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For information on accessing the video clips, see How to Access the Video Contents
near the end of the book.

Introduction

Clip Technique Description

48 Strategic Investment:
From Procedure to
Routine

Paper Passing (Back in
Ten): Doug McCurry
encourages students to
pass in their papers faster
and faster with Positive
Framing.

Gathering Data on Student Mastery (Chapter 1)

Clip Primary Technique Additional
Techniques

Description

1 Reject Self-Report Culture of Error Spelling Words: Amy
Youngman collects data
on student mastery by
quickly scanning each
student’s answer to see
whether it is correct.

2 Standardize the Format Culture of Error,
Tracking, Not Watching

Disposition: Meaghan
Reuler immediately
identifies student
misunderstandings thanks
to materials that make
mistakes easy to
find—and to some careful
looking.
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Clip Primary Technique Additional
Techniques

Description

3 Show Me Excavate Error Good Morning, Williams:
Bryan Belanger uses hand
signals to gauge student
mastery. He responds
quickly in consideration of
the extent of the errors.

4 Show Me Culture of Error Go to IP: Jon Bogard uses
Show Me to identify and
correct common errors.
Some students review;
some earn independent
practice.

5 Affirmative Checking Culture of Error, Name
the Steps, 100% Cycle

Here’s the Deal: Bob
Zimmerli sets
“checkpoints” where
students must check their
answers with him before
proceeding to more
difficult problems.

6 Affirmative Checking Do It Again, Positive
Framing

Green Sticky Note: Hilary
Lewis uses a “ticket”
system to check students’
work before they move on
to independent practice.

Acting on the Data and the Culture of Error (Chapter 2)

Clip Primary Technique Additional
Techniques

Description

7 Culture of Error Show Me Who Changed Their
Mind: Katie Bellucci
normalizes error by
encouraging students who
corrected their work to
raise their hands and “be
proud!”

8 Culture of Error Intros: Jason Armstrong
tells students he “expects
some disagreement” and
doesn’t care for now what
the right answer is.
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Setting High Academic Expectations (Chapter 3)

Clip Primary Technique Additional
Techniques

Description

9 No Opt Out Emotional
Constancy

Immigrant: David Javsicas
stays steady at the helm and
sticks with a student who
declines to answer a question.

10 No Opt Out Negative Five Halves: Derek
Pollak solicits help from the
class when a student is very
near to a correct answer.

11 No Opt Out Cold Call, Do It
Again

Little Brown Insects: Jamie
Davidson gets a student to
improve her expression in
reading after another student
models what it means to
“snap.”

12 No Opt Out Targeted
Questioning,
Culture of Error

Clever Fox: Shadell Purefoy
(Noel) asks a student to repeat
a correct answer after she’s
unable to answer the first time.

13 Right Is Right Fabric: Grace Ghazzawi holds
out for an all-the-way-right
answer.

14 Right Is Right Aunt Alexandra: Maggie
Johnson pushes students to
use precise language to
describe a particular scene.

15 Right Is Right Positive Framing Volume: Jason Armstrong
holds out for a thorough
definition of volume after
students present formulas and
partial definitions.

16 Stretch It Well Said: Art Worrell
stretches the original student
and then begins stretching
other students to build a
rigorous classroom culture.

17 Format Matters “Gots to Be?”: Darryl Williams
actively reinforces the
language of opportunity by
correcting informal phrases.

18 Format Matters Hither: Beth Verrilli asks a
student for more collegiate
language.
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Lesson Structure (Chapter 5)

Clip Primary Technique Additional
Techniques

Description

19 Control the Game Control the Game:
Jessica Bracey keeps
durations short and
unpredictable, moving the
reading around the room
to involve lots of students.

20 Control the Game Eyes In: Eric Snider
balances student reading
with his own modeling to
build a culture of
expressive reading.

21 Circulate Read and Annotate:
Domari Dickinson and Rue
Ratray demonstrate the
fundamentals of Circulate.

Pacing (Chapter 6)

Clip Primary Technique Additional
Techniques

Description

22 Change the Pace Show Me Talk to Me: Erin Michels
quickens classroom pace
by shifting deftly among
different styles of
participation.

23 Change the Pace Everybody Writes,
Habits of Discussion

Listen, Things Have
Changed: Jessica Bracey
maintains a steady pace in
her reading class by
varying activities.

24 Brighten Lines Clean Start/Clean Finish
Montage: Seven teachers
show examples of
Brighten Lines by cleanly
beginning and ending
exercises.

