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Editorial 
I set off on a sunny spring morning 

from Huddersfield to Manchester to 

attend a conference where                   

Professor John Hattie would be the 

main speaker.  Having spent a lot of 

time reading books he had                

written like ‘Visible Learning’ and  

‘Visible Learning’ and  for Teachers I 

was full of    anticipation.  He did not 

disappoint.   

 

He was a forthright enthusiastic   

teacher who has spent his whole life 

gathering evidence from all over the 

world on what works best in a                

classroom.  He was very                                

knowledgeable and practical in his 

view about teaching, and what                 

strategies had the biggest impact 

(effect size) on pupils progress.  Here 

are some quotes from the day: 

 

‘Learning is spontaneous,                            

individualistic, and often earned 

through effort.  It is a timeworn, 

slow, gradual, fits-and-starts kind of                 

process, which ‘Learning is                      

spontaneous, individualistic, and 

often earned through effort.  It is a 

timeworn, slow, gradual, fits-and-

starts kind of process, which can 

have a flow of its own, but requires 

passion, patience and attention to 

detail (from the teacher and the             

student)’. can have a flow of its 

own, but requires passion, patience 

and   attention to detail (from the 

teacher and the student)’. 

 
‘The most powerful single moderator 

that enhances achievement is  

feedback’.                                 

On the way home on the train I                    

considered how the work of Hattie 

could be used to good effect in our 

school.  Hattie wants schools to                  

become Visible Learning schools.   

A Visible Learning School                              

concentrates its efforts around five key 

strands: 

1) Using data to evaluate 

your impact. Writing stand-

ardised test, calculating effect 

sizes and measuring progress..  

2) Developing Assessment-

capable learners. Pupils 

can answer these questions 

about their learning: Where am I          

going?  How am I going?  

Where to next? 

3) Feedback that makes         

learning visible.  Giving                 

effective feedback that pupils 

understand. 

4) Creating effective                  

classroom assessments 

for Visible Learning.                 

Creating pre and post-tests              

using SOLO taxonomy as the 

framework for effective and              

reliable design. 

5) Inspired and passionate 

teachers. 

 

Our Visible Learning school would 

have an international  reputation for 

focusing on ‘Visible Learning—When  

teachers SEE learning through the 

eyes of a pupil and when pupils see 

themselves as their own teachers’, 

by concentrating on these five strands. 

This would not only be good 

for  pupils and staff alike but 

a unique selling point for the 

school. 

The Pupil is a vehicle in which 

Staff (teachers and support) can 

share ideas, innovation and good           

practice.  This provides everyone 

with the  opportunity to contribute 

to their own professional                    

development and that of others. 

 

The articles in this  edition have 

been written by myself using               

research material from the                   

internet and various articles. In 

future editions I hope these will 

be written by staff from right 

across the school, based on our 

own  outstanding practice. 

 

Many of the ideas found within 

these pages, can provide                         

inspiration for all teachers in 

school to try something new.  

You will see, as you peruse these 

pages, that articles are aimed at, 

teachers and education              

professionals at all stages of their              

professional careers, from NQTs, 

to heads of department and               

senior management. 

 

So you will find, that some               

articles will be more pertinent to 

your situation than others. And  

frequently what is read here, as 

with good ideas anywhere else, 

often simply provides the seed for 

further inspiration and                    

discussion. 

 

 

The Pupil 

Editor: Trevor Bowen 



John Hattie is a fearless truth-teller – 
controversial and brilliant in equal 
measure – whose inspired and          
exhaustive research into teaching 
and learning speaks equally to FE, 
skills and schools.  

Standing on his mountain of           
research, John Hattie can see a very 
long way. He is a master of the          
universe of quantitative educational 
research and, surely, knows more 
about what affects learning than  
anyone else, alive or dead. 

The ebullient, New Zealand-born 
academic has spent his career     
assembling the largest ever          
database of educational studies,  
involving 240 million pupils, and has 
used it to compute the relative       
effectiveness of all the factors known 
to affect achievement. 

