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GRADING AND REPORTING QUESTIONNAIRE
© Thomas R. Guskey

Name (Optional) __________________________

Grade Level ________________

Years of Teaching Experience _______________

Subject(s) __________________

Directions: Please read each question carefully, think about your response, and
answer each as honestly as you can.
1. What do you believe are the major reasons we use report cards and assign grades to
students’ work?
a. __________________________________________________________________
b. __________________________________________________________________
2. Ideally, what purposes do you believe report cards or grades should serve?
a. __________________________________________________________________
b. __________________________________________________________________
3. Although classes certainly differ, on average, what percent of the students in your
classes receive the following grades:
A ____

B ____

C ____

D ____

E or F ____

4. What would you consider an ideal distribution of grades (in percent) in your classes?
A ____

B ____

C ____

D ____

E or F ____

5. The current grading system in many schools uses the following combination of letter
grades, percentages, and/or categories:
A
100% - 90%
B
89% - 80%
C
79% - 70%
D
69% - 60%
E or F 59% -

Excellent
Good
Average
Poor
Failing

Exceptional
Proficient
Basic
Below Basic

If you could make any changes in this system, what would they be?
a. ______________________________________________________________
______________________________________________________________
b. ______________________________________________________________
______________________________________________________________
6. Is there an established, uniform grading policy in your school or district?
Yes _____

No _____

I don’t know _____

1

How well would you say you understand those policies?
Not at all

Somewhat

Very well

1 ------------ 2 ------------ 3 ------------ 4 ------------ 5

7. Grades and other reporting systems serve a variety of purposes. Based on your beliefs, rank
order the following purposes from 1 (Most important) to 6 (Least important).
___ Communicate information to parents about students’ achievement and performance in
school
___ Provide information to students for self-evaluation
___ Select, identify, or group students for certain educational programs (Honor classes, etc.)
___ Provide incentives for students to learn
___ Document students' performance to evaluate the effectiveness of school programs
___ Provide evidence of students' lack of effort or inappropriate responsibility

8. Teachers use a variety of elements in determining students' grades. Among those listed
below, please indicate those that you use and about what percent (%) each contributes to
students’ grades.
___ Major examinations
___ Major compositions
___ Unit tests
___ Class quizzes
___ Reports or projects
___ Student portfolios
___ Exhibits of students’ work
___ Laboratory projects
___ Students’ notebooks or journals
___ Classroom observations

___ Oral presentations
___ Homework completion
___ Homework quality
___ Class participation
___ Work habits and neatness
___ Effort put forth
___ Class attendance
___ Punctuality of assignments
___ Class behavior or attitude
___ Progress made

___ Other (Describe) ______________________________________
___ Other (Describe) ______________________________________

9. What are the most positive aspects of report cards and the process of assigning grades?
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
10. What do you like least about report cards and the process of assigning grades?
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
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Grading Formulae: What Grade Do Students Deserve?
© Thomas R. Guskey

The table below shows the performance of seven students over five instructional units. Also
shown are the summary scores and grades for these students calculated by three different
methods: (1) the simple arithmetic average of unit scores, (2) the median or middle score from
the five units, and (3) the arithmetic average, deleting the lowest unit score in the group.
Consider, too, the following explanations for these score patterns:

Student 1 struggled in the early part of the
marking period but continued to work
hard, improved in each unit, and did
excellently in unit 5.

Student 4 began the marking period poorly,
failing the first two units, but with
newfound interest performed excellently
in units 3, 4, and 5.

Student 2 began with excellent performance
in unit 1 but then lost motivation,
declined steadily during the marking
period, and received a failing mark for
unit 5.

Student 5 began the marking period
excellently, but then lost interest and
failed the last two units.

Student 3 performed steadily throughout the
marking period, receiving three B’s and
two C’s, all near the B – C cut-score.

Student 6 skipped school (unexcused
absence) during the first unit, but
performed excellently in every other unit.
Student 7 performed excellently in the first
four units, but was caught cheating on
the assessment for unit 5, resulting in a
score of zero for that unit.

Summary Grades Tallied by Three Different Methods
Student

Unit 1

Unit 2

Unit 3

Unit 4

Unit 5

Average
Score

Grade

Median
Score

Grade

Deleting
Lowest

Grade

1

59

69

79

89

99

79.0

C

79.0

C

84.0

B

2

99

89

79

69

59

79.0

C

79.0

C

84.0

B

3

77

80

80

78

80

79.0

C

80.0

B

79.5

C

4

49

49

98

99

100

79.0

C

98.0

A

86.5

B

5

100

99

98

49

49

79.0

C

98.0

A

86.5

B

6

0

98

98

99

100

79.0

C

98.0

A

98.8

A

7

100

99

98

98

0

79.0

C

98.0

A

98.8

A

Grading standards: 90% – 100% = A
80% – 89%
70% – 79%
60% – 69%
– 59%

=
=
=
=

B
C
D
F

Questions: Which grading method is best? Which is fairest?
What grade does each student deserve?

GRADING AND REPORTING STUDENT LEARNING
From: Guskey, T. R., & Bailey, J. M. (2001). Developing Grading and Reporting
Systems for Student Learning. Thousand Oaks, CA: Corwin Press.
Guskey, T. R. (2002). How’s My Kid Doing: A Parent’s Guide to Grades,
Marks, & Report Cards. San Francisco, CA: Jossey-Bass.

General Conclusions From the Research:
1. Grading and reporting are not essential to the instructional process.
2. Grading and reporting serve a variety of purposes, but no one method serves
all purposes well.
3. Grading and reporting will always involve some degree of subjectivity.
4. Mathematic precision does not yield fairer or more objective grading.
5. Grades have some value as a reward, but no value as a punishment.
6. Grading and reporting should always be done in reference to learning criteria,
never "on the curve."
7. Three general types of learning criteria are used in grading and reporting:
a. Product criteria
b. Process criteria
c. Progress criteria
8. Report cards are but one way to communicate with parents.

Guidelines for Better Practice:
1. Begin with a clear statement of purpose and specific learning goals.
a. Why are grading and reporting done?
b. For whom is the information intended?
c. What are the desired results?
2. Ensure that grading and reporting methods provide accurate and understandable
descriptions students learning.
a. More a challenge in clear thinking and effective communication
b. Less an exercise in quantifying achievement
3. Use grading and reporting methods to enhance teaching and learning.
a. Facilitate communication between teachers, students, parents, and others.
b. Ensure that efforts to help students are consistent and harmonious
4. Alleviate questionable practices:
a. Example 1: Averaging to obtain a student's grade or mark.
b. Example 2: Assigning a 'zero' to work that is late, missed, or neglected.
c. Example 3: Taking credit away from students for behavioral infractions.
For additional information contact:

Thomas R. Guskey, Georgetown College, 400 East College Street, Georgetown, KY 40324
(Phone: 502-863-7010 E-mail: Guskey @ georgetowncollege.edu)
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Grading and
Reporting
Student Learning
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Change is a
Prerequisite for

Improvement !

