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How will we know what we have learned? The assessed curriculum
What is the PYP perspective on assessment?
Assessment is integral to all teaching and learning. It is central to the PYP goal of thoughtfully and effectively guiding students through the five essential elements of learning: the acquisition of knowledge, the understanding of concepts, the mastering of skills, the development of attitudes and the decision to take action. The prime objective of assessment in the PYP is to provide feedback on the learning process. All PYP schools are expected to develop assessment procedures and methods of reporting that reflect the philosophy and objectives of the programme.
Assessment involves the gathering and analysis of information about student performance and is designed to inform practice. It identifies what students know, understand, can do, and feel at different stages in the learning process. Students and teachers should be actively engaged in assessing the students’ progress as part of the development of their wider critical-thinking and self-assessment skills.
Teachers need to be mindful of the particular learning outcomes on which they intend to report, prior to selecting or designing the method of assessment. They need to employ techniques for assessing students’ work that take into account the diverse, complicated and sophisticated ways that individual students use to understand experience. Additionally, the PYP stresses the importance of both student and teacher self- assessment and reflection.
Everyone concerned with assessment, including students, teachers, parents and administrators, should have a clear understanding of the reason for the assessment, what is being assessed, the criteria for success, and the method by which the assessment is made. The entire school community should also be concerned with evaluating the efficacy of the programme.
Programme evaluation contributes to the continuing improvement of the overall programme. Student performance is assessed in accordance with the programme standards and practices, the overall learning outcomes and the subject-specific overall expectations. It also provides information used to inform members of the school community and others of the success of the programme.
The PYP approach to assessment recognizes the importance of assessing the process of inquiry as well as the product(s) of inquiry, and aims to integrate and support both. The teacher is expected to record the detail of inquiries initiated by students in order to look for an increase in the substance and depth of the inquiry. The teacher needs to consider:
•
if the nature of students’ inquiry develops over time—if they are asking questions of more depth, that are likely to enhance their learning substantially
•
if students are becoming aware that real problems require solutions based on the integration of knowledge that spans and connects many areas
•
if students are demonstrating mastery of skills
•
if students are accumulating a comprehensive knowledge base and can apply their understanding to further their inquiries successfully
•
if students are demonstrating both independence and an ability to work collaboratively.
The assessment component in the school’s curriculum can itself be subdivided into three closely related areas.
•
Assessing—how we discover what the students know and have learned.
•
Recording—how  we choose to collect and analyse data.
•
Reporting—how we choose to communicate information.
Assessing: how do we discover what students have learned?
Student learning is promoted through planning and refining the teaching and learning process to meet individual or group needs. Assessing the students’ prior knowledge and experience  as well as monitoring their achievement during the teaching period will enable teachers to plan and refine their teaching accordingly. Teachers should bear in mind that a well-designed learning experience will provide data on students’ knowledge, skills and conceptual understanding, and is consequently a vehicle for summative or formative assessment.
Summative assessment aims to give teachers and students a clear insight into students’ understanding. Summative assessment is the culmination of the teaching and learning process, and gives the students opportunities to demonstrate what has been learned. It can assess several elements simultaneously: it informs and improves student learning and the teaching process; it measures understanding of the central idea, and prompts students towards action.
Formative assessment provides information that is used in order to plan the next stage in learning. It is interwoven with learning, and helps teachers and students to find out what the students already know and can do. Formative assessment and teaching are directly linked and function purposefully together. Formative assessment aims to promote learning by giving regular and frequent feedback. This helps learners to improve knowledge and understanding, to foster enthusiasm for learning, to engage in thoughtful reflection, to develop the capacity for self-assessment, and to recognize the criteria for success. There is evidence that increased use of formative assessment particularly helps those students who are low achievers to make significant improvements in their understanding.
Assessment in the classroom will include:
•
using representative examples of students’ work or performance to provide information about student learning
•
collecting evidence of students’ understanding and thinking
•
documenting learning processes of groups and individuals
•
engaging  students in reflecting on their learning
•
students assessing work produced by themselves and by others
•
developing  clear rubrics
•
identifying exemplar student work
•
keeping records of test/task results.
