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Features of this guide
The companion resources featured in this guide can be explored in any order 
based on your school’s priorities and readiness, and used in any collaborative 
setting, including whole staff and smaller teams.

An accompanying slide deck provides details about each process and is ready 
to use with staff. Slides are labelled with section numbers rather than slide 
numbers, allowing flexibility to tailor the information to your context (eg add, 
remove, rearrange, adapt). All videos referenced in this guide are embedded 
or linked within the slides and can also be accessed within the Teachers’ 
Companion via QR codes.

Icons
A range of icons are used throughout this guide and the accompanying 
PowerPoint presentation to indicate the intended action or focus, including:

Chat with colleagues

Reflection pointPlay a video

Digital download
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Welcome secondary years leaders!
Thousands of secondary years teachers across South  
Australia are engaging with the Teachers’ Companion.  
The companion contains valuable resources to support  
educators to build familiarity with Our strategy for public  
education (Department for Education 2023), connect  
with research-informed teaching and learning strategies  
and engage in collaborative and reflective practices.

This guide supports leaders in using the companion with  
educators by providing resources, tools and processes that: 

•	 facilitate collaborative dialogue

•	 encourage ‘going deeper’ with thinking 

•	 help to tailor content to their school’s context. 

Learning with and from each other
This is the first year we have created a leaders’ guide to 
complement the companion, so we would love to receive 
your feedback to inform our thinking for the future. Please  
let us know what works and how we could improve the 
resource here.

Closing the loop

Plan your actionPartners in learning

Your leaders’ guide to the 
companion

Learning and teaching together – empowering South Australian learners

SECONDARY YEARS

TEACHERS’ 
COMPANION

Leaders lens School context notes

Access 
the digital 
companion

The complete digital secondary 
years Teachers’ Companion  
can be downloaded here.

Acknowledgement  
of Country
We acknowledge that the work 
undertaken to develop this  
leaders’ guide took place on 
the traditional lands of South 
Australia’s First Peoples and we 
respect their spiritual relationship 
with their country.

In delivering public education in 
South Australia, we acknowledge 
the importance of understanding 
Aboriginal knowledge, languages, 
cultures and voices which provide 
critical contributions and value 
across our workplaces, classrooms, 
partnerships and communities.

http://curriculumlearningsa.shor.tn/secondaryleadersguideppt
http://curriculumlearningsa.shor.tn/PYcompaniondownload
http://curriculumlearningsa.shor.tn/StrategySAPubEdW
http://curriculumlearningsa.shor.tn/StrategySAPubEdW
http://curriculumlearningsa.shor.tn/lgfeedback
http://curriculumlearningsa.shor.tn/PYcompaniondownload
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SECTION 1 | The companion at a glance
Following is a quick guide to the Teachers’ Companion secondary years content, including a list of the learning design 
strategies that can support a collaborative approach to the incremental enhancement of learning design.

Our learners

The voices of our learners The aspirations of my learners

The choices we have made as a system Our strategy for public education

Unpacking our strategy for public education

Deepening our understanding of the areas of impact Identifying actions to activate the areas of impact

Our ways of working – our guiding principles Engaging with the SA Curriculum

Building coherence for our learners – the arc of 
education across the levels of schooling

Have you heard about EdChat?

Collaborative planning resources

Collaboration with colleagues

Learning design strategy 1: Metacognition and self-
regulation – creating think alouds

Learning design strategy 2: Metacognition and self-
regulation – scaffolding for planning, monitoring and 
evaluating

Learning design strategy 3: Success criteria – planning 
for students to understand what success looks like

Learning design strategy 4: Feedback – peer feedback 
and self-assessment

Learning design strategy 5: Checking for understanding 
– engineering effective discussions to elicit evidence of 
understanding

Learning design strategy 6: Hooking students into the 
learning – designing for engagement in challenging 
learning

Research to practice resources

Feedback for learning Metacognition and self-regulated learning

Share your practice

Used the processes contained in this guide? 
Adapted them or created different ways of 

engaging? We’d love to hear how!

http://curriculumlearningsa.shor.tn/shareyourwork
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SECTION 2 | Our learners
Overview
Our purpose for public education in South Australia is our guiding compass, and it started  
with our learners’ voices. The resources in this section promote dialogue about surfacing  
learner aspirations to inform the choices we make as educators. Choose the processes  
that meet the needs of your context. 

Facilitator information

PURPOSE ACTIVITY AND FACILITATOR NOTES DURATION, MATERIALS  
AND COMPANION PAGES

2.1 | The voices of our  
SA learners

Engage staff with the 
5 key insights from the 
SA purpose of public 
education student 
consultation (Square 
Holes 2022) and make 
connections to learners  
in your context. 

 

Go to the section 2.1 slides.

Provide staff time to discuss the 5 key insights and 
record their thinking in response to the questions  
on the slides. 

10 minutes minimum
2.1 || The voices of our SA learners

22

Students desire more active 
learning and opportunities 
beyond the classroom.

Discussed is the somewhat 
perceived outdated education 
delivery and assessment methods.

1

Students value collaboration 
and discussions with their 
peers.

But often feel they don’t get 
the opportunity to work through 
problems and tasks in this manner.

2

Students seek flexibility 
in learning connected to 
their world and passions.

As suggestions to increase 
student engagement and 
motivation to learn.

3

Students crave the belonging and 
curiosity present in earlier years.

A strong undertone in student feedback includes 
added pressures, changes in ‘delivery’ and 
support mechanisms. This is particularly 
prevalent in relation to transition to high school.

5
Safety to take risks, to voice their 
thinking and opportunities to 
develop and demonstrate agency.

Students all want to have 
agency in learning and the 
confidence to participate.

4

Source: Square Holes (2022)

PAGE
6

Refer to companion page 6

2.2 | The aspirations  
of my learners

Provide an opportunity 
for staff to plan ways to 
surface learner aspirations 
and reflect on how they 
might be incorporated 
into learning design.

Go to the section 2.2 slides.

Provide staff time in small groups to discuss how 
they might gain insight into learner aspirations and 
perceptions, using the questions on the slides as  
a guide. 

15 minutes minimum
2.2 || The aspirations of my learners
• How might we gain insight into the aspirations 

of our learners this year? 
• How might we capture their perceptions of 

themselves as learners? 
• How might we incorporate these insights into 

the choices we make in our learning design? 

8

PAGE
7

Refer to companion page 7

2.3 | The choices we  
have made as a system

Support staff to build a 
shared understanding of 
our system choices and 
make connections to the 
choices you have made  
in your school.

Go to the section 2.3 slides.

•	 As a group, watch the videos featuring CE Martin 
Westwell speaking about the 3 big choices we have 
made as a system (Department for Education 2024; 
2024a; 2024b). 

•	 Use the prompts on the slides to facilitate a discussion 
around the 3 big system choices and what it might 
mean for learners in your context. Listen for and 
address any misconceptions that arise in the 
discussions. For example, staff may need reassurance 
that strong literacy and numeracy development is still 
important for students and remains a system priority.

10 minutes minimum

Purpose-driven, data-informed 
The first big choice is to be a purpose-driven, data-informed education system. Being purpose-driven, 
we keep children and young people at the centre when we make decisions and deeply consider what 
improvement looks like as we work towards our purpose. Data informs us, learner outcomes define us.
………………………………………………………………………………………………………………………………………………………………………………………………………………………………........................................

Areas of impact 
The second big choice is to define our areas of impact. We can do anything, but we can’t do everything, 
so we have made choices as a system based on evidence about what makes the biggest difference to 
students’ learning and lives. Because context matters, schools will identify their focus within these 
choices. As schools work on their focus area of impact/domain(s) they will open up opportunities to 
intentionally pursue other areas over time. 
………………………………………………………………………………………………………………………………………………………………………………………………………………………………........................................

The SA Curriculum for public education
The third big choice is to ensure the curriculum aligns with our purpose and areas of impact. The SA 
Curriculum* will help guide teachers on what to focus on and emphasise as they intentionally design 
learning that develops dispositions, capabilities and knowledge to support our children and young 
people to learn and thrive.
* The SA Curriculum is an adaptation of the Australian Curriculum version 9.0.

2.3 || The choices we have made as a system

9

PAGE
8

Refer to companion page 8

Videos:

Choice 1: Purpose-driven, 
data-informed (0:55)

Choice 2: Areas of  
impact (1:55) 

Choice 3: SA Curriculum  
for public education (1:03)
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Choice 2 Choice 3

The choices we have made as a system
As a system, we have made 3 big choices to make the biggest difference for our learners. These choices will help  
us shape our system and school stories, and define what we are going after to support learners’ achievement.

Purpose-driven, data-informed
The first big choice is to be a purpose-driven, data-informed 
education system. Being purpose-driven, we keep children and 
young people at the centre when we make decisions and deeply 
consider what improvement looks like as we work towards our 
purpose. Data informs us, learner outcomes define us.

Areas of impact
The second big choice is to define our areas of impact. We can do 
anything, but we can’t do everything, so we have made choices as a 
system based on evidence about what makes the biggest difference 
to students’ learning and lives. Because context matters, schools will 
identify their focus within these choices. As schools work on their 
focus area of impact/domain(s) they will open up opportunities to 
intentionally pursue other areas over time.

The SA Curriculum for public 
education
The third big choice is to ensure the curriculum aligns with our 
purpose and areas of impact. The SA Curriculum* will help guide 
teachers on what to focus on and emphasise as they intentionally 
design learning that develops dispositions, capabilities and knowledge 
to support our children and young people to learn and thrive. 

* The SA Curriculum is an adaptation of the Australian Curriculum version 9.0.

Find out more 
about each big 
choice from CE 
Martin Westwell

Choice 1

LEADERSHIP LENS

How might your staff engage with the  
5 key insights? What implications do they 
have for your 2025 priorities?

What are the learning aspirations of your learners this year?  
How do they learn effectively? What are their hopes for their future? 

The following examples provide a starting point to obtain valuable insights into your learners.  
When crafting your sentence starters/prompts, it is often useful to contextualise  

them so that students frame their responses within your class/learning area.  
Use these examples or choose a favourite process of your own.
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The aspirations of my learners

My learner insights
After reflecting on learner responses, record 5 insights that you want to hang onto this year:

1

2

3

4

5

How might I incorporate these insights into the choices I make in my learning design?

Learning is most powerful when students have a say  
in what and how they learn. It fosters engagement 

and allows them to develop a deeper understanding 
of their own learning processes. (Claxton 2015)

In home group,  
respond to a 
provocation

Watch the video ‘How 
time travel will be 

invented’. Use the ‘think, 
pair, share’ process 

and ask learners: What 
are your hopes for the 

future? How might 
school help you  

achieve that? 

Revisit these 
activities 

throughout  
the year.

Approaches to learning

Use a digital tool such 
as Mentimeter, Slido or 
Padlet to capture and 
share responses to:

•  When I need to learn 
something new, the  

first thing I do is…

•  If I get stuck in 
learning I usually…

•  The environment that 
helps me learn most 

effectively is…

Interests

After students have an 
understanding of what 
they will be learning in 
your class, use a 3-2-1 

exit ticket.

In this class:

•  3 things I’m looking 
forward to the most…

•  2 things I’m least 
comfortable with are…

•  1 thing I would like  
to include…

Future aspirations

Create an in-class task 
using your Learner 

Management System 
(LMS), using the 

sentence starters below:

•  I think the topics in  
this class that will be 
most valuable for my 

future are…

•  By the end of this 
term/semester/year,  

I hope I…

•  One thing about 
my learning I want to 
improve this year is… 

because…

How time travel will be  
invented (Google 2014)
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The voices of our learners
Our learners’ voices inform our strategy
In 2022, the SA Purpose of public education student consultation captured the voices of over 1000 preschoolers 
and school students. They articulated their hopes and dreams for SA public education, describing what and how they 
want to learn to support them to thrive now and into the future.

The learners’ voices from across South Australia included:

• preschool • culturally and linguistically diverse backgrounds

• school • Aboriginal learners

• students with disability • students in the justice system.

• children in care

Their 5 key insights  
(Square Holes 2022)

Students desire more 
active learning and 

opportunities beyond 
the classroom

Students value 
collaboration and 
discussions with  

their peers

Students seek 
flexibility in learning 
connected to their 
world and passions

Students want  
to have agency  
in learning and  
the confidence  
to participate

Students crave  
belonging  

and curiosity

What  
would your 

learners  
say?

Partnering with our learners to enact  
the areas of impact
In term 4 2023 and during 2024, the CE Student forums involved over  
1200 learners from years 3 to 12 learning with and from each other, 
deepening their understanding of the areas of impact and taking action  
in their schools. 

• Check out and use our 2024 Student forums resources to support your  
students to learn about learning through dialogue, student-facilitated  
thinking challenges and student-designed resources.

• Subscribe to receive 2025 primary and secondary years forum updates.

2024 Student forums resources
Subscribe for 2025 

forum updates

When students believe their  
actions can make a difference, 
they become more confident, 

engaged and effective learners. 
Every student can develop their 

agency – but they must be 
supported by their teachers and 

learning community to do so. 
(Larsen-Freeman et al 2021)

CLOSING THE LOOP

Encourage staff to use page 7 as support 
for surfacing insights with learners in  
their class.

Consider how you might plan for staff to 
revisit the insights they have recorded at  
a later date.

http://curriculumlearningsa.shor.tn/MWChoice1Vid
http://curriculumlearningsa.shor.tn/MWChoice1Vid
http://curriculumlearningsa.shor.tn/MWChoice2Vid
http://curriculumlearningsa.shor.tn/MWChoice2Vid
http://curriculumlearningsa.shor.tn/MWChoice3
http://curriculumlearningsa.shor.tn/MWChoice3
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SECTION 3 | Unpacking our strategy  
for public education
Deepening our understanding of the areas of impact

Overview
The areas of impact sit outside of the curriculum. They are  
interrelated and expressed through the curriculum and in the  
broader features of a school. Choose the processes that meet  
the needs of your context. 

Facilitator information

PURPOSE ACTIVITY AND FACILITATOR NOTES DURATION, MATERIALS  
AND COMPANION PAGES

3.1 | Deepening our 
understanding of the 
areas of impact

Make the areas of impact 
and their domains more 
meaningful through 
examples of learner 
actions and experiences.

Go to the section 3.1 slide.

•	 Provide staff with a set of the  
areas of impact action cards –  
all cards or just those relevant  
to your focus area of impact/ 
domain(s).

•	 Provide time for individuals or small groups to reflect  
on the actions described on the cards and consider 
existing strengths and areas for growth.

•	 Prompt individuals or small groups to also consider 
the partners in learning prompt on the slides.

You might also like to check out  
the process guide for suggestions  
of processes to support the  
discussion, including partnering  
with learners.

30 minutes minimum
3.1 || Deepening our understanding of the areas 
of impact

15

Reflecting on practice
Using the areas of impact action cards:
• What are our existing strengths?
• What could benefit from further development?
• What could be our ‘step in’ to this space?

How could we use these cards 
to partner with learners?

PAGE
12

Refer to companion page 12

Areas of impact action cards 
and process guide

3.2 | Areas of impact – 
our school’s choices

Increase familiarity with 
your school’s focus area 
of impact/domain(s) and 
identify connections.

Go to the section 3.2 slides.

•	 Provide staff 5 minutes to activate and share their 
thinking about the areas of impact or domains 
through the photo challenge. Use the example  
to stimulate thinking if necessary.

•	 Distribute page 13 to each staff member (A4 hard 
copy, digital copy or direct staff to their companion) 
and provide time to individually identify and record 
connections between your school’s area of impact/
domain(s) and others.

•	 Then, distribute page 13 to small groups (A3 hard 
copy, digital copy or direct staff to their companion) 
and provide time to discuss and develop a shared 
understanding of the connections.

30 minutes minimum
3.2 || Areas of impact – our school’s choices

Getting familiar with our focus area of impact/domain(s)
Photo challenge
• Take out your phone and open the photos app.
• Randomly select a month and year.
• Select a photo that connects to one or more area of impact/domain.
• Explain the connection to a colleague, describing:
• the specific area of impact/domain(s) your photo relates to and 

if it relates to more than one – describe the connection(s)
• how your learners demonstrate this in your classroom. 

16

PAGE
13

REFER TO PAGE 13

Distribute companion page 13

  School context notes
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Areas of impact – our school’s choices

Connecting the areas of impact
Discuss your school’s focus area of impact/domain(s) with colleagues and use this grid to organise and capture your 
thoughts. Start by recording your ideas about your area of impact/domain(s), then note the connections you can see  
to the other areas.

Connection examples

FOCUS | We are working on helping students  
develop strategic awareness (knowing what  
to do when they don’t know what to do), as  
we believe this will boost their confidence  
and ability to handle more complex tasks.

CONNECTION | We think this will improve 
learning (excellence) and explicitly teaching 
strategies to all students might particularly 
support our disadvantaged students (equity).

FOCUS | We want all students to feel they  
belong in their learning and be cognitively  
engaged, as we believe this will lead to  
better achievement.

CONNECTION | We think a good first 
step is to ask for and respond to student 
feedback (voice) on how to make learning 
more engaging.

CONNECTION | All students should improve. 
We are seeking to close the achievement 
gap, ensuring both equity and excellence.

AREAS OF IMPACT

Wellbeing Equity and excellence

Learner agency Effective learners

Context matters and educators know their students better than anyone else. We can do 
anything, but we can’t do everything! Educators, working collaboratively, are best placed  
to use their professional judgement to make the choices about the area of impact/domain(s)  
that will make the biggest difference for the learning of their children and young people.  
Martin Westwell, Chief Executive, Department for Education
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For example, if we think about 2 domains of the wellbeing area of impact, 
‘belonging and safety’ and ‘cognitive engagement’, we can ask ourselves:

• What would learning and teaching look like if all children and young people  
felt a sense of belonging in their learning?

