways to teach students to write persua-
sive text, teachers have several options. They can engage
in outside-in or inside-out learning

Outside-in learning. With the Outside-In option,
someone from outside the school tells teachers how to
teach students to write persuasive text. This person typi-
call is the best expert outside the school available,
affordable, and willing to help teachers learn how to
teach persuasive writing to their students. Usually the
expert who arrives provides teachers with some instruc-
tional strategies to use in their classrooms and less fre-
quently helps teachers know more about persuasion and
students’ developmental capacity to engage in persuasive
thinking. Most teachers have extensive experience with
outside-in professional development. This more tradi-
tional and often formal method for teacher learning has
been practiced in schools for a long time.

Another version of outside-in learning occurs when
a teacher leaves school to gain knowledge and skill
about teaching persuasive writing and carries that

knowledge back into the school.
Inside-out learning. The Inside-Out option

involves teachers coming out of their classrooms to
work collaboratively inside schools to learn and grow as
professionals. Teachers are less familiar with this form of
professional learning because they have less experience
with it. Collaborative forms of professional learning are
less formal and directed by teachers themselves. This
chapter explores three forms of collaborative profession-
al learning and points readers to resources about others.

Once teams develop goals for their work, they craft
a plan of action to accomplish those goals. These plans
define the content of teacher learning. What is it teach-
ers need to know and do if students are to achieve the
goals established? This is the key question. The learning
content is defined by the goal; teachers themselves
determine the learning processes. Yet, many teachers
have not had access to self-directed forms of profession-
al learning. They are more familiar with designs for pro-
fessional learning that are done to them rather than by
them. 

This chapter outlines several models for profession-
al learning that are designed for teachers learning in
teams. They are processes for teachers to deepen their
content knowledge and expand their repertoire of con-
tent-specific instructional strategies. What is important
to note is that this form of professional learning repre-
sents a part of a comprehensive professional develop-
ment program. Albeit learning in teams is the largest
portion, collaborative professional learning is, of course,
supplemented with learning from experts, participating
in conferences, and other forms of more formal profes-
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sional development.
Rick DuFour, a leading authori-

ty on professional learning commu-
nities, indicates that teachers have
several essential tasks to do when
they come together to work in teams.
The first is to clarify what students
are expected to learn. Secondly, they
develop common assessments. Lastly,
they determine what interventions
they will create to assist students who
have not met with success (2005).

Teams members working togeth-
er can accomplish all three of these
tasks. This is where the genuine value
of collaborative professional learning
emerges. Teams choose from an array
of learning strategies that will help
them accomplish the goals they
intend to achieve, deepen their con-
tent knowledge, expand their profes-
sional practice, and accomplish their
work more expeditiously.

Determining student learnings
One essential function of a

learning team is to determine what
students are expected to learn. This
occurs by reviewing, studying, and
analyzing the core content curricu-
lum standards and the district cur-
riculum guides to identify essential
learnings. Tool 9.1 outlines a process to
determine the specific content and skills embedded
within the standards. With this information in hand
along with some assessment of students’ current under-
standing of the learnings, teachers can then determine
what to teach, in what sequence, and to what depth and
scope. NJDOE has developed a number of resources to
assist teachers and curriculum developers to identify
their content and skills in the NJCCCS. The resources
can be accessed at www.state.nj.us/njded/aps/cccs/

Using common assessment
By developing, administering, and scoring common

assessments, teachers can learn a great deal. They learn,
for example, how to calibrate their expectations against
those of other teachers teaching the same grade or
course. They learn how other teachers assess student

learning and can compare it to their
own processes. They learn what
aspects of a concept other teachers
stress and how much. 

Common assessments are tools
that teachers develop together to
assess student learning. Teachers use
common assessments to ensure that
they have common expectations
about student work and consistency
in student learning. Teachers in
cross-grade-level or course teams can
develop common assessments to use
frequently or periodically throughout
the school year. For example, Algebra
teachers might invite Geometry

teachers to join them in developing a common final
examination for all Algebra classes since Geometry is
the course that most students would take next. Fifth-
grade teachers might work together to develop common
assessments in social studies for their students. Teachers
of foreign languages might meet with their partners in
other district schools to develop common semester and
final exams for their students. Tool 9.2 will help teach-
ers think about some critical decisions they make when
they construct classroom assessments. Tool 9.3, a JSD
article written by Jay McTighe and Marcella Emberger,
offers several ideas about how to collaborate on the
development of assessments.