His books – including 'Visible            
learning: a synthesis of over 800 
meta-analyses relating to             
achievement and Visible learning for 
teachers' – will be core works for 
decades. His findings apply across 
the educational spectrum and many  
teachers and trainers, are already 
devotees of Hattie’s work and apply 

his research to their practice. 

John, director of the Education   
Research Institute at the                      
University of Melbourne, works with 
up to 10,000 schools using his 
‘visible-learning’ model. He provides 
effect-size information on how           
classes and individuals in them are 
doing. John tells me: “Effect-sizes 
put factors all on the same scale 
and have the wonderful property 
that they allow us to compare one 
factor with another.” 

In 'Visible learning for              
teachers', John outlines how a 
teacher can measure their              
impact on learner achievement,  
typically measuring the size of its 
effect every seven to 12 weeks. He 
says: “Very rarely in education do 
we know when we are successful. 
I’ve got a metric that tells us – and it 
requires an effect size of 0.4. 

“When I look at the standards that 
you have in the UK for teachers at 
the moment, there is very little in it 
about the impact of the teacher on 
the learning.” 

John doesn’t want to prescribe how 

we teach, even though his work has 
identified some teaching methods that 
work exceptionally well on average, 
and others that do not. He sees 
teaching as a means to an end, so it 
is not teaching but achievement that 
matters, and that is where our            
focus should be. 

“I’m getting grey hair, and long in the 
tooth, so this is probably too strong a 
statement, but I’ve given up on           
teaching. I don’t care a damn about 
teaching any more,” he says to my 
consternation. 

“Geoff,” he says, “in your career, you 
must have gone into a classroom and 
seen some crusty bugger who sits in 
the corner and has been teaching this 
way for years, and it’s not the               
dominant style, but they have                  
incredibly positive impacts on kids. 
Why would you change them? 

“Our debates are too                            
concentrated on how we teach, 
whereas all the visible learning work 
tells me it needs to be about the             
impact of how we teach. Observe the 
impact. Wow, is that powerful.” 
As achievement is his focus, not 
teaching, he is not keen on            

Professor John Hattie 
Interview: The first and only commandment is ‘know thy impact’ 



conventional observation                 
systems. “It is a sin for a teacher to 
observe another teaching in the act. 
All they do is tell them (nicely and 
subtly) that they should teach more 
like them. The only reason for      
observing is to observe learning – 
observe how pupils react, interact, or 
not, with the teaching.” 
 
In some of the schools he works with 
he gets teachers to video their             
lessons by wearing ‘video                         
spectacles’ with inbuilt cameras over 
the bridge of the nose. The teacher 
wears one pair, and a couple of           
pupils wear pairs too so the teacher 
can see their lessons from the  
learners’ perspective. “It’s                       
frighteningly powerful,” says John. 
“That’s where micro-teaching really 
pays off. And I’ve never seen a             
teacher yet, who, having seen the 
lesson through the kid’s eyes, goes 
back and does the same again if it’s 
the traditional 80 per cent teacher 
talking.” 
The teacher watches the video with 
a coach who acts as an additional 
pair of eyes. “You can’t do it by  
yourself: it’s like playing golf, if you 
play golf by yourself you never             
improve.” 

There are some real surprises when 
it comes to impact as measured by 
effect size: his findings on praising 
learners for example. “Every study 
that has been done: praise has a 
zero to negative effect,” he says. “My 
argument is simple. For  goodness 
sake praise them. But don’t mix up 
praise with feedback. What’s the 
point of praise? It helps a sense of 
trust, helps a sense of safety, helps 
a sense of understanding. That’s a 
really helpful reason for it – but it 
doesn’t help learning.” 

He advocates giving learners             
feedback on the extent to which they 
have met assessment criteria. “Most 
kids are very clear that feedback that 
doesn’t tell them where to go next is 
pretty useless,” he says. 
 