• What are the other features of our school, beyond curriculum, where we  
could nurture a sense of belonging and cognitive engagement?

Areas of impact action cards and process guide
The action cards make the areas of impact and their domains more meaningful  
by describing examples of learner actions and experiences. 

As you engage with the cards, ask yourself, What might this look like for  
my learners? Keep in mind that not all aspects of wellbeing, learner agency,  
effective learners and equity and excellence are addressed. 

Use the areas of impact action cards to partner with learners to:

• identify existing strengths

• determine areas for development and strategically sequence  
next steps

• develop shared understandings

• enhance learner voice.

Check out the process guide for suggestions.

Deepening our understanding of the areas  
of impact
The areas of impact sit outside of the curriculum. They are expressed through the curriculum and in the broader 
features of a school.

Areas of impact 
action cards  

process guide
Activating our areas of impact  
so children and young people  

learn and thrive

edi.sa.edu.au/purpose/site-planning

Areas of impact action cards  
and process guide
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DO WE SEE THIS?
• Not yet

• In individual learners• In individual classrooms/  learning spaces• Embedded across  the site

EQUITY AND 
EXCELLENCE
CARD 6

Aboriginal learners bring their culture to their learning.

Aboriginal learners
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DO WE SEE THIS?

• Not yet

• In individual learners

• In individual classrooms/  

learning spaces

• Embedded across  

the site

EQUITY AND 

EXCELLENCE

CARD 1

Knowledge, skills, 

competencies and capabilities

Learners are exposed to  

more than just content  

in their learning.
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DO WE SEE THIS?
• Not yet

• In individual learners• In individual classrooms/  learning spaces• Embedded across  the site

WELLBEING
CARD 10

Learners feel and know how to be successful.

Resilience and persistence
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DO WE SEE THIS?

• Not yet

• In individual learners

• In individual classrooms/  

learning spaces

• Embedded across  

the site

WELLBEING

CARD 1

Learners can trust at least one 

adult and some peers.

Belonging and safety
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DO WE SEE THIS?
• Not yet

• In individual learners• In individual classrooms/  learning spaces• Embedded across  the site

EFFECTIVE 
LEARNERS
CARD 8

Learners think outside the box, generating novel ideas.

Creativity
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DO WE SEE THIS?

• Not yet

• In individual learners

• In individual classrooms/  

learning spaces

• Embedded across  

the site

EFFECTIVE 

LEARNERS
CARD 1

Learners notice and wonder 

about the world around them.

Curiosity
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DO WE SEE THIS?
• Not yet

• In individual learners• In individual classrooms/  learning spaces• Embedded across  the site

LEARNER 
AGENCY
CARD 9

Learners are part of the planning process with peers and educators.

Partners in learning
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DO WE SEE THIS?

• Not yet

• In individual learners

• In individual classrooms/  

learning spaces

• Embedded across  

the site

LEARNER 
AGENCY
CARD 1

Learners feel their ideas  

are valued and acted upon  

or responded to.

Voice to agency

CONNECTING WITH RESEARCH

Listen to our CE Martin Westwell describe 
how PISA (2022) helps us have some 
understanding about influences on  
student achievement in South Australia.

Belonging 
and safety

Cognitive 
engagement

Areas of impact 
action cards  

process guide
Activating our areas of impact  
so children and young people  

learn and thrive

edi.sa.edu.au/purpose/site-planning

2.04 | Areas of impact action cards | Department for Education

DO WE SEE THIS?
• Not yet

• In individual learners
• In individual classrooms/  

learning spaces
• Embedded across  

the site

EQUITY AND 
EXCELLENCE
CARD 6

Aboriginal learners bring their culture to their learning.

Aboriginal learners

2.04 | Areas of impact action cards | Department for Education

DO WE SEE THIS?

• Not yet

• In individual learners

• In individual classrooms/  

learning spaces

• Embedded across  

the site

EQUITY AND 

EXCELLENCE

CARD 1

Knowledge, skills, 

competencies and capabilities

Learners are exposed to  

more than just content  

in their learning.

2.04 | Areas of impact action cards | Department for Education

DO WE SEE THIS?
• Not yet

• In individual learners
• In individual classrooms/  

learning spaces
• Embedded across  

the site

WELLBEING
CARD 10

Learners feel and know how to be successful.

Resilience and persistence

2.04 | Areas of impact action cards | Department for Education

DO WE SEE THIS?

• Not yet

• In individual learners

• In individual classrooms/  

learning spaces

• Embedded across  

the site

WELLBEING

CARD 1

Learners can trust at least one 

adult and some peers.

Belonging and safety

2.04 | Areas of impact action cards | Department for Education

DO WE SEE THIS?
• Not yet

• In individual learners
• In individual classrooms/  

learning spaces
• Embedded across  

the site

EFFECTIVE 
LEARNERS
CARD 8

Learners think outside the box, generating novel ideas.

Creativity

2.04 | Areas of impact action cards | Department for Education

DO WE SEE THIS?

• Not yet

• In individual learners

• In individual classrooms/  

learning spaces

• Embedded across  

the site

EFFECTIVE 

LEARNERS
CARD 1

Learners notice and wonder 

about the world around them.

Curiosity

2.04 | Areas of impact action cards | Department for Education

DO WE SEE THIS?
• Not yet

• In individual learners
• In individual classrooms/  

learning spaces
• Embedded across  

the site

LEARNER 
AGENCY
CARD 9

Learners are part of the planning process with peers and educators.

Partners in learning

2.04 | Areas of impact action cards | Department for Education

DO WE SEE THIS?

• Not yet

• In individual learners

• In individual classrooms/  

learning spaces

• Embedded across  

the site

LEARNER 
AGENCY
CARD 1

Learners feel their ideas  

are valued and acted upon  

or responded to.

Voice to agency

Just getting started with the strategy?  
Check out the CE Dialogues facilitator guide.

http://curriculumlearningsa.shor.tn/StratAreasImpactCards
http://curriculumlearningsa.shor.tn/StratAreasImpactCards
http://curriculumlearningsa.shor.tn/StratAreasImpactCards
http://curriculumlearningsa.shor.tn/CEdialogues
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Identifying actions to activate the areas of impact

Overview
Pages 14 to 19 of the companion elaborate on the department’s published  
statements on the areas of impact and domains. These elaborations describe  
observable student actions and examples of leader and teacher actions.  
The process below is designed to support teams of educators to identify  
specific actions that might further activate your focus area of impact/domain(s).  
Slides have been provided for each area of impact – delete or hide those  
you are not using. You might extend the thinking by repeating the process  
for multiple areas of impact. 

Facilitator information

PURPOSE ACTIVITY AND FACILITATOR NOTES DURATION, MATERIALS  
AND COMPANION PAGES

3.3 | Identifying actions 
to activate the areas  
of impact

Highlight how your focus 
area of impact/domain(s) 
are already activated in 
your school.	

Go to the section 3.3 slides.

•	 Distribute the page(s) relevant to your focus area of 
impact (pages 14 to 19) to each staff member (A4 hard 
copy, digital copy or direct staff to their companion).

•	 Using the process outlined on the slides, facilitate 
individuals and then small groups, to consider the 
extent to which your focus area of impact is already 
being enacted in their practice and at your school.

30 minutes minimum
3.3|| Identifying actions to activate the areas of impact
Wellbeing
Imagine an observer spent a day in your learning 
environment. Highlight each action according to 
the following criteria.  
• Green – This would be hard to miss in my learning 

environment. 
• Yellow – This might be observed on occasion. 
• Pink – This is not likely to be seen. 

19

PAGE
15

Distribute companion pages 
14 to 19 (relevant to your 
context)

Companion digital pages:

Wellbeing

Effective learners

Learner agency

Equity and excellence

  School context notes
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Identifying actions to activate the areas  
of impact
This section supports school-based and statewide conversations about 
practical actions associated with developing each of the domains within  
each area of impact.

The areas of impact are interconnected, as are the domains, but to think 
about addressing everything at once is overwhelming. We are clear that 
initiating a focus on your chosen area of impact/domain(s) is likely to open  
a pathway to your next steps.

This section seeks to identify educator actions that are strongly linked to a 
particular domain. The ideas are examples of the actions that will support 
schools to strengthen their impact in that area, but they are not exhaustive. 

For your school’s focus area of impact/domain(s), leaders and teachers  
collaborate to activate it into the life of the school, for example, ensuring that:

• agreed ways of working and policies (if appropriate) reflect the area of 
impact/domain(s) 

• actions are deliberate and consistent across the school

• actions are evaluated for impact and responded to accordingly

• practices flow through curriculum and where possible inform aspects  
of school beyond curriculum.

ADD YOUR SCHOOL’S VOICE – WHAT ELSE?

As part of our learning system*, taking collective responsibility*  
we invite you to join the conversation by adding specific actions  
that you have tried and found to be impactful when activating a 
particular area of impact/domain. *Our guiding principles, page 22.

Our school’s focus area of impact/domain(s) and collaborative thinking: 

Share the  
work you are 

doing to activate 
the areas of 

impact.

Pages 15 to 19 elaborate on 
the department’s published 
statements of the areas of 

impact and domains, leading to 
observable student actions and 
example teacher/leader actions, 

creating possible pathways  
for implementation.

TEACHERS’ COMPANION | SECONDARY YEARS | Department for Education  |  19

Equity and excellence

We strive for excellence including foundational capabilities such as literacy, numeracy and digital literacy  

in all learners, by providing varied, challenging, and stimulating experiences. As well as opportunities  

that enable all learners to explore and build on their own abilities, interests, culture and experiences.  

We seek out inequity, eliminate barriers to opportunities and support all students to learn and thrive. 

When staff see that anything is possible, they work to get the 

children there. SA educator, Equity and excellence meaning making 

workshop 2023

Knowledge, skills, 

competencies and 

capabilities

Learners develop foundational 

knowledge, capabilities including 

literacy, numeracy and digital literacy, 

skills and values. All learners have 

the opportunity to develop mastery 

in their chosen areas of interest  

they seize opportunities to broaden 

their interests and passions, actively 

pursuing ways to deepen their 

understanding and develop mastery.

This is developed, for example, when 

leaders and teachers:

• genuinely have high expectations 

for all learners 

• evaluate and revise teaching 

and learning sequences in light 

of evaluation of impact, learner 

engagement and using learner 

feedback

• intentionally choose impactful 

pedagogical approaches that 

align with the intended learning 

outcomes

• embed effective ‘check-in and act’ 

processes to surface evidence of  

understanding and misconceptions.

Aboriginal learners

Aboriginal children and young people 

build on their cultural identity and 

pride, and develop the knowledge, 

skills, confidence and resilience 

needed to achieve their goals and 

thrive in society  they are capable 

of demonstrating Aboriginal cultural 

pride and knowledge as they pursue  

their goals.

This is developed, for example, when 

leaders and teachers:

• incorporate pedagogy that is  

culturally responsive and developed 

through a student-centred 

approach to teaching based on 

high expectations and quality 

relationships

• partner with families and 

communities to create culturally 

safe and inclusive learning 

environments

• acknowledge, value and respect 

Aboriginal knowledge, wisdom and 

expertise

• hear, seek and respect the voices 

of Aboriginal people.

(Department for Education 2019)

Inclusion

Learners from all social, cultural, 

community and family backgrounds, 

and of all identities and all abilities 

are able to access and fully participate 

in learning experiences  they 

understand diversity as a strength 

and contribute to a culture of 

inclusion.

This is developed, for example, when 

leaders and teachers:

• recognise and respond to the 

diversity of the students they teach

• support students to find and 

maintain connection and a sense 

of belonging to school

• seek to connect students with the 

support that they need

• listen to students and their families 

to understand and support them  

to achieve their aspirations.

Breaking the link between 

background and excellence

Our education system helps to 

overcome barriers to learning and 

empowers all children and young 

people  they believe that their 

futures are self-determined and  

are empowered to learn and thrive.

This is developed when leaders and 

teachers use impactful, high equity 

pedagogical approaches focused on, 

for example:

• the provision of clear, actionable 

feedback involving metacognitive 

and self-regulatory approaches

• peer tutoring/peer-led feedback

• reading comprehension strategies

• oral language strategies

• phonics interventions.

WHAT ELSE?
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Learner agency

Our learners are empowered to develop a sense of identity and responsibility as they participate in their  

preschool and school community and are supported to play a role in shaping their learning experiences.

It’s not just about whether students make choices in their 

learning, it’s about the quality of choices they make. 

Martin Westwell, Chief Executive, Department for Education

WHAT ELSE?

Voice to agency

Learners have a say and ‘own’ what 

they learn and how they learn  they 

activate the power to be ‘owners of 

their own learning’ – Dylan Wiliam.

This is developed, for example, when 

leaders and teachers:

• engage students in reflective 

practice and shared identification 

of the next steps in learning

• provide students with choice that 

enables different approaches to 

achieve the intended learning

• provide opportunities for students 

to demonstrate their understanding 

in various modes.

Partners in learning

Learners are active partners in their 

learning, collaborating with both 

teachers and peers to create a 

dynamic and engaging educational 

experience  they activate the 

power to be ‘learning resources  

for one another’ – Dylan Wiliam.

This is developed, for example, when 

leaders and teachers:

• intentionally develop students’ 

capability to effectively engage 

in giving and responding to peer 

feedback, ensuring feedback is 

kind, specific and helpful, and 

related to learning intentions  

and success criteria

• actively seek to develop a culture 

of critique as the established way 

of learning together

• regularly check in with students, 

celebrating successes and 

partnering to resolve challenges.

Discernment and judgement

Learners are able to make considered 

decisions about the best ways for 

them to go about their learning 

and assessment tasks and what 

new learning may be necessary for 

them to be successful  they bring 

discernment and judgment to life 

and learning beyond the curriculum.

This is developed, for example, when 

leaders and teachers:

• intentionally develop students’ 

capability and confidence to make 

and explain choices

• design tasks for which there are 

different possible solutions, each 

justifiable with reasoning

• intentionally design for and 

embrace learning opportunities 

through which students develop 

their ability to make decisions, 

justify choices and evaluate the 

impact of their choices

• support the meaningful application 

of discernment and judgement in 

their lives, now and in the future.
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Effective learners

Education must develop children and young people who can learn, not only when they are being taught.  

At preschool and school and throughout their lives, learners need to develop the skills to be effective  

learners so that they can make the most of future opportunities and respond to changes in their worlds.

The world simply no longer cares how much our kids know,  

what the world cares about is what they can do with what they  

know. (Tony Wagner in Whiteley and Dintersmith 2015)

One of the things we know from cognitive science research is that 

inert knowledge, that is things that you memorise, spit back and 

never use does not stick. And about 90% of the things that you  

might take in, memorise, use on a test and never use again,  

disappear. (Linda Darling-Hammond in Whiteley and Dintersmith 2015)

Curiosity

Learners ask questions to ‘get to the bottom of it’ and are 

less accepting of received wisdom until it is evidenced  

 they question and think critically.

This is developed, for example, when leaders and teachers:

• model being a curious learner in curriculum and beyond

• actively listen out for when students’ questions present 

opportunities to move the learning forward – showing 

students that their questions are valuable and valued

• create and embed processes that value students’ 

noticing and wondering within and beyond the 

curriculum

• design learning opportunities that invite exploration.

Creativity

Learners think ‘outside the box’, take chances, use 

imagination and intuition and are receptive to hunches 

and inklings  they innovate and explore.

This is developed, for example, when leaders and teachers:

• design learning opportunities within and beyond the 

classroom that have multiple solutions, present a 

dilemma, are a problem to solve, an opportunity to 

respond to, or a challenge with parameters that make  

the goal tricky

• commence learning opportunities by drawing on 

students’ intuition

• create the time and space necessary for students  

to be creative

• embed processes for students to innovate aspects  

of learning and school life.

Effective learners continued next page

WHAT ELSE?
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Wellbeing

Our learners feel safe, included, and valued. They have access to support, experiences, teaching, and  

resources to build their resilience and social and emotional skills to positively and confidently engage  

in learning.

There are 2 arrows that connect to student achievement.  

Of course it’s our curriculum, pedagogy and learning design but the 

other equally important arrow is learner wellbeing. We cannot let this 

become an either-or story in South Australia. It’s a two-arrow story.

Martin Westwell, Chief Executive, Department for Education

WHAT ELSE?

Belonging and safety

Learners feel they belong, are 

culturally safe, and are free to 

experiment, to raise questions and 

learn without feeling threatened  

they are connected to their learning 

and the school community.

This is developed, for example, when 

leaders and teachers:

• ensure that every student feels 

strongly connected to at least  

one adult in school 

• consider and respond to the 

different perspectives and 

experiences students bring to the 

school community and learning, 

asking how do we ensure: 

– cultural safety? 

– the ideas being presented 

connect to students’ lives and 

experiences?

• actively seek students’ perspectives 

relating to safety and belonging 

and design responses with them

• partner early with the community, 

engaging families’ sense of 

belonging to the school.

Resilience and persistence

Learners have the capacity to cope 

with day-to-day challenges and 

persevere when faced with new or 

complex learning situations  they 

know, because of their experiences 

rather than rhetoric, that they can 

learn and grow.

This is developed, for example, when 

leaders and teachers:

• create experiences in curriculum 

and beyond that ensure all 

students experience the feeling of 

success that results from effortful 

engagement

• ensure students have an appreciation 

of the learning process and have 

models, such as the learning pit, to 

support them to talk about where 

they are in their ‘grapple’

• ensure that students sometimes 

experience productive failure

• recognise and celebrate resilience 

and persistence through, for 

example: 

– displaying drafts through to the 

final product

– using processes such as, ‘I used 

to think... now I think...’.