By developing common assessments, teachers clari-
fy their expectations for students, determine what good
work looks like, clarify their understanding of the stan-
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dards, and expand their assessment literacy. However,
developing the assessments is only one part of the
process of using common assessments. A second part is
administering the assessments. Teacher establish some
agreements about the window of time in which students
will complete the assessments and prepare some general
agreements about teachers’ role in the assessment and
accommodations for students who require them. With
these agreements in hand, teachers then engage students
in the assessment and move to the third step of com-
mon assessments.

The third step is scoring the assessments. This is
done individually, in a team meeting, or shared by team
members. When teachers are able to score each other’s
assessments or to score them together, they develop a
deeper understanding of their students’ learning. A rec-
ommended way to score common assessments is to have
each team member bring several completed assessments
to a team meeting and to score those together using a
common rubric or scoring guide. By doing this, teach-
ers can adjust or modify the scoring guide before they
score all their students’ work, and they can calibrate
their scoring to each others’ to increase consistency.

The last step — the most important step of the
process of using common assessments — is reviewing
the results and making instructional and curriculum
decisions based on the results. For example, if teachers
find that a large percentage of students have missed a
key aspect of the assessment, they can plan together
how to go back to review and reteach. If teachers find
that one teacher’s students outperformed another’s, they
can talk about the instructional processes and resources

used by teachers and identify what contributed to the
success and plan for how all teachers will integrate the
successful strategies in their classrooms.

Common assessments can be the core function of a
collaborative professional learning team in which teach-
ers complete multiple cycles of developing assessments,
scoring them, and making instructional decisions based
on the results.

Examining student work
Similar to, yet different from using common assess-

ments, is examining student work. Teachers can learn a
tremendous amount by looking at work produced by
their students and at assignments teachers used to initi-
ate the work. Examining student work is a process of
bringing one or more samples of student work to the
table and using a protocol or discussion guide to com-
ment on the work. As teachers examine their own or
their students’ work, they deepen their understanding of
how students learn, how their colleagues structure learn-
ing assignments, and which students meet with success.
These are only a few of the benefits of examining stu-
dent work. Tool 9.4, an article in Tools for Schools by
Joan Richardson, is a brief overview of what is involved
in examining student work.

Three protocols are included for examining student
work. The Success Analysis Protocol (Tool 9.5) looks at
the strengths of student or teacher work. The
Descriptive Review Analysis (Tool 9.6) looks more
deeply at a piece of work. The Collaborative Assessment
Conference (Tool 9.7) takes the Descriptive Review
protocol a bit further. For teams with little or no experi-
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ence working collabora-
tively, the three protocols
included in this chapter are
recommended as a starting
point to both build a col-
laborative culture and to
maintain some safety in
the process. Other more complex protocols that call for
critical feedback can be added after the team has devel-
oped a sense of comfort with one another and the
process of sharing their own and students’ work pub-
licly.

Knowing when to use structures that ensure greater
safety in the collaborative process is not a science.
Sometimes when collaborative professional learning is
new to a school staff, it is advisable to let teachers deter-
mine the degree of structure they want initially. In other

cases, it is helpful to create
structure to help teacher
meet with success early on.
In this way, teachers do not
have to guess about what
to do. When schools have a
culture that supports col-

laboration and teachers who are more familiar with col-
laborative work, teachers can determine how they want
to learn together.

However, if a team is in the forming stage, it is
advisable to use learning strategies that have higher
structure to ensure safety and success. 

When a team progresses through the stages of team
development, it is advisable to let the team make more
decisions about how they will work together because
making decisions about process as well as the content of

Working collaboratively CHAPTER 9
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At the Northern Valley School District

The Northern Valley School District in Demarest, N.J., offers teachers opportunities to engage in alternative
professional development as a part of the district’s differentiated supervision program. Differentiated supervision
gives each staff member an opportunity to develop a plan for professional growth based upon his or her own
needs. It is designed to empower staff members to take responsibility for their professional learning and to foster
productive intra- and interdepartmental relationships and trust and to allow the supervisor to step into the role of
coach, mentor, and resource person. 

Models of professional development available to teachers include action research, collegial partnerships for
specific projects related to teaching and learning, mentoring, peer coaching, interactive journals, portfolios, and
other options. Integrating collaborative professional learning into the traditional professional development and
supervision process is one way to embed it into routine systems. 
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Stage of development Safety
level

Structure
level

Forming High High

Storming/forming High Mid

Performing Low Low
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their work are ways a team becomes
high-performing.