John is frustrated that we know how 
to improve achievement but that 
governments don’t make use of this 
information. “About 30 years ago we 
ran schools to improve kids’                        
education. Now we run schools to 
appease the parents, to get them to 
vote and give the resources,” he 
says. 
In the UK we’ve spent more than 
£50 billion in the past few years on 
new schools and colleges. I ask 

what effect does a new building have 
on the quality of learning. “None,” is 
John’s answer.  
 
Visible learning has two main  ideas: 
teachers should become more like 
learners studying their own impact, 
and learners should become more 
like teachers – teachers of              
themselves and others. I ask him 
about the latter. 
“We want pupils to be life-long learn-
ers, we want them to regulate their 
own learning better, have better  
cognitive skills,” he says. “In the  
visible-learning table of effect sizes, 
self-regulation, metacognition and 
awareness of your own learning is 
way up there near the top.  
“When you’re able to do those sorts 
of things you’re able to know what 
you don’t know, you have the skill to 
decide what to do next, you have an 
understanding about when to ask for 
help and how to get it, isn’t that what 
teaching is?  
“The incredible thing is that five-year 
olds are incredibly good teachers of 
themselves and others, but by the 
age eight they’ve learned that in 
schools they are to be passive.” 
 
John would like to see more peer 
explaining, more peer assessment, 
more structured group work such as 
‘cooperative learning’. His work with 
thousands of schools generates  
effect size information on how          
classes and individuals are doing. 
And he believes the main issue is 
how schools create a ‘mind frame’ 
about their work, on the basis of this 
information. 
 
“Teachers who walk in the room  
believing they can change the             
learners are more likely to be           
successful. They are change agents. 
We need to separate the problem 
from the people and create a                    
collective sense of improvement. 

“I love the notion of ‘collective               

impact’ and how teachers can             

collaborate to improve – which means 

having quality evidence about their 

current status, clear agreements 

about what they wish then to improve, 

a prior understanding of what it would 

look like when successful, then         

working together to evaluate the             

impact of the innovations intended to 

impact on the current status, and to 

move them to their targets. This is the 

power of formative interpretations.  

 

”John may have given up on teaching, 

but certainly not on teachers. 

“There’s some incredible success out 

there, ”he says with a passion. “We 

attribute pupils’ good work to effort or 

ability, and we attribute success in 

teaching always to the pupils or the 

structure. I want people to attribute 

success in schools to great teaching. 

 

“Your government is very good at 

bashing up bad teaching and the only 

place they see good teaching is in 

their precious few schools (favourite 

academies). Now the cold hard reality 

is that the variability is within schools 

not between them. But within schools 

there is a conspiracy of silence about 

excellence. 



Hattie says ‘effect sizes' are the 
best way of answering the          
question ‘what has the greatest 
influence on pupil learning?'.  
 
An effect-size of 1.0 is typically 
associated with:  
 
 • advancing learners'               

achievement by one year, 
or improving the rate of 
learning by 50%  

 • a correlation between 
some  variable (e.g., 
amount of homework) and 
achievement of                  
approximately .50  

 • A two grade leap in 
GCSE, e.g. from a C to an 
A grade 

 
An effect size of 1.0 is clearly 
enormous! (It is defined as an 
increase of one standard                    
deviation) 
 
Terms used in the table 
(Interpreted by Geoff Petty)  
 An effect size of 0.5 is 

equivalent to a one grade 
leap at GCSE  

 An effect size of 1.0 is 
equivalent to a two grade 
leap at GCSE  

 Number of effects is the 
number of effect sizes from 
well designed studies that 
have been averaged to  
produce the average effect 
size.  