Cognitive engagement

Learners have the mental capability 

to engage actively in learning and 

feel stretched and challenged  

they ‘flex’ the skills and dispositions 

needed to actively engage in 

learning.

This is developed, for example, when 

leaders and teachers:

• design learning that invites all 

students to ‘step into the learning’ 

– low floor, high/no ceiling in 

curriculum-related learning and 

broader school experiences

• design curriculum learning that 

creates a ‘hook’ to draw students  

in to ‘hard thinking’ 

• are aware of ‘who is doing the 

thinking’ – learning happens when 

students ‘think hard’

• actively seek students’ feedback 

about their cognitive engagement 

and partner with students to 

explore approaches to improve 

engagement.

CLOSING THE LOOP

Consider how you might provide an 
opportunity for groups to share their 
progress towards the identified next steps.

http://curriculumlearningsa.shor.tn/IDAoIWellbeingWhatElse
http://curriculumlearningsa.shor.tn/IDAoIEffLrnrsWhatElse
http://curriculumlearningsa.shor.tn/IDAoILrnrAgWhatElse
http://curriculumlearningsa.shor.tn/IDAoIWEqExcWhatElse
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Our ways of working – our guiding principles

Overview
Our guiding principles describe our ways of working and drive culture across our system.  
The process in this section can be used within different team structures, including leadership  
teams, whole staff, PLCs and learning area/year level teams.

Facilitator information

PURPOSE ACTIVITY AND FACILITATOR NOTES DURATION, MATERIALS  
AND COMPANION PAGES

3.4 | Our ways of working

Engage staff with our 
guiding principles and 
contextualise them 
through collaborative 
meaning making.

Go to the section 3.4 slide.

•	 Distribute page 22 to small groups (A3 hard copy, 
digital copy or direct staff to their companion).

•	 Ask staff to discuss and record what our guiding 
principles mean for the ways they work together. 
Prompt thinking using the guiding questions on  
the slide if required.

30 minutes minimum
3.4|| Our ways of working

28

PAGE
19

Our guiding principles
• What does collaboration look like for us now?
• How do our current ways of working and being align with 

or differ from the guiding principles?
• What challenges might exist to implementing these 

principles and how might we address them?
• What behaviours and practices would demonstrate each 

principle?
• How will we know if we’re successfully embedding these 

principles?
• In small groups, reflect on our day-to-day work and record 

an example of what each principle is and isn’t on page 22 
of the companion.

Distribute companion page 22

  School context notes
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Our ways of working
Our guiding principles describe our ways of working across the system. Connect with colleagues here  
to express what these ideas mean for your work together. 

WHAT IT MEANS FOR US

Our guiding principles
What it is
What does it already look like?  
What might it look like?

What it isn’t
What do we want to avoid?

Collective responsibility
We all share responsibility to help our children 
and young people learn and thrive, and 
through collaborative effort we will achieve 
more than the sum of the parts, break down 
barriers and work together to deliver on our 
purpose and areas of impact. This is a great 
strength of public education.

Prioritising time for teaching teams  
to collaboratively design learning.

Educators ‘working in silos’ without 
sharing and supporting one another.

Learning system
In public education, we learn with and from 
each other and have the confidence and 
vulnerability to try new things or change  
the things we think can be done better. We 
will leverage expertise and be open minded 
to expert referencing. Praiseworthy failure, 
through exploration and testing boundaries  
in the right way, will be embraced – this is 
how we will continually improve.

Educators being learners, trying new 
things and ‘learning together through 
doing’.

Repeating the same learning sequences 
without listening to learner needs and 
feedback.

Evaluate for impact
In public education we will keep in focus the 
difference we are making to our learners, 
through creating a culture that measures for 
impact using evidence, research and data and 
by using what we learn to inform our policy 
and practice at every level of the system.

Using a range of evidence to see and 
celebrate signs of progress and share 
these in our school and beyond.

Moving on to the next innovation 
without evaluating evidence to know 
the impact of the choices we made.

Tight and flexible
We will be tight on the purpose we have 
agreed to take responsibility for, and we will 
be flexible on how it might be best achieved 
in different contexts. We must be able to 
understand what that means for our work and 
within the preschool and school context and 
tailor accordingly. Some areas of impact will 
need to take priority over others, providing 
the ability to make a difference based on our 
context and our starting point.

A shared commitment to strengthen 
a specific area of impact, with the 
flexibility to explore and trial different 
ways to achieve improvements.

Everyone doing everything in exactly 
the same way, without flexibility that 
accounts for context.

Trust and verify
We will empower our staff with the autonomy 
to do great work, without losing sight of the 
big picture and provide support and structures 
to make informed decisions to deliver on  
our purpose.

We will start with the premise that we trust 
the professional judgement of our educators, 
staff and leaders.

We recognise that we are accountable to the  
public for the trust and resources provided 
to public education, and to our children and 
young people to keep the promise articulated 
in our purpose statement. 

Student dispositions and capabilities 
are not easily tested in the same 
standardised ways as content. As we 
develop our ability to capture natural 
evidence of learning, we will trust 
each other’s observations and verify 
through regular dialogue.

Isolated decision-making that disregards 
the value of building collective 
understanding.

LEADERSHIP LENS

How might you introduce and develop an 
understanding of our guiding principles?

What structures and processes might need 
to be adapted to support these ways of 
working?

How might you model our guiding principles  
in your leadership practices?

CLOSING THE LOOP

Coming to a shared understanding of the 
ways of working and adjusting habitual 
ways of working might take some time. 
Consider how you might return to this 
work with staff later to discuss progress.
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Building coherence for our learners – the arc  
of education across the levels of schooling

Overview
Surfacing and strengthening connections between the Early Years Learning Framework  
(EYLF 2.0) (AGDE 2022), our SA Curriculum for public education (Department for Education  
2024d) and the South Australian Certificate of Education (SACE 2024) supports continuity  
of learning for our children and young people. Our purpose and areas of impact provide a  
lens through which educators can engage with these curricula with an appreciative stance,  
and facilitates learning from the strengths of other levels of schooling.

Facilitator information

PURPOSE ACTIVITY AND FACILITATOR NOTES DURATION, MATERIALS  
AND COMPANION PAGES

3.5 | Building coherence 
for our learners

Support staff to surface 
the emergent connections 
between the levels of 
schooling and consider 
the implications for their 
practice. 

Go to the section 3.5 slides.

•	 Support a brief brainstorm using the prompt provided 
on the opening slide.

•	 Distribute pages 27 to 29 to  
each staff member (A4 hard copy,  
digital copy or direct staff to their  
companion) and a copy of the  
area of impact action cards  
relevant to your school’s focus  
area of impact/domain(s).

•	 Provide 10 minutes of individual reading time.

Add one routine 

In small groups, staff generate a list of important 
connections between the levels of schooling and build 
on each other’s ideas by passing their pages in rotation 
every 1 to 2 minutes. 

Adapted from Project Zero’s +1 Routine (President and Fellows  
of Harvard College and Project Zero 2019) 

45 minutes minimum
3.5|| Building coherence for our learners

29

PAGES
27–29

Initial brainstorm
In relation to the 4 areas of impact and the presence of dispositions 
and capabilities in the SA Curriculum prototype, what connections do 
you anticipate (or know) exist between these features of our strategy 
and the:
• Early Years Learning Framework (EYLF 2.0)? 
• innovation occurring in the SACE?

Distribute companion pages 
27 to 29

Areas of impact action cards 
and process guide

  School context notes
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SACE Subject Renewal
The SACE Board is undertaking a comprehensive program of Subject Renewal  
as a central part of its Passport to thrive strategic plan (SACE Board of South  
Australia 2024).

Subject Renewal recognises teachers’ vital role in student learning –  
understanding where each student is at in their development, knowing  
when to provide support, and when to step back and allow them to flourish.  
For students, Subject Renewal will enable deeper, real-world learning, develop  
disciplinary knowledge and embed capabilities. 

The 5 key drivers of Subject Renewal

• Agency – students are active participants in their learning.

• Deep authentic learning – students engage in transferable and real-life learning. 

• Natural evidence of learning – students showcase more valued and valid  
evidence of learning.

• Metacognition – students evaluate their thinking to regulate the way they learn.

• Capabilities – students have opportunities to develop and showcase what they  
know, understand and can do.

The SACE Board’s belief in the power of partnerships and its commitment to co-design 
brought thousands of principals and teachers together to inform this program. More  
than 350 principals from across SA attended Principal Forums to interrogate the 
program’s ambition and develop an understanding of how their school’s visions  
aligned with the SACE Board.

Additionally, 122 Curriculum Forums engaged over 3,000 SA and NT teachers to share 
their thinking about re-envisioning all the SACE subjects.

From 2025 to 2027, 57 Subject Renewal Groups (SRG) involving 450 educators will 
progress the program by co-designing subjects with the SACE Board and students.

EIF and AIF
Subject Renewal work is guided by the learning and evidence gathered during  
the recent redesign of SACE compulsory subjects, which moved from: 

• Personal Learning Plan (PLP) to Exploring Identities and Futures (EIF) 

• Research Project (RP) to Activating Identities and Futures (AIF). 

These subjects were redesigned to better meet the needs of  
current and future students in a changing world. They were  
developed in partnership with teachers to pilot and evaluate  
with students in schools before wider implementation.

Through EIF, students develop agency and explore identity and belonging  
by pursuing an area of interest that matters to them. Students lead their  
learning and use a self-directed approach to move away from the old  
‘what do you want to do’ and towards ‘who do you want to be’. 

Through AIF, students continue the process of self-directed inquiry. They  
draw on relevant strategies to plan, explore and progress an area of personal  
interest towards a learning output. Students develop the skills to ‘learn how  
to learn’ and strategies to ‘know what to do when you don’t know what to do’. 

SACE Subject 
Renewal

SACE EIF

SACE AIF

2.04 | Areas of impact action cards | Department for Education

DO WE SEE THIS?
• Not yet

• In individual learners
• In individual classrooms/  

learning spaces
• Embedded across  

the site

EQUITY AND 
EXCELLENCE
CARD 6

Aboriginal learners bring their culture to their learning.

Aboriginal learners
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DO WE SEE THIS?

• Not yet

• In individual learners

• In individual classrooms/  

learning spaces

• Embedded across  

the site

EQUITY AND 

EXCELLENCE

CARD 1

Knowledge, skills, 

competencies and capabilities

Learners are exposed to  

more than just content  

in their learning.
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DO WE SEE THIS?
• Not yet

• In individual learners
• In individual classrooms/  

learning spaces
• Embedded across  

the site

WELLBEING
CARD 10

Learners feel and know how to be successful.

Resilience and persistence
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DO WE SEE THIS?

• Not yet

• In individual learners

• In individual classrooms/  

learning spaces

• Embedded across  

the site

WELLBEING

CARD 1

Learners can trust at least one 

adult and some peers.

Belonging and safety
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DO WE SEE THIS?
• Not yet

• In individual learners
• In individual classrooms/  

learning spaces
• Embedded across  

the site

EFFECTIVE 
LEARNERS
CARD 8

Learners think outside the box, generating novel ideas.

Creativity
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DO WE SEE THIS?

• Not yet

• In individual learners

• In individual classrooms/  

learning spaces

• Embedded across  

the site

EFFECTIVE 

LEARNERS
CARD 1

Learners notice and wonder 

about the world around them.

Curiosity
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DO WE SEE THIS?
• Not yet

• In individual learners
• In individual classrooms/  

learning spaces
• Embedded across  

the site

LEARNER 
AGENCY
CARD 9

Learners are part of the planning process with peers and educators.

Partners in learning
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DO WE SEE THIS?

• Not yet

• In individual learners

• In individual classrooms/  

learning spaces

• Embedded across  

the site

LEARNER 
AGENCY
CARD 1

Learners feel their ideas  

are valued and acted upon  

or responded to.

Voice to agency
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Early Years Learning Framework 2.0
Belonging, Being and Becoming: The Early Years Framework for Australia  
(Australian Government Department of Education 2022) embodies early 
childhood education’s essence, ensuring that every child is learning, growing 
and celebrated. It emphasises nurturing a child’s sense of belonging, presence in 
the moment (being) and evolving identity (becoming). This focus is fundamental 
to setting children up for lifelong engagement in learning.

Laying the foundation of a core principle for the 
design of learning
Although designed for birth to age five children, the EYLF reflects a core 
principle for designing learning at any level of education – recognise and 
respond to learners’ wealth of prior knowledge and experiences. The EYLF 
lays the foundation for this thinking and practice, describing how educators 
create environments where children connect their learning to new experiences, 
developing agency and confidence in their abilities. 

The EYLF 2.0 consists of integrated elements essential to early  
childhood pedagogy and effective curriculum design, including:

• a shared vision for children’s learning – children’s learning, development  
and wellbeing at the core

• the principles and practices to underpin learning and teaching

• the 5 learning outcomes that communicate high expectations for all  
children’s learning, development and wellbeing

• children’s belonging, being and becoming overlapping all the  
other elements.

High expectations are at the heart of this framework, underpinned by a  
child-rights approach where all children’s abilities and identities are respected 
and developed. This approach recognises children’s right to play, have agency 
and actively participate in matters affecting their lives.

CHILDREN’S
LEARNING,

DEVELOPMENT
AND WELLBEING

CHILDREN’S
LEARNING,

DEVELOPMENT
AND WELLBEING
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PRINCIPLES

Secure, respectful and reciprocal relationships

Partnerships

Respect for diversity

Aboriginal and Torres Strait Islander perspectives

Equity, inclusion and high expectations

Sustainability

Critical reflection and ongoing professional learning 

Collaborative leadership and team
w

ork

PRACTICES
Holistic, integrated and interconnected approaches

Responsiveness to children
Play-based learning and intentionality

Learning environments
Cultural responsiveness

Continuity of learning and transitions
Assessment and evaluation for learning, development and wellbeing

Elements of the Early Years Learning 
Framework (EYLF 2.0, page 10)

Early years through to year 6 provides a strong foundation for learning. With colleagues, explore:

• How can we ensure that these foundations are recognised and built upon? 

• How do we see the SA Curriculum supporting us, as educators, to continue this focus?

EYLF 2.0 (Australian Government 
Department of Education 2022)
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Building coherence for our learners – the arc  
of education across the levels of schooling 
In South Australia, we are working deliberately to create a learning journey for  
our children and young people that intentionally nurtures the whole person,  
from preschool to senior secondary. 

Our strategy for public education in South Australia complements earlier  
innovation of the Early Years Learning Framework (EYLF 2.0) and the  
SACE Board’s vision of a thriving learner.

As you explore the summaries below, you’ll notice a common appreciative  
stance about our learners – all:

• position our learners as competent individuals capable of learning 

• strive to develop the whole person for now and their futures

• seek to ‘stretch’ our learners

• seek to develop individuals as contributing members of their community.

Early Years Learning 
Framework 2.0
The 5 learning outcomes: 

• Children have a strong sense  
of identity.

• Children are connected with  
and contribute to their world. 

• Children have a strong sense  
of wellbeing.

• Children are confident and 
involved learners.

• Children are effective 
communicators.

Areas of impact and 
the SA Curriculum  
for public education
• Our 4 areas of impact – wellbeing, 

learner agency, effective learners 
and equity and excellence – 
describe what we are prioritising 
to achieve our purpose of every 
student learning and thriving. 

• Our SA Curriculum for public 
education supports this by 
embodying the development of 
learners’ dispositions, capabilities  
and knowledge for understanding.

SACE – the thriving 
learner
Giving every learner the capability to:

• open doors: find opportunities by 
pursuing ideas and creating new 
paths, getting things done and 
setting the pace 

• stretch minds: through global 
curiosity by knowing more than 
facts and figures, pausing to think 
and asking why 

• strengthen ownership: grasp 
responsibilities by identifying 
strengths and opportunities and 
embracing failure as a first attempt 
in learning 

• embrace perspectives: honour 
difference by growing awareness 
of different actions and recognising 
the impact they may have 

• share success: with communities  
by forming connections with people 
and teams who have different ways 
of knowing and being. 

Check out the next 2 pages  
for information about:

• the EYLF 2.0 – it’s a goldmine  
of rich pedagogic support for  
educators

• the recently launched SACE  
Subject Renewal agenda and 
recent subject innovations  
(EIF and AIF).

SACE Board Strategic Plan 2024–2027

Over the last three years, we have been shaping  
education so that students thrive. 

Working together with schools, we tested different 
approaches to teaching and learning and discovered  
the most impactful strategies from their experience  
on the ground.

What emerged was the value of capabilities, students’ 
active role in their own learning, and how they showcase 
what they know and can do.

These strategies enable us to get to the heart of what  
we are collectively trying to achieve for every student.

Passport to thrive (SACE Board  
of South Australia 2024)

EYLF 2.0 (Australian Government 
Department of Education 2022)

Areas of impact

SA Curriculum 
framework

Our strategy for public education  
in South Australia (Department for 

Education 2023a)

Our strategy for  

PUBLIC EDUCATION  
IN SOUTH AUSTRALIA

CLOSING THE LOOP

Consider providing opportunity at a later 
date for staff to meet again with their  
group to share what they have learned 
from their follow-up.

http://curriculumlearningsa.shor.tn/EYLF2
http://curriculumlearningsa.shor.tn/EYLF2
http://curriculumlearningsa.shor.tn/SACurric
http://curriculumlearningsa.shor.tn/SACEstratplanPDF
https://pz.harvard.edu/resources/1-routine
http://curriculumlearningsa.shor.tn/StratAreasImpactCards
http://curriculumlearningsa.shor.tn/StratAreasImpactCards
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SECTION 4 | Culture of collaboration
Overview
Being the best at getting better together! This is not just a catch phrase – it is the  
essence of our guiding principles of ‘collective responsibility’ and ‘learning system’.