Conducting action research
Action research is another collab-

orative learning process that supports
teachers in learning from their own
work. 

Action research is a systematic
research study that teachers design and
conduct in their own classrooms and
schools about their work. Teachers
form questions, gather data, analyze
data, and reach conclusions based on
their own work. Action research allows
teachers to examine the impact of their
teaching practices and to understand how context influ-
ences the results they achieve. 

Tool 9.8, an article from Tools for Schools, outlines
the action research process and provides some tools
teachers might use while doing action research in their
classrooms. Action research is especially powerful when
a team of teachers gathers data about the same or relat-
ed questions and combines data to create a cross-class-
room research study.

Engaging in lesson study
Lesson study is yet another powerful form of col-

laborative learning. In lesson study, a group of teachers
come together to design a lesson, observe their jointly
designed lesson taught by one of the team members,
debrief the lesson, and revise it. Through this process,
they develop a deeper understanding of both content
and pedagogy. Lesson study makes public the work
teachers do each day in isolation. As a result, they gain
new understanding about how students learn and about
how the instructional decisions they make in planning

influence students’ success. Tool 9.9, Lesson Study, an
article by Joan Richardson published in Tools for Schools,
provides useful resources to assist teachers with con-
ducting lesson studies. 

Tool 9.10, an article from Teachers Teaching
Teachers, highlights the lesson study work Bill Jackson
leads in Paterson School District in Paterson, New
Jersey.

Tool 9.11 offers an overview of 21 designs for pro-
fessional learning. Many of the 21 designs are appropri-
ate for collaborative professional learning teams. Teams
that know how to structure their time, choose designs
appropriate to their goals, and use a variety of designs
over time are more satisfied and productive.

Reference
DuFour, R. (2005). What is a professional learn-

ing community? In DuFour, R., Eaker, R. & DuFour,
R. (Eds.), On common ground: The power of professional
learning communities, pp. 31-43. Bloomington, IN:
National Education Service.

Tool 9.10 Tool 9.11
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CHAPTER 9

TOOL 9.1

Peeling a standard
Peeling a Standard helps teachers better understand how the core curriculum

content standards and the cumulative progress indicators are used to make
instructional and assessment decisions. Teachers can identify essential learnings
(content and skills) for their own level by examining the strands within the core
curriculum content standards and the cumulative progress indicators for each
strand for the grade levels below and above their current grade level. When
teachers know what students are expected to know and be able to do in order to
demonstrate cumulative progress indicators, they can focus instruction and
assessment on essential learnings. For example, in this example, a team of 3rd-
grade teachers addressing Standard 6.6 studies the 2nd and the 4th grade cumu-
lative progress indicators for that standard to identify prior and future student
learning. With this knowledge, they can identify key learnings to include in their
3rd grade curriculum to ensure that students are able to demonstrate the 4th
grade cumulative progress indicators by the end of 4th grade.

Grade Level: 3rd Content: GEOGRAPHY

STANDARD 6.6 (Geography) 
All students will apply knowledge of spatial relationships and other
geographic skills to understand human behavior in relation to the physical
and cultural environment.

Descriptive statement: The study of geography is based on the principle that
thinking in and understanding spatial terms will enable students to understand
the many relationships of place, people, and environments. By taking an active,
questioning approach to the world around them, students learn to devise their
own mental world-view. As students engage in critical thinking to interpret
patterns in the evolution of significant historic events and the movement of
human populations on the Earth’s surface, their understanding of geography,
history, economics, and civics deepens. Furthermore, the use of geographic tools
and technology assists students to understand the reasons for, and the economic,
political and social consequences of, human impact on the environment in
different areas of the world.
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Strands 2nd grade cumulative progress
indicators 

4th grade cumulative progress
indicators

3rd grade essential
learnings 
(content and skills)

A
World
in spatial
terms

1. Explain the spatial concepts of
location, distance and direction,
including:
• The location of school, home,
neighborhood, community, state,
and country
• The relative location of the
community and places within it
• The location of continents and
oceans
2. Explain that the globe is a
model of the earth and maps are
representations of local and distant
places. 
3. Demonstrate basic globe and
map skills.

1. Use physical and political maps to identify
locations and spatial relationships of places
within local and nearby communities.
2. Describe and demonstrate different ways
to measure distance (e.g. miles, kilometers,
time).
3. Estimate distances between two places on
a map using a scale of miles.
4. Identify the major cities of New Jersey, the
United States, and the world.
5. Identify the major countries, continents,
bodies of water, and mountain ranges of the
world.
6. Locate time zones, latitude, longitude, and
the global grid.