25 All Hands Bright Hands: Colleen
Driggs shows her students
how to raise their hands
for a new question and
lower them when
someone else is called on.
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Clip Primary Technique Additional
Techniques

Description

26 Work the Clock You’re My Brain: Deena
Bernett uses a stopwatch
projection to allot specific
amounts of time for
certain activities.

27 Change the Pace Brighten Lines Pencils Up: Ashley Hinton
puts together a number of
pacing techniques to keep
her class moving.

Building Ratio Through Questioning (Chapter 7)

Clip Primary Technique Additional
Techniques

Description

28 Cold Call I Saw a Lot of Thought:
Gary Lauderdale’s
consistent Cold Calling
keeps his students
focused on the math.

29 Wait Time Wait Time Montage:
Maggie Johnson gives
students think time,
encouraging more
reluctant scholars to
participate.

30 Wait Time Continental Congress:
Boris Zarkhi narrates
hands, and tells his
students to put their
hands down to make full
use of the Wait Time he
gives them

31 Wait Time Think Time: Colleen
Driggs encourages
students to go back and
look at their notes during
think time.

32 Cold Call What Word: Hannah
Lofthus establishes a brisk
rhythm with the way that
she Cold Calls.
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Clip Primary Technique Additional
Techniques

Description

33 Cold Call Hot Call: Colleen Driggs
explains how she will “Hot
Call,” as an opportunity
for students to show they
are “on fire.”

34 Cold Call In Your Mind: Jon Bogard
makes his Cold Calls
predictable and positive,
including calling on one
student whose “hand was
up in [her] mind.”

35 Call and Response Birthdays: Janelle Austin
keeps her students’
responses sharp.

36 Call and Response Read to Us: Jennifer
Trapp uses Call and
Response to reinforce
note-taking skills,
grammar rules, and
difficult pronunciations.

37 Pepper Cold Call Amendments: Art Worrell
Peppers his classroom
with questions about
constitutional
amendments.

Building Ratio Through Writing (Chapter 8)

Clip Primary Technique Additional
Techniques

Description

38 Everybody Writes Troy: Gillian Cartwright
sets up rigorous
student-driven discussions
with eighteen minutes of
pre-thinking in writing.
Yes, eighteen minutes!

39 Everybody Writes Sophisticate It: Rachel
Coffin ups the ratio in her
classroom by challenging
students to complete a
sentence that begins with
a complex starter.
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Clip Primary Technique Additional
Techniques

Description

40 Everybody Writes Romeo and Juliet: Lauren
Latto teaches her stu-
dents to sustain their focus
in writing for longer
periods.

41 Show Call Beautiful Formula: Paul
Powell normalizes the
process of “good to
great” and sends a very
clear message about
accountability for written
work by Show Calling
exemplary work.

42 Show Call Culture of Error Boxes: Katie McNickle
Show Calls a number of
different students’ work to
show different approaches
to solving the same
problem.

Building Ratio Through Discussion (Chapter 9)

Clip Primary Technique Additional
Techniques

Description

43 Habits of Discussion Master of the House:
Yasmin Vargas uses a
series of questions and
nonverbals to encourage
productive discussion.

44 Turn and Talk Little Guy: Rue Ratray
uses a variety of methods
to keep his Turn and Talks
engaging for his students.

45 Turn and Talk Turn and Talk Montage:
Eric Snider uses a series of
efficient prompts and
follow-ups to keep his
Turn and Talks
accountable and efficient.

46 Turn and Talk Show Not Tell: Laura Fern
uses a number of different
techniques to ensure
efficiency, consistency, and
rigor in her Turn and Talks.
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Trim Size: 7in x 9.25in Lemov fother01.tex V2 - 11/04/2014 9:49am Page xvi

Systems and Routines (Chapter 10)

Clip Primary Technique Additional
Techniques

Description

47 Strategic Investment:
From Procedure to
Routine

Thank You for Knowing
What to Do: Stephen
Chiger delegates roles to
create a culture of auto-
nomy in his classroom.

48 Strategic Investment:
From Procedure to
Routine

Paper Passing (Back in
Ten): Doug McCurry
encourages students to
pass in their papers faster
and faster with Positive
Framing.

49 Strategic Investment:
From Procedure to
Routine

Before and After:
“Group A” and “Stand
Up”: Nikki Bowen works
through procedures with
her students until they
become second nature
and support student
autonomy.

50 Strategic Investment:
From Procedure to
Routine

Ben Franklin: Lauren
Moyle’s class transitions
from desks to the floor by
singing a song about the
continents.