 An effect size above 0.4 is 
above average for educa-
tional research  

Feedback  
Hattie has made clear that 
‘feedback' includes telling             
pupils what they have done well 
(positive reinforcement), and 
what they need to do to improve 
(corrective work, targets etc), but 
it also includes clarifying goals. 
This means that giving pupils  
assessment criteria for example 
would be included in ‘feedback'. 
This may seem odd, but high 

Professor John Hattie's  

Table of Effect Sizes  
Influence Effect Size Source of Influence 

Feedback 1.13 Teacher 

Pupil's prior cognitive ability 1.04 Pupil 

Instructional quality 1.00 Teacher 

Direct instruction .82 Teacher 

Acceleration .72 Pupil 

Remediation/feedback .65 Teacher 

Pupil's disposition to learn .61 Pupil 

Class environment .56 Teacher 

Challenge of Goals .52 Teacher 

Peer tutoring 
.50 Teacher 

Mastery learning 
.50 Teacher 

Homework .43 Teacher 

Teacher Style .42 Teacher 

Questioning 
.41 Teacher 

Peer effects .38 Peers 

Advance organisers .37 Teacher 

Simulation & games .34 Teacher 

Computer-assisted instruction 
.31 Teacher 

Testing 
.30 Teacher 

Instructional media 
.30 Teacher 

Affective attributes of pupils 
.24 Pupil 

Physical attributes of pupils .21 Pupil 

Programmed instruction 
.18 Teacher 

Audio-visual aids .16 Teacher 

Individualisation .14 Teacher 

Finances/money .12 School 

Behavioural objectives 
.12 Teacher 

Team teaching .06 Teacher 

Physical attributes (e.g., class size) -.05 School 

http://www.teacherstoolbox.co.uk/T_effect_sizes.html#feedback
http://www.teacherstoolbox.co.uk/T_effect_sizes.html#cognitive
http://www.teacherstoolbox.co.uk/T_effect_sizes.html#instructionalquality
http://www.teacherstoolbox.co.uk/T_effect_sizes.html#direct_instruction
http://www.teacherstoolbox.co.uk/T_effect_sizes.html#acceleration
http://www.teacherstoolbox.co.uk/T_effect_sizes.html#Remediationfeedback
http://www.teacherstoolbox.co.uk/T_effect_sizes.html#disposition
http://www.teacherstoolbox.co.uk/T_effect_sizes.html#challange
http://www.teacherstoolbox.co.uk/T_effect_sizes.html#peertutor
http://www.teacherstoolbox.co.uk/T_effect_sizes.html#mastery
http://www.teacherstoolbox.co.uk/T_effect_sizes.html#Questioning
http://www.teacherstoolbox.co.uk/T_effect_sizes.html#advanceorganizer
http://www.teacherstoolbox.co.uk/T_effect_sizes.html#computer
http://www.teacherstoolbox.co.uk/T_effect_sizes.html#Testing
http://www.teacherstoolbox.co.uk/T_effect_sizes.html#media
http://www.teacherstoolbox.co.uk/T_effect_sizes.html#affective
http://www.teacherstoolbox.co.uk/T_effect_sizes.html#Programmed_instruction
http://www.teacherstoolbox.co.uk/T_effect_sizes.html#Individualisation
http://www.teacherstoolbox.co.uk/T_effect_sizes.html#behavioural


and on their ability to self-
regulate their own learning. All 
these have the capacity to in-
crease achievement. Feedback 
on the ‘self' such as ‘well done 
you are good at this' is not help-
ful. The feedback must be in-
formative rather than evaluative.  
 
Pupils prior cognitive           
ability:  
This is IQ and similar measures  
 
Instructional quality:  
This is the pupil's view of the 
teaching quality; the research 
was done mainly in HE institu-
tions and colleges.  
 
Instructional quantity:  
How many hours the pupil is 
taught for. Direct instruction:   
Active learning in class, pupil's 
work is marked in class and they 
may do corrective work. There 
are reviews after one hour, five 
hours, and 20 hours study.  
 
Acceleration 
 I think this is very bright pupils 
being put forward a year in 
schools  
 
Home factors  
Issues such as social class, help 
with home work, extent to which 
the learner's education is thought 
important; etc  
 
Remediation/feedback  
Diagnosing what pupils find diffi-
cult, and getting pupils to fix it.  
 
Pupil's disposition to learn Pu-
pil motivation  
 
Challenge of Goals  
Pupils being given challenging 
but at least partially achievable 
goals  
 
Bilingual programs  
Self explanatory??  
 