B
Places
and
regions

1. Describe the physical features of
places and regions on a simple
scale.
2. Describe the physical and
human characteristics of places.

1. Identify the physical and human
characteristics of places and regions in New
Jersey and the United States (e.g. landforms,
climate, vegetation, housing).
2. Explain changes in places and regions
over time and the consequences of those
changes.
3. Describe the geography of New Jersey.
4. Discuss factors involved in the development
of cities (e.g. transportation, food,
marketplace, religion, military protection).

C
Physical
systems

1. Recognize that the relationship
of the Earth to the sun affects
weather conditions, climate, and
seasons.

1. Describe the basic components of the
Earth’s physical systems, including landforms,
water, erosion, weather, and climate and
discuss their impact on human development.

D
Human
systems

1. Identify the types of
transportation used to move goods
and people.
2. Identify the modes of
communication used to transmit
ideas.

1. Describe the development of transportation
and communication networks in New Jersey
and the United States.
2. Identify the distribution and characteristics
of populations for different regions of New
Jersey and the United States.

E
Environ-
ment and
society

1. Describe the role of resources
such as air, land, water, and plants
in everyday life.
2. Describe the impact of weather
on everyday life.
3. Act on small-scale, personalized
environmental issues such as
littering and recycling, and explain
why such actions are important.

1. Differentiate between living and non-living
natural resources.
2. Explain the nature, characteristics, and
distribution of renewable and non-renewable
resources.

Tool 9.1     Peeling a standard CHAPTER 9
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Tool 9.2     Common assessment planning tool CHAPTER 9

Content and skills to
be assessed

NJCCCS/CPI Level of
understanding to be
assessed, e.g.
knowledge,
comprehension,
application, analysis,
synthesis, evaluation
or another taxonomy
of understanding

Form of
demonstration
(written, oral,
combination, graphic,
etc.)

Format of assessment
(constructed
response; true-false;
multiple choice;
demonstration, etc.)

TOOL 9.2

Common assessment planning tool
Use this planning tool as you consider the major decisions associated with constructing student assessment.
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Tool 9.4     Group wise CHAPTER 9



Collaborative professional learning in school and beyond: A tool kit for New Jersey educators 178

Tool 9.4     Group wise CHAPTER 9
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CHAPTER 9

TOOL 9.5

Success analysis protocol 
with reflective questions

ROLES: Timekeeper, facilitator

PREPARATION: Before the success analysis protocol meeting, as a group, decide
the focus of your success analysis, e.g. a meeting, a workshop, an assessment, an
assignment, a lesson, or a collaborative group process.

The success analysis protocol can be done in groups from three to eight. The
more members there are, the longer each analysis cycle takes. If the group is
large, it is possible to divide the protocol over two meetings. The average time for
each round is 25 minutes. Using less time for each round abbreviates the
discussion and removes the depth of learning from the analysis. One way to save
time is to have team members come prepared with the story of their success
already written.

The facilitator will serve as a full participant in the process. The role of
facilitator rotates for each presenter. Use the table below to plan who will
facilitate for each presenter.

Facilitator Presenter
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Tool 9.5     Success analysis protocol with reflective questions CHAPTER 9

STEPS FOR SUCCESS ANALYSIS PROTOCOL

1. Identify a success. Time: 5 minutes.
Reflect on and write a short description of a success. Note what it is about the practice that makes it so
successful. Be sure to write about what made this experience different from others like it. 

2. Describe the success. Time: 5 minutes. 
The first presenter shares his or her story of success in as much detail as possible. Others take notes. 

3. Ask clarifying questions. Time: 3-5 minutes.
The group asks clarifying questions about the details of the success to better understand it. 

4. Reflect on the success (Presenter). Time: 5 minutes.
With other team members listening only, the facilitator asks the presenter to discover what made this experience
so successful by asking questions designed to stimulate the analysis. Some suggested questions are identified
below:

• What was different about this situation?
• What did you contribute to this success?
• What did others contribute to this success?
• What knowledge, skills, past experiences helped you in this situation?
• Some people think things happen for a reason. What do you think was the reason you experienced

this success at this time? 

5. Reflect on the success (Team members). Time: 10 minutes.
Team members discuss what they heard the presenter say, offer additional insights, and share what they learned
from the success analysis. The presenter remains silent and takes notes if desired. 