51 Do It Again Faster: Sarah Ott teaches
her kindergarteners how
to do classroom tasks such
as coming together on her
signal.

High Behavioral Expectations (Chapter 11)

Clip Primary Technique Additional
Techniques

Description

52 This clip demon-
strates what a culture of
high behavioral expec-
tations looks like at
maturity.

Perimeter: Erin Michels
demonstrates a number of
high behavioral
expectations in a lesson
using “triangulous units.”
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Clip Primary Technique Additional
Techniques

Description

53 100%, Part 1: Radar/Be
Seen Looking

Grab Bag: Rachel King
moves to Pastore’s Perch
and scans the room at the
moment she wants to mo-
nitor her class more
closely.

54 100%, Part 1: Radar/Be
Seen Looking

Crisp Sound of a Rip:
Patrick Pastore
demonstrates effective
use of Pastore’s Perch.

55 100%, Part 1: Radar/Be
Seen Looking

Pepper As a Decimal: Michael
Rubino scans consistently
and uses some “moves”
to intimate that he is
looking carefully.

56 100%, Part 2: Make
Compliance Visible

Show Me Show What You Know:
Amy Youngman makes
compliance visible with
visible commands like
“pen caps on.”

57 100%, Part 2: Make
Compliance Visible

Really Clever: Ashley
Hinton scans the class-
room even while she works
with individual students.
Her vigilance pays off with
a happy classroom.

58 100%, Part 3: Least
Invasive Intervention

Montage: Ashley Hinton
demonstrates a series of
subtle nonverbal
interventions used to keep
her class focused.

59 100%, Part 3: Least
Invasive Intervention

I Need a Couple SLANTs:
Alexandra Bronson subtly
resets her whole class via a
positive group correction.

60 100%, Part 3: Least
Invasive Intervention

You Know Who You Are,
and Puritans: Bob
Zimmerli and Laura Brandt
demonstrate different
takes on anonymous
individual correction.

61 100%, Part 3: Least
Invasive Intervention

Eyes on the Speaker:
Jaimie Brillante
demonstrates private
individual correction by
whispering to a student.
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Clip Primary Technique Additional
Techniques

Description

62 100%, Part 3: Least
Invasive Intervention

Don’t Miss It: Jason
Armstrong uses a whisper
correction to make public
corrections feel private.

63 100%, Part 3: Least
Invasive Intervention

Nonverbals Montage:
Lucy Boyd uses a variety
of different nonverbal
interventions to keep her
students hard at work
during discussion.

64 100%, Part 4: Firm
Calm Finesse

Fix How You’re Sitting:
Channa Comer demon-
strates Firm Calm Finesse
as her class gets restless.

65 100%, Part 5:
Art of the
Consequence

Regular Polygon: Ana
O’Neil delivers two conse-
quences with grace and
calm, and encourages stu-
dents to get back in the
game.

66 100%, Part 5:
Art of the
Consequence

Culture of Error Examine: Bridget
McElduff demonstrates a
number of techniques
while giving a productive
consequence.

67 Strong Voice Inappropriate Time:
Christy Lundy uses do not
engage in a situation
every teacher has seen
some version of.

68 Strong Voice Draw My Line: Jessica
Merrill-Brown uses the
self-interrupt to keep the
full attention of her class
even while she’s sitting
down.

69 Strong Voice Middle School: Mike
Taubman uses a series of
self-interrupts to ensure
student focus.
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Building Character and Trust (Chapter 12)

Clip Primary Technique Additional
Techniques

Description

70 Positive Framing Positive Framing
Montage: Janelle Austin
demonstrates nearly a
dozen ways to narrate the
positive.

71 Precise Praise Symmetry: Hilary Lewis
gives positive
reinforcement that
provides students a model
for success.

72 Precise Praise Looking Sharp: David
Javsicas privately and
genuinely praises
replicable student actions.

73 Precise Praise Kudos: Stephen Chiger
doubles back to help a
student better see how
and why she was
successful.

74 Joy Factor Phantom of the Opera:
Roberto de Leòn makes
the act of reading joyful.

75 Joy Factor Simón Bolívar: Taylor
Delhagen lightens the
mood by getting in touch
with the joyful side of
Simón Bolívar.
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Figure I.1 2011 New York State Assessment Sixth-Grade Math Results
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I recently tried this myself at a workshop on CFU. The topic was Reject Self-Report,
and the activity was a series of case studies: six transcripts from classroom situations
where a teacher had initially relied on student self-report to assess mastery. Teachers
in the workshop were asked to rewrite cases, scripting their questions to better gather
data about student mastery in lieu of self-report. Workshop participants were asked to
complete several of the scenarios over the course of a few minutes. At the bottom was
an additional section where people were asked to identify and rewrite a case from their
own experience. The page I provided looked like Figure 1.1.