Peer tutoring pupils teaching 
each other, peer-explaining, peer
-checking, peer-assessing etc  
 
Mastery learning A system of 
tests and retests of easy material 
with a high pass mark, if a              

pupil does not pass they must do 
extra work and then take a retest 
on the material they were weak 
at.  
.  
Questioning  
Pupils being questioned. The 
most effective questions are high 
order ‘why?' ‘how?'' and ‘which is 
best?' questions that really make 
pupils think . They need to be 
given time to think too, and can 
do better if they work in pairs 
than work alone.  
 
Effect sizes Below 0.4 now  
follow. Some of these add a lot 
of value in a short time so 
don't ignore them… 
 
Advance organizers  
A summary of the material in  
advance that puts some sort of 
structure to it. This can take a 
matter of moments and is best 
referred back to often.  
 
Computer-assisted instruction 
Effect sizes for this are gradually 
rising as the instruction becomes 
more interactive, more engaging 
and generally better designed.  
 
Instructional media  
Using state of the art visuals, 
videos, etc  
 
Testing  
Testing by itself is not as         
effective as remediation/
feedback where the test is used 
to find what the pupil needs to 
improve and they then do                
corrective work.  
 
Affective attributes of  
pupils  
The attitudes, beliefs and feel-
ings of pupils  
 
Programmed instruction A 
form of instruction that involves 
pupils being taught by a              
computer or set of workbooks, 
by doing a series of prescribed 
tasks. If the pupil gets an           
answer wrong they are directed 
back to correct their                                
misunderstanding. Devised by 
Skinner in the 1960s, but not 
much used now. 

  
Individualisation  
Pupils working on an                         
individualised programme of                           
learning. This may work better if 
pupils are not working in a              
solitary way.  
 
Finances/money Funny ….. this 
seems to have a larger effect 
when paid to me… 
  
Behavioural objectives Having 
and using objectives in the form: 
“The pupils should be able to…” 
immediately followed by an                 
observable verb. For example 
‘explain' is okay because you can 
listen to, or read the pupil's            
explanation. However ‘understand' 
isn't behavioural because you 
can't see or read the                                  
understanding.  
 
Retention Pupils who do not do 
well enough in one school year, 
being kept back to do the year 
again.  
 
Beware Over-interpretation!  
 



One of the inherently beautiful 
things about SOLO Taxonomy is the 
incorporation of content knowledge. 
Unlike the pillars of baroque villas, 
the columns that give SOLO its     
recognisable facade have structural 
integrity. The taxonomy is not a bolt 
on or an accessory to   learning, it 
structures it in a clear and                    
purposeful way. 
 
However, the linear route learning 
takes appears to be  considered  
axiomatic. Learning is messy, and 
therefore sometimes takes a linear 
path, some time not. Hoorah! That 
said planning learning and being 
able to see ( or measure) learning in 
a linear way certainly helps               
teachers. This is why SOLO             
taxonomy is such a useful tool in the 
design of lessons. 
I hope this simple example will allow 
me to illustrate this. 
 
Take these examples from the new 
year 8 science module currently  
being planned. 
 
1. define an element 
2. define a compound 
3. define a mixture 
 
Each one appears to be                      
unistructural until each definition is 
dissected. 
 
1. An element is made from one 
type of atom. 
 can and should be  
 considered unistructural but 
 
2. A compound is made from two 
types of atoms that are joined 
together. 
 is clearly multistructural,  and 
 now has a clear progression 
 for pupils to follow. The feed-

back is already in place for those 
that give only one  part to this an-
swer. 
 
The final one is probably best 
considered multistructual too, 
but again their is scope for the 
development of knowledge here 
this time to a relational level. 
 
3. A mixture is made from two or 
more elements or compounds that 
are easily separated.# 
 
Since, you need to understand the 
first two outcomes, the linear            
nature of this content becomes                 
apparent. 
 

Although, the response above is 
clearly multistructural there is 
potential for relational thinking. The 
situation bellows for the use of a 
hinge question, to explore the rela-
tional links at hand. 
 