6. Reflect on the analysis (Presenter). Time: 5 minutes.
The presenter reflects on what he or she heard the team members say in their discussion and what he or she has
learned from the analysis.

7. Continue the protocol.
With another team member serving as the presenter and as the facilitator, repeat steps 2-6 for as many other
team members as possible.

8. Debrief the protocol. Time: 5-7 minutes.
After completing all presenters’ analyses, the team discusses the use of the protocol. They may use questions
such as those below to guide their discussion:

• What worked well for us?
• What caused confusion?
• From a facilitator’s perspective, what was challenging for team members?
• From a presenter’s perspective, what was challenging?
• How might we improve the protocol or our use of it to deepen our learning?
• Where else might we use this process?
• How can we apply what we learned from this process to other situations?

Adapted from National School Reform Faculty, February 2002.
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CHAPTER 9

TOOL 9.6

Descriptive review process 
Learning from student work

The Descriptive Review Process asks teachers to look together at pieces of
student work, to discuss what they see in the work, and to bring multiple
perspectives to an analysis of the work in order to improve the quality of the
work designed for and produced by students.

Step 1. Getting started
The group chooses a facilitator to keep the group focused. The presenting teacher
distributes copies of the selected student work or displays the work. At this point,
the teacher says nothing about the work, its context, or the student. Participants
read or observe the work in silence, making notes if they choose.

Step 2. Describing the work
The facilitator asks, “What do you see?” Participants respond without making
judgments about the work.

Step 3. Raising questions
The facilitator asks, “What questions does this work raise for you?” The
presenting teacher makes notes but does not yet respond.

Step 4. Speculating about the work
The facilitator asks, “What do you think the student is working on?” Participants
offer ideas.

Step 5. Presenting teacher responds
At the facilitator’s invitation, the presenting teacher tells about the work,
responds to questions, and comments on unexpected things that he or she heard
in the group’s responses and questions.

Step 6. Discussing implications for designing student work and student
learning
The group and the presenting teacher discuss ways to improve the design of the
work.

Adapted from The Collaborative Assessment Conference, by Steve Seidel and
Harvard University’s Project Zero, 1988.
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CHAPTER 9

TOOL 9.7

Collaborative assessment conference 
Overview

Apiece of student work has the potential to reveal not only the student’s
mastery of the curriculum’s goals, but also a wealth of information about
the student him/herself: his/her intellectual interests, his/her strengths,

and his/her struggles. The Collaborative Assessment Conference was designed to
give teachers a systematic way to mine this richness. It provides a structure by
which teachers come together to look at a piece of work, first to determine what
it reveals about the student and the issues s/he cares about, and then to consider
how the student’s issues and concerns relate to the teacher’s goals for the student.

The last part of the conversation — the discussion of
classroom practice  — grows out of these initial con-
siderations. 

The structure for the conference evolved from
three key ideas:

First, students use school assignments, especially
open-ended ones, to tackle important problems in
which they are personally interested. Sometimes these
problems are the same ones that the teacher has
assigned them to work on, sometimes not.

Second, we can begin to see and understand the
serious work that students undertake only if we sus-
pend judgment long enough to look carefully and
closely at what is actually in the work rather than what
we hope to see in it.

Third, we need the perspective of others — espe-
cially those who are not intimate with our goals for our students — to help us to
see aspects of the student and the work that would otherwise escape us. We also
need others to help us generate ideas about how to use this information to shape
our daily practice.

Since 1988, when Steve Seidel and his colleagues at Harvard Project Zero
developed this process, the Collaborative Assessment Conference has been used
in a variety of ways: to give teachers the opportunity to hone their ability to look

This description is
excerpted, with
adaptations, from
Blythe, T., Allen,
D., & Powell, B.
(1999). Looking
Together at
Student Work.
New York:
Teachers College
Press.
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closely at and interpret students’ work; to explore the strengths and needs of a particular child; to reflect on the work
collected in student portfolios; to foster conversations among faculty about the kind of work students are doing and
how faculty can best support that work. 

Presenting teacher
In the Collaborative Assessment Conference, the presenting teacher brings a piece of student work to share with

a group of five to ten colleagues (usually other teachers and administrators). The process begins with the presenting
teacher showing (or distributing copies of ) the piece to the group. Throughout the first part of the conference, the
presenting teacher says nothing, giving no information about the student, the assignment, or the context in which
the student worked. 