Figure 1.1 Reject Self-Report Mini Case Studies

Self-Report Statements Rewritten to Reject Self-Report

Example 1:

Student: Yes.

Teacher: A “regular polygon” is a two-
dimensional shape with sides that are 
all equal and angles that are all equal.
Got it?

Example 2:

Students: Yes.

Teacher: To glare and to gaze are similar
because they both mean that you are 
looking at someone or something—
usually for a long time. They’re different 
because when you glare, you’re looking 
at someone angrily, and when you gaze,
you’re looking with great interest or 
wonder. Glare has a negative charge, 
whereas gaze has a positive charge. 
Get it?

As my team and I circulated, we were able to ascertain the following quickly and
easily:

42 Teach Like a Champion 2.0
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wrong. To my surprise, the coach continues, seemingly aware that mastery
is imperfect, but not noticing the high rate of error. One reason for this, I
believe, is the setup of the drill. The girls are working in pairs, but they’re
facing and moving in many different directions. (See Figure 1.2.)

Figure 1.2 Standardizing the Field

Viewing the group as a whole, it’s impossible to track an individual amid
the swirling movement (at left). Would the coach have seen the errors if the
girls had lined up in a more predictable pattern (at right)? Could he have then
scanned a simple and predictable place to see the event he was looking to
evaluate? I suspect so.

44 Teach Like a Champion 2.0
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transaction cost. It’s also the least directive type of Stretch It. Effective nonverbal prompts
include

• Making a rolling gesture with your hands, like the “traveling” signal in basketball

• A head nod

• Raised eyebrows or other distinctive facial gestures

Given the trade-offs between directive and nondirective forms of Stretch It, the best
approach is probably to seek balance, in two ways: by using both directive and nondi-
rective prompts and by combining the aspects of both approaches in semidirective
prompts. A teacher might use the “Say more” prompt, for example, but direct it to a
specific part of the answer that she thought was most worthy of follow-up.

Let’s say I ask my students how Jonas is feeling during a section of The Giver where
he is experiencing both horrible and pleasurable feelings for the first time. A student
replies, “Jonas is confused and feeling scared. He never felt any of this before, and he feels
isolated.” One solution would be to say, “Tell me more about his confusion” or “Tell me
more about why he feels isolated.” Now I’m giving my student significant autonomy, but
still helping her see where the most productive part of her observation might be. This
would be a semidirective prompt.

As you’re probably starting to recognize, you could put a variety of Stretch Its on a
spectrum to reflect their degree of directness. Figure 3.1 arranges four different levels
of prompting according to the degree of direction they offer.

It’s important to see these possibilities as a spectrum, not a hierarchy. Sometimes
the power of a champion teacher lies in his capacity to shape the answer and steer stu-
dents to the most important ideas and concepts. In other situations, the most important
factor is a low transaction cost or a student’s decision about what’s worthy of further
comment. There’s a place for both directive and nondirective forms of Stretch It, and

Figure 3.1 Stretch It Prompts: Degree of Directedness

Follow-up
question

Prompt—Partially
directive

Prompt —
Nondirective

“What evidence
tells you that?”

“Tell me more
about the first part

specifically.”

“And?”“Traveling” gesture

Nonverbal

114 Teach Like a Champion 2.0
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as your plan dictates, but if you’re not sure what “default” layout to use as a
starting point, I’d start there.

Figure 4.1

In addition, you have to be able to get anywhere in the room without a
word—while you are teaching, in fact. Once you have to say “Excuse me,”
you are essentially asking permission. This limits your ability to hold stu-
dents to high behavioral and academic standards. No matter what layout
you choose, think as intentionally about aisles and alleys as about desks.

Beyond desks, aisles, and alleys, the floor itself can be helpful in terms of
planning your own movements. A little piece of tape on the floor—not unlike
the kind used to indicate stage directions during a theater performance—can
help you move quickly and purposefully about the room. Another piece can
help you get everyone moving and in line (“Class, everyone line up on the
blue tape in three, two, one … ).