Guiding Questions
1. What are the major reasons we use report cards
and assign grades to students’ work?
2. Ideally, what purposes should report cards or
grades serve?
3. What elements should teachers use in
determining students' grades?
(For example, major assessments, compositions,
homework, attendance, class participation, etc. )

Systemic Change
9 Change is a Highly Complex Process

9 Professional Development is Essential

Grading and
Reporting
Questionnaire

Purposes of Grading
1. Communicate the Achievement Status of Students
to Their Parents and Others

2. Provide Information for Student Self-Evaluation
3. Select, Identify, or Group Students for Certain
Educational Programs

4. Provide Incentives for Students to Learn
5. Document Students’ Performance to Evaluate the
Effectiveness of Instructional Programs

6. Provide Evidence of Students’ Lack of Effort or
Inappropriate Responsibility

Grading Elements
9 Major Exams or
Compositions
9 Class Quizzes
9 Reports or Projects
9 Student Portfolios
9 Exhibits of Students’ Work
9 Laboratory Projects
9 Students’ Notebooks or
Journals
9 Classroom Observations
9 Oral Presentations

9 Homework Completion

9 Homework Quality
9 Class Participation
9 Work Habits and
Neatness

9 Effort Put Forth
9 Class Attendance
9 Punctuality of Assignments
9 Class Behavior or
Attitude
9 Progress Made

General
Conclusions from
the Research on
Grading

Checking is Essential !
Î Checking is Diagnostic
- Teacher is an Advocate

Î Grading is Evaluative
- Teacher is a Judge

Guiding Questions
1. Do you want a more general report that would look similar for several grade levels,
or a more specific report that would look different at each grade level?
2. What product, process, and progress criteria should be reported at each level?
3. Within each subject area, how may standards will be reported? What are they?
4. How many levels of performance wll be reported for each standard?
How will those be labeled?
5. Will teachers’ comments be encouraged and included? What form will these take?
How will they be recorded?
6. How should things be arranged on the report? What format will be used?
What information should be included?
7. What will parents be expected to do with this information?
8. What policies need to accompany these new reporting procedures
(i.e. the use of zeros; absentees; punctuality of assignments; make-up work; behavioral
infractions; homework; final examinations; etc.)
9. When should the perspectives and input of parents and/or students be sought?

#1 Grading and
Reporting are NOT
Essential to the
Instructional Process

9 Teachers can teach without grades.
9 Students can and do learn without grades.

#2 No One Method
of Grading and
Reporting Serves
All Purposes Well !

Purposes of Grading
1. Communicate the Achievement Status of Students
to Their Parents and Others

2. Provide Information for Student Self-Evaluation
3. Select, Identify, or Group Students for Certain
Educational Programs

4. Provide Incentives for Students to Learn
5. Document Students’ Performance to Evaluate the
Effectiveness of Instructional Programs

Architecture:

Form Follows Function.
Education:

Method Follows Purpose!

6. Provide Evidence of Students’ Lack of Effort or
Inappropriate Responsibility

Solution:
Multiple Purposes Require a

Multi-Faceted,
Comprehensive
Reporting System!

Letter Grades
Î

Advantages:

Critical Factors in
Determining Purposes
1. What information do we want to communicate?
2. Who is the primary audience?
3. How would we like that information to be used?

Percentage Grades
Î

1. Brief Description of Adequacy
2. Generally Understood

Î

Disadvantages:
1. Require the Abstraction of Lots
of Information
2. Cut-offs are Arbitrary
3. Easily Misinterpreted

Advantages:
1. Provide Finer Discriminations
2. Increase Variation in Grades

Î

Disadvantages:
1. Require the Abstraction of Lots
of Information
2. Increased Number of Arbitrary Cut-offs
3. Greater Influence of Subjectivity

Standards-Based
(Checklist of Skills)

Î

Steps in Developing
Standards-Based Grading
1. Identify the major learning goals or standards

Advantages:

that students will be expected to achieve at each grade
level or in each course of study.

1. Clear Description of Achievement
2. Useful for Diagnosis and Prescription

Î

2. Establish performance indicators
for the learning goals or standards.

Disadvantages:

3. Determine graduated levels of performance
(benchmarks) for assessing each goal or standard.

1. Often Too Complicated for Parents to
Understand
2. Seldom Communicate the Appropriateness
of Progress

4. Develop reporting forms that communicate teachers’

judgments of students’ learning progress and culminating
achievement in relation to the learning goals or standards.

Guidelines for
Reporting on Standards

Challenges in Determining
Graduated Levels of Student Performance
1 . Levels of Understanding / Quality
Modest
Intermediate
Proficient
Superior

Beginning
Progressing
Adequate
Exemplary

Novice
Apprentice
Proficient
Distinguished

Unsatisfactory
Needs Improvement
Satisfactory
Outstanding

1. Avoid Comparative Language.
“Below Average,” “Average,” and “Superior” communicates
standing among classmates, not progress on standards.

2. Level of Mastery / Proficiency
Below Basic
Basic
Proficient
Advanced

Below Standard
Approaching Standard
Meets Standard
Exceeds Standard

Pre-Emergent
Emerging
Acquiring
Extending

Incomplete
Limited
Partial
Thorough

2. Provide Examples Based on Student Work.
Show precisely what each level of performance means,
based on models of excellence.

3. Frequency of Display
Rarely
Occasionally
Frequently
Consistently

4. Degree of Effectiveness
Ineffective
Moderately Effective
Highly Effective

3. Distinguish “Levels of Understanding”

Never
Seldom
Usually
Always

Poor
Acceptable
Excellent

and “Frequency of Display.”
“Quality” is not the same as “Rate of Occurrence.”
5. Evidence of Accomplishment

4. Be Consistent.

Little or No Evidence
Partial Evidence
Sufficient Evidence
Extensive Evidence

Steps in Developing
Standards-Based Grading
1. The process is more a challenge in effective

communication than simply documenting achievement.

2. Interpretation is the key element in effective
communication.

3. Consistency is essential to accurate interpretation.
4. Development involves a series of compromises.

Use similar terms across school levels, assessments,
instructional materials, and reporting forms .

Narratives
Î

Advantages:

1. Clear Description of Progress and Achievement
2. Useful for Diagnosis and Prescription

Î

Disadvantages:

1. Extremely Time-Consuming for Teachers to Develop
2. May Not Communicate Appropriateness of Progress
3. Comments Often Become Standardized

Methods can be
Combined to
Enhance their
Communicative
Value !

Solution:
1.

Determine the Primary Purpose of each
Grading and Reporting Tool.

2.

Select or Develop the Most Appropriate
Method for Each Tool.

3.

Develop a Multi-Faceted,

Comprehensive Reporting System!

In General,
Reporting is More
Subjective:
9 The More Detailed the Reporting Method.
9 The More Analytic the Reporting Process.
9 The More ‘Effort’ is Considered.
9 The More ‘Behavior’ Influences Judgments.