Facilitator information

PURPOSE ACTIVITY AND FACILITATOR NOTES DURATION, MATERIALS  
AND COMPANION PAGES

4.1 | Collaboration with 
colleagues

Support staff to plan to 
enhance collaboration  
as a way of working.

Go to the section 4.1 slides.

•	 Provide staff 2 to 3 minutes to discuss their existing 
ways of working together.

•	 As a group, view the video of Ron Berger and Gwyn 
ap Harri (Department for Education 2024d) discussing 
collaboration.

•	 Distribute page 63 to small groups (A3 hard copy, 
digital copy or direct staff to their companion) and 
ask staff to share their thinking about progressing 
collaboration in their teams.

•	 Provide opportunity for staff to record their individual 
takeaways.

30 minutes minimum
4.1|| Collaboration with colleagues
Historically, have we worked in a way that is more ‘cooperative’ 
or ‘collaborative?

35

PAGES
62 to 

63

Refer to companion pages  
62 to 63

Distribute companion page 63

Video:

Educators as  
collaborators (2:28)

  School context notes
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Let us know what’s 
working well and what 
could be improved

Learning with and  
from each other

Collaborative learning  
design – being the best  
at getting better together!

COLLABORATION
To work with another, or others  

on a joint project

Use any or all of the following ideas to support the establishment of collaboration as the dominant way  
of working together:

• How will a collaborative approach support us as educators? 

• How might our collaboration benefit students?

• What would need to stay, stop, start?

• What might our meeting times look like?

• What challenges might we need to resolve?

• What digital solutions might support this aspiration?

• How committed to this are we?

62  |  TEACHERS’ COMPANION | SECONDARY YEARS | Department for Education

Collaboration with colleagues
Identifying why and how we’ll collaborate
Before you begin designing learning together, it will be worth investing some time with colleagues to come  
to a shared understanding of:

• how collaboration will benefit teachers and students

• the structures and processes that will support collaboration

• some indicators that genuine collaboration is occurring.

Consider returning to this thinking periodically throughout the year.

Cooperation vs collaboration

Guiding principles
Two of our guiding principles (page 22) are particularly relevant in signalling the culture of collaboration that  
we seek to nurture in South Australia:

Collective responsibility
We all share responsibility to help our children and young people learn and thrive, and through 
collaborative effort we will achieve more than the sum of the parts, break down barriers and work  
together to deliver on our purpose and areas of impact. This is a great strength of public education.

Learning system
In public education, we learn with and from each other and have the confidence and vulnerability to try 
new things or change the things we think can be done better. We will leverage expertise and be open 
minded to expert referencing. Praiseworthy failure, through exploration and testing boundaries in the  
right way, will be embraced – this is how we will continually improve.

CHAT WITH COLLEAGUES

How would you explain the difference between cooperation and 
collaboration? Historically, have you cooperated or collaborated? 
Check out the ideas below to support your discussion.

COOPERATION
To be of assistance, willing to help

• Knowledge transmission (sharing ideas/
resources).

• Often spontaneous.

• Engagement (can be passive).

• Individual accountability. 

• Delegation of tasks.

• Individual success is prized.

• Knowledge generation (creating new 
ideas/resources/approaches together).

• Formal (built into meetings) and informal.

• Empowerment.

• Group accountability.

• Common inquiry with embedded feedback.

• Collective success is prized.

COLLABORATION
To work with another, or others  

on a joint project

LEADERSHIP LENS

Consider how you might use the idea of ‘being 
the best at getting better’ as the foundation 
for this conversation, valuing the aspects of 
cooperation and collaboration that already  
exist and acknowledging that there can be 
practical challenges at times. This session  
begins the next steps to collectively strive  
for meaningful collaboration.

CLOSING THE LOOP

What actions could you take to support 
increased collaboration? Reflecting on  
the thinking that emerged during this 
session, are there any changes to 
structures and processes that might 
support collaboration further?

What indicators of genuine collaboration 
might you notice?

http://curriculumlearningsa.shor.tn/tchrscollab
http://curriculumlearningsa.shor.tn/tchrscollab


10  |  LEADERS’ GUIDE TO THE TEACHERS’ COMPANION | SECONDARY YEARS | Department for Education

SECTION 5 | Metacognition and  
self-regulated learning
Overview
Metacognition and self-regulation are essential skills for developing independent  
learners. An intentional focus on metacognition and self-regulation can be highly  
impactful for all learners, particularly for disadvantaged learners (EEF 2021a). Use  
the following processes to analyse the existing and dominant practices in your  
context, and plan for actionable moves to develop evidence-informed strategies  
further. Choose the processes that meet the needs of your context. 

Facilitator information

PURPOSE ACTIVITY AND FACILITATOR NOTES DURATION, MATERIALS  
AND COMPANION PAGES

5.1 | Productive struggle

Encourage reflection 
about learner experiences 
during moments of 
cognitive struggle. 
Highlight the importance 
of productive struggle 
and the implications this 
has for educators. 

Go to the section 5.1 slides.

•	 As a group, watch the video of CE Martin Westwell 
using the Stroop test (Department for Education 
2024g) – encourage everyone to have a go.

•	 Facilitate sharing of how staff felt as they grappled 
with the Stroop test.

•	 As a group, watch the video of Dylan Wiliam (2019c) 
describing the positive impact of productive struggle 
on learning.

•	 Distribute page 118 to small groups (A3 hard copy, 
digital copy or direct staff to their companion). Invite  
staff to explore the questions and record their thinking.

•	 Use the final slide in section 5.1 to prompt staff to 
identify specific actions they might take to ensure  
that all learners experience productive struggle. 

25 minutes minimum
5.1|| Productive struggle
Introduction to metacognition and self-regulation

39Source: Department for Education 2024g

Have a go at 
the stroop test 
as we watch!

PAGE
118

Distribute companion  
page 118

Videos:

Stroop test (4:58)

Productive  
struggle (1:40)

5.2 | EEF Metacognition 
and self-regulated 
learning

Engage staff with the 
Education Endowment 
Foundation’s summary of 
recommendations around 
metacognition and self-
regulation (EEF 2021). 
Facilitate professional 
discussion around current 
practice and next steps.

Go to the section 5.2 slides.

•	 Distribute page 120 to small groups (A3 hard copy, 
digital copy or direct staff to their companion). Provide 
time for reading the EEF’s metacognition and self-
regulated learning recommendations (2021).

•	 Ask groups to identify each recommended action 
as embedded, progressing, emerging, or not yet 
introduced within their school.

•	 Distribute page 121 to each group (A3 hard copy, 
digital copy or direct staff to their companion). 

•	 Ask groups to use the prompts and space on the page 
to discuss and record their thinking about specific 
actions that might have a meaningful impact on  
their learners.

35 minutes minimum
5.2|| EEF Metacognition and self-regulated learning

44

How are we going?
For each recommended action on the EEF poster, 
identify our current practice as:
• embedded
• progressing
• emerging
• not yet introduced.

PAGES
120 to 

121

Source: EEF 2021

Distribute companion pages 
120 and 121
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Connecting our practice to research
Use this frame with colleagues to reflect on current practices relating to metacognition and self-regulation  
and identify your next steps.

1
Teachers should 
acquire the professional
understanding and 
skills to develop their 
students’ metacognitive 
knowledge

• Self-regulated learners are 
aware of their strengths 
and weaknesses, and can 
motivate themselves to 
engage in, and improve, 
their learning.

• Developing students’ 
metacognitive knowledge 
of how they learn—their 
knowledge of themselves 
as a learner, of strategies, 
and of tasks—is an 
effective way of improving 
student outcomes.

• Teachers should support 
students to plan, monitor, 
and evaluate their 
learning.

Summary of recommendations

METACOGNITION AND 
SELF-REGULATED LEARNING

• Modelling by the teacher 
is a cornerstone of effective 
teaching; revealing the 
thought processes of 
an expert learner helps 
to develop students’ 
metacognitive skills.

• Teachers should verbalise 
their metacognitive thinking 
(‘What do I know about 
problems like this? What 
ways of solving them have 
I used before?’) as they 
approach and work 
through a task.

• Scaffolded tasks, like 
worked examples, allow 
students to develop their 
metacognitive and 
cognitive skills without 
placing too many demands 
on their mental resources.

3
Model your own 
thinking to help 
students develop 
their metacognitive 
and cognitive skills

 

• Challenge is crucial to 
allow students to develop 
and progress their 
knowledge of tasks, 
strategies, and of 
themselves as learners.

• However, challenge needs 
to be at an appropriate 
level.

• Students must have the 
motivation to accept the 
challenge.

• Tasks should not overload 
students’ cognitive 
processes, particularly 
when they are expected 
to apply new strategies.

4
Set an appropriate 
level of challenge 
to develop students’ 
self-regulation
and metacognition

  

5
Promote and develop
metacognitive talk in 
the classroom

• As well as explicit 
instruction and modelling, 
classroom dialogue can 
be used to develop 
metacognitive skills.

• Student-to-student and 
student-teacher talk can 
help to build knowledge 
and understanding of 
cognitive and metacognitive 
strategies.

• However, dialogue needs 
to be purposeful, with 
teachers guiding and 
supporting the conversation 
to ensure it is challenging 
and builds on prior subject 
knowledge.

  

• Teachers should explicitly 
support students to 
develop independent 
learning skills.

• Carefully designed guided 
practice, with support 
gradually withdrawn as 
the student becomes 

 proficient, can allow 
students to develop skills 
and strategies before 
applying them in 
independent practice.

• Students will need timely, 
effective feedback and 
strategies to be able to 

judge accurately how 
effectively they are learning.

• Teachers should also 
support students’ 
motivation to undertake 
the learning tasks.

6
Explicitly teach 
students how to 
organise and 
effectively manage 
their learning 
independently

• Develop teachers’ 
knowledge and 
understanding through 
high quality professional 
development and 
resources.

• Senior leaders should 
provide teachers with time 

and support to make 
sure approaches are 
implemented consistently.

• Teachers can use tools 
such as ‘traces’ and 
observation to assess 
students’ use of self-
regulated learning skills.

• Metacognition shouldn’t be 
an ‘extra’ task for teachers 
to do but should be built 
into their teaching activities.

7
Schools should 
support teachers to 
develop knowledge 
of these approaches 
and expect them to be 
applied appropriately

2
Explicitly teach 
students metacognitive 
strategies, including 
how to plan,monitor, 
and evaluate their 
learning

• Explicit instruction in 
cognitive and metacognitive 
strategies can improve 
students’ learning.

• While concepts like ‘plan, 
monitor, evaluate’ can be 
introduced generically, 
the strategies are mostly 

applied in relation to 
specific content and tasks, 
and are therefore best 
taught this way.

• A series of steps— 
beginning with activating 
prior knowledge and 
leading to independent 

practice before ending in 
structured reflection—
can be applied to different 
subjects, ages and 
contents.

This Guidance Report poster is based on original content from a report of the same name produced by the Education Endowment Foundation (EEF). 
The original content has been modified where appropriate for the Australian context.

(EEF 2021a)

How might you  
support students  
to do this?

• Teachers 
should support 

students to plan, 
monitor, and 
evaluate their 

learning.

How might you model  
the thought processes  
of an expert learner?

• Modelling 
by the teacher is a 

cornerstone of effective 
teaching; revealing the 
thought processes of 

an expert learner helps 
to develop students’ 

metacognitive  
skills.

1
Teachers should 
acquire the professional
understanding and 
skills to develop their 
students’ metacognitive 
knowledge

• Self-regulated learners are 
aware of their strengths 
and weaknesses, and can 
motivate themselves to 
engage in, and improve, 
their learning.

• Developing students’ 
metacognitive knowledge 
of how they learn—their 
knowledge of themselves 
as a learner, of strategies, 
and of tasks—is an 
effective way of improving 
student outcomes.

• Teachers should support 
students to plan, monitor, 
and evaluate their 
learning.

Summary of recommendations

METACOGNITION AND 
SELF-REGULATED LEARNING

• Modelling by the teacher 
is a cornerstone of effective 
teaching; revealing the 
thought processes of 
an expert learner helps 
to develop students’ 
metacognitive skills.

• Teachers should verbalise 
their metacognitive thinking 
(‘What do I know about 
problems like this? What 
ways of solving them have 
I used before?’) as they 
approach and work 
through a task.

• Scaffolded tasks, like 
worked examples, allow 
students to develop their 
metacognitive and 
cognitive skills without 
placing too many demands 
on their mental resources.

3
Model your own 
thinking to help 
students develop 
their metacognitive 
and cognitive skills

 

• Challenge is crucial to 
allow students to develop 
and progress their 
knowledge of tasks, 
strategies, and of 
themselves as learners.

• However, challenge needs 
to be at an appropriate 
level.

• Students must have the 
motivation to accept the 
challenge.

• Tasks should not overload 
students’ cognitive 
processes, particularly 
when they are expected 
to apply new strategies.

4
Set an appropriate 
level of challenge 
to develop students’ 
self-regulation
and metacognition

  

5
Promote and develop
metacognitive talk in 
the classroom

• As well as explicit 
instruction and modelling, 
classroom dialogue can 
be used to develop 
metacognitive skills.

• Student-to-student and 
student-teacher talk can 
help to build knowledge 
and understanding of 
cognitive and metacognitive 
strategies.

• However, dialogue needs 
to be purposeful, with 
teachers guiding and 
supporting the conversation 
to ensure it is challenging 
and builds on prior subject 
knowledge.

  

• Teachers should explicitly 
support students to 
develop independent 
learning skills.

• Carefully designed guided 
practice, with support 
gradually withdrawn as 
the student becomes 

 proficient, can allow 
students to develop skills 
and strategies before 
applying them in 
independent practice.

• Students will need timely, 
effective feedback and 
strategies to be able to 

judge accurately how 
effectively they are learning.

• Teachers should also 
support students’ 
motivation to undertake 
the learning tasks.

6
Explicitly teach 
students how to 
organise and 
effectively manage 
their learning 
independently

• Develop teachers’ 
knowledge and 
understanding through 
high quality professional 
development and 
resources.

• Senior leaders should 
provide teachers with time 

and support to make 
sure approaches are 
implemented consistently.

• Teachers can use tools 
such as ‘traces’ and 
observation to assess 
students’ use of self-
regulated learning skills.

• Metacognition shouldn’t be 
an ‘extra’ task for teachers 
to do but should be built 
into their teaching activities.

7
Schools should 
support teachers to 
develop knowledge 
of these approaches 
and expect them to be 
applied appropriately

2
Explicitly teach 
students metacognitive 
strategies, including 
how to plan,monitor, 
and evaluate their 
learning

• Explicit instruction in 
cognitive and metacognitive 
strategies can improve 
students’ learning.

• While concepts like ‘plan, 
monitor, evaluate’ can be 
introduced generically, 
the strategies are mostly 

applied in relation to 
specific content and tasks, 
and are therefore best 
taught this way.

• A series of steps— 
beginning with activating 
prior knowledge and 
leading to independent 

practice before ending in 
structured reflection—
can be applied to different 
subjects, ages and 
contents.

This Guidance Report poster is based on original content from a report of the same name produced by the Education Endowment Foundation (EEF). 
The original content has been modified where appropriate for the Australian context.
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Metacognition and self-regulated learning
Metacognition and self-regulation are essential skills for developing independent learners. In the videos  
below, Dylan Wiliam provokes thought on the role of productive struggle (a key aspect of metacognition)  
and our CE Martin Westwell introduces these concepts to students across South Australia in an engaging  
video. The Education Endowment Foundation’s (EEF) summary of recommendations on page 156  
highlights research on effective strategies for fostering metacognition and  
self-regulation in the classroom.

An introduction to metacognition
In the 2024 CE student forums video, our CE Martin Westwell engages students  
using the stroop test to demonstrate how actively regulating our thinking  
and actions can feel during moments of grapple/productive struggle.

CE Martin Westwell using the stroop test Productive struggle (Wiliam 2019f)

Dialogue with colleagues
• Have a go at the stroop test. Many of you will have felt the grapple/productive 

struggle. Share how that felt with colleagues.

• Take a look at the short video of Dylan Wiliam describing the positive impact  
of productive struggle on learning.

• Explore the questions:

– Do we tell before we ask? Do we always tell our students how to go about  
a problem before we ask them to grapple with it?

– What examples do we have of ‘ask before tell’ being an impactful practice?

– Is ‘ask before tell’ more prevalent in our practice in particular learning areas?

– When is ‘ask before tell’ inappropriate in our practice? Why?

1
Teachers should 
acquire the professional
understanding and 
skills to develop their 
students’ metacognitive 
knowledge

• Self-regulated learners are 
aware of their strengths 
and weaknesses, and can 
motivate themselves to 
engage in, and improve, 
their learning.

• Developing students’ 
metacognitive knowledge 
of how they learn—their 
knowledge of themselves 
as a learner, of strategies, 
and of tasks—is an 
effective way of improving 
student outcomes.

• Teachers should support 
students to plan, monitor, 
and evaluate their 
learning.

Summary of recommendations

METACOGNITION AND 
SELF-REGULATED LEARNING

• Modelling by the teacher 
is a cornerstone of effective 
teaching; revealing the 
thought processes of 
an expert learner helps 
to develop students’ 
metacognitive skills.

• Teachers should verbalise 
their metacognitive thinking 
(‘What do I know about 
problems like this? What 
ways of solving them have 
I used before?’) as they 
approach and work 
through a task.

• Scaffolded tasks, like 
worked examples, allow 
students to develop their 
metacognitive and 
cognitive skills without 
placing too many demands 
on their mental resources.

3
Model your own 
thinking to help 
students develop 
their metacognitive 
and cognitive skills

• Challenge is crucial to 
allow students to develop 
and progress their 
knowledge of tasks, 
strategies, and of 
themselves as learners.