After any assessment is complete, it is important to ask further questions such as the following.
•
Have the tasks provided ample information to allow a judgment to be made about whether the purposes or objectives have been met?
•
What does the students’ performance reveal about their level of understanding?
•
Have any unexpected results occurred?
•
What changes should be made in the assessment procedure?
•
How should the teaching and learning process be modified as a result of the assessment?
Effective assessments
The following criteria for ef fec tive assessments are applicable to both formative and summative assessment.
Effective assessments allow students to:
•
share their learning and understanding with others
•
demonstrate a range of knowledge, conceptual understanding and skills
•
use a variety of learning styles, multiple intelligences and abilities to express their understanding
•
know and understand in advance the criteria for producing a quality product or performance
•
participate in reflection, self- and peer-assessment
•
base their learning on real-life experiences that can lead to further inquiries
•
express different points of view and interpretations
•
analyse their learning and understand what needs to be improved.
Effective assessments allow teachers to:
•
inform every stage of the teaching and learning process
•
plan in response to student and teacher inquiries
•
develop  criteria for producing a quality product or performance
•
gather evidence from which sound conclusions can be drawn
•
provide evidence that can be effectively reported and understood by the whole school community
•
collaboratively review and reflect on student performance and progress
•
take into account a variety of learning styles, multiple intelligences and abilities including different cultural contexts
•
use scoring  that is both analytical (separate scores for different aspects of the work) and holistic
(single scores).
Effective assessments allow parents to:
•
see evidence  of student learning and development
•
develop an understanding of the student’s progress
•
provide  opportunities to support and celebrate student learning.
Further considerations for assessing the learning of young students 
The assessment of the development and learning of young students is an essential component of the curriculum, and helps to inform continued development, learning and teaching. Students should be observed in a variety of situations, and a wide range of assessment strategies should be implemented. The
teacher observes the young student in order to:
•
build up a clear picture of the student and his or her interests
•
identify what and how the student is thinking and learning
•
assess the effectiveness of the environment on the student’s learning
•
extend the student’s learning.
When observing, the teacher should record what the students say. By listening carefully to the dialogue between students, especially in dramatic play, the teacher can learn about their current interests, knowledge base, level of involvement and social skills. The teacher should share these observations with the students, with colleagues and with parents to know better the inner world of the student, analyse the interactions within a group, discover the student’s strengths and difficulties, and reflect on the effectiveness of the practices used to implement the programme of inquiry and other classroom experiences.
It is important to identify the needs of each student and to view learning as a continuum, with each student achieving developmental milestones in different but relevant ways. Through listening and observing, areas of learning that the students particularly enjoy can be identified, and stimulating experiences can be planned to consolidate or extend the learning further.
Recording: how do we collect and analyse the data? Assessment strategies and tools form the basis of a comprehensive approach to assessment and represent the school’s answer to the question “How will we know what we have learned?”
The strategies are the methods or approaches that teachers use when gathering information about a student’s learning. Teachers record this information using a variety of tools, which are the instruments used to collect data.
When choosing appropriate strategies, it is important to take into consideration which tools are most applicable and relevant to that strategy. This helps to ensure that an effective assessment of the learning experience takes place. A variety of strategies and tools should be used (see figure 15).
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Figure 15
The strategies in figure 16 have been identified as central to the assessment process. They cover a broad range of approaches, from the more subjective and intuitive to the more objective and scientific. It is essential that they be seen as a package since they have been selected in order to provide a range of approaches and therefore to provide a balanced view of the student.
Assessment strategies
Observations             All students are observed often and regularly, with the teacher taking a focus varying from wide angle (for example, focusing on the whole class) to close up (for example, focusing on one student or one activity), and from non- participant (observing from without) to participant (observing from within).
Performance assessments

The assessment of goal-directed tasks with established criteria. They provide authentic and significant challenges and problems. In these tasks, there are numerous approaches to the problem and rarely only one correct response. They are usually multimodal and require the use of many skills. Audio, video and narrative records are often useful for this kind of assessment.