Grades with Comments are
Better than Grades Alone!
Grade
A
B
C
D
F

Standard Comment
Excellent ! Keep it up.
Good work. Keep at it.
Perhaps try to do still better?
Let’s bring this up.
Let’s raise this grade !

From: Page, E. B. (1958). Teacher comments and student performance:
A seventy-four classroom experiment in school motivation.
Journal of Educational Psychology, 49, 173-181.

#3 Grading and
Reporting Will
Always Involve
Some Degree of
Subjectivity !

However, More
Detailed and Analytic
Reports are Better

Learning Tools !

Challenge:

#4 Mathematic Precision

Does NOT Yield
Fairer or More
Objective Grading!

To Balance
Reporting Needs with
Instructional Purposes

Grading Formulae

Student Achievement Profiles:
Student

Unit
1

Unit
2

Unit
3

Unit
4

Unit
5

Average
Score

Grade

Median
Score

Grade

Deleting
Lowest

Grade

1

59

69

79

89

99

79.0

C

79.0

C

84.0

B

Student 1 struggled in the early part of the marking period but continued to work
hard, improved in each unit, and did excellently in unit 5.

Student 2 began with excellent performance in unit 1 but then lost motivation,
declined steadily during the marking period, and received a failing mark for unit 5.

Student 3 performed steadily throughout the marking period, receiving three B’s and
two C’s, all near the B – C cut-score.

2

99

89

79

69

59

79.0

C

79.0

C

84.0

B

3

77

80

80

78

80

79.0

C

80.0

B

79.5

C

4

49

49

98

99 100

79.0

C

98.0

A

86.5

B

5

100

99

98

49

79.0

C

98.0

A

86.5

B

6

0

98

98

99 100

79.0

C

98.0

A

98.8

A

7

100

99

98

98

79.0

C

98.0

A

98.8

A

Student 4 began the marking period poorly, failing the first two units, but with
newfound interest performed excellently in units 3, 4, and 5.

Student 5 began the marking period excellently, but then lost interest and failed the
last two units.

Student 6 skipped school (unexcused absence) during the first unit, but performed
excellently in every other unit.

Student 7 performed excellently in the first four units, but was caught cheating on the

49

0

assessment for unit 5, resulting in a score of zero for that unit.

Questionable Practices:

9 Averaging to Obtain a Course Grade
9 Giving Zeros for Work Missed or

Alternatives to Averaging
Inconsistent Evidence on
Student Learning:

Work Turned in Late

9
9

For Infractions

9

9 Taking Credit Away from Students

Give priority to the most recent evidence.
Give priority to the most comprehensive
evidence.
Give priority to evidence related to the most
important learning goals or standards.

Alternatives to Giving Zeros :

Grading requires

Thoughtful and
Informed

9 Assign “I” or “Incomplete” Grades.
9 Report Behavioral Aspects Separately.
9 Change Grading Scales.

Professional Judgment!

#5 Grades have Some

Message:

Include specific and immediate consequences.

Separate “Product” (Achievement) from “Process” and “Progress.”

Use Integers (A=4, B=3, C=2, …) instead of Percentages.

Value as Rewards,
but NO Value as
Punishments !

#6 Grading and Reporting

should Always be done
in reference to

Learning Criteria ,

Never “On The Curve”

Do Not Use Grades
as Weapons !

Grading Criteria
1. Product Criteria
2. Process Criteria
3. Progress Criteria

#7 Grade Distributions
Reflect Both:
9 1. Students’ Level of Performance
9 2. The Quality of the Teaching

Forms of Reporting
to Parents Include:
9 Report Cards
9 Personal Letters
9 Notes with Report Cards 9 Homework
9 Standardized Assessment 9 Evaluated Assignments
Reports

9 Weekly / Monthly
Progress Reports

9 Phone Calls
9 School Open Houses
9 Newsletters

or Projects

9 Portfolios or Exhibits
9 School Web Pages
9 Homework Hotlines
9 Parent-Teacher Conferences
9 Student-Led Conferences

In Reporting to Parents:
1. Include Positive Comments.
2. Describe Specific Learning Goals or Expectations
(Include Samples of the Student’s Work).

3. Provide Specific Suggestions on What Parents
Can Do To Help.

4. Stress Parents’ Role as Partners in the Learning
Process.

#8 Report Cards are
but One Way of
Communicating with
Parents !

For More Information on Student-Led Conferences, contact:

Jane M. Bailey

Director of Teaching & Learning
Petoskey Public Schools
1130 Howard Street
Petoskey, MI 49770
Phone: 231/348-2352
E-mail: bailey.jm.m@petoskeyschools.org

#9 High Percentages
are NOT the same as
High Standards!

Think about your days as a
student. Then, describe
your most memorable…

9 Negative grading experience.
9 Positive grading experience.

Provide Accurate
and Understandable
Descriptions of
Student Learning

#1 Begin with a

#2

Why Grading and Reporting Are Done?
For Whom the Information is Intended?
What are the Desired Results?

9 More a Challenge in Effective Communication
9 Less an Exercise in Quantifying Achievement

Clear Statement
of Purpose
9
9
9

Guidelines for
Better
Practice

#3 Use Grading and

Reporting to Enhance
Teaching and Learning

9 Facilitate Communication Between
Teachers, Parents, and Students

9 Ensure Efforts to Help Students are
Harmonious

For Help or Additional Information:

Thomas R. Guskey

Georgetown College
400 East College Street
Georgetown, KY 40324
Phone: 502-863-7010
E-mail: Guskey @ georgetowncollege.edu
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How Classroom Assessments
Improve Learning
Teachers who develop useful assessments, provide corrective instruction, and
give students second chances to demonstrate success can improve their
instruction and help students learn.
Thomas R. Guskey
Large-scale assessments, like all
assessments, are designed for a specific
purpose. Those used in most states today
are designed to rank-order schools and
students for the purposes of
accountability—and some do so fairly well.
But assessments designed for ranking are
generally not good instruments for helping
teachers improve their instruction or
modify their approach to individual
students. First, students take them at the
end of the school year, when most
instructional activities are near
completion. Second, teachers don’t
receive the results until two or three
months later, by which time their students
have usually moved on to other teachers.
And third, the results that teachers
receive usually lack the level of detail
needed to target specific improvements
(Barton, 2002; Kifer, 2001).

The assessments best suited to guide
improvements in student learning are the
quizzes, tests, writing assignments, and
other assessments that teachers
administer on a regular basis in their
classrooms. Teachers trust the results
from these assessments because of their
direct relation to classroom instructional
goals. Plus, results are immediate and
easy to analyze at the individual student
level. To use classroom assessments to
make improvements, however, teachers
must change both their view of
assessments and their interpretation of
results. Specifically, they need to see their
assessments as an integral part of the
instruction process and as crucial for
helping students learn.
Despite the importance of assessments in
education today, few teachers receive
much formal training in assessment
design or analysis. A recent survey

showed, for example, that fewer than half
the states require competence in
assessment for licensure as a teacher
(Stiggins, 1999). Lacking specific training,
teachers rely heavily on the assessments
offered by the publisher of their textbooks
or instructional materials. When no
suitable assessments are available,
teachers construct their own in a
haphazard fashion, with questions and
essay prompts similar to the ones that
their teachers used. They treat
assessments as evaluation devices to
administer when instructional activities
are completed and to use primarily for
assigning students’ grades.
To use assessments to improve instruction
and student learning, teachers need to
change their approach to assessments in
three important ways.