• However, challenge needs 
to be at an appropriate 
level.

• Students must have the 
motivation to accept the 
challenge.

• Tasks should not overload 
students’ cognitive 
processes, particularly 
when they are expected 
to apply new strategies.

4
Set an appropriate 
level of challenge 
to develop students’ 
self-regulation
and metacognition

5
Promote and develop
metacognitive talk in 
the classroom

• As well as explicit 
instruction and modelling, 
classroom dialogue can 
be used to develop 
metacognitive skills.

• Student-to-student and 
student-teacher talk can 
help to build knowledge 
and understanding of 
cognitive and metacognitive 
strategies.

• However, dialogue needs 
to be purposeful, with 
teachers guiding and 
supporting the conversation 
to ensure it is challenging 
and builds on prior subject 
knowledge.

• Teachers should explicitly 
support students to 
develop independent 
learning skills.

• Carefully designed guided 
practice, with support 
gradually withdrawn as 
the student becomes 

 proficient, can allow 
students to develop skills 
and strategies before 
applying them in 
independent practice.

• Students will need timely, 
effective feedback and 
strategies to be able to 

judge accurately how 
effectively they are learning.

• Teachers should also 
support students’ 
motivation to undertake 
the learning tasks.

6
Explicitly teach 
students how to 
organise and 
effectively manage 
their learning 
independently

• Develop teachers’ 
knowledge and 
understanding through 
high quality professional 
development and 
resources.

• Senior leaders should 
provide teachers with time 

and support to make 
sure approaches are 
implemented consistently.

• Teachers can use tools 
such as ‘traces’ and 
observation to assess 
students’ use of self-
regulated learning skills.

• Metacognition shouldn’t be 
an ‘extra’ task for teachers 
to do but should be built 
into their teaching activities.

7
Schools should 
support teachers to 
develop knowledge 
of these approaches 
and expect them to be 
applied appropriately

2
Explicitly teach 
students metacognitive 
strategies, including 
how to plan,monitor, 
and evaluate their 
learning

• Explicit instruction in 
cognitive and metacognitive 
strategies can improve 
students’ learning.

• While concepts like ‘plan, 
monitor, evaluate’ can be 
introduced generically, 
the strategies are mostly 

applied in relation to 
specific content and tasks, 
and are therefore best 
taught this way.

• A series of steps— 
beginning with activating 
prior knowledge and 
leading to independent 

practice before ending in 
structured reflection—
can be applied to different 
subjects, ages and 
contents.

This Guidance Report poster is based on original content from a report of the same name produced by the Education Endowment Foundation (EEF). The original content has been modified where appropriate for the Australian context.

Set an  
appropriate level 
of challenge to 

develop students’ 
self-regulation and 

metacognition

(EEF 2021a)

CLOSING THE LOOP

Consider how you might revisit the 
proposed actions throughout the coming 
weeks or months. How have they gone?  
What impact have they made?

http://curriculumlearningsa.shor.tn/MWStroopTest
http://curriculumlearningsa.shor.tn/DWProdStruggle
http://curriculumlearningsa.shor.tn/DWProdStruggle
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Creating think alouds

Overview
Think alouds are a powerful way for teachers to make their expert thinking visible to students.  
However, effective think alouds go beyond simply modelling how to do something – they  
reveal the thought processes that guide decision-making and problem solving. Creating  
think alouds is learning design strategy 1 in the companion.

Facilitator information

PURPOSE ACTIVITY AND FACILITATOR NOTES DURATION, MATERIALS  
AND COMPANION PAGES

5.3 | Creating think 
alouds

Facilitate exploration 
of the effective use of 
think alouds to support 
the development of 
metacognition and  
self-regulation.

Go to the section 5.3 slides.

•	 As a group, view the video of Kristina Smekens 
(Smekens Education Solutions Inc 2019) modelling  
a think aloud process.

•	 Ask staff to form pairs and discuss a time where they 
learned through another person engaging in a think 
aloud.

•	 Distribute page 65 to each staff member (A4 hard 
copy, digital copy or direct staff to their companion). 
Remaining in pairs, provide time for staff to discuss 
and record their thinking in response to the questions 
on the page.

•	 Distribute page 66 to each pair (A3 hard copy, digital 
copy or direct staff to their companion). Provide time 
for staff to discuss and plan for their ‘step in’ or ‘next 
step’ for think alouds.

30 minutes minimum
5.3|| Creating think alouds

46

PAGES
64 to 

66

Source: Smekens Education Solutions Inc 2019

Refer to companion pages  
64 to 66

Distribute companion pages 
65 and 66

Video:

Go beyond a model  
– reveal a think aloud  
(2:09) 

  School context notes
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Learning design strategy 1:

Metacognition and self-regulation

Creating think alouds
Delivering a quality think aloud is harder than it looks! Whether you have decades of experience or just graduated, 
notes to support your think aloud will be helpful. That’s why we have 6 pages in this companion for you to try and  
try again. Give it a go and ask your students for feedback about the difference it makes for them.

• Identify an aspect of learning that would benefit from you modelling a think aloud. It might be generating a 
response to a problem in mathematics or science, creating a written or artistic response to a provocation or 
demonstrating a practical skill.

• Use the sentence stems that you generated on page 65. Have a go. Record your think aloud or have a colleague 
make notes for you. Use this space to capture the key ideas for your think aloud.
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How, if ever, have you used think alouds with your students in the past? How might this support your 
assessment of students’ understanding?

Use this space to collaboratively generate sentence stems that support the development of quality think alouds.

What else do we know or want to find out about think alouds?
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The evidence

Education Endowment Foundation (EEF) – key findings relating  
to metacognition and self-regulation:

The potential impact of metacognition and self-regulation 
approaches is high (+7 months additional progress per year), 
although it can be difficult to realise this impact in practice as  
such methods require students to take greater responsibility for  
their learning and develop their understanding of what is required  
to succeed. (EEF 2021b)

Key findings

For this learning design strategy, it is worth noting these key findings:

• Teachers can demonstrate effective use of metacognitive and  
self-regulatory strategies by modelling their own thought processes.  
For example, teachers might explain their thinking when interpreting  
a text or solving a mathematical task, alongside promoting and  
developing metacognitive talk related to lesson objectives.

• These [metacognitive] approaches are more effective when they are 
applied to challenging tasks rooted in the usual curriculum content.

Key idea

A ‘think aloud’ takes modelling to the next level! 

Remember that you are not simply demonstrating how to perform the task, 
ie you are doing more than showing that you have the knowledge to solve 
the problem or create the response. Instead, you are revealing your thought 
process by drawing attention to what you are: 

• noticing

• thinking

• paying attention to

• wondering

and how this influences the choices you make.

Practice example

Check out this video of Kristina Smekens demonstrating the difference 
between simply modelling and doing a think aloud.

After watching the video, ask yourself, ‘What would I think about if I took  
a shot at a hoop?’ 

Did you get that from the straightforward model? No? We didn’t either!  
Let’s get great at think alouds.

Learning design strategy 1:

Metacognition and self-regulation

Creating think alouds

AREAS OF IMPACT

This learning design focus supports equity and excellence  
by strengthening students’ metacognition and self-regulation 
(effective learners). 

See page 120 (EEF 2021a)

1
Teachers should 
acquire the professional
understanding and 
skills to develop their 
students’ metacognitive 
knowledge

• Self-regulated learners are 
aware of their strengths 
and weaknesses, and can 
motivate themselves to 
engage in, and improve, 
their learning.

• Developing students’ 
metacognitive knowledge 
of how they learn—their 
knowledge of themselves 
as a learner, of strategies, 
and of tasks—is an 
effective way of improving 
student outcomes.

• Teachers should support 
students to plan, monitor, 
and evaluate their 
learning.

Summary of recommendations

METACOGNITION AND 
SELF-REGULATED LEARNING

• Modelling by the teacher 
is a cornerstone of effective 
teaching; revealing the 
thought processes of 
an expert learner helps 
to develop students’ 
metacognitive skills.

• Teachers should verbalise 
their metacognitive thinking 
(‘What do I know about 
problems like this? What 
ways of solving them have 
I used before?’) as they 
approach and work 
through a task.

• Scaffolded tasks, like 
worked examples, allow 
students to develop their 
metacognitive and 
cognitive skills without 
placing too many demands 
on their mental resources.

3
Model your own 
thinking to help 
students develop 
their metacognitive 
and cognitive skills

• Challenge is crucial to 
allow students to develop 
and progress their 
knowledge of tasks, 
strategies, and of 
themselves as learners.

• However, challenge needs 
to be at an appropriate 
level.

• Students must have the 
motivation to accept the 
challenge.

• Tasks should not overload 
students’ cognitive 
processes, particularly 
when they are expected 
to apply new strategies.

4
Set an appropriate 
level of challenge 
to develop students’ 
self-regulation
and metacognition

5
Promote and develop
metacognitive talk in 
the classroom

• As well as explicit 
instruction and modelling, 
classroom dialogue can 
be used to develop 
metacognitive skills.

• Student-to-student and 
student-teacher talk can 
help to build knowledge 
and understanding of 
cognitive and metacognitive 
strategies.

• However, dialogue needs 
to be purposeful, with 
teachers guiding and 
supporting the conversation 
to ensure it is challenging 
and builds on prior subject 
knowledge.

• Teachers should explicitly 
support students to 
develop independent 
learning skills.

• Carefully designed guided 
practice, with support 
gradually withdrawn as 
the student becomes 

 proficient, can allow 
students to develop skills 
and strategies before 
applying them in 
independent practice.

• Students will need timely, 
effective feedback and 
strategies to be able to 

judge accurately how 
effectively they are learning.

• Teachers should also 
support students’ 
motivation to undertake 
the learning tasks.

6
Explicitly teach 
students how to 
organise and 
effectively manage 
their learning 
independently

• Develop teachers’ 
knowledge and 
understanding through 
high quality professional 
development and 
resources.

• Senior leaders should 
provide teachers with time 

and support to make 
sure approaches are 
implemented consistently.

• Teachers can use tools 
such as ‘traces’ and 
observation to assess 
students’ use of self-
regulated learning skills.

• Metacognition shouldn’t be 
an ‘extra’ task for teachers 
to do but should be built 
into their teaching activities.

7
Schools should 
support teachers to 
develop knowledge 
of these approaches 
and expect them to be 
applied appropriately

2
Explicitly teach 
students metacognitive 
strategies, including 
how to plan,monitor, 
and evaluate their 
learning

• Explicit instruction in 
cognitive and metacognitive 
strategies can improve 
students’ learning.

• While concepts like ‘plan, 
monitor, evaluate’ can be 
introduced generically, 
the strategies are mostly 

applied in relation to 
specific content and tasks, 
and are therefore best 
taught this way.

• A series of steps— 
beginning with activating 
prior knowledge and 
leading to independent 

practice before ending in 
structured reflection—
can be applied to different 
subjects, ages and 
contents.

This Guidance Report poster is based on original content from a report of the same name produced by the Education Endowment Foundation (EEF). The original content has been modified where appropriate for the Australian context.

Model your own 
thinking to help 

students develop  
their metacognitive 

and cognitive  
skills

Go beyond a model – reveal a 
think aloud (Smekens Education 

Solutions Inc 2019)

Metacognition and  
self-regulation: Teaching and 
Learning Toolkit (EEF 2021b)

CLOSING THE LOOP

The companion includes 6 copies of a 
template (pages 66 to 71) to support staff 
in developing think alouds. Practising 
a new pedagogy is key to embedding 
it in practice. How might you ensure 
that staff have multiple opportunities to 
collaboratively plan for, trial and reflect  
on this strategy?

http://curriculumlearningsa.shor.tn/GoBeyondThinkAloud
http://curriculumlearningsa.shor.tn/GoBeyondThinkAloud
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Scaffolding for planning, monitoring and evaluating

Overview
Research shows that explicitly teaching students strategies to help plan, monitor  
and evaluate specific aspects of their learning can be highly effective (+7 months  
progress, EEF 2021a). However, achieving impact requires careful scaffolding to help  
students develop independence in using these strategies. Scaffolding for planning,  
monitoring and evaluating  is learning design strategy 2 in the companion.

Facilitator information

PURPOSE ACTIVITY AND FACILITATOR NOTES DURATION, MATERIALS  
AND COMPANION PAGES

5.4 | Scaffolding for 
planning, monitoring  
and evaluating

Provide an opportunity 
for staff to explore an 
example of a task, which 
demonstrates effective 
scaffolding.

Provide an opportunity 
for staff to design a 
learning prompt, which 
includes the application 
of metacognitive 
scaffolds. 

Go to the section 5.4 slides.

•	 Distribute page 120 to each staff member (A4 hard 
copy, digital copy or direct staff to their companion). 
Provide time for reading.

•	 Ask staff to explore the Dan Meyer (2012) ‘Popcorn  
picker’ online task page, keeping the EEF (2021) 
recommendations in mind. Then ask them to discuss 
(in small groups) what they noticed.

•	 Distribute page 73 (A4 hard copy, digital copy or  
direct staff to their companion). Provide time for  
staff (as individuals or pairs) to consider and respond 
to the questions.

•	 Distribute page 74 (A4 hard copy, digital copy or direct 
staff to their companion) and allow time for staff to 
plan a series of question prompts they could use 
to support metacognition in an upcoming learning 
experience.

30 minutes minimum
5.4|| Scaffolding for planning, monitoring and evaluating
EEF Metacognition and self-regulated learning 
Take some time to read the recommendations from 
the Education Endowment Foundation’s research.

51

PAGES
72–74 
+ 120

Source: EEF 2021

Refer to companion pages  
72 to 74 and 120

Distribute companion pages 
73, 74 and 120

Online resource:

Dan Meyer Popcorn picker 
task page

  School context notes

1
Teachers should 
acquire the professional
understanding and 
skills to develop their 
students’ metacognitive 
knowledge

• Self-regulated learners are 
aware of their strengths 
and weaknesses, and can 
motivate themselves to 
engage in, and improve, 
their learning.

• Developing students’ 
metacognitive knowledge 
of how they learn—their 
knowledge of themselves 
as a learner, of strategies, 
and of tasks—is an 
effective way of improving 
student outcomes.

• Teachers should support 
students to plan, monitor, 
and evaluate their 
learning.

Summary of recommendations

METACOGNITION AND 
SELF-REGULATED LEARNING

• Modelling by the teacher 
is a cornerstone of effective 
teaching; revealing the 
thought processes of 
an expert learner helps 
to develop students’ 
metacognitive skills.

• Teachers should verbalise 
their metacognitive thinking 
(‘What do I know about 
problems like this? What 
ways of solving them have 
I used before?’) as they 
approach and work 
through a task.

• Scaffolded tasks, like 
worked examples, allow 
students to develop their 
metacognitive and 
cognitive skills without 
placing too many demands 
on their mental resources.

3
Model your own 
thinking to help 
students develop 
their metacognitive 
and cognitive skills

 

• Challenge is crucial to 
allow students to develop 
and progress their 
knowledge of tasks, 
strategies, and of 
themselves as learners.

• However, challenge needs 
to be at an appropriate 
level.

• Students must have the 
motivation to accept the 
challenge.

• Tasks should not overload 
students’ cognitive 
processes, particularly 
when they are expected 
to apply new strategies.

4
Set an appropriate 
level of challenge 
to develop students’ 
self-regulation
and metacognition

  

5
Promote and develop
metacognitive talk in 
the classroom

• As well as explicit 
instruction and modelling, 
classroom dialogue can 
be used to develop 
metacognitive skills.

• Student-to-student and 
student-teacher talk can 
help to build knowledge 
and understanding of 
cognitive and metacognitive 
strategies.

• However, dialogue needs 
to be purposeful, with 
teachers guiding and 
supporting the conversation 
to ensure it is challenging 
and builds on prior subject 
knowledge.

  

• Teachers should explicitly 
support students to 
develop independent 
learning skills.

• Carefully designed guided 
practice, with support 
gradually withdrawn as 
the student becomes 

 proficient, can allow 
students to develop skills 
and strategies before 
applying them in 
independent practice.

• Students will need timely, 
effective feedback and 
strategies to be able to 

judge accurately how 
effectively they are learning.

• Teachers should also 
support students’ 
motivation to undertake 
the learning tasks.

6
Explicitly teach 
students how to 
organise and 
effectively manage 
their learning 
independently

• Develop teachers’ 
knowledge and 
understanding through 
high quality professional 
development and 
resources.

• Senior leaders should 
provide teachers with time 

and support to make 
sure approaches are 
implemented consistently.

• Teachers can use tools 
such as ‘traces’ and 
observation to assess 
students’ use of self-
regulated learning skills.

• Metacognition shouldn’t be 
an ‘extra’ task for teachers 
to do but should be built 
into their teaching activities.

7
Schools should 
support teachers to 
develop knowledge 
of these approaches 
and expect them to be 
applied appropriately

2
Explicitly teach 
students metacognitive 
strategies, including 
how to plan,monitor, 
and evaluate their 
learning

• Explicit instruction in 
cognitive and metacognitive 
strategies can improve 
students’ learning.

• While concepts like ‘plan, 
monitor, evaluate’ can be 
introduced generically, 
the strategies are mostly 

applied in relation to 
specific content and tasks, 
and are therefore best 
taught this way.

• A series of steps— 
beginning with activating 
prior knowledge and 
leading to independent 

practice before ending in 
structured reflection—
can be applied to different 
subjects, ages and 
contents.

This Guidance Report poster is based on original content from a report of the same name produced by the Education Endowment Foundation (EEF). 
The original content has been modified where appropriate for the Australian context.
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Learning design strategy 2:

Metacognition and self-regulation

Developing student capability to plan, monitor and evaluate
Think about something challenging that your students would need to grapple  
with and you might usually ‘pave the way’ to a solution for them. 