Figure 16
Assessment strategies
Process-focused assessments

Students are observed often and regularly, and the observations are recorded by noting the typical as well as non-typical behaviours, collecting multiple observations to enhance reliability, and synthesizing evidence from different contexts to increase validity. A system of note taking and record keeping is created that minimizes writing and recording time. Checklists, inventories and narrative descriptions (such as learning  logs) are common methods of collecting observations.
Selected responses

Single occasion, one-dimensional exercises. Tests and quizzes are the most familiar examples of this form of assessment.
Open-ended tasks    Situations in which students are presented with a stimulus and asked to communicate an original response. The answer might be a brief written answer, a drawing, a diagram or a solution. The work, with the assessment criteria attached, could be included in a portfolio.
Tools

Figure 16 (continued)
The assessment strategies listed in figure 16 may be put into practice using the assessment tools in figure 17.
Assessment tools
Rubrics                         An established set of criteria for rating students in all areas. The descriptors tell the assessor what characteristics or signs to look for in students’ work and then how to rate that work on a predetermined scale. Rubrics can be developed by students as well as by teachers.
Exemplars                   Samples of students’ work that serve as concrete standards against which other samples are judged. Generally there is one benchmark for each achievement level in a scoring rubric. Each school is encouraged to set benchmarks that are appropriate and usable within their particular school context.
Checklists                    These are lists of information, data, attributes or elements that should be present. A mark scheme is a type of checklist.
Anecdotal records     Anecdotal records are brief written notes based on observations of students. “Learning stories” are focused, extended observations that can be analysed later. These records need to be systematically compiled and organized.
Continuums                These are visual representations of developmental stages of learning. They show a progression of achievement or identif y where a student is in a process.
Figure 17
These assessment tools may be used in conjunction with other forms of assessment, such as standardized tests, in order to assess both student performance and the efficacy of the programme.

The IB position on standardized achievement tests
While the IB does not administer or encourage the use of standardized achievement tests, it recognizes that there may be a local, state or national requirement concerning the use of such tests for many IB World Schools. Some other IB World Schools, not subject to these requirements, do choose to use commercially available tests in order to measure their students’ performance over time, in areas defined  by the test but not directly linked to the learning defined in the academic programme. When standardized achievement tests are an option, administrators and teachers should carefully consider:
•
the relevance of the test to the cohort of students within the school
•
the relationship between what is being tested and the school’s programme
•
the impact of testing on teaching and learning
•
the usability of the data produced.
Documentation
The documentation of the evidence of student learning is an assessment strategy relevant to all students throughout the PYP, but may be particularly significant in the early years (3–5 years). Teachers use a range of methods to document student learning  as a means of assessing student understanding. This may include, but is not limited to, videos, audio, photographs and graphic representations.
Teachers may also use written records of student conversations, comments, explanations and hypotheses as well as annotated pieces of student work that may form part of a student’s portfolio.
Portfolios
Schools have a responsibility to show evidence of student learning. As an example, portfolios are one method of collecting and storing information that can be used to document and assess student progress and achievement.
A portfolio is a record of students’ involvement in learning which is designed to demonstrate success, growth, higher-order thinking, creativity, assessment strategies and reflection. A portfolio is a celebration of an active mind at work. It provides a picture of each student’s progress and development  over a period of time both as individual and group learners. It enables students to reflect with teachers, parents and peers in order to identify their strengths and growth as well as areas for improvement, and then to set individual goals and establish teaching and learning plans.
Evidence of learning in a portfolio should be from a range of experiences and curriculum areas. The portfolio is used to show the development of knowledge, conceptual understanding, transdisciplinary skills, attitudes and the attributes of the learner profile over a period of time. It may also be used to document student action. Portfolio entries should document both the process of learning and the product, including images and evidence of students in the process of constructing meaning. It can be used as a tool for assessment and reporting purposes for students, parents, teachers and administrators.