Make Assessments Useful For
Students
Nearly every student has suffered the
experience of spending hours preparing
for a major assessment, only to discover
that the material that he or she had
studied was different from what the
teacher chose to emphasize on the
assessment. This experience teaches
students two un-fortunate lessons. First,
students realize that hard work and effort
don’t pay off in school because the time
and effort that they spent studying had
little or no influence on the results. And
second, they learn that they cannot trust
their teachers (Guskey, 2000a). These are
hardly the lessons that responsible
teachers want their students to learn.
Nonetheless, this experience is common
because many teachers still mistakenly
believe that they must keep their
assessments secret. As a result, students
come to regard assessments as guessing
games, especially from the middle grades
on. They view success as depending on
how well they can guess what their

teachers will ask on quizzes, tests, and
other assessments. Some teachers even
take pride in their ability to out-guess
students. They ask questions about
isolated concepts or obscure
understandings just to see whether
students are reading carefully. Generally,
these teachers don’t include such “gotcha”
questions maliciously, but rather—often
unconsciously—because such questions
were asked of them when they were
students.
Classroom assessments that serve as
meaningful sources of information don’t
surprise students. Instead, these
assessments reflect the concepts and
skills that the teacher emphasized in
class, along with the teacher’s clear
criteria for judging students’ performance.
These concepts, skills, and criteria align
with the teacher’s instructional activities
and, ideally, with state or district
standards. Students see these
assessments as fair measures of
important learning goals. Teachers
facilitate learning by providing students
with important feedback on their learning
progress and by helping them identify
learning problems (Bloom, Madaus, &
Hastings, 1981; Stiggins, 2002).
Critics sometimes contend that this
approach means “teaching to the test.”
But the crucial issue is, What determines
the content and methods of teaching? If
the test is the primary determinant of
what teachers teach and how they teach
it, then we are indeed “teaching to the
test.” But if desired learning goals are the
foundation of students’ instructional
experiences, then assessments of student
learning are simply extensions of those
same goals. Instead of “teaching to the
test,” teachers are more accurately
“testing what they teach.” If a concept or
skill is important enough to assess, then it
should be important enough to teach. And
if it is not important enough to teach, then
there’s little justification for assessing it.

For Teachers
The best classroom assessments also
serve as meaningful sources of
information for teachers, helping them
identify what they taught well and what
they need to work on. Gathering this vital
information does not require a
sophisticated statistical analysis of
assessment results. Teachers need only
make a simple tally of how many students
missed each assessment item or failed to
meet a specific criterion. State
assessments sometimes provide similar
item-by-item information, but concerns
about item security and the cost of
developing new items each year usually
make assessment developers reluctant to
offer such detailed information. Once
teachers have made specific tallies, they
can pay special attention to the trouble
spots—those items or criteria missed by
large numbers of students in the class.
In reviewing these results, the teacher
must first consider the quality of the item
or criterion. Perhaps the question is
ambiguously worded or the criterion is
unclear. Perhaps students mis-interpreted
the question. Whatever the case, teachers
must determine whether these items
adequately address the knowledge,
understanding, or skill that they were
intended to measure.
If teachers find no obvious problems with
the item or criterion, then they must turn
their attention to their teaching. When as
many as half the students in a class
answer a clear question incorrectly or fail
to meet a particular criterion, it’s not a
student learning problem—it’s a teaching
problem. Whatever teaching strategy was
used, whatever examples were employed,
or whatever explanation was offered, it
simply didn’t work.
Analyzing assessment results in this way
means setting aside some powerful ego
issues. Many teachers may initially say, “I
taught them. They just didn’t learn it!”

But on reflection, most recognize that
their effectiveness is not defined on the
basis of what they do as teachers but
rather on what their students are able to
do. Can effective teaching take place in
the absence of learning? Certainly not.
Some argue that such a perspective puts
too much responsibility on teachers and
not enough on students. Occasionally,
teachers respond, “Don’t students have
responsibilities in this process? Shouldn’t
students display initiative and personal
accountability?”
Indeed, teachers and students share
responsibility for learning. Even with
valiant teaching efforts, we cannot
guarantee that all students will learn
everything excellently. Only rarely do
teachers find items or assessment criteria
that every student answers correctly. A
few students are never willing to put forth
the necessary effort, but these students
tend to be the exception, not the rule. If a
teacher is reaching fewer than half of the
students in the class, the teacher’s
method of instruction needs to improve.
And teachers need this kind of evidence to
help target their instructional
improvement efforts.

Follow Assessments With
Corrective Instruction
If assessments provide information for
both students and teachers, then they
cannot mark the end of learning. Instead,
assessments must be followed by highquality, corrective instruction designed to
remedy whatever learning errors the
assessment identified (see Guskey, 1997).
To charge ahead knowing that students
have not learned certain concepts or skills
well would be foolish. Teachers must
therefore follow their assessments with
instructional alternatives that present
those concepts in new ways and engage
students in different and more appropriate
learning experiences.

High-quality, corrective instruction is not
the same as reteaching, which often
consists simply of restating the original
explanations louder and more slowly.
Instead, the teacher must use approaches
that accommodate differences in students’
learning styles and intelligences
(Sternberg, 1994). Although teachers
generally try to incorporate different
teaching approaches when they initially
plan their lessons, corrective instruction
involves extending and strengthening that
work. In addition, those students who
have few or no learning errors to correct
should receive enrichment activities to
help broaden and expand their learning.
Materials designed for gifted and talented
students provide an excellent resource for
such activities.
Developing ideas for corrective instruction
and enrichment activities can be difficult,
especially if teachers believe that they
must do it alone, but structured
professional development opportunities
can help teachers share strategies and
collaborate on teaching techniques
(Guskey, 1998, 2000b). Faculty meetings
devoted to examining classroom
assessment results and developing
alternative strategies can be highly
effective. District-level personnel and
collaborative partnerships with local
colleges and universities offer wonderful
resources for ideas and practical advice.
Occasionally, teachers express concern
that if they take time to offer corrective
instruction, they will sacrifice curriculum
coverage. Because corrective work is
initially best done during class and under
the teacher’s direction, early instructional
units will typically involve an extra class
period or two. Teachers who ask students
to complete corrective work
independently, outside of class, generally
find that those students who most need to
spend time on corrective work are the
least likely to do so.