Develop a set of question prompts for each of the phases – plan, monitor and  
evaluate. To create these prompts, channel what you notice, think, wonder and  
do as ‘an expert’ when approaching that type of problem. 

Plan Monitor Evaluate

CONSIDER: Do you want to give this frame to students, or design a process to co-construct it with them?

With colleagues, discuss 
the difference between 

reflection and evaluation.
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Developing student capability to plan, monitor and evaluate
We can develop question sets that support students at each stage of planning, monitoring and evaluating. 

Take a look at the practice example at the beginning of this learning design  
strategy and check out this link for advice from the Education Endowment  
Foundation (EEF). 

Remember, it is OK for students to struggle productively. If they are unable  
to progress independently, we can teach/model/coach how to proceed.  
We make intentional decisions about when to scaffold understanding.

Supporting pupil independence  
through questioning (EEF 2023)

SUPPORTING PUPIL INDEPENDENCE THROUGH QUESTIONING

Using questions to support 
metacognitive regulation:

• Metacognitive regulation involves pupils 
planning, monitoring, and evaluating 
their learning. This process supports 
independent learning behaviours.

• This tool is designed to support teachers 
by providing questions that encourage 
pupils to think metacognitively about  
their learning.

• These questions can be used across 
subjects and school phases.

• Teachers and teaching assistants could 
ask pupils these questions directly,  
or model them aloud, during opportunities 
such as a think aloud.

• Helping pupils to plan, monitor and 
evaluate their learning to support 
independence features in the EEF’s 
guidance report on Metacognition  
and self-regulation.           

1 2

3

1. Planning (start of 
the task):

• Have you seen a task  
like this before?

• What prior knowledge do 
you have that might help?

• What is your plan / goal? 

• What strategies will  
you use?

• What resources will  
you need?

• How will you stay 
focussed and motivated 
during the task?

• Are there any bits that you 
might find tricky—what 
will you do if you get 
stuck?

3. Evaluating (after the task):

• Did you achieve your goal?

• How did your plan help—did you have to adapt it?

• How well did your strategies work?

• Did you stay motivated and on task—what helped?

• Do you need more/less support next time?

• What will you do differently next time?

• What have you learned about yourself and your 
learning?

2. Monitoring (during 
the task):

• How are you sticking  
to your plan?

• Is the strategy you have 
chosen working or do  
you need to try  
something else?

• Have we used any 
strategies in the past that 
might help you here?

• Do you have everything 
you need?

• Could you check in with 
your partner to see how 
you are getting on?

• How are you staying 
focussed and sticking  
to the plan?

eef.li/metacognition

Thinking about the provocation above – In addition to the work we do to explicitly teach students how to plan, 
monitor and evaluate, what are the more subtle practices that embed planning, monitoring and evaluating?  
For example:

• Recording sheet structure: First thinking, second thinking, next thinking. 

• In-class conferencing: What are you trying? Why are you trying it? How does it help?

Provocation | The goal is for learners to develop skills and dispositions to navigate challenging learning  
and life situations. 

The ‘plan, monitor and evaluate’ frame is useful for educators and students to reference so that we explicitly teach  
the thinking and questioning at these stages. However, it’s important to ensure this doesn’t become formulaic,  
where ‘planning’ is only done at the beginning, ‘monitoring’ happens midway, and ‘evaluation’ is reserved for the end. 
In practice, when engaging with challenging tasks, we fluidly move between planning, monitoring and evaluating.

The following 6 pages support educators to work collaboratively to plan embedded experiences 
in different contexts across the year, to intentionally support and challenge students to learn 

how to think critically and ask questions as they navigate through various tasks.
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The evidence

Education Endowment Foundation (EEF) – Closing the 
disadvantage gap:

‘There is some evidence to suggest that disadvantaged students  
are less likely to use metacognitive and self-regulatory strategies. 
Explicit teaching of metacognitive and self-regulatory strategies 
could therefore encourage such students to practice and use  
these skills more frequently in the future.’ (EEF 2021b)

Key findings

For this learning design strategy, it is worth noting these key findings:

• The evidence indicates that explicitly teaching strategies to help plan, 
monitor and evaluate specific aspects of their learning can be effective.

• These [metacognitive] approaches are more effective when they are 
applied to challenging tasks rooted in the usual curriculum content.

Practice example

The context | This class were at a novice stage of applying metacognitive 
strategies in the context of problem solving.

The task | In response to watching the video ‘Popcorn picker – act one’, 
students asked, ‘Which container will hold the most popcorn?’ 

The teacher’s design of learning | Rather than scaffold steps towards  
a solution, the teacher chose to scaffold students’ thinking by providing 
questions that encouraged them to think metacognitively. 

Questions to help students plan their response to ‘Which container holds  
the most popcorn?’:

• What do I notice? 

• What mathematics language is useful for this problem?

• What am I being asked to find out/show?  
Remember: This is not restating the question. I must explain what I need  
to find out/show in order to answer the question.

• What’s my intuitive response to the question?

• What information might be helpful?

• How might I try to solve this problem?

• Is there any new learning that I will need to be able to solve this problem?

Learning design strategy 2:

Metacognition and self-regulation

Scaffolding for planning, monitoring and evaluating

AREAS OF IMPACT

Metacognition and self-regulation approaches can be  
highly impactful for all learners, and particularly impactful for 
disadvantaged learners. In this way, equity and excellence 
can result from a focus on metacognition and self-regulation 
(effective learners).

See page 120 (EEF 2021a)

1
Teachers should 
acquire the professional
understanding and 
skills to develop their 
students’ metacognitive 
knowledge

• Self-regulated learners are 
aware of their strengths 
and weaknesses, and can 
motivate themselves to 
engage in, and improve, 
their learning.

• Developing students’ 
metacognitive knowledge 
of how they learn—their 
knowledge of themselves 
as a learner, of strategies, 
and of tasks—is an 
effective way of improving 
student outcomes.

• Teachers should support 
students to plan, monitor, 
and evaluate their 
learning.

Summary of recommendations

METACOGNITION AND 
SELF-REGULATED LEARNING

• Modelling by the teacher 
is a cornerstone of effective 
teaching; revealing the 
thought processes of 
an expert learner helps 
to develop students’ 
metacognitive skills.

• Teachers should verbalise 
their metacognitive thinking 
(‘What do I know about 
problems like this? What 
ways of solving them have 
I used before?’) as they 
approach and work 
through a task.

• Scaffolded tasks, like 
worked examples, allow 
students to develop their 
metacognitive and 
cognitive skills without 
placing too many demands 
on their mental resources.

3
Model your own 
thinking to help 
students develop 
their metacognitive 
and cognitive skills

• Challenge is crucial to 
allow students to develop 
and progress their 
knowledge of tasks, 
strategies, and of 
themselves as learners.

• However, challenge needs 
to be at an appropriate 
level.

• Students must have the 
motivation to accept the 
challenge.

• Tasks should not overload 
students’ cognitive 
processes, particularly 
when they are expected 
to apply new strategies.

4
Set an appropriate 
level of challenge 
to develop students’ 
self-regulation
and metacognition

5
Promote and develop
metacognitive talk in 
the classroom

• As well as explicit 
instruction and modelling, 
classroom dialogue can 
be used to develop 
metacognitive skills.

• Student-to-student and 
student-teacher talk can 
help to build knowledge 
and understanding of 
cognitive and metacognitive 
strategies.

• However, dialogue needs 
to be purposeful, with 
teachers guiding and 
supporting the conversation 
to ensure it is challenging 
and builds on prior subject 
knowledge.

• Teachers should explicitly 
support students to 
develop independent 
learning skills.

• Carefully designed guided 
practice, with support 
gradually withdrawn as 
the student becomes 

 proficient, can allow 
students to develop skills 
and strategies before 
applying them in 
independent practice.

• Students will need timely, 
effective feedback and 
strategies to be able to 

judge accurately how 
effectively they are learning.

• Teachers should also 
support students’ 
motivation to undertake 
the learning tasks.

6
Explicitly teach 
students how to 
organise and 
effectively manage 
their learning 
independently

• Develop teachers’ 
knowledge and 
understanding through 
high quality professional 
development and 
resources.

• Senior leaders should 
provide teachers with time 

and support to make 
sure approaches are 
implemented consistently.

• Teachers can use tools 
such as ‘traces’ and 
observation to assess 
students’ use of self-
regulated learning skills.

• Metacognition shouldn’t be 
an ‘extra’ task for teachers 
to do but should be built 
into their teaching activities.

7
Schools should 
support teachers to 
develop knowledge 
of these approaches 
and expect them to be 
applied appropriately

2
Explicitly teach 
students metacognitive 
strategies, including 
how to plan,monitor, 
and evaluate their 
learning

• Explicit instruction in 
cognitive and metacognitive 
strategies can improve 
students’ learning.

• While concepts like ‘plan, 
monitor, evaluate’ can be 
introduced generically, 
the strategies are mostly 

applied in relation to 
specific content and tasks, 
and are therefore best 
taught this way.

• A series of steps— 
beginning with activating 
prior knowledge and 
leading to independent 

practice before ending in 
structured reflection—
can be applied to different 
subjects, ages and 
contents.

This Guidance Report poster is based on original content from a report of the same name produced by the Education Endowment Foundation (EEF). The original content has been modified where appropriate for the Australian context.

Explicitly  
teach students 
metacognitive 

strategies, including 
how to plan, monitor 

and evaluate their 
learning

Popcorn picker – act one  
(Meyer 2012)

As students master the level of 
thinking shown in this scaffold, 

the teacher can remove this 
support and introduce additional 

metacognitive prompts.

Metacognition and  
self-regulation: Teaching and 
Learning Toolkit (EEF 2021b)

CLOSING THE LOOP

The companion includes 6 copies of 
a template (pages 74 to 79) to support 
staff in developing students’ capabilities 
to plan, monitor and evaluate. Practising 
a new pedagogy is key to embedding 
it in practice. How might you ensure 
that staff have multiple opportunities to 
collaboratively plan for, trial and reflect  
on this strategy?

http://curriculumlearningsa.shor.tn/PopcornPicker
http://curriculumlearningsa.shor.tn/PopcornPicker
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SECTION 6 | Success criteria
Overview
When students genuinely understand what success looks like, they can better monitor  
and evaluate their learning – as evidenced by Hattie’s (2023) research finding an effect  
size of 0.64 for success criteria. Dylan Wiliam (2019c) emphasises that examples of  
quality are more powerful than descriptions of quality, and co-construction of success  
criteria must be carefully managed to be effective. The following processes build a  
shared understanding of success criteria and a collective repertoire of practical  
strategies. Success criteria is learning design strategy 3 in the companion.

Facilitator information

PURPOSE ACTIVITY AND FACILITATOR NOTES DURATION, MATERIALS  
AND COMPANION PAGES

6.1 | Planning for 
students to understand 
what success looks like

Explore the role of 
success criteria as a 
foundation for effective 
feedback and consider 
the implications for 
practice.

Go to the section 6.1 slides.

•	 Distribute page 116 to each staff member (A4 hard 
copy, digital copy or direct staff to their companion). 
Provide 10 minutes reading time.

•	 Using the slides, follow the jigsaw routine to engage 
staff with the key messages from the videos (Wiliam 
2019; 2019a; 2019d).

•	 Distribute page 81 to each staff member (A4 hard 
copy, digital copy or direct staff to their companion) 
and provide time for reflection using the prompts  
on the page.

30 minutes minimum
6.1|| Planning for students to understand what 
success looks like

56

EEF Teacher feedback to improve student learning 
Take some time to read the recommendations from the 
Education Endowment Foundation’s research.

PAGES
80–82 
+ 116

Source: EEF 2021a

Refer to companion pages  
80 to 82 and 116

Distribute companion pages 
81 and 116

Videos:

Co-construct success  
criteria, but only if  
it’s rigged! (1:11)

Examples are more effective 
than descriptions (1:27)

Sharing and clarifying 
success criteria (4:56)

  School context notes

Summary of recommendations
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TEACHER FEEDBACK TO 
IMPROVE STUDENT LEARNING

6
Design a school 
feedback policy 
that prioritises
and exemplifies 
the principles 
of effective
feedback

• Enacting these recommendations will 
require careful consideration and this 
implementation should be a staged 
process, not an event. This will include 
ongoing effective professional development.

• Schools should design feedback policies 
which promote and exemplify the principles 
of effective feedback (Recommendations 
1–3). Policies should not over-specify 
features such as the frequency or method 
of feedback.

5
Carefully 
consider 
how to use 
purposeful 
verbal feedback

• Verbal methods of feedback can improve 
student attainment and may be more 
time-efficient when compared to some 
forms of written feedback.

• However, as with written feedback, the 
effects of verbal feedback can vary and 
the method of delivery is likely to be less 
important than ensuring the principles 
of effective teacher feedback 
(Recommendations 1–3) are followed.

4
Carefully 
consider 
how to use 
purposeful, 
and time-efficient, 
written feedback

• Written methods of 
feedback, including written 
comments, marks, and 
scores, can improve student 
attainment; however, the 
effects of written feedback 
can vary.

• The method of delivery (and 
whether a teacher chooses 
to use written or verbal 

feedback) is likely to be less 
important than ensuring that 
the principles of effective 
teacher feedback 
(Recommendations 1–3) are 
followed. Written feedback 
may be effective if it follows 
high quality foundations, is 
timed appropriately, focuses 
on the task, subject, and/or 

self-regulation, and is then 
used by students.

• Some forms of written 
feedback have also been 
associated with a significant 
opportunity cost due to 
their impact on teacher 
workload. This should be 
monitored by teachers 
and school leaders.

3
Plan for how 
students will
receive and 
use feedback

• Careful thought should 
be given to how students 
receive feedback. Student 
motivation, self-confidence, 
their trust in the teacher, 
and their capacity to receive 
information can impact 
feedback’s effectiveness. 

Teachers should, therefore, 
implement strategies that 
encourage learners to 
welcome feedback, and 
should monitor whether 
students are using it.

• Teachers should also 
provide opportunities for 
students to use feedback. 
Only then will the feedback 
loop be closed so that 
student learning can 
progress.

2
Deliver 
appropriately 
timed feedback 
that focuses 
on moving 
learning forward

• There is not one clear 
answer for when feedback 
should be provided. Rather, 
teachers should judge 
whether more immediate 
or delayed feedback is 
required, considering the 
characteristics of the task 
set, the individual student, 

and the collective 
understanding of the class.

• Feedback should focus on 
moving learning forward, 
targeting the specific 
learning gaps that students 
exhibit. Specifically, high 
quality feedback may focus 

 on the task, subject, and 
self-regulation strategies.

• Feedback that focuses 
on a learner’s personal 
characteristics, or feedback 
that offers only general and 
vague remarks, is less likely 
to be effective.

 

1
Lay the 
foundations 
for effective 
feedback

• Before providing feedback, teachers should 
provide high quality instruction, including the 
use of formative assessment strategies.

• High quality initial instruction will reduce the 
work that feedback needs to do; formative 
assessment strategies are required to set 
learning intentions (which feedback will aim 
towards) and to assess learning gaps (which 
feedback will address).

This Guidance Report poster is based on original content from a report of the same name produced by the Education Endowment Foundation (EEF). 
The original content has been modified where appropriate for the Australian context.
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Students need to understand what 
quality looks like for capabilities 

and dispositions as well as for 
knowledge and understanding.

Learning design strategy 3:

Success criteria

Planning for students to understand what success looks like
Collaboratively develop a process that could be used to engage students with genuinely understanding success 
criteria. Consider the practice examples from the information pages to identify the approach that you want to try.

TEACHERS’ COMPANION | SECONDARY YEARS | Department for Education  |  81

7 | Develop a ‘nose for quality’

After asking students to respond to the same prompt in multiple ways, we can then ask them to compare  
and order their responses against specific qualities. The student’s ideas and work samples can then be  
used to develop their understanding of quality in this context. For example:

• in a mathematics lesson, students might be asked to solve one problem (eg 2001 – 398) in 3 different ways  
and then to identify their most efficient approach. The teacher could draw out the fact that the use of the  
algorithm is not the most efficient approach with these values. The relative merits of approaches in which  
students adjust the calculation and compensate to reach a solution can then be discussed 

• in an English lesson, students might be asked to write three different (short) paragraphs to introduce a character/
scene or three different opening lines to an essay, then compare and order their responses from most to least 
preferred, justifying their choice. 

If success criteria are to be any use to students, then they need to: 

• be written in language that students are likely to understand

• be limited in number so students are not overwhelmed by the scope of the task

• focus on the learning and not on aspects of behaviour 

• be supported, where necessary, by exemplars or work samples which make their meaning clear

• be created with input from students so that they have greater understanding and ownership.

(Sadler 1998)

What else do we know or want to find out about clarifying success criteria with students?
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Learning design strategy 3: 

Success criteria
Planning for students to understand what success looks like

The evidence

In Hattie’s (2023) research, success criteria has an effect size of 0.64. 
It is important to ensure that students understand both the learning 
intentions and the success criteria. Check out this video from Dylan 
Wiliam describing the impact when a group of educators engaged 
students with success criteria. Listen for the ‘excellence and equity’ 
message.

Practice examples

1 | Examples of quality are more effective than descriptions of quality

In this video, Dylan Wiliam reminds us that examples of quality are more 
effective than descriptions of quality. With colleagues, consider:

• What is our approach to sharing success criteria? 

• Do we share descriptions of quality, examples of quality, or both?

2 | Ensure students can’t identify quality via surface features

Dylan Wiliam (2011) advises that, ‘...when quality has multiple dimensions, 
care needs to be taken that students are not able to determine which pieces 
are better by focusing on surface features. For example, if you want to get 
students to focus on characterisation, it might be useful to have one piece  
of work with deep characterisation and poor grammar and spelling and 
another piece with good grammar and spelling and weak characterisation.’