How does it work?
Schools using portfolios will need to develop agreements for their use. Things to consider are:
•
the criteria for selecting pieces of work
•
who will select the pieces of work
•
what will accompany the selected pieces of work (for example, self-assessment, reflections, assessment tools, teacher comments)
•
how to establish what is to be included and what will be removed
•
when and how portfolios are to be used (for reporting purposes, student-led conferences, parent–
teacher interviews, report writing)
•
the format the portfolios will take (for example, electronic, binder, folder)
•
where the portfolios will be housed
•
who has access to the portfolios
•
who the portfolio ultimately belongs to
•
how the portfolios will move with the students.
Reporting: how do we choose to communicate information about assessment?
Reporting on assessment is about communicating what students know, understand and can do. It describes the progress of the students’ learning, identifies areas for growth, and contributes to the efficacy of the programme. Assessment without feedback is merely judgment; feedback is the component of assessment that lets us interpret the judgment and improve our work. Reporting is perhaps the most public aspect of a school’s assessment policy, and as such needs careful consideration in order to provide clear information that is useful to students and parents. Reporting may take many forms including conferences and written reports.
Effective reporting should:
•
involve  parents, students and teachers as partners
•
reflect what the school community values
•
be comprehensive, honest, fair and credible
•
be clear and understandable to all parties
•
allow teachers to incorporate what they learn during the reporting process into their future teaching and assessment practice.
Schools are required to report on each student’s development according to the attributes of the learner profile. However, this feedback does not need to be included on a report card, and teachers do not need to report on each attribute at the end of every reporting period. It is not appropriate to grade or score the attributes of the learner profile.
Opportunities should be provided for students to consider their progress in relation to the attributes listed in the IB learner profile in the context of student learning. Observations and anecdotal records of their own performance could be included in each student’s portfolio of selected work. The student could also contribute to reporting to parents, through the report card and/or student-led conferences.
The issue is that the parents need to know about the learner profile and that the school community attaches the utmost importance to it, such that it influences the valued practices and cultural norms within the school. This is also an example of the process being more important than the product, and of the student’s role in the process being strengthened and made clear.
Conferences
The purpose of conferences is to share information between teachers, students and parents. A school should determine the function of conferences in order to develop their structure, and this might include goal setting. These conferences may take a formal or informal structure.
The following structures may be used.
Teacher–student
These are designed to give students feedback so they can reflect on their work and further refine and develop their skills. It is important that these individual conferences occur frequently in order to support and encourage the student’s learning and teacher planning.
Teacher–parent(s)
These are designed to give the parents information about the student’s progress development and needs, and about the school’s programme. Teachers should take this opportunity to gather background information, to answer the parents’ questions, to address their concerns, and to help define their role in the learning process. The parents should take the opportunity to provide the teacher with the cultural context of the student’s learning.
Student-led
Student-led conferences involve the student and the parent. The students are responsible for leading the conference, and also take responsibility for their learning by sharing the process with their parents. It may involve students demonstrating their understanding through a variety of different learning situations. There may be several conferences taking place simultaneously.
The conference will involve the students discussing and reflecting upon samples of work that they have previously chosen to share with their parents. These samples have been previously selected with guidance and support from the teacher, and could be from the student’s portfolio. The student identifies strengths and areas for improvement. It enables parents to gain a clear insight into the kind of work their child is doing and offers an opportunity for them to discuss it with their child. The conferences must be carefully prepared, and time must be set aside for the students to practise their presentations. The format of this conference will depend on the age of the student and all of the participants must understand the format and their roles prior to the conference.
Three-way
Three-way conferences involve the student, parents and teacher. Students discuss their learning and understanding with their parents and teacher, who are responsible for supporting the student through this process. Students are responsible for reflecting upon work samples they have chosen to share, that have been previously selected with guidance and support from the teacher and could be from the student’s portfolio. The student, parents and the teacher collaborate to establish and identify the student’s strengths and areas for improvement. This may lead to the setting of new goals, with all determining how they can support the achievement of the goals. The teacher is an integral part of the process and takes notes of the discussion. These notes may then be used in the written report. All of the participants must understand the format and their roles prior to the conference.