As students become accustomed to this
corrective process and realize the personal
benefits it offers, however, the teacher
can drastically reduce the amount of class
time allocated to such work and
accomplish much of it through homework
assignments or in special study sessions
before or after school. And by not allowing
minor errors to become major learning
problems, teachers better prepare
students for subsequent learning tasks,
eventually need less time for corrective
work (Whiting, Van Burgh, & Render,
1995), and can proceed at a more rapid
pace in later learning units. By pacing
their instructional units more flexibly,
most teachers find that they need not
sacrifice curriculum coverage to offer
students the benefits of corrective
instruction.

Give Second Chances to
Demonstrate Success
To become an integral part of the
instructional process, assessments cannot
be a one-shot, do-or-die experience for
students. Instead, assessments must be
part of an ongoing effort to help students
learn. And if teachers follow assessments
with helpful corrective instruction, then
students should have a second chance to
demonstrate their new level of
competence and understanding. This
second chance helps determine the
effectiveness of the corrective instruction
and offers students another opportunity to
experience success in learning.
Writing teachers have long recognized the
many benefits of a second chance. They
know that students rarely write well on an
initial attempt. Teachers build into the
writing process several opportunities for
students to gain feedback on early drafts
and then to use that feedback to revise
and improve their writing. Teachers of
other subjects frequently balk at the idea,
however—mostly because it differs from
their personal learning experiences.

Some teachers express concern that
giving students a second chance might be
unfair and that “life isn’t like that.” They
point out that that a surgeon doesn’t get a
second chance to perform an operation
successfully and a pilot doesn’t get a
second chance to land a jumbo jet safely.
Because of the very high stakes involved,
each must get it right the first time.
But how did these highly skilled
professionals learn their craft? The first
operation performed by that surgeon was
on a cadaver—a situation that allows a lot
of latitude for mistakes. Similarly, the
pilot spent many hours in a flight
simulator before ever attempting a
landing from the cockpit. Such
experiences allowed them to learn from
their mistakes and to improve their
performance. Similar instructional
techniques are used in nearly every
professional endeavor. Only in schools do
student face the prospect of one-shot, door-die assessments, with no chance to
demonstrate what they learned from
previous mistakes.
All educators strive to have their students
become lifelong learners and develop
learning-to-learn skills. What better
learning-to-learn skill is there than
learning from one’s mistakes? A mistake
can be the beginning of learning. Some
assessment experts argue, in fact, that
students learn nothing from a successful
performance. Rather, students learn best
when their initial performance is less than
successful, for then they can gain
direction on how to improve (Wiggins,
1998).
Other teachers suggest that it’s unfair to
offer the same privileges and high grades
to students who require a second chance
that we offer to those students who
demonstrate a high level of learning on
the initial assessment. After all, these
students may simply have failed to
prepare appropriately. Certainly, we

should recognize students who do well on
the initial assessment and provide
opportunities for them to extend their
learning through enrichment activities.
But those students who do well on a
second assessment have also learned
well. More important, their poor
performance on the first assessment may
not have been their fault. Maybe the
teaching strategies used during the initial
instruction were inappropriate for these
students, but the corrective instruction
proved more effective. If we determine
grades on the basis of performance and
these students have performed at a high
level, then they certainly deserve the
same grades as those who scored well on
their first try.
A comparable example is the driver’s
license examination. Many individuals do
not pass their driver’s test on the first
attempt. On the second or third try,
however, they may reach the same high
level of performance as others did on their
first. Should these drivers be restricted,
for instance, to driving in fair weather
only? In inclement weather, should they
be required to pull their cars over and
park until the weather clears? Of course
not. Because they eventually met the
same high performance standards as
those who passed on their initial attempt,
they receive the same privileges. The
same should hold true for students who
show that they, too, have learned well.

Similar Situations
Using assessments as sources of
information, following assessments with
corrective instruction, and giving students
a second chance are steps in a process
that all teachers use naturally when they
tutor individual students. If the student
makes a mistake, the teacher stops and
points out the mistake. The teacher then
explains that concept in a different way.
Finally, the teacher asks another question
or poses a similar problem to ensure the

student’s understanding before going on.
The challenge for teachers is to use their
classroom assessments in similar ways to
provide all students with this sort of
individualized assistance.
Successful coaches use the same process.
Immediately following a gymnast’s
performance on the balance beam, for
example, the coach explains to her what
she did correctly and what could be
improved. The coach then offers specific
strategies for improvement and
encourages her to try again. As the
athlete repeats her performance, the
coach watches carefully to ensure that she
has corrected the problem.
Successful students typically know how to
take corrective action on their own. They
save their assessments and review the
items or criteria that they missed. They
rework problems, look up answers in their
textbooks or other resource materials, and
ask the teacher about ideas or concepts
that they don’t understand. Less
successful students rarely take such
initiative. After looking at their grades,
they typically crumple up their
assessments and deposit them in the
trash can as they leave the classroom.
Teachers who use classroom assessments
as part of the instructional process help all
of their students do what the most

successful students have learned to do for
themselves.

The Benefits of Assessment
Using classroom assessment to improve
student learning is not a new idea. More
than 30 years ago, Benjamin Bloom
showed how to conduct this process in
practical and highly effective ways when
he described the practice of mastery
learning (Bloom, 1968, 1971). But since
that time, the emphasis on assessments
as tools for accountability has diverted
attention from this more important and
fundamental purpose.
Assessments can be a vital component in
our efforts to improve education. But as
long as we use them only as a means to
rank schools and students, we will miss
their most powerful benefits. We must
focus instead on helping teachers change
the way they use assessment results,
improve the quality of their classroom
assessments, and align their assessments
with valued learning goals and state or
district standards. When teachers’
classroom assessments become an
integral part of the instructional process
and a central ingredient in their efforts to
help students learn, the benefits of
assessment for both students and
teachers will be boundless.
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Making Standards Work
Thomas R. Guskey

For all the debate about the standards
movement in political circles, think tanks
and the op-ed pages of daily newspapers,
most educators welcome the idea.
By providing consensus about what’s
important for students to learn and what
skills they should acquire, standards give
direction to reform initiatives. They also
bring much-needed focus to curriculum
development efforts and provide the
impetus for new forms of student
assessment.
To realize the benefits of standards,
however, educational leaders must keep
in mind three essential principles.
Principle No. 1: The ideas are more
important than the vocabulary we
use.
Many educators today are embroiled in a
war of words that engenders passionate
arguments and long debates. These
arguments also squander precious time
and detract from the important work that
needs to be done.
I became aware of this war several years
ago when asked to facilitate the work of a
school district’s ineffective curriculum
development committee. I quickly
discovered that the committee members
were lost in a tangled thicket of
terminology. Most of their time was spent
in squabbles about whether particular
concepts should be labeled “goals” or
“objectives.”