3 | Co-construct success criteria, but only if it’s rigged!

In this video, Dylan Wiliam reminds us that we can co-construct success 
criteria with students, but only if it’s rigged! With colleagues, consider:

• Do we have examples of co-constructing success criteria with students?

• Was the approach impactful? Why/why not?

• What could we try?

4 | Success criteria can be product or process focused

When might process success criteria support students? 

5 | Students need to understand quality in relation to capabilities and 
dispositions, not only content

Do we show students that we value the development of capabilities and 
dispositions by including them in our descriptions of quality?

6 | Understanding success criteria can take many different forms

Checklists, rubrics, SMART goals, ‘I can’ statements. Do we favour one 
approach, or use a range of approaches?

AREAS OF IMPACT

Students’ understanding of success criteria is a core formative 
assessment strategy that underpins quality feedback. Additionally, 
only when students genuinely understand ‘what success looks like’ 
can they monitor and evaluate their learning and plan to improve 
(metacognition and self-regulation).

Students’ capability to monitor and evaluate their learning  
empowers them as agents in their learning.

Summary of recommendations
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TEACHER FEEDBACK TO 
IMPROVE STUDENT LEARNING

6
Design a school 
feedback policy 
that prioritises
and exemplifies 
the principles 
of effective
feedback

• Enacting these recommendations will 
require careful consideration and this 
implementation should be a staged 
process, not an event. This will include 
ongoing effective professional development.

• Schools should design feedback policies 
which promote and exemplify the principles 
of effective feedback (Recommendations 
1–3). Policies should not over-specify 
features such as the frequency or method 
of feedback.

5
Carefully 
consider 
how to use 
purposeful 
verbal feedback

• Verbal methods of feedback can improve 
student attainment and may be more 
time-efficient when compared to some 
forms of written feedback.

• However, as with written feedback, the 
effects of verbal feedback can vary and 
the method of delivery is likely to be less 
important than ensuring the principles 
of effective teacher feedback 
(Recommendations 1–3) are followed.

4
Carefully 
consider 
how to use 
purposeful, 
and time-efficient, 
written feedback

• Written methods of 
feedback, including written 
comments, marks, and 
scores, can improve student 
attainment; however, the 
effects of written feedback 
can vary.

• The method of delivery (and 
whether a teacher chooses 
to use written or verbal 

feedback) is likely to be less 
important than ensuring that 
the principles of effective 
teacher feedback 
(Recommendations 1–3) are 
followed. Written feedback 
may be effective if it follows 
high quality foundations, is 
timed appropriately, focuses 
on the task, subject, and/or 

self-regulation, and is then 
used by students.

• Some forms of written 
feedback have also been 
associated with a significant 
opportunity cost due to 
their impact on teacher 
workload. This should be 
monitored by teachers 
and school leaders.

3
Plan for how 
students will
receive and 
use feedback

• Careful thought should 
be given to how students 
receive feedback. Student 
motivation, self-confidence, 
their trust in the teacher, 
and their capacity to receive 
information can impact 
feedback’s effectiveness. 

Teachers should, therefore, 
implement strategies that 
encourage learners to 
welcome feedback, and 
should monitor whether 
students are using it.

• Teachers should also 
provide opportunities for 
students to use feedback. 
Only then will the feedback 
loop be closed so that 
student learning can 
progress.

2
Deliver 
appropriately 
timed feedback 
that focuses 
on moving 
learning forward

• There is not one clear 
answer for when feedback 
should be provided. Rather, 
teachers should judge 
whether more immediate 
or delayed feedback is 
required, considering the 
characteristics of the task 
set, the individual student, 

and the collective 
understanding of the class.

• Feedback should focus on 
moving learning forward, 
targeting the specific 
learning gaps that students 
exhibit. Specifically, high 
quality feedback may focus 

 on the task, subject, and 
self-regulation strategies.

• Feedback that focuses 
on a learner’s personal 
characteristics, or feedback 
that offers only general and 
vague remarks, is less likely 
to be effective.

 

1
Lay the 
foundations 
for effective 
feedback

• Before providing feedback, teachers should 
provide high quality instruction, including the 
use of formative assessment strategies.

• High quality initial instruction will reduce the 
work that feedback needs to do; formative 
assessment strategies are required to set 
learning intentions (which feedback will aim 
towards) and to assess learning gaps (which 
feedback will address).

This Guidance Report poster is based on original content from a report of the same name produced by the Education Endowment Foundation (EEF). The original content has been modified where appropriate for the Australian context.
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Lay the 
foundations  
for effective 

feedback

See page 116 (EEF 2021c)

Sharing and clarifying success criteria 
(Wiliam 2019h)

Examples are more effective than 
descriptions (Wiliam 2019c)

Co-construct success criteria, but only  
if it’s rigged! (Wiliam 2019b)

CLOSING THE LOOP

The companion includes 6 copies of a 
template (pages 82 to 87) to support staff 
in planning for students to understand 
what success looks like. Practising a 
new pedagogy is key to embedding 
it in practice. How might you ensure 
that staff have multiple opportunities to 
collaboratively plan for, trial and reflect  
on this strategy?

http://curriculumlearningsa.shor.tn/CoConstructIfRigged
http://curriculumlearningsa.shor.tn/CoConstructIfRigged
http://curriculumlearningsa.shor.tn/CoConstructIfRigged
http://curriculumlearningsa.shor.tn/EgMoreEffThanDesc
http://curriculumlearningsa.shor.tn/EgMoreEffThanDesc
http://curriculumlearningsa.shor.tn/DWShareClarSuccessCrit
http://curriculumlearningsa.shor.tn/DWShareClarSuccessCrit
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SECTION 7 | Feedback
Overview
John Hattie (2023) emphasises the powerful influence of feedback on student  
achievement (effect size 0.53), but it must be effective and specific to be  
beneficial. Effective feedback provides specific information on how to improve,  
and tends to focus on the task and strategies related to self-regulation and the  
subject at hand (EEF 2021a). Additionally, Ron Berger (2003) emphasises the  
trust and safety required for honest and constructive critique to take place.  
Feedback is learning design strategy 4 in the companion.

Facilitator information

PURPOSE ACTIVITY AND FACILITATOR NOTES DURATION, MATERIALS  
AND COMPANION PAGES

7.1 | The many 
connections to feedback

Support staff to make 
connections between 
feedback and your focus 
area of impact/domain(s) 
and plan for next steps.

Go to the section 7.1 slides.

•	 Distribute page 89 and the guided notetaking handout 
to each staff member (A4 hard copy or digital copy) 
for notetaking during the video.

•	 As a group, view the video of Ron Berger and Gwyn 
ap Harri discussing a culture of critique (Department 
for Education 2024c). Encourage use of the guided 
notetaking scaffold while viewing and facilitate 
reflection and discussion of the ‘next steps’ in 
developing a culture of critique.

•	 Continue using the slides to facilitate thinking about 
and discussing the connections between a culture  
of critique and your focus area of impact/domain(s).

30 minutes minimum
7.1 || The many connections to feedback

62

PAGE
89 + 

handout

Peer feedback and self-assessment – 
guided notetaking 
Use the guided notetaking handout as we 
view the following video.
Note: The handout is arranged to work from 
right to left, so that when you return to it, 
you will notice your ‘So what?’ actions first.

Refer to companion pages  
88 to 89

Distribute companion 
page 89 and the guided 
notetaking handout

Video:

Culture of critique  
(8.57)

7.2 | EEF Teacher 
feedback to improve 
student learning

Engage staff with the 
Education Endowment 
Foundation’s summary  
of recommendations (EEF 
2021b) around feedback 
for learning. Facilitate 
professional discussion 
around current practice 
and next steps.

Go to the section 7.2 slides.

•	 Distribute pages 116 and 117 to small groups (A3 hard 
copy, digital copy or direct staff to their companion). 

•	 Facilitate reflection and planning of next steps using 
the prompts on the slides.

25 minutes minimum
7.2|| EEF Teacher feedback to improve student learning

69

Take some time to read the recommendations from 
the Education Endowment Foundation’s research.

PAGES
116 to 

117

Source: EEF 2021a

Distribute companion pages 
116 and 117

  School context notes

TEACHERS’ COMPANION | SECONDARY YEARS | Department for Education  |  89

Examples of self-assessment processes

1 | Self-reflection journals

Students regularly write reflections on their learning progress, challenges and areas they want to improve.

2 | Checklist or rubric-based self-assessment

Students use a checklist or rubric to evaluate their work.

3 | Self-grading with justification

Students grade their work and provide a justification for the grade. They also state what can be done to improve  
or seek clarity.

4 | Exit slips

At the end of a lesson, students fill out a quick self-assessment slip, commenting on what they learned, the questions 
they still have and how confident they feel about the learning.

What else do we know or want to find out about peer feedback and self-assessment?

Consider getting 
feedback from  

students about what 
works for them.

TEACHERS’ COMPANION | SECONDARY YEARS | Department for Education  |  117

Connecting our practice to research
Use this frame with colleagues to reflect on current practices for teacher to student feedback and identify  
your next steps.

Summary of recommendations
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TEACHER FEEDBACK TO 
IMPROVE STUDENT LEARNING

6
Design a school 
feedback policy 
that prioritises
and exemplifies 
the principles 
of effective
feedback

• Enacting these recommendations will 
require careful consideration and this 
implementation should be a staged 
process, not an event. This will include 
ongoing effective professional development.

• Schools should design feedback policies 
which promote and exemplify the principles 
of effective feedback (Recommendations 
1–3). Policies should not over-specify 
features such as the frequency or method 
of feedback.

5
Carefully 
consider 
how to use 
purposeful 
verbal feedback

• Verbal methods of feedback can improve 
student attainment and may be more 
time-efficient when compared to some 
forms of written feedback.

• However, as with written feedback, the 
effects of verbal feedback can vary and 
the method of delivery is likely to be less 
important than ensuring the principles 
of effective teacher feedback 
(Recommendations 1–3) are followed.

4
Carefully 
consider 
how to use 
purposeful, 
and time-efficient, 
written feedback

• Written methods of 
feedback, including written 
comments, marks, and 
scores, can improve student 
attainment; however, the 
effects of written feedback 
can vary.

• The method of delivery (and 
whether a teacher chooses 
to use written or verbal 

feedback) is likely to be less 
important than ensuring that 
the principles of effective 
teacher feedback 
(Recommendations 1–3) are 
followed. Written feedback 
may be effective if it follows 
high quality foundations, is 
timed appropriately, focuses 
on the task, subject, and/or 

self-regulation, and is then 
used by students.

• Some forms of written 
feedback have also been 
associated with a significant 
opportunity cost due to 
their impact on teacher 
workload. This should be 
monitored by teachers 
and school leaders.

3
Plan for how 
students will
receive and 
use feedback

• Careful thought should 
be given to how students 
receive feedback. Student 
motivation, self-confidence, 
their trust in the teacher, 
and their capacity to receive 
information can impact 
feedback’s effectiveness. 

Teachers should, therefore, 
implement strategies that 
encourage learners to 
welcome feedback, and 
should monitor whether 
students are using it.

• Teachers should also 
provide opportunities for 
students to use feedback. 
Only then will the feedback 
loop be closed so that 
student learning can 
progress.

2
Deliver 
appropriately 
timed feedback 
that focuses 
on moving 
learning forward

• There is not one clear 
answer for when feedback 
should be provided. Rather, 
teachers should judge 
whether more immediate 
or delayed feedback is 
required, considering the 
characteristics of the task 
set, the individual student, 

and the collective 
understanding of the class.

• Feedback should focus on 
moving learning forward, 
targeting the specific 
learning gaps that students 
exhibit. Specifically, high 
quality feedback may focus 

 on the task, subject, and 
self-regulation strategies.

• Feedback that focuses 
on a learner’s personal 
characteristics, or feedback 
that offers only general and 
vague remarks, is less likely 
to be effective.

 

1
Lay the 
foundations 
for effective 
feedback

• Before providing feedback, teachers should 
provide high quality instruction, including the 
use of formative assessment strategies.

• High quality initial instruction will reduce the 
work that feedback needs to do; formative 
assessment strategies are required to set 
learning intentions (which feedback will aim 
towards) and to assess learning gaps (which 
feedback will address).

This Guidance Report poster is based on original content from a report of the same name produced by the Education Endowment Foundation (EEF). 
The original content has been modified where appropriate for the Australian context.
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(EEF 2021c)

How well do we do 
this? What are the 
blocks/enablers?

Plan for how 
students will 

receive and use 
feedback

• Before providing 
feedback, teachers  
should provide high  
quality instruction,  

including the use of  
formative assessment 

strategies.

How embedded  
are these formative  
assessment strategies?  
What’s our reasoning  
for that?

5 key strategies (adapted from  
Leahy et al 2005)

What do they bring?

Designing learning that embeds formative assessment

What do 
we want 
them to
learn?

Australian Curriculum in the DEPARTMENT FOR EDUCATION  |  Learning Improvement divisionTeaching for Effective Learning

How will
we know

if they
got it?

Selecting and creating resources, 
activities and provocations

• How will we engage, challenge 
 and support all students?

• How will we make best use of 
 face-to-face and digital learning 
 environments?

So what 
will we 

do to get
there?

Success criteria

• What will quality learning look like?

• How will this understanding of 
 quality learning be shared and 
 developed with students?

Learning intentions

• What do we want students to 
 learn and why is this learning 
 important?

• How will the learning intentions 
 be shared and developed with 
 students?

What students bring to 
this learning

• What misconceptions and prior 
 knowledge can we anticipate?

• What skills and dispositions 
 might impact this learning?

Eliciting evidence and 
providing feedback

• What processes and activities 
 will we use to surface evidence 
 of students’ learning?

• What processes and practices 
 will be used to provide feedback 
 for learning?

Identifying actions to develop 
expert learners and learning culture

• How will we create and sustain 
 a culture of learning?

• How will we develop the skills 
 and dispositions of effective 
 lifelong learners?

Teaching for Effective Learning

2 | Bringing together formative assessment and Learning Design | Secondary PLP 2019–2020

SA Learning Design
Formative assessment is at the heart of effective learning design
The elements of formative assessment—being clear about the intended learning, checking in with the learners and providing 
feedback to keep their learning moving forward —are key to designing engaging and challenging learning for students.

Illustrated below are the SA Learning Design thinking map and Dylan Wiliam’s 5 key strategies of formative assessment.  
In the bottom diagram the renamed aspects of Learning Design highlight that formative assessment is at the heart of  
SA Learning Design.

Design the
teaching and
learning plan

How will we
engage, challenge

and support
their learning?

Learning Design brings together the ‘what’ 
(Australian Curriculum) and the ‘how’ (SA TfEL)

What is the
intended learning

and why is
it important?

What do
they bring?

What could the
intended learning

look like at
this level?

What evidence
will enable us
to assess the

intended learning?

What do 
we want 
them to
learn?

How will
we know

if they
got it?

So what 
will we 

do to get
there?

Australian Curriculum in the DEPARTMENT FOR EDUCATION  |  Learning Improvement divisionTeaching for Effective Learning

Dylan Wiliam’s 5 key strategies of formative assessment

Clarifying, sharing  
and understanding 
learning intentions  

and success criteria

Engineering effective 
discussions, tasks and 

activities that elicit 
evidence of learning

Providing  
feedback that moves 

learning forward

Activating students as learning  
resources for one another

Activating students as owners  
of their own learning

Adapted from Dylan Wiliam’s ‘Five key strategies’ of formative assessment (Leahy et al, 2005)

The SA Learning Design thinking map is based on the ‘Understanding by Design’ work of Wiggins & McTighe, 2005.

LEARNING DESIGN  
ASSESSMENT AND MODERATION STRATEGY

Draft 4

Summary of recommendations
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TEACHER FEEDBACK TO 
IMPROVE STUDENT LEARNING

6
Design a school 
feedback policy 
that prioritises
and exemplifies 
the principles 
of effective
feedback

• Enacting these recommendations will 
require careful consideration and this 
implementation should be a staged 
process, not an event. This will include 
ongoing effective professional development.

• Schools should design feedback policies 
which promote and exemplify the principles 
of effective feedback (Recommendations 
1–3). Policies should not over-specify 
features such as the frequency or method 
of feedback.

5
Carefully 
consider 
how to use 
purposeful 
verbal feedback

• Verbal methods of feedback can improve 
student attainment and may be more 
time-efficient when compared to some 
forms of written feedback.

• However, as with written feedback, the 
effects of verbal feedback can vary and 
the method of delivery is likely to be less 
important than ensuring the principles 
of effective teacher feedback 
(Recommendations 1–3) are followed.

4
Carefully 
consider 
how to use 
purposeful, 
and time-efficient, 
written feedback

• Written methods of 
feedback, including written 
comments, marks, and 
scores, can improve student 
attainment; however, the 
effects of written feedback 
can vary.

• The method of delivery (and 
whether a teacher chooses 
to use written or verbal 

feedback) is likely to be less 
important than ensuring that 
the principles of effective 
teacher feedback 
(Recommendations 1–3) are 
followed. Written feedback 
may be effective if it follows 
high quality foundations, is 
timed appropriately, focuses 
on the task, subject, and/or 

self-regulation, and is then 
used by students.

• Some forms of written 
feedback have also been 
associated with a significant 
opportunity cost due to 
their impact on teacher 
workload. This should be 
monitored by teachers 
and school leaders.

3
Plan for how 
students will
receive and 
use feedback

• Careful thought should 
be given to how students 
receive feedback. Student 
motivation, self-confidence, 
their trust in the teacher, 
and their capacity to receive 
information can impact 
feedback’s effectiveness. 

Teachers should, therefore, 
implement strategies that 
encourage learners to 
welcome feedback, and 
should monitor whether 
students are using it.