The written report
Written reports are seen as a summative record for students, parents and the school itself of a student’s progress. Nonetheless, the formative potential of an effective reporting procedure should not be overlooked. Reports that clearly indicate areas of strengths, areas for improvement, and where students are involved in providing input (through self-assessment), are helpful aids to a student’s development.
The reporting system and procedures of a PYP school  should reinforce the underlying values of the programme. Many schools will be subject to local requirements that include standardized reports or formats that may not reflect PYP objectives and assessment criteria. In such cases, schools are expected to devise additional forms of reporting that take into account the assessment model of the PYP and provide a clear indication of the student’s progress with reference to the learner profile.
There are no specific formats preferred by the IB for reports, but the following points may prove useful in formulating a reporting system.
1.
The learner profile is addressed.
2.
The transdisciplinary units and the subject-specific teaching are included.
3.
All teachers involved in the student’s progress have an opportunity to comment.
4.
All the essential elements of the programme are included.
Examples of schools’ report card templates can be found on the OCC.
The exhibition
In the final year of the PYP, students participate in a culminating project, the PYP exhibition. This requires that each student demonstrates engagement with the five essential elements of the programme: knowledge, concepts, skills, attitudes and action. It is a transdisciplinary inquiry conducted in the spirit of personal and shared responsibility, as well as a summative assessment activity that is a celebration as students move from the PYP into the middle years of schooling. For further information and guidance on the exhibition, refer to PYP exhibition guidelines (2004).
The exhibition represents a significant event in the life of a PYP school and student, synthesizing the essential elements of the PYP, and sharing them with the whole school community. It is an opportunity for students to exhibit the attributes of the learner profile that have been developing throughout their engagement with the PYP.
In the students’ final year of the PYP, which occurs in some schools at 10–11 years old and in others at
11–12 years old, there are five units of inquiry and the exhibition. The exhibition unit takes place under any transdisciplinary theme at the discretion of the school. Students are required to engage in a collaborative, transdisciplinary inquiry process that involves them in identifying, investigating and offering solutions to real-life issues or problems. The central idea selected must be of sufficient scope and significance to warrant a detailed investigation by all students.
The PYP exhibition has a number of key purposes including the following.
•
For students to engage in an in-depth, collaborative inquiry
•
To provide students with an opportunity to demonstrate independence and responsibility for their own learning
•
To provide  students with an opportunity to explore multiple perspectives
•
For students to synthesize and apply their learning of previous years, and to reflect on their journey through the PYP
•
To provide an authentic process for assessing student understanding
•
To demonstrate how students can take action as a result of their learning
•
To unite the students, teachers, parents and other members of the school community in a collaborative experience that incorporates the essential elements of the PYP
•
To celebrate the transition of learners from primary to middle/secondary education
As the culminating PYP experience, it is required that the exhibition reflects all the major features of the programme. Therefore, it must include regular and carefully planned assessment.
This assessment should take two forms: firstly, ongoing assessment of each individual student’s contribution to and understanding of the exhibition; secondly, a summative assessment and reflection on the event itself.
Assessment of the exhibition takes place within the school. It should take place throughout the whole process of the exhibition and should be rigorous. The IB seeks to ensure the integrity of the PYP without formally monitoring internal assessment or conducting external examinations. Schools may find it helpful to refer to the exhibition rubric in the PYP exhibition guidelines (2004), which is based on standard D2 of the IB Programme standards and practices (2005), as a guide  to assessing their exhibition.
Teachers will find samples of how schools have engaged in the exhibition, together with further guidance for the exhibition, on the OCC.
A school’s assessment policy
There is a written assessment policy in place that is available to all sections of the school community.
Programme standards and practices: C4.1, IB (2005)
An assessment policy reflects the school’s philosophy and position on assessment. Developing an assessment policy is often the catalyst for schools to focus on their philosophy for assessment and to achieve a common understanding of their aims and objectives.