Something along the lines of “How 
are the atoms arranged in a                  
mixture?“, could give the ideas that 
 
“mixtures have atoms that 
may be on their own in 
elements while in compounds 
they are joined. The atoms in 
the compounds of a mixture 
are separate to each other.” 
 
 

Going SOLO 

Structure of Observed Learning 



This response gives a contrast 
and a chance to apply previous 
learning and is potentially             
relational. Most importantly it 
gives a knowledge base on which 
to decide the order of introducing 
these concepts.  
 
Mixtures are on some levels the  
easiest to get your head around, 
but to have a real understanding 
of them requires knowledge of                
elements and compounds and 
their atoms first. 
 
SOLO taxonomy reveals that to 
truly to understand these               
outcomes, relational thinking is 
necessary. The linear nature of a 
taxonomy and the centrality of 
content knowledge in SOLO          
allows the hidden concepts in 
what is to be taught. The analysis 
of these outcomes has already 
improved these lessons, with 
clearer, more reasonable              
outcomes. Simply by aiming for 
 
Distinguish between compounds 
and mixtures 
 
 will lead the learner to 
 consider the nature of            
 atoms in both. 
 
It appears that we have reached 
the end of the linear progression 
through SOLO without reaching    
Extended Abstract. I’m sure 
some content will end here quite                       
contentedly, although, there is 
more to this particular content. 
 
To get to extend abstract, on this 
occasion will allow pupils to 
deepen their understanding of 
not only these outcomes but also 
in  future study. It is therefore                
worthwhile doing. To get there a 
parallel bit of content knowledge 
is required, again reinforcing the            
usefulness of the SOLO visuals. 
At first the new knowledge            
appears excessive and bolted on. 
It being 
 
4. define a molecule. 
 
On the surface this is benign, but 
this is the start of what Victorian 
Essential Learning's (VELS)  

website called Critical Teaching 
Ideas. The concepts that allow a 
deeper understanding to be             
developed. 
 
Again, a unistructural response 
could be “ two or more atoms 
joined together.” Although this is 
a difficult concept to grasp , as it  
hinges on the importance of an 
omission. It does not say two 
types of atoms as used in               
defining compounds, but simply 
two atoms, a vital distinction. It is 
now relational, as it requires         
distinctions to be made. Again, 
this leads to a hinge question. 
 
Which of the following form one 
kind of molecule: elements,           
compounds or mixtures? 
 
Since molecules can be made 
from two (or more) atoms joined            
together, they may be the same 
type and therefore an element, 
they may also be made from two 
(or more) different atoms joined 
together and therefore a              
compound.  
 
However a mixture may have     
different molecules (as either              
elements and/or compounds) but 
the different ones remain                
separate. 
The underlined parts are 

generalisations and therefore 
Extended Abstract. The parallel 
content has now converged to 
lead to a greater understanding. 
The VELS website also has some 
excellent concept maps showing 
the messiness of these concepts 
and also some logical routes 
through it for teacher planning. 
 
Finally, this is where I see the 
point originally made , that the 
jumps made in this final transition 
appear large, albeit they are now 
visible, and planned for. Firstly by 
changing the outcome to 
 
Distinguish between the molecules 
in elements, compounds and               
mixtures 
 
and secondly by now planning the 
lesson that will allow the                     
development of these concepts, 
letting the content determine the 
task. 
 
The structure of SOLO taxonomy 
allows for meaningful and                       
coordinated lesson outcomes, with 
planned formative assessment 
points. Some of the leaps may be 
big, but they are clear and the              
critical teaching ideas made                 
distinct. 
 





Chunking of information 

makes it easier to understand 
as less information is having 
to be processed by the working 
memory. The neat example given 
by Dan Willingham in his book 
Why Pupils  Don’t Like School? 
asks you to memorise a                   
sequence. 
 