Post It is important for visitors, your fellow teachers, and your supervisor, for
example, because these people give you feedback, and feedback is more useful when
the person giving it knows what you’re trying to do—if he or she addresses not just
whether your teaching was “good” in some abstract sense, but whether it appeared
to be getting at your goal. A visitor who thinks you should be discussing more about
how the characters are developed in The Crucible may or may not be right. Whether
you should spend more time on the development of characters depends on what your

142 Teach Like a Champion 2.0
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Step Lesson
Segment

Who’s Doing? Typical Statement

1 I I do. “The first step to adding fractions with unlike
denominators is to make the denominators equal.”

2 We I do; you help. “OK, now let’s try it. How did we say we were
going to make our denominators equal, Martin?”

3 We You do; I help. “OK, Camilla, you take us through this. What’s the
first thing I should do?”

4 You You do … “Now that we’ve solved this example, try one on
your own.”

5 You And do … and
do … and do.

“Great; we’re starting to get this. There are five
more in your packet. Take six minutes and see how
many you can get exactly right. Go!”

Note that the shift from one step to the next happens as soon as, but not before,
students are ready to succeed given the additional independence. This process may sound
obvious to some, but it doesn’t happen this way in many classrooms. Often, students are
released to independent work—to “You”—before they are ready to do so effectively, or
asked to reflect on “big questions” before they know enough to do so productively. In
other cases, students get very good at watching their teacher demonstrate mastery—the
“I”—without ever really learning to use a skill on their own. Students get to the point
where they can complete a skill with an adult there to help them, but not on their own.
Ensuring that students are ready—and challenged—to move toward mastery is essential.

I/We/You: An Overview

Thoughts About Good “I”

• Include both modeling (showing how to do something) and explanation
(telling how to do something).

• Include student interaction even though you’re leading. (You can still ask
questions and engage in dialogue with students during “I.”)

• Anticipate. “I knew I was becoming a teacher,” champion teacher Kate
Murray of Boston told me, “when I started being able to know in advance
what my kids would do wrong, what the common mistakes would be. I
realized I could plan for that. From then on, my planning process included
a ‘what could go wrong’ conversation with myself. And I planned to
preteach what I knew would be the pitfalls. I put that right into my lesson
plans.” Amen to that.

158 Teach Like a Champion 2.0
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problems get more difficult (back to We), before releasing them for independent prac-
tice (You).

Alternatively, I often see something like I/We/You/I/We/You in reading lessons, espe-
cially if you think of reading in general as the “I” portion of your lesson where a story is
told. The “We” tends to be discussion and development of interpretations, and the “You”
is expressing an independent interpretation or analysis of a similar question or passage.

You might see that cycle
repeat in 10- to 15-minute
sequences over the course
of a lesson, like this:

Read (I)
5 min

Discuss/Interpret (We)
5 min

Write (You)
5 min

Read (Control the Game) (I)
3 min

Discuss/Interpret (We)
6 min

Write (You)
4 min

Or it might look something
like this (I/We/You/I/You):

Read (I)
5 min

Analyze/Discuss/Explicate
(We)
5 min

Write (“Stop and Jot”) (You)
3 min

Read (I)
3 min

Write (“Stop and Jot”) (You)
4 min

Even with these variations, the principle is the same. There’s a reading in which
information is disseminated; the working together, during which I make sure you com-
prehend or can apply a skill (character analysis, say); then you doing it on your own:
once, twice, three times. It’s still I/We/You. The core idea is that most good lessons
need doses of direct instruction, guided practice, and independent practice—often if
not always in that exact order.

Even when teachers occasionally go completely out of order—starting with a “You,”
for example, and having students solve a problem on their own without any initial
instruction—they are usually reliant on an overall structure of I/We/You. One school I
admire, for example, generally uses I/We/You, but once or twice per week asks teachers
to deliberately plan short rigorous lessons that start with “You.” These involve the pre-
sentation of a very difficult problem or piece of text without explanation or a clear solu-
tion. Students are allowed to struggle to apply what they know to solve it. The teacher
might say, “Here’s a very difficult math problem [or section of text]. I won’t tell you how
to solve it [or what it is saying]. See how you do.” These “You-first” lessons exist within

160 Teach Like a Champion 2.0
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Secret Life of a Do Now
Figure 5.1 is a picture of Taryn Pritchard’s Do Now from a recent math lesson.
If you look closely, you’ll notice that there are actually two layers of notation.
The first layer consists of the notes Taryn made to herself before she started

Figure 5.1 Taryn Pritchard’s Do Now Model

Names of students
who got it wrong.

Topics to review
and discuss.

Who she’ll call on
and why.

Correct answers
circled beforehand.

What to look for.