An assessment policy is a written document that aims to clarify teachers’ understanding of the whole assessment process within their school setting. It is not a static document but one that is constantly evolving to reflect the assessment needs of the school. Collaborative reflection is a key component of developing an assessment policy, and must involve both teaching staff and administrators.
Once an assessment policy has been developed and agreed upon, it will apply across the whole school. A clear assessment policy needs to be established in the school and communicated to students and parents. It will include the following.
•
Purpose for assessment (What and why do we assess?)
•
Principles  of assessment (What are the characteristics of effective assessments?)
•
Assessment practice (How do we assess?)
When creating an assessment policy, schools need to keep in mind the overall value of the collaborative process that the school community will go through. The most important thing is the collaboration that must take place within a school in order to create an assessment policy. Although producing a written document is the intended outcome, it is the collaborative nature of the process and the associated discussions that are of most value. By involving those with a vested interest, the assessment policy then truly reflects the school’s philosophy. A system should also be put in place to allow regular reviews of the assessment policy.
The following questions can be used to assist a school to establish an assessment policy.
•
What is the school’s philosophy of assessment?
•
How is the school’s philosophy of assessment aligned to its mission statement?
•
What practices will be agreed upon in order to fulfill this philosophy?
•
What are the purposes of assessment for all the components of the school community (students, teachers, parents, administrators)?
Schools will find it helpful to develop agreed assessment practices as a part of their assessment policy. 
A curriculum framework for international primary education
Bibliography
Alexander, R. 1995. Versions of Primary Education. Routledge. 0-415-12838-2.
Bartlett, K. 1998. “International Curricula: More or Less Important at the Primary Level?” in International
Education: Principles and Practice, edited by Hayden, M and Thompson, J. Kogan Page, pp 77–91.
Bartlett, K. 1997. “Articulating the International Curriculum: Continuity through Outcomes (Part 2)”.
International Schools Journal 17, number 1, pp 50–57.
Bartlett, K. 1997. “How the Primary Years Programme Came into Being”. IB World, number 16, pp 15–17. Bartlett, K. 1996. “Articulating the International Curriculum: Continuity through Commonalities (Part 1)”.
International Schools Journal 16, number 1, pp 30–38.
Bartlett, K. 1994. “Internationalism: Getting Beneath The Surface. Part 2: The Role of Language”. International
Schools Journal, number 27, pp 53–56.
Bartlett, K. 1993. “Internationalism: Getting Beneath The Surface. Part 1: Internationalism? It’s about thinking!”
International Schools Journal, number 26, pp 35–38.
Bartlett, K. 1992. “Defining International Education: A Proposal for the Future”. International Schools Journal, number 23, pp 45–52.
Bartlett, K. 1989. “Translating Philosophy into Action”. International Schools Journal, number 18, pp 59–67. Boyer, EL. 1995. The Basic School: A community for learning. The Carnegie Foundation for the Advancement of
Teaching. 0-931050-48-0.
Bredekamp, S and Copple, C (editors). 1997. Developmentally Appropriate Practice in Early Childhood Programs. National Association for the Education of Young Children. 0-935989-79-X.
Bruner, J. 1990. Acts of Meaning. Harvard University Press. 0-674-00361-6.
Bruner, J. 1986. Actual Minds, Possible Words. Harvard  University Press. 0-674-00366-7.
Caldwell, BJ and Spinks, JM. 1998. Beyond the Self-Managing School. RoutledgeFalmer. 0-7507-0448-9.
Ceppi, G and Zini, M. Children, Spaces, Relations: Metaproject for an environment for young children. Reggio
Children Domus Academy Research Center. 88-87960-17-8. Chandler, D. 2002. Semiotics: The Basics. Routledge. 0-415-35111-1.
Coles, MJ and Southworth, G. Developing Leadership. Creating the schools of tomorrow. Open University Press.
0-335-21542-4.
Corson, D. 2001. Language Diversity and Education. Lawrence Erlbaum Associates. 0-8058-3449-4.