Memorise This 
XCN 
NPH 
DFB 
ICI 

ANC 
AAX 

 
This proves to be difficult, with 
people tending to remember  
seven letters. However, when 
these letters are rearranged into 
the following, it is easier to recall 
them all, as a result of you                  
recognising the combinations of 
letters as they having meaning. 
This meaning is conferred by 
your prior knowledge. You are 
still in fact dealing with seven 
“items” of information, they just 
happened to be chunked                
together. Seven is 
recommended as a maximum 
number of items to work with. 
Try it now 

 
Try This 

X 
CNN 
PHD 
FBI 
CIA 

NCAA 
X 
 

Ostensibly this is what SOLO  
taxonomy does. It forces the 
teacher into “chunking” the               
information together and to            
discard irrelevant or unrelated 
knowledge. It begs this question 
“To be able to understand this 
topic, the prior knowledge you 
need is….” 
 
An example from a year 8                 
Science lesson on the Refraction 
of light. 
 
To explain this problem the pupils 
must know the following                      
components, and use them in a 
relational way. The first four  
components the pupils should 
have some experience of, the 
fifth (underlined) is the purpose of 
this lesson . The final one could 
be described as “local” 
knowledge, just pertaining to this 
problem. 
 
1. That light travels in straight 
lines. 
2. How to draw a ray diagram 
3. Light can be bent / or change 
direction 
4. Light must travel to the eye to 
be seen. 
5. The pattern that light refracts 
in. 
6. That some light will not pass 
through the Perspex block but 
straight into the eye. 
 
A related but important part of 
this is to explain why light              
changes direction. This will               
provide an opportunity for pupils 
to achieve Extended abstract, 
although this is not essential to 
the solving if this problem. SOLO 
is not a set of hoops to jump 
through, goodness knows              
teachers have enough of these, it 
provides a method of structuring 
sequentially and sharing the             
desired outcomes. 

With these outcomes it was easy 
to construct a self assessment 
rubric, which will also act as                
success criteria in subsequent              
attempts. I say subsequent                 
attempts here as, this task has 
been designed for feedback 
and therefore pupils must be given 
an opportunity to have     another 
go.  
 
This approach to planning                
learning, helps put assessment at 
its heart, it’s easier to identify    
potential stumbling blocks or to 
diagnose where the learning is 
really not getting it. In many ways 
it is the opposite of a “task” or 
“activity” driven lesson, where a 
task has been designed that may,           
engage and teach something 
about the topic at hand, but                
misses out the vital feedback loop 
that has a huge impact upon                
progress of learners. Don’t get 
me wrong, there is space for              
engaging tasks, challenges and 
open-endedness but a balance is 
required. 

Take a look at this example of                
pupil work, use the list. Identify 
where the pupil is struggling and 
what they do understand. These 
were the first books on the pile, 
each one has clearly missed (at 
least) one of the chunks. 
“.....ray lines must be straight” 
“...make a comparison to the light 
that has not passed through the 
block” 

Chunking & SOLO 
Shine a light on learning outcomes 



How often do you ask pupils to 

read some information – maybe 

from a textbook or article – only 

to find that they look at the       

pictures, read the title and then 

wait for you to tell them what they 

should know? Perhaps it’s a  

consequence of the internet age, 

where information is written to be 

skim read, and pictures and  pop-

up ads vie for attention. Or    

maybe pupils have always strug-

gled with this. 

In order to try and find some 

strategies to help pupils              

become a little more independent 

in their reading I turned to the 

PEEL website. There I found an 

activity called “What do I know?” 

which encourages pupils to read 

and reread text. 

To start the activity I give the   

pupils 3 questions that I want 

them to answer using the                 

passage. In their books they 

make a grid with the questions at 

the top. I try and make one of the 

questions a little trickier so that 

they have to apply what they 

have read. 

Quite often the answer to Q1 is “I 

don’t know” and that is fine. 

The pupils then read through the 

passage, with the questions in 

mind. I give them a short time to 

do this. I then ask them to close 

the book or cover it up and have 

another go at answering the 

questions. Again, they have only 

a short time to do so. The                   

pupils can now judge how much 

information they have              

actually picked up, and what they 

should be looking for. 

They then read through the      

passage with that in mind. Again, 

I limit the time to a few minutes. 