Figure 5.1 © copyright Uncommon Schools
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good note taking more deliberately, expecting students to track what you are writing
on the board and record it diligently in their notes is the right starting point (hence the
name of this technique: Board = Paper). As students grow, they need to learn to make
intentional decisions about what to include in their notes, but that process should wait
until they can reliably get what matters down right as a matter of habit. The best way to
start students on the path to autonomous note taking is to make your overhead a mirror
image of the graphic organizer you give to students to take notes on. As you fill in a blank,
they fill in a corresponding blank. You fill out the projected worksheet on the board and
say, “Make your paper look like mine.” Even as students earn more autonomy, having
your overhead match the format in which they are taking notes allows you to model what
note taking—one of the most important skills for any student—should look like.

Figure 5.2 Sample of Excellent Note Taking

The Muscular System 

Your muscular system is made up of

Muscles  on your  to make you move. 

There are two kinds of muscles in the Muscular System, and
 muscles. You only get to choose when you move your

Here are 3 examples of voluntary muscles:

Here are 3 examples of involuntary muscles:

There are       muscles in a typical human body. Rounded to the nearest hundred that’s
about  muscles.

Write a sentence below describing the most interesting fact about your muscular system:

Re-write your sentence below adding one of the things your teacher asks you to add.

and .

.

170 Teach Like a Champion 2.0
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Figure 5.2 shows the overhead a third-grade science teacher used during her lesson
on the muscular system. Her students filled out the exact same information in hard copy
at their desks, allowing her to teach them not only about muscles but also about note
taking and organizing information. By contrast, Figure 5.3 shows the notes a student
took in another classroom where the teacher instructed students to “take careful notes
on a separate sheet of paper.”

Gradually, students should develop note-taking independence, filling out longer and
longer passages of their graphic organizers on their own, ultimately taking notes on a
separate sheet of paper as you write terms and definitions on the board exactly as you
wish students to copy them down. As you introduce note-taking skills, guide students
through the process, telling them what to title their papers, when to skip a line, how
to make subheadings and headings. When they can do this reliably, you can gradually
begin to divest yourself of responsibility for exact phrasing and let students own even
that. But know that it may take years before students are ready to own full responsibility
for such a critical piece of the process.

Figure 5.3 Sample of Poor Note Taking

Muscles and tendons pull bones.

Muscles
Arms
Hands
Nose
Heart 
Eyes
Lungs
When your heart beats. That’s a muscle.
When your heart beats, it is an example of involuntary muscle.
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pursuit of a single objective you are making regular shifts in the types of work you ask
students to do, even if you can’t categorize them all, you’re probably doing fine!

See It in Action: Clip 23
Now, let’s take a closer look at how the different activity types can come
together in a lesson—in this case, one taught by Jessica Bracey, a fifth-grade
reading teacher at North Star Academy Vailsburg Middle School (clip 23).
Here is an outline of the activities Jessica shifts between, and the amount of
time she allots for each:

Activity
Description

Activity Type Time Spent What It Sounds Like

Review where
class left off in
the novel

GPGQ 1min, 20 sec “Yesterday we left off at a really
juicy point in the story. Who can
remind us what was going on?”

Control the
Game reading

KA 1min, 10 sec “So we’re going to read to find out
what happens now that Mattie and
Tony are thinking two different
things. Your books need to be
open to page 87. I need some
strong readers for chapter 10.
Micah, start us off today …
Continue, Ramani … ”

Everybody Writes RIG 2min, 45 sec “Pause there. Tent your books. First
question. You should be focusing
on question 87 in your reading
response journals. You have
evidence in the text; make sure you
find it and write it. Please get to
work.”

Whole-class
discussion

Disc 1min, 35 sec “Pencils down. Hands up! What is
the plan? Why? And what does this
reveal about Tony? Let’s start off
with Omar … ”

Control the
Game reading

KA 3min, 50 sec “That was a really strong
discussion. Let’s keep this up.
Taijon, please pick up starting with,
‘Listen, things have changed … ’”

As class begins, Jessica asks her students to summarize what happened in
the previous chapter of the novel they are reading. As her students comment,
she steps in to ask for clarification or steer the next question to a given
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Figure 7.1 Think Ratio Versus Participation Ratio
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See It in Action: Clip 22
You can also use Figure 7.1 to reflect on other teachers’ lessons. For example,
I find it helpful to watch two of the videos in this book, clip 28 of Gary Laud-
erdale at West Briar Middle School in Houston and clip 22 of Erin Michels
at North Star Academy in Newark, and reflect on their ratio. To my mind,
both Gary and Erin demonstrate outstanding teaching, and there is clear evi-
dence of both participation ratio and think ratio in both classrooms. Still,
they are different in their relative emphasis on each. Try taking a moment
now to watch them both and score them on this grid. How would you com-
pare them?