Corson, D. 1999. Language Policy in Schools: A Resource for Teachers and Administrators. Lawrence Erlbaum
Associates. 0-8058-3296-3.
Costa, AL (editor). 2001. Developing Minds: A resource book for teaching thinking (3rd edition). Association for
Supervision and Curriculum Development. 0-87120-379-0.
Costa, AL and Kallick, B (editors). 2000. Assessing and Reporting on Habits of Mind. Association for Supervision and Curriculum Development. 0-87120-370-7.
Costa, AL and Kallick, B (editors). 2000. Discovering and Exploring Habits of Mind. Association for Supervision and Curriculum Development.
DeVries, R, Zan, B, Hildebrandt, C, Edmiaston, R, and Sales, C. 2002. Developing Constructivist Early Childhood
Curriculum. Practical principles and activities. Teachers College Press. 0-8077-4120-5.
Duncan, A. 1993. What Primary Teachers Should Know About Maths (2nd edition). Hodder & Stoughton. 0-340-
64377-3.
Edwards, C, Gandini, L and Forman, G. 1998. The Hundred Languages of Children (The Reggio Emilia Approach: Advanced Reflections) (2nd edition). Ablex Publishing Corporation. 1-56750-311-X.
Eisner, EW. 2001. “The Role of the Arts in Cognition and Curriculum” in Developing Minds: A Resource Book for Teaching Thinking (3rd edition), edited by Costa, A. Association for Supervision and Curriculum Development (ASCD).
Eisner, EW. 1985. The Educational Imagination On the Design and Evaluation of School Programs (2nd edition). Macmillan Publishing Company. 0-02-332110-5.
ESTYN. 2002.  Standards and Quality in Personal and Social Education in Primary and Secondary Schools in
Wales. Schools inspection service in Wales.
Fullan, M. 2001. Leading in a Culture of Change. Jossey-Bass Publishers. 0-7879-5395-4.
Fullan, M. 2001. The New Meaning  of Educational Change (3rd edition). RoutledgeFalmer. 0-415-26020-5. Gallas, K. 1994. The Languages of Learning. How children talk, write, dance, draw, and sing their understanding of
the world. Teachers College Press. 0-8077-3305-9.
Gardner, H. 1993. Multiple Intelligences: The theory in practice. Basic books. 0-465-01822-X.
Grennon Brooks, J and Brooks, MG. 2001. In Search of Understanding. The Case for Constructivist Classrooms. Association for Supervision and Curriculum Development. 0-87120-211-5.
Halliday, M. 1980. “Three Aspects of Children’s Language Development: Learning language, Learning through Language, Learning about Language”, in Oral and Written Language Development Research, edited by Goodman, Y, Haussler, MH and Strickland, D, pp 7–19. National Council of Teachers of English.
Hargreaves, A and Fink, D. 2006. Sustainable Leadership. Jossey-Bass Publishers. 0-7879-6838-2.
Hayden, M, Thompson, J, Walker, G (editors). 2002. International Education in Practice: Dimensions for national and international schools. Kogan Page Limited. 0-7494-3835-5.
Hayes Jacobs, H. 2004. Getting Results with Curriculum Mapping. Association for Supervision and Curriculum
Development. 0-87120-999-3.
Hayes Jacobs, H. 1997. Mapping the Big Picture: Integrating curriculum and assessment K-12. Association for
Supervision and Curriculum Development. 0-87120-286-7.
Hayes Jacobs, H. 1989. Interdisciplinary Curriculum: Design and implementation. Association for Supervision and Curriculum Development.
Innis, RE. 1985. Semiotics: An introductory anthology. Indiana University Press. 0-253-20344-9.
Bibliography
Kozulin, A, Gindis, B, Ageyev, VS, and Miller, SM (editors). 2003. Vygotsky’s Educational Theory in Cultural
Context (Learning in Doing: Social, Cognitive & Computational Perspectives S.). Cambridge University Press.
0-5215-2883-6.