My first action was to write this simple
phrase on a sheet of paper: “The student
will be able to . . .” I then added a
popular, performance-based verb, such as
“demonstrate,” and completed the
statement with some elements of content.
I asked the group to read this statement
and tell me if it was a(n): a. Goal, b.
Objective, c. Outcome, d. Competency, e.
Standard, f. Proficiency, g. Performance,
h. Expectation, I. Aspiration or j. New
Year’s Resolution.
The resulting debate took up most of the
next hour. Yet when I took my statement
to the high school cafeteria where
students were having lunch and asked 10
students the same question, each gave
me the same immediate answer: “Who
cares?”
Educators must be clear about what they
expect students to learn and be able to
do. It is also crucial to decide what
evidence best reflects that learning. In the
long run, however, the label we attach to
those things is unimportant. To the degree
that distinctions in terminology are helpful
and provide clarification, they should be
used. But the confusion and distraction
that such distinctions often cause must be
avoided. Being clear about what we want
students to learn is far more important
than the specific vocabulary we use to
describe those things.

Dust-Free Frameworks
Principle No. 2: Good ideas can be
implemented poorly or not at all.
The end product of nearly all efforts to
clarify educational goals is a document
typically labeled a curriculum framework
or set of learning standards. In most
cases, these documents are bound in
large notebooks, color-coded by level and
distributed to teachers. Although they
may be the pride of curriculum directors,
how—or even whether—these frameworks
are used is rarely considered.
If curriculum frameworks and learning
standards are to make a difference in
classroom practice and lead to
improvements in students’ learning, we
must give serious consideration to how
they can be implemented practically and
efficiently. Otherwise our latest efforts,
like those of earlier decades, will end on a
shelf gathering dust.
Implementation considerations should
involve the difficult task of bridging the
chasm between our goals and prevailing
policies and practices. We must consider,
for example, what types of professional
development administrators and teachers
will need to implement these new learning
standards, what additional materials and
resources will be required and how the
effects of these efforts will be assessed
and evaluated.
Regardless of the work that goes into
clarifying our educational goals, their true
value will depend directly on the quality of
implementation.

Principle No. 3: Success hinges on
what happens at the classroom level.
Studies of change convincingly show that
success always hinges on what happens at
the smallest unit of the organization. What
this says to educational leaders is that
successful improvement efforts will always
hinge on what happens in the classroom,
regardless of what occurs at the national,
state or even district level.
As William Cooley recently lamented to a
conference audience of the American
Educational Research Association: “I have
concluded that most educational reform
takes place in our literature and on the
pages of Education Week, not in schools
and classrooms. . . . It seemed to me that
all this talk about waves and waves of
reforms really refers to trends in the
reform literature, not changes that are
really taking place in real schools.”
Improvement in education means more
students learning better. The only level at
which that generally takes place is in
classrooms. Sadly, judged by the criterion
of classroom impact, most educational
reforms have a poor record of success.
Even reforms that include development of
high-level learning standards for students,
paired with performance assessments on
which teachers are held accountable for
results, show relatively modest change in
classroom practice; significant change is
tied more directly to well-targeted, highquality, ongoing, job-embedded
professional development.
Efforts to clarify what students should
learn and be able to do are vitally
important. Such efforts provide essential
focus and direction in reform initiatives at
all levels. But to lead to significant

improvements in student learning, serious
consideration must be given to the impact
of these standards on classroom practice
and the conditions necessary for change
at that level.

A Dynamic Process
Clarifying our educational goals will never
be easy. The process is enormously
complex and often highly political. The
dynamic nature of our society and the
world also make it a continuously evolving
process. The learning goals we establish
today are unlikely to be adequate five
years from now and will surely be
antiquated 10 years hence.

Nevertheless, the process is essential to
teaching and learning at all levels and,
therefore, a task we must achieve.
Investment in the principles described
here will not make the process less
challenging. It will ensure, however, that
efforts remain focused on the issues most
crucial to success.
COPYRIGHT 1999 American Association of
School Administrators
COPYRIGHT 2004 Gale Group
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The Rest of the Story
Thomas R. Guskey
The power of formative classroom assessment depends
on how you use the results.

Radio commentator Paul Harvey gained widespread fame by
reporting factual stories with a twist at the end. What he
called "the rest of the story" typically gave the report entirely
new meaning, leaving listeners surprised but well informed.
December 2007/January 2008
Were Harvey to report on the use of formative classroom
assessments, he undoubtedly would describe how increasing numbers of educators today
consider these regular checks on learning progress to be an integral part of the instructional
process. He would point out that well-designed formative assessments can provide students
with essential feedback and inform teachers about the quality of their teaching by identifying
concepts that students have and haven't mastered (Guskey, 2003; Hattie & Timperley, 2007).
The rest of the story, however, would be that formative assessments alone do little to improve
student learning or teaching quality. What really counts is what happens after the
assessments. Just as regularly checking your blood pressure does little to improve your health
if you do nothing with the information gained, what matters most with formative assessments
is how students and teachers use the results. Unfortunately, many educators today overlook
this vital aspect of formative assessment. And by missing "the rest of the story," they fail to
produce the most valuable benefits of the formative assessment process.

An Old Idea Reborn
The importance of using classroom assessments as learning tools was identified more than 35
years ago by Benjamin Bloom and his colleagues in Handbook on Formative and Summative
Evaluation of Student Learning (Bloom, Hastings, & Madaus, 1971). They described the
benefits of offering students regular feedback on their learning progress through formative
classroom assessments. As the name implies, formative assessments are designed to inform
(see Scriven, 1967). They pinpoint for both students and teachers what concepts and skills
have been learned well and what learning problems still exist.
Bloom and his colleagues stressed, however, that to improve student learning these regular
progress checks must provide feedback (identifying students' individual learning difficulties)
and be followed up with correctives (specific remediation strategies). Such procedures are
precisely what make individual tutoring so effective. When a student being tutored makes a
mistake, the tutor points out the error and immediately provides further explanation and
clarification. Academically successful students typically initiate their own feedback and
correctives: They follow up on the mistakes they make on quizzes and tests, seeking further
information and greater understanding so that they do not repeat their learning errors. Most
students, however, need a more structured classroom corrective process to help them use
formative assessment results to improve their mastery of the concepts and skills.
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Bloom and his colleagues further emphasized that correctives will be effective only if they are
qualitatively different from the original instruction. Having students repeat a process that has
already proven unsuccessful is unlikely to yield any better results the second time around.
Effective corrective activities provide students with alternative pathways to learning success,
adapted to meet their individual learning needs and interests (see Duffy & Kear, 2007).