Perhaps Gary’s lesson emphasizes participation ratio a bit more; he’s trying
to build a culture of effort in math, and you can hear him talking about that
at the beginning. His Cold Call, as we’ll study later in this chapter, is very
systematic. If you’re sitting in Gary’s classroom, you know that you’re likely
to get called on with a question of substance and that after you answer, it’s
just as likely you’ll get a follow-up question or be called on to follow up on
your classmate’s answer, so you know you have to listen carefully and stay in
the game. That said, the tone is so positive, you’d probably want to stay in the
game anyway.

Erin’s class also engages the whole group pretty consistently, though she
provides a bit more optionality to it: she Cold Calls with less frequency.
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Hands-Up Cold Calling

Advantages Limitations

• It provides an important data source:
raised hands tell you how many students
think they know the answer to your
question.

• It enables you to continue to provide an
incentive for students to raise their hands
and signal their desire to participate.

• It often leads more students to get
engaged and want to raise their hands.

• It allows you to engage in balanced Cold
Call, deliberately moving back and forth
between taking hands and hands-down
Cold Call (see next table).

• It enables you to continue encouraging
and rewarding students who ask to
participate by letting them have a turn.

• Raising hands can often tacitly encourage
students to “call out” answers.

• It can cause your Cold Call to be less
apparent and transparent to some
students: they might not realize you’re
Cold Calling when they see hands, and
they may not always realize that the
classmate who just answered was Cold
Called too. This can make the technique
seem less systematic.

Hands-Down Cold Calling

Advantages Limitations

• It’s the ultimate in predictability. It
explicitly tells students to be ready
because the Cold Call is coming.

• It’s faster and can have a stronger effect
on pacing because you don’t have to
spend time navigating and narrating the
raising of hands.

• It sends a very clear message about your
firm control of the classroom and
students’ accountability for remaining
attentive.

• It’s ideal for reviewing material before a
test, say.

• It can be effective for checking for
understanding because it reduces the
likelihood of students’ calling out
answers in eagerness.

• Students who do want to answer are
rendered less visible (they don’t have
their hands up), so your decision to
target your questions to more reticent
students is less visible to others and
therefore seems a bit more systematic.

• It can discourage this key classroom
behavior if not balanced with lots of
other times when students can raise their
hands.

• It’s harder to combine with moments
when you choose to call on a hand amid
Cold Calling.

256 Teach Like a Champion 2.0



Trim Size: 7in x 9.25in Lemov c07.tex V3 - 11/06/2014 3:43pm Page 270

another student give the answer). Again, you want the smallest cue that will
work in consideration of pacing, timing, rigor, and so on.

A

B

C

D

Question: Where is the story set?
Desired answer: “In the northern part of Alaska near the Arctic Circle.”

Initial student answer: “The setting is in the North.”

Provide the first step: “Well, they’re on a journey, right?
To take the ‘oblong box’ from one place to another. Where
are they traveling from and to?”

Narrow or eliminate false choices: “You said, ‘In the North.’
Where in the North? Are they speaking Russian?”

Roll back: “You said, ‘In the North’.”

Responses that don’t Break It Down:
   “The setting is in the northern part of Alaska near the 
     Arctic Circle, Clara.”
   “Can someone else tell us the setting?”

Planning for Break It Down
Break It Down is a complex and challenging technique. You’re seeking to assess the gap
between what the student knows and mastery, but you’re guessing at what he or she
really knows, as a wrong answer often reveals less knowledge than a student actually has.

You prepare for Break It Down by regularly doing a bit of it before class begins. For
example, you might identify potential trouble spots in an upcoming lesson—the places
where you think errors are likely to emerge. Then perhaps draft some wrong answers
you think you might get. And then, most important, you draft a couple of hints you
might use if those errors occur. You might use a template like the one on the next page.

Before you hyperventilate—“Is he kidding? I’ve got five classes a day and three preps
and usually 150 papers to grade, and I just lost my planning period. And now I’m sup-
posed to do this??”—this sort of thing is to me a planning exercise. If you can do it
regularly, fantastic, but if you do it only occasionally, it can still help you. Whether you
are right or wrong in the errors you predict and the resulting hints, you will get better
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Break It Down Planning for [Date]

Question:

Wrong Answer #1 Wrong Answer #2

BID Hint #1 BID Hint #2 BID Hint #1 BID Hint #2

and better at anticipating the kinds of things that students get wrong and the responses
that help. You do an exercise like this, in other words, as part of a long-term investment
in your own understanding.