Through a series of questions asked by the facilitator, the group works to understand the piece by describing it
in detail and looking for clues that would suggest the problems or issues or aspects of the work with which the stu-
dent was most engaged.  They do this without judgments about the quality of work or how it suits their personal
tastes.  The facilitator helps this process by asking participants to point out the evidence on which they based the
judgments that inevitably slip out. For example, if someone comments that the work seems very creative, the facilita-
tor might ask him or her to describe the aspect of the work that led him or her to say that.

Second part
In the second part of the conference, the focus broadens. Having concentrated intensively on the piece itself, the

group, in conversation with the presenting teacher, now considers the conditions under which the work was created
as well as broader issues of teaching and learning. First, the presenting teacher provides any information that s/he
thinks is relevant about the context of the work. Relevant information might include: 
• Description of the assignment; 
• Response to the discussion; answers to questions (though s/he does not have to respond to all the questions

raised in the first part of the conference); 
• Description of other work by the child; and/or 
• Comments about how his/her own reading or observation of the work compares to that of the group.  

Next
Next, the facilitator asks the whole group (presenting teacher included) to reflect on the ideas generated by the

discussion of the piece. These might be reflections about specific next steps for the child in question, ideas about
what the participants might do in their own classes or thoughts about the teaching and learning process in general.
Finally, the whole group reflects on the conference itself.

The following steps are a working agenda for a Collaborative Assessment Conference.  The time allotted for
each step of the conference is not fixed, since the time needed for each step will vary in accordance with the work
being considered. At each stage, the facilitator should use his or her judgment in deciding when to move the group
on to the next step. 

Typically, Collaborative Assessment Conferences take from 45 to 75 minutes.
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Steps
Collaborative assessment
conference protocol
1. Get started

• The group chooses a facilitator who will make sure
the group stays focused on the particular issue addressed
in each step.

• The presenting teacher puts the selected work in a
place where everyone can see it or provides copies for
the other participants. S/he says nothing about the work,
the context in which it was created, or the student, until
Step 5.

• The participants observe or read the work in
silence, perhaps making brief notes about aspects of it
that they particularly notice.

2. Describe the work
• The facilitator asks the group, “What do you see?”
• Group members provide answers without making

judgments about the quality of the work or their personal
preferences.

• If a judgment emerges, the facilitator asks for the
evidence on which the judgment is based.

3. Ask questions about the work
• The facilitator asks the group, “What questions

does this work raise for you?”
• Group members state any questions they have

about the work, the child, the assignment, the circum-
stances under which the work was carried out, and so on.

• The presenting teacher may choose to make notes
about these questions, but s/he is does not respond to
them now — nor is s/he obligated to respond to them in
Step 5 during the time when the presenting teacher
speaks. 

4. Speculate about what the student is
working on

• The facilitator asks the group, “What do you think
the child is working on?”

• Participants, based on their reading or observation
of the work, make suggestions about the problems or
issues that the student might have been focused on in car-
rying out the assignment.

5. Hear from the presenting teacher
• The facilitator invites the presenting teacher to

speak.
• The presenting teacher provides his or her per-

spective on the student's work, describing what s/he sees
in it, responding (if s/he chooses) to one or more of the
questions raised, and adding any other information that
s/he feels is important to share with the group.

• The presenting teacher also comments on anything
surprising or unexpected that s/he heard during the
describing, questioning and speculating phases.

6. Discuss implications for teaching and learning
• The facilitator invites everyone (the participants

and the presenting teacher) to share any thoughts they
have about their own teaching, children's learning, or
ways to support this particular child in future instruction.

7. Reflect on the collaborative assessment 
conference

The group reflects on the experiences of or reactions
to the conference as a whole or to particular parts of
it. Consider these questions:

• What did you see in the work that was interesting
or surprising?

• What did you learn about how this student thinks
and learns?

• What in the process helped you to see and learn?
• What new perspectives did your colleagues pro-

vide?
• What thoughts about designing and assessing 

student work did this process raise for you?
• What will you use in your classroom from this

session?

It is helpful to engage in personal reflection about
your own thinking after examining student work.
Consider these questions:

• Why do I see student work in this way? What
does this tell me about what is important to me? What
does this tell me about what the student has learned?

• What patterns occurred in your perceptions or
thinking?

• What questions did your colleagues' comments
raise for you as a designer of student work?

8. Thank the presenting teacher.

Developed by Steve Seidel and colleagues at Harvard Project Zero
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