Llewellyn, D. 2002. Inquire Within: Implementing inquiry-based science standards. Corwin Press. 0-7619-7745-7. Lynn Erickson, H. 2002. Concept-Based Curriculum and Instruction: Teaching beyond the facts. Corwin Press.
0-7619-4640-3.
Lynn Erickson, H. 2001. Stirring the Head, Heart, and Soul: Redefining curriculum and instruction (2nd edition). Corwin Press. 0-8039-6885-X.
McTighe, J and Wiggins, G. 1999. The Understanding by Design Handbook. Association for Supervision and
Curriculum Development. 0-87120-340-5.
McTighe, J and Wiggins, G. 2004. Understanding by Design Professional Development Workbook. Association for Supervision and Curriculum Development. 0-87120-855-5.
National Council of Teachers of Mathematics. 2000. Principles and standards for school mathematics and teacher education: Preparing and empowering teachers. NCTM.
New Zealand Ministry of Education. 1997. Social studies in the New Zealand Curriculum. New Zealand Ministry of Education. 1997. Science in the New Zealand Curriculum.
Olson, DR and Torrance, N (editors). 1998. The Handbook  of Education and Human Development. New Models of Learning, Teaching and Schooling. Blackwell Publishers. 0-631-21186-1.
Perkins, D. 1995. Outsmarting IQ: The emerging science of learnable intelligence. The Free Press. 0-02-925212-1. Project Zero. 2001. Making Learning Visible. Children as individual  and group learners. Reggio Children. 88-
87960-25-9.
Reggio Children. 1995. Le Fontane. Reggio Children S.r.l. Reggio Children. Reggio Children. Reggio Children S.r.l. Reggio Children. 1997. Scarpa e Metro. Reggio Children S.r.l.
Selley, N. 1999. The Art of Constructivist Teaching in the Primary School. A Guide for Students and Teachers. David
Fulton Publishers. 1-85346-572-0.
Short, KG. 1997. Literature as a Way of Knowing. Stenhouse Publishers. 1-57110-0636.
Shor t, KG and Burke, C. 1991. Creating Curriculum: Teachers and students as a community of learners. Heinemann. 0-435-08590-5.
Short, KG, Harste, JC and Burke, C. 1996. Creating Classrooms for Authors and Inquirers (2nd edition). Heinemann. 0-435-08850-5.
Short, KG, Schroeder, J, Laird, J, Kauffman, G, Ferguson, M and Crawford, K. 1996. Learning Together Through
Inquiry. From Columbus to Integrated Curriculum. Stenhouse Publishers. 1571100334.
Tobin, K (editor). 1995. The Practice of Constructivism in Science Education. Lawrence Erlbaum Associates.
0-8058-1878-2.
Victorian Curriculum and Assessment Authority. 2008. Victorian Essential Learning Standards: Physical, Personal and Social Learning Strand—Health and Physical Education. VCAA.
Vygotsky, L. 1999. Thought and Language. The MIT Press. 0-262-72010-8.
Wells Lindfor, J. 1999. Children’s Inquiry: Using language to make sense of the world. Teachers College Press.
0-8077-3836-0.
Wiggins, G. 1998. Educative Assessment. Designing Assessments to Inform and Improve Student Performance. Jossey-Bass Publishers. 0-7879-0848-7.
Wiggins, G and McTighe, J. 2005. Understanding by Design. Expanded 2nd edition. Association for Supervision and Curriculum Development. 1-4166-0035-3.
Wiggins, G and McTighe, J. 2000. Understanding by Design: Study guide. Association for Supervision and
Curriculum Development. 0-87120-386-3.
Wiggins, G and McTighe, J. 1998. Understanding by Design. Association for Supervision and Curriculum
Development. 0-87120-313-8.
Williams, B and Woods, M. 1997. “Building on Urban Learners Experiences”. Association for Supervision and
Curriculum Development.
Wurm, JP. 2005. Working in the Reggio Way: A beginner’s guide for American teachers. National Association for the Education of Young Children.