After the second reading they fill 

in another row. 

Depending on the complexity of 

the text, and how well the pupils 

are doing you can then either give 

them another read of the text or 

get them to pair-share their                

answers. 

Quite often pupils are surprised at 

the extra information that they can 

find out by re-reading the text. 

Some pupils find this activity very 

helpful and make a really good 

attempt. Others are less  happy 

and ask if they can just make 

notes. However, as I point out to 

them, this activity means that they 

don’t just copy large chunks of 

text, and they have to be selective.

Reading for Understanding 

A little structure goes a long way in Science 

http://cramlingtonmuse.files.wordpress.com/2012/03/reading-for-understanding-box.png


This picture shows the first two stages of the process. 

And this picture shows after the second reading. 

http://cramlingtonmuse.files.wordpress.com/2012/03/reading-image-1.png
http://cramlingtonmuse.files.wordpress.com/2012/03/reading-image-3.png


How do our exercise books  

represent the learning journey of 
our pupils?  Do they differ from pupil 
to pupil? 
Differentiation provides answers to 
these questions. Pupils can choose, 
or teachers may suggest, a certain 
pathway to follow in the                   
demonstrate section of a lesson. 
The work produced can clearly 
show that tasks have been matched 
to the   pupil so that all levels of 
ability in the class experience               
success and challenge. 
 
Differentiation by task is used by 
the teacher to map out learning 
experiences for their pupils. The 
differentiated pathways are located 
in the demonstrate part of the               
lesson.  There are four colour coded 
routes to follow which are                 
comparable to colour coded ski 
runs: 
 

Green = learner 
Blue = beginner 
Red = intermediate 
Black = expert 
 

The GREEN route explicitly  
covers the necessary content, 
supporting essential 
knowledge and  offering skills 
practice.  

 
If a pupil has not shown a grasp of 
the content the teacher could choose 
to direct them to the Green Route. It 
utilises ICT software to provide           
pupils with a self-correcting               
activities that scaffold and support 
learning, allowing them  to build  
confidence for themselves. The task 
is broken down into its constituent 
parts and ‘chunked’ with instant 
feedback. 
 

The BLUE route provides the 
opportunity to explore the  
content, applying essential 
knowledge and offering skills 
practice.  
 
If a pupil has shown                               
understanding then they could do 

some of the Green Route then move 
onto the Blue Route which gives  
pupils the opportunity to                 
demonstrate their understanding. 
The tasks have been checked for 
reading age and then chunked, there 
is less scaffolding than the green 
route. 
 

The RED route is for the more 
adventurous mathematician to 
stretch and challenge                
mathematical skills.  
 
If a pupil has shown clear 
understanding of the lesson the 
teacher could choose to direct 
them towards the Red Route. It is 
an enrichment activity involving a 
problem or scenario set in real world 
context. The activity is less                  
structured, requiring the pupil to 
transfer and apply maths to a new 
situation. It is ideal for the pupil who 
asks ‘when would I need to use 
this?’ 
 

The BLACK route is for the  
extreme mathematician to 
stretch and challenge               
making links beyond the 
current level being studied.  

The black route lives up to its                 
description and is very challenging. It 
provides the opportunity for                   
extension beyond the scope of the 
course being studied. The task is not 
structured. To be successful the pupil 
will need to utilise mathematical              
processes and undertake further            
research. 
 
Differentiating using the ski runs 
provides an element of choice that 
allows teachers the opportunity to 
shift the locus of control in the               
classroom. Pupils are also                  
encouraged to experience, enquire 
and investigate. 
 
The challenge for teachers is to            
ensure that initial assessment is made 
early on in the lesson, so that pupils 
are informed as to which pathways 
may be best for them. 
 
Using pupil’s ideas as a starting 
point is important, as pupils vary 
in their ability from one topic of 
mathematics to another. From here 
carefully planned tasks graduate in 
difficulty to provide challenge for 
all abilities and allow all pupils to 
complete one section fully enough to 
gain success. 

On the right path 
Demonstrating Differentiation 
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