• Teachers should also 
provide opportunities for 
students to use feedback. 
Only then will the feedback 
loop be closed so that 
student learning can 
progress.

2
Deliver 
appropriately 
timed feedback 
that focuses 
on moving 
learning forward

• There is not one clear 
answer for when feedback 
should be provided. Rather, 
teachers should judge 
whether more immediate 
or delayed feedback is 
required, considering the 
characteristics of the task 
set, the individual student, 

and the collective 
understanding of the class.

• Feedback should focus on 
moving learning forward, 
targeting the specific 
learning gaps that students 
exhibit. Specifically, high 
quality feedback may focus 

 on the task, subject, and 
self-regulation strategies.

• Feedback that focuses 
on a learner’s personal 
characteristics, or feedback 
that offers only general and 
vague remarks, is less likely 
to be effective.

 

1
Lay the 
foundations 
for effective 
feedback

• Before providing feedback, teachers should 
provide high quality instruction, including the 
use of formative assessment strategies.

• High quality initial instruction will reduce the 
work that feedback needs to do; formative 
assessment strategies are required to set 
learning intentions (which feedback will aim 
towards) and to assess learning gaps (which 
feedback will address).

This Guidance Report poster is based on original content from a report of the same name produced by the Education Endowment Foundation (EEF). 
The original content has been modified where appropriate for the Australian context.
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CLOSING THE LOOP

Consider how you might revisit the 
proposed actions throughout the coming 
weeks or months. What impact are staff 
seeing? What are students saying? What 
adjustments might be made?

LEADERS’ GUIDE TO THE TEACHERS’ COMPANION | SECTION 7: FEEDBACK | SECONDARY YEARS | Department for Education

GUIDED NOTETAKING | Ron Berger and Gwyn ap Harri on a culture of critique

SO WHAT? WHAT DOES THAT MAKE ME THINK? WHAT DO I NOTICE?

Work through this scaffold from right to left

CLOSING THE LOOP

The companion includes 6 copies of a template (pages 90 to 95) to support staff in planning for peer and 
self-assessment. Practising a new pedagogy is key to embedding it in practice. How might you ensure 
that staff have multiple opportunities to collaboratively plan for, trial and reflect on this strategy?

http://curriculumlearningsa.shor.tn/fbguidednotetaking
http://curriculumlearningsa.shor.tn/fbguidednotetaking
http://curriculumlearningsa.shor.tn/RBCultOfCritique
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SECTION 8 | Checking for understanding
Overview
The materials in this section remind us of the critical role of anticipating and identifying  
what the student brings to the learning, and explores a few practical strategies to ‘check  
for understanding’. Connecting new information to familiar concepts helps reduce the  
cognitive load on students, making it easier for them to process and understand new  
material. The ability to surface evidence of student understanding in real time is a valuable  
skill that enables responsive teaching. Checking for understanding is learning design  
strategy 5 in the companion. This two-part process requires educators to try out their  
practice before engaging in part two.

Facilitator information

PURPOSE ACTIVITY AND FACILITATOR NOTES DURATION, MATERIALS  
AND COMPANION PAGES

8.1 | Engineering 
effective discussions 
to elicit evidence of 
understanding

Provide an opportunity 
for staff to plan a 
mini cycle of inquiry 
into checking for 
understanding.

Go to the section 8.1 slides.

•	 Distribute page 96 to each staff member (A4 hard 
copy, digital copy or direct staff to their companion) 
and prompt them to read and view the content. 
Consider doing this ahead of time to provide more 
time for the discussion below.

•	 Facilitate the planning of a mini cycle of inquiry using 
the prompts on the slides.

•	 Distribute page 98 to each staff member (A3 hard 
copy, digital copy or direct staff to their companion). 
Provide time for individuals or small groups to plan 
their ‘small step’.

 2 x 45 minutes minimum

Take some time to read and engage with the content 
(including the videos) on page 96 of the companion.

8.1 || Engineering effective discussions to elicit 
evidence of understanding

73

PAGES
96 to 

98

Refer to companion pages  
96 to 98

Distribute companion pages 
96 and 98

8.2 || What have we learned?
Educators as learners

77REFER TO PAGES 96 to 98 | Source: Department for Education 2024e

Video:

Educators as learners  
(2.55)

8.2 | What have we 
learned?

Support staff to evaluate 
the impact of actions 
taken during the mini 
cycle of inquiry.

Go to the section 8.2 slides.

•	 As a group, view the video of Ron Berger and Gwyn 
ap Harri (Department for Education 2024e) discussing 
educators as learners.

•	 Provide time for individuals or groups to reflect on the 
questions in the slides.

LEADERSHIP LENS

The suggested process in 8.1 is a mini cycle of inquiry. You could use this process with any other 
learning design strategy. Remember, an inquiry cycle does not need to be big – it could focus on  
a small tweak of practice or approach, in a few minutes of a lesson!
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Learning design strategy 5: 

Checking for understanding

Engineering effective discussions to elicit evidence of understanding
Collaboratively design:

• a learning experience that:

– surfaces students’ current understanding/belief 

– creates cognitive conflict when additional information is given

– supports and challenges students to resolve the conflict and reach deeper understanding

• a series of check-ins for a unit of learning using multiple-choice questions (with embedded misconceptions), 
combined with a process/tool such as four corners, mini whiteboards or a digital response system.
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Practice examples

1 | Discussion provocation to create cognitive conflict.

2 | Mini whiteboards.

3 | A, B, C, D response cards used with multiple-choice questions.

4 | Four corners used with multiple-choice questions.

5 | Electronic student response systems used with multiple-choice questions.

6 | Fist to five.

What else do we know or want to find out about checking for understanding?
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AREA OF IMPACT

Whole-class dialogic processes, designed to elicit  
evidence of understanding and move learning forward, are 
an effective way to give students feedback in real-time. This 
is a win-win for students and teachers. It’s a time-efficient 
approach to teacher feedback, and it supports students  
to build meaning through connecting new learning to 
previous understanding.

Learning design strategy 5: 

Checking for understanding

Engineering effective discussions to elicit evidence of understanding

The evidence

John Hattie (2023) identifies prior knowledge activation as having an 
effect size of 0.93. This approach is important because connecting 
new information to familiar concepts helps reduce the cognitive load  
on students, making it easier for them to process and understand 
new material. 

Key considerations

1 | A fundamental principle of learning design

In this video, Dylan quotes David Ausubel (1968), reminding us of the critical 
role of anticipating and identifying what the student brings to the learning.  
With colleagues, consider:

• Do our teaching and learning plans clearly identify: 

– key prerequisite knowledge?

– common misconceptions that students bring to this learning?

• Given that anticipation of prerequisite knowledge and misconceptions 
underpins what educators look for in student understanding – how will  
we collaborate to strengthen this aspect of our learning design?

2 | All student response systems

In this video, Dylan models one possible all student response process and 
reminds us of the need to base our next teaching moves on information  
from all students rather than a small selection of individuals.

How might we check for understanding, in the moment, with a whole class? 
Hands up questioning is not the answer. We need to know each student’s 
starting point, and importantly, they need to know their starting point too.

With colleagues, consider:

• What all student response processes are used at our school?

• Are these processes in frequent use at all year levels? Learning areas?

• What processes do we want our students to be familiar with?

3 | Create cognitive conflict

In this popular animation, often referred to for its explanation of the learning 
pit, James Nottingham provides examples of how a teacher can both:

• elicit evidence of understanding, and 

• move the learning forward

by designing to create cognitive conflict.

Summary of recommendations
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TEACHER FEEDBACK TO 
IMPROVE STUDENT LEARNING

6
Design a school 
feedback policy 
that prioritises
and exemplifies 
the principles 
of effective
feedback

• Enacting these recommendations will 
require careful consideration and this 
implementation should be a staged 
process, not an event. This will include 
ongoing effective professional development.

• Schools should design feedback policies 
which promote and exemplify the principles 
of effective feedback (Recommendations 
1–3). Policies should not over-specify 
features such as the frequency or method 
of feedback.

5
Carefully 
consider 
how to use 
purposeful 
verbal feedback

• Verbal methods of feedback can improve 
student attainment and may be more 
time-efficient when compared to some 
forms of written feedback.

• However, as with written feedback, the 
effects of verbal feedback can vary and 
the method of delivery is likely to be less 
important than ensuring the principles 
of effective teacher feedback 
(Recommendations 1–3) are followed.

4
Carefully 
consider 
how to use 
purposeful, 
and time-efficient, 
written feedback

• Written methods of 
feedback, including written 
comments, marks, and 
scores, can improve student 
attainment; however, the 
effects of written feedback 
can vary.

• The method of delivery (and 
whether a teacher chooses 
to use written or verbal 

feedback) is likely to be less 
important than ensuring that 
the principles of effective 
teacher feedback 
(Recommendations 1–3) are 
followed. Written feedback 
may be effective if it follows 
high quality foundations, is 
timed appropriately, focuses 
on the task, subject, and/or 

self-regulation, and is then 
used by students.

• Some forms of written 
feedback have also been 
associated with a significant 
opportunity cost due to 
their impact on teacher 
workload. This should be 
monitored by teachers 
and school leaders.

3
Plan for how 
students will
receive and 
use feedback

• Careful thought should 
be given to how students 
receive feedback. Student 
motivation, self-confidence, 
their trust in the teacher, 
and their capacity to receive 
information can impact 
feedback’s effectiveness. 

Teachers should, therefore, 
implement strategies that 
encourage learners to 
welcome feedback, and 
should monitor whether 
students are using it.

• Teachers should also 
provide opportunities for 
students to use feedback. 
Only then will the feedback 
loop be closed so that 
student learning can 
progress.

2
Deliver 
appropriately 
timed feedback 
that focuses 
on moving 
learning forward

• There is not one clear 
answer for when feedback 
should be provided. Rather, 
teachers should judge 
whether more immediate 
or delayed feedback is 
required, considering the 
characteristics of the task 
set, the individual student, 

and the collective 
understanding of the class.

• Feedback should focus on 
moving learning forward, 
targeting the specific 
learning gaps that students 
exhibit. Specifically, high 
quality feedback may focus 

 on the task, subject, and 
self-regulation strategies.

• Feedback that focuses 
on a learner’s personal 
characteristics, or feedback 
that offers only general and 
vague remarks, is less likely 
to be effective.

 

1
Lay the 
foundations 
for effective 
feedback

• Before providing feedback, teachers should 
provide high quality instruction, including the 
use of formative assessment strategies.

• High quality initial instruction will reduce the 
work that feedback needs to do; formative 
assessment strategies are required to set 
learning intentions (which feedback will aim 
towards) and to assess learning gaps (which 
feedback will address).

This Guidance Report poster is based on original content from a report of the same name produced by the Education Endowment Foundation (EEF). The original content has been modified where appropriate for the Australian context.
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Carefully 
consider  

how to use 
purposeful  

verbal  
feedback

See page 116 (EEF 2021c)

Start from where the learner is 
(Wiliam 2019i)

All student response systems 
(Wiliam 2019)

The learning pit videos and 
resources (Nottingham 2015)

CLOSING THE LOOP

The companion includes 6 copies of a 
template (pages 98 to 103) to support 
staff in planning to engineer effective 
discussions to elicit evidence of 
understanding. Practising a new pedagogy 
is key to embedding it in practice. How 
might you ensure that staff have multiple 
opportunities to collaboratively plan for, 
trial and reflect on this strategy?

http://curriculumlearningsa.shor.tn/RonBergerTchAsLrnr
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SECTION 9 | Hooking students into the learning
Overview
Student engagement in challenging learning is fundamental to achievement, but creating genuine  
cognitive and emotional engagement requires more than just making learning ‘fun’. As Ron Berger  
(2003) emphasises, students engage deeply when work matters to them and has authentic purpose.  
Leading teachers to develop effective hooks requires balancing academic rigour with real world  
relevance, while maintaining high expectations for all learners. Hooking students into the learning  
is learning design strategy 6 in the companion.

Facilitator information

PURPOSE ACTIVITY AND FACILITATOR NOTES DURATION, MATERIALS  
AND COMPANION PAGES

9.1 | Designing for 
engagement in 
challenging learning

Provide an opportunity 
for staff to plan for a step 
into designing learning 
hooks.

Go to the section 9.1 slides.

•	 Use the slides to guide staff to engage with and 
discuss the ‘Innovation playlist’ (What School Could 
Be 2024). Consider asking staff to choose and view  
a video prior to the session.

•	 As a group, view the video of Dylan Wiliam (2019d) 
speaking about hooking students into the learning. 
Facilitate small group discussion about how the 
videos might inspire the design of ‘learning hooks’.

•	 Distribute page 106 to small groups (A3 hard copy, 
digital copy or direct staff to their companion). 
Provide time for small groups to use the template  
to plan for hooking students into the learning.

30 minutes minimum

80

Innovation playlist video
Choose a video to view from the ‘Innovation playlist’.
View the video as a learner – a learner of teaching 
and learning practices.
While viewing, record what you noticed about 
hooking students into the learning.

9.1 || Designing for engagement in challenging 
learning

PAGES 
104 to 

106

Source: What School Could Be 2024

http://curriculumlearningsa.shor.tn/InnovPlaylistWSCB

Refer to companion pages 
104 to 106

Distribute companion  
page 106

Online resource:

The innovation playlist

Video:

Hook students into  
the learning (1:20)

  School context notes
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Learning design strategy 6: 

Hooking students into the learning

Designing for engagement in challenging learning
Explore the examples for inspiration, then collaboratively design a lesson, series of lessons or a whole unit that 
intentionally seeks to cognitively and emotionally engage students in challenging learning. Consider:

• What dispositions, capabilities and understanding are you seeking to develop in students?

• What is your school’s focus area of impact/domain(s)? How might that sharpen or elevate your learning design?

CLOSING THE LOOP

The companion includes 6 copies of a 
template (pages 106 to 111) to support staff 
in designing for engagement in challenging 
learning. Practising a new pedagogy is 
key to embedding it in practice. How 
might you ensure that staff have multiple 
opportunities to collaboratively plan for, 
trial and reflect on this strategy?

http://curriculumlearningsa.shor.tn/InnovPlaylistWSCB
http://curriculumlearningsa.shor.tn/DWHookStudIntoLrng
http://curriculumlearningsa.shor.tn/DWHookStudIntoLrng
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SECTION 10 | Teachers as learners
Overview
Leading collaborative reflection requires careful attention to both creating safety for  
professional vulnerability and maintaining focus on evidence of impact on student learning.  
Term reflections are an opportunity to celebrate successes, learn from ‘praiseworthy failures’  
and plan the next steps in your improvement journey. 

Facilitator information

PURPOSE ACTIVITY AND FACILITATOR NOTES DURATION, MATERIALS  
AND COMPANION PAGES

10.1 | Reflecting on our 
practice

Provide staff with an 
opportunity to reflect 
on their personal and 
collective learning 
throughout the term.

Go to the section 10.1 slides.

•	 As a group, view the video of Ron Berger and Gwyn 
ap Harri (Department for Education 2024e) discussing 
teachers as learners. After viewing, take a moment to 
make connections to your school priorities or agreed 
ways of working.

•	 Distribute page 40 to each staff member (A4 hard 
copy, digital copy or direct staff to their companion). 
Provide time for staff to engage in individual 
reflection.

•	 Distribute page 41 to small groups (A3 hard copy, 
digital copy or direct staff to their companion). 
Encourage small group collaborative discussions 
using the guiding questions on the page.

30 minutes minimum
10.1 || Reflecting on our practice

85Source: Department for Education 2024d

Before we reflect, 
consider these 
ideas from Ron 
Berger and Gwyn 
ap Harri.

PAGES
40 to 

41

Distribute companion pages 
40 and 41

Video:

Educators as learners  
(2.55)

  School context notes

LEADERSHIP LENS

Before working with your educators, you might consider:

•	 How are we creating conditions where teachers feel safe to be vulnerable about their practice and 
open to learning from each other?

•	 What evidence are we collecting that shows our collaborative learning is making a difference for 
our students?

•	 How do we ensure our reflection processes lead to meaningful changes in practice rather than just 
sharing what worked or didn’t?

•	 What structures and processes might we embed to make collaborative reflection a routine part  
of our improvement journey?

CLOSING THE LOOP

Are there any patterns emerging out of  
the reflections? 

How might you support staff to follow up 
on their reflections and proposed actions?
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Teachers as learners – being the  
best at getting better together!

Collaborative reflections to consider with colleagues
• What collective improvements are we feeling proud of this term? 

• What progress have we made with our collective focus on the areas of impact?

• What can we learn from each other’s successes and praiseworthy failures?

• What are our next steps in relation to exploring the SA Curriculum prototype for our learning area(s)?

• What are we trying and discovering about using the capabilities and dispositions in the SA Curriculum to inform  
our design of learning?

What else do we want to reflect on and work towards?
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Teachers as learners (Berger 2024a)

Teachers as learners – being the  
best at getting better!

Individual reflections
What am I feeling proud of this term?

In relation to strengthening my pedagogy:

• Have I explored/strengthened an aspect of my pedagogy this term? 

• What was the impact on students?

• What might I try next term? (Check out the strategy list on page 61.)

In relation to creating a strong learning culture:

• What did I do this term to intentionally nurture a strong learning culture?

• What are the tangible indicators that my efforts to create a strong learning  
culture are having a positive impact on students?

• How did I engage students in planning to strengthen our learning culture  
and monitoring our collective progress? 

• What will I continue, introduce, or stop doing next term to strengthen  
the learning culture with each of my classes?

What else do I want to reflect on and work towards?

T
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It’s important for us to think 
about ourselves as learners for a 
moment rather than as teachers.

Ron Berger – Teachers as learners 

http://curriculumlearningsa.shor.tn/RonBergerTchAsLrnr
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