Planning Corrective Activities
Effective corrective activities possess three essential characteristics (see Guskey, 1997). First,
they present the concepts differently. For example, if a language arts unit initially taught the
use of metaphors in poetry with a deductive approach (presenting the general concept and
then giving specific examples), the corrective activity might use an inductive approach
(presenting a variety of specific examples and building an understanding of the general
concept from these examples). The best corrective activities involve a change in format,
organization, or method of presentation.
Second, effective corrective activities engage students differently in learning. They consider
different learning styles or modalities (Given, 2000; Lawrence, 1997; Sternberg, 1994) or
different forms of intelligence (Armstrong, 2000; Gardner, 2006; Silver, Strong, & Perini,
2000). If science students initially learned about cell structure through a group activity, for
example, a good corrective might involve an individual activity, such as reviewing an
informative Web site and then using the computer to write and illustrate a report. If students
originally learned the events of the American Revolutionary War in social studies by reading
passages in their textbook and studying wall maps and charts (visual intelligence), a useful
corrective might employ a group discussion of the events (auditory and interpersonal
intelligence). To make a corrective strategy effective, students' engagement in learning must
be qualitatively different from what took place during the initial instruction.
Finally, effective corrective activities provide students with successful learning experiences. If
an activity does not help students overcome their learning difficulties and experience success,
the teacher should abandon it for another option. Corrective experiences should make
students better prepared, more confident, and more motivated for future learning tasks.
The best ideas for effective corrective activities generally come from fellow teachers. Teaching
colleagues often can offer new ways of presenting concepts, different examples, and
alternative materials. Professional development opportunities that provide teachers with time
for such sharing reduce the workload of individual teachers and typically yield higher-quality
activities (Guskey, 1998, 2000). Faculty meetings devoted to examining classroom
assessment results and developing corrective strategies also work well. Such meetings also
might involve district-level personnel or content experts from local colleges and universities.

Types of Corrective Activities
Many teachers find it useful to organize corrective activities into three groups: those to be
done with the teacher, those to be done with a friend, and those to be done by oneself (see fig.
1). Although any particular activity may fall into more than one category, every activity should
be designed to provide students with a different presentation and mode of engagement. Most
teachers plan several types of corrective activities for each instructional unit to give students
some choice and to accommodate a wider variety of learning styles and modalities. Further, if
a particular activity falls flat, having several activities planned makes it possible to turn to
another immediately without wasting valuable time. These are a few corrective activities that
many teachers find to be effective:
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Corrective Activity

With the
Teacher

Reteaching

X

Individual Tutoring

X

With a
Friend

By Oneself

X

Peer Tutoring

X

Cooperative Teams

X

Course Textbooks

X

X

X

Alternative Textbooks

X

X

X

Workbooks and Study
Guides

X

X

X

Academic Games

X

X

X

Learning Kits

X

X

Learning Centers and
Laboratories

X

X

Computer Activities

X

X

Figure 1. How to Use Corrective Activities

Reteaching
The simplest and most frequently used corrective activity involves reteaching. The teacher, or
another teacher in team-teaching situations, explains difficult concepts again using a different
approach or different examples. Most teachers use reteaching as they review the results from
formative assessments with students, reexplaining concepts that many students
misunderstood or found difficult, before turning to other types of corrective activities.
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The greatest challenge with reteaching, of course, is ensuring that it involves a truly different
presentation and level of engagement. When reteaching a difficult concept, some teachers
simply restate their original explanation louder and more slowly, perhaps believing that
increased volume and a slower pace are what some students need. This approach seldom
works.

Individual Tutoring
One of the most effective corrective activities is individual tutoring. In most cases, the tutor
goes through the formative assessment with the student, explaining concepts that the student
missed in a new way or from a different perspective, continually checking for understanding as
they move along. Even teachers who employ other forms of correctives usually monitor
students' understanding with some individual tutoring, especially for those students with more
serious learning difficulties. Many teachers have obtained excellent results using older
students, teacher's aides, and classroom volunteers as tutors (Topping & Bryce, 2004; Wright
& Cleary, 2006). Regardless of who serves as the tutor, individual tutoring consistently ranks
among the most efficient and most powerful types of corrective activity.

Peer Tutoring
Students who have already mastered the important concepts and skills in the unit often make
excellent tutors for their classmates. Like other tutors, peers typically explain concepts from a
different perspective or in a different way (Kourea, Cartledge, & Musti-Rao, 2007). In addition,
research indicates that students who serve as peer tutors generally benefit as much as the
students they assist (Medcalf, Glynn, & Moore, 2004). Helping classmates understand new
concepts or master new skills often deepens their own understanding. Most teachers find,
however, that peer tutoring is best presented as one of several corrective options from which
students can choose. Requiring two mismatched students to work together can be
counterproductive.

Cooperative Teams
In cooperative teams, three to five students get together to discuss their learning gaps and to
help one another. The teams are heterogeneous, assigned by the teacher, and usually stay
intact for several learning units. During the corrective session, students review the formative
assessment item by item. Any question or crucial element that one or more students have
missed is explained by another team member who understands it. If all members of the team
are having difficulty, they can work collaboratively to find a solution or call on the teacher for
assistance. With modest direction and supervision, cooperative teams can be a highly effective
corrective activity at any level of education (Johnson & Johnson, 1995; Slavin, 1991).

Textbooks
Another simple but highly effective corrective is to have students reread relevant sections in
the textbook. Rereading is especially effective when combined with other activities, such as
having students write a short paragraph explaining the concept in their own words. Teachers
who use the textbook as a corrective resource typically list page-number references beside
each item or problem on the formative assessment so that students can turn directly to the
relevant sections or examples. Although referring students to the textbook may seem to be
repetition of the same old thing, focusing students' attention on specific passages often helps
them recognize or clarify important concepts and information they missed in their initial
reading.
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Alternative Textbooks
When available, alternative textbooks often provide a different presentation or explanation of
crucial ideas or concepts. Many teachers save several copies of their old textbooks when a
new one is adopted to offer students an additional source of information. Other teachers use
alternative textbooks to provide additional practice exercises, examples, or problems.

Alternative Materials, Workbooks, and Study Guides
Alternative materials include videotapes, audiotapes, DVDs, hands-on materials, manipulative
models, Web-based resources, and so forth. Because workbooks and study guides usually
present ideas and concepts in a different way from textbooks and often include examples or
practical applications, they can provide excellent corrective activities for a wide range of
student learning styles. In addition, the variety of presentation formats allows the teacher to
choose appropriate materials that the student can use with the teacher, with a friend, or for
working alone.

Academic Games
Most academic games consist of group activities in which students work together to solve a
particular problem or accomplish a task that relates to specific learning goals (Harnadek, 1992;
Larson, 2002). Many academic games can be adapted or modified to fit a variety of learning
situations. Like cooperative teams, academic games typically promote cooperation and
collaboration among students and can be a highly effective corrective activity.

Learning Kits
Learning kits usually present ideas and concepts visually and often involve the manipulation of
materials. In addition, most kits can be used with the teacher, among a small group of
students, or by a student working alone. Learning kits might include puzzles, learning tools, or
other instructional materials. Many involve the use of models or manipulative materials;
others are based on interactive multimedia content (Learning Kit Project, 2007). Although
learning kits are widely available from commercial publishers and Web-based sources, many
teachers assemble their own from materials they gather.

Learning Centers and Laboratories
Directing students to learning centers or learning laboratories in the classroom or in another
part of the school often serves as a highly effective corrective activity. In these centers,
students get help on their specific learning problems, often under the guidance of a learning
supervisor or center aide. Center activities typically engage students in more hands-on and
manipulative tasks than might have been possible during the initial instruction. Centers are
most effective as a corrective when students are involved in a structured activity and receive a
specific assignment to complete.

Computer Activities
Many teachers use computers and other forms of technology—including videodiscs, laser discs,
interactive video, various forms of hypermedia, and a variety of powerful online resources—as
a primary means of corrective activities. The highly versatile, user-friendly nature of
technology makes it appropriate for almost any subject area and grade level. Computer
activities enable students to work alone or in collaboration with classmates. Many tutorial
programs also enable students to control the kind and amount of assistance they receive; this
individualized interaction makes assistance potentially less embarrassing. When students
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become familiar with a program's operation, and when the software closely matches the
learning goals, computer activities can be highly effective as a corrective (Dillon & Gabbard,
1998; Kumar, Greer, & McCalla, 2005; Perry, Thauberger, MacAllister, & Winne, 2005).

Planning for Enrichment Activities
On any given formative assessment, some students will demonstrate their mastery of unit
concepts and skills on the first try and will have no need for corrective activities. Rather than
sitting around, biding their time while other students relearn the material, these students need
opportunities to extend their learning through enrichment activities.
Effective enrichment must provide valuable, challenging, and rewarding learning experiences.
Students who master the learning objective the first time and perform well on the formative
assessment should view enrichment activities positively—not simply as harder tasks or
busywork. Rather than being narrowly restricted to the content of specific instructional units,
enrichment activities should be broadly construed to cover a wide range of related topics.
Students should have some degree of choice in selecting enrichments. For example, if a
learner has a special interest in some aspect of the subject, using enrichment time to prepare
a report on that topic not only provides a unique learning opportunity but also enhances this
student's motivation to do well in subsequent formative assessments so that he or she can
return to working on the report. Other examples of enrichment activities include challenging
academic games and exercises, various multimedia projects, and peer tutoring.
Some creative teachers find it easy to develop different types of enrichment activities for their
students. Others struggle to create such learning experiences. Besides consulting with
colleagues, many teachers turn to materials designed for gifted and talented students as their
primary resource for enrichment. Certain publishers focus specifically on activities that
genuinely extend students' learning by involving them in higher-order skills (for example,
Critical Thinking Press and Software in Pacific Grove, California; Dale Seymour Publications in
Palo Alto, California; and Thinking Works in St. Augustine, Florida). Further, the game-like
nature of many of these activities motivates students to want to take part. Most teachers use
class time in early instructional units to engage all students in enrichment activities, both to
encourage participation and to enhance students' motivation on future formative assessments.

Managing Corrective and Enrichment Activities
Mr. Tanabe is a typical 4th grade teacher whose class has just studied a two-week unit on
multiplying and dividing fractions. He administers a 20- to 25-minute formative classroom
assessment that he corrects with his students in class, reviewing each item and stopping
occasionally to reexplain ideas or concepts that appear troublesome to most of the students.
After completing the review, he reminds students that the mastery or proficiency standard is
80 percent correct.
He then divides students into two groups: those who attained the proficiency standard and
those who did not. Students who demonstrated their proficiency can choose from various
enrichment activities—including working with partners to write original word problems or doing
a guided Web search to learn about a famous mathematician—or they may volunteer to serve
as peer tutors. Those who did not reach proficiency begin their corrective work under the
teacher's direction. The cooperative teams that Mr. Tanabe has put into place move their
desks together to begin working with their teammates.
Mr. Tanabe does three important things when dividing the class into separate corrective and
enrichment groups. First, he recognizes students who attained the proficiency standard for
their achievement. A quick show of hands followed by congratulations helps sustain these
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students' persistence in future learning units. Next, he reminds students that group
membership is temporary and can change with every unit and every formative assessment. As
students' performance changes, so will the members of both corrective and enrichment groups.
Finally, he emphasizes his confidence in the skills of those students who have not yet attained
proficiency. He assures these students that with a little extra time and effort they too will
reach the proficiency standard and will be well prepared to tackle upcoming units.
After starting the enrichment group on its activities, Mr. Tanabe turns his attention to the
corrective group. He begins with reteaching, using some supplemental materials to present
difficult ideas and concepts in a new and different way. He then moves to guided practice
activities, leading students through structured problems or exercises. He includes practice
time in which some students work independently to demonstrate their understanding and
others work with peer tutors. As students work, he moves from student to student, asking
questions and offering individualized assistance. At the same time, he checks on students
engaged in enrichment activities, making sure they remain on task.
As this example shows, correctives rarely involve a single activity. In this case the teacher
combined reteaching with alternative materials, guided practice, independent practice, and
individual tutoring. When students work on their own or with a friend, most teachers require
completion of a written assignment that summarizes their work. Enrichment activities may be
similarly diversified, and many teachers require a tangible product from these students as well.
After students become accustomed to the corrective and enrichment process, however,
teachers often relax or eliminate this requirement.

Finding Time
Some teachers fear that taking time for corrective and enrichment activities in each
instructional unit will lessen the amount of material they will be able to cover. They believe
that as a result of sacrificing coverage to allow a higher level of learning, some students may
learn better but all will learn less.
Corrective and enrichment activities initially do add time to instructional units. Especially in
early units, these activities must be done in class, under the teacher's direction, and typically
require a class period or two. Teachers who ask students to complete correctives outside class
as a homework assignment or during special study sessions held before or after school rarely
experience success with this strategy. Instead, they quickly discover that those students who
could benefit most from the corrective process are the least likely to take part.
After students become accustomed to the corrective process and realize its advantages, most
teachers begin reducing the class time they allocate to correctives. They use more studentinitiated activities and ask students to complete more of their corrective work outside class. As
students remedy their learning problems in early units, they perform better on formative
assessments in subsequent units. This improvement leads to more students becoming
involved in enrichment activities and fewer students engaged in correctives. The amount of
corrective work each student needs to reach the proficiency standard also diminishes (Whiting,
Van Burgh, & Render, 1995).
Modest changes in instruction further lessen the extra time needed. Many teachers, for
example, eliminate review sessions prior to formative assessments and shift that time to the
corrective and enrichment process. With the results from the formative assessment, teachers
can become more efficient in their review, concentrating on those concepts and skills that
pose problems for students. In addition, by allowing fast learners to demonstrate their
proficiency and move on to enrichment activities, teachers can spend their time working with a
smaller group of students who need their assistance most.
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In general, teachers do not need to sacrifice content coverage to implement corrective and
enrichment activities, but they must be flexible in pacing their instruction. The time used for
correctives and enrichment in early units yields powerful benefits that will make the pace of
instruction faster later on. Teachers must keep in mind what the class needs to accomplish by
the end of any learning sequence, but they also must see students' pathways to that end in
more flexible and accommodating terms.

Making Good Use of a Valuable Tool
Formative classroom assessment offers educators a valuable tool to improve student learning.
But to realize the true benefits of such assessment, we need to focus attention on what
students and teachers do with the assessment results. To close achievement gaps and help all
students learn well, educators must provide students with alternative pathways to learning
success. Engaging students in diverse corrective activities or exciting and challenging
enrichment activities, depending on their performance on well-designed formative
assessments, offers the practical means to do just that.
And now you know … the rest of the story.
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