As you plan to Break It Down—or even when you use the technique without
planning—there are benefits to building your “range,” the types of prompts you’re
comfortable using. We all tend to be creatures of habit; over time, our hints become
predictable. Using a variety of ways to offer hints to students can help you connect with
more kinds of thinkers, as well as provide a wider and more flexible array of help.

Provide an Example
If you got a blank stare when you asked for the definition of a prime number, you might
say, “Seven is one” or “Seven is one, and so is eleven.” If you wanted to Break It Down
further, you could cue: “Seven is one, but eight is not.” You could then potentially take
it a step further by observing, “Eight’s factors include two and four.” You can also pro-
vide additional examples if the question stumping the student was originally based on a
category. For example, a student in Jaimie Brillante’s fifth-grade writing class struggled
to identify the part of speech of the word owner. Jaimie cued: “Well, owner would logi-
cally be the same part of speech as other words that end in -er. Dancer, swimmer, singer.
What are those?” she asked. “They’re people,” the student replied. Jaimie prompted,
“And people have to be … ,” as the student chimed in, “Nouns!”

Provide Context
Another student in Jaimie Brillante’s class was stumped when asked to name the part
of speech of the word ancient. “I hope nobody ever calls me ancient,” cued Jaimie.
Nothing. “Maybe in, like 2080, you could call me ancient, but that would be the only
time it was acceptable.” “Oh yeah, it’s very old,” the student successfully recalled. It’s
important to note that Jaimie is using this approach with a vocabulary word she knows
the student learned but is having trouble remembering. This strategy would be far
less effective if Jaimie did not know whether the student knew anything at all about
the word.
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At first glance, the second prompt may appear to be easier to respond to because it
contains scaffolding, but in many ways the opposite is true. The second sentence causes
students to practice using a new (and useful) phrase that pushes them into new syntac-
tical territory, territory they now have to write their way out of. Without being pushed
and stretched in such ways, students aren’t likely to expand their repertoire of syntacti-
cal forms very much. Now, imagine the different sorts of phrases with which you could
ask students to begin a sentence:

• “Growing exponentially, … ”

• “Not just increasing, but … ”

• “The curve that expresses the function … ”

• “The relationship between … ”

• “In the long run, … ”

• “When the line approaches vertical, … ”

Each of these has a different effect on student writing and thinking, pushing them
not only into new syntax but potentially into new thinking.

Another approach champion teachers use to guide the sentences their students write
is sentence parameters. These range from asking students to use a specific word or phrase
(“Be sure to use the phrase ‘stock character’ in your answer”) to causing them to yoke
together multiple ideas (“Explain in one well-crafted sentence what Swift says we should
do with children and how you know he is being satiric”). Depending on what you teach,
you might choose specific prompts to emphasize aspects of thinking in your discipline:
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Figure 9.1 Crest of the Wave. Time your out-cue so that the Turn and Talk ends at
the crest of interest and energy, not as it peters out.
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perceive Turn and Talk as an activity in which there’s not much urgency to discuss things
because there’s more than enough time. An incentive to only partially engage can infect
behavior in all Turn and Talks.

If you were to graph the level of energy during a Turn and Talk, then, it might look
like a normal curve with a fat tail at the end. Ideally you would end it at its maximum
point, when ideas were bursting and students eager to get to next steps, before the long
slope downward. That’s the crest of the wave. (See Figure 9.1.)

Precise Time Limits

The second general rule is to be precise with time. Imagine you’re a student and are par-
ticipating in a Turn and Talk, but you don’t know how long it’s going to last. Forty-five
seconds? Two minutes? Fifteen minutes? Not knowing this basic information can make
it hard for you to gauge how much to say. Do you need to get the basic idea out and stop
so that the other person can broach an idea? Is your conversation about deep analysis?
Should you ask your partner a thoughtful question? Your informing participants of the
time parameters helps them manage their comments and their conversations to make
the best use of time. Saying things like “Turn and talk to your neighbor for the next
forty-five seconds” or “Two-and-a-half minutes to discuss the role of setting. Go” pro-
vides guidance; further, your use of specific and odd increments shows that your time
allocation is careful, specific, and intentional. It tells students that time and its careful
use matter to you, so they should matter to them. If you use a stopwatch to track those
time allocations, it also helps you keep yourself accountable for moving the lesson for-
ward and not losing track of time while checking in with a stuck or highly engaged pair,
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The first step to preventing nonproductive behavior is to consistently see it when it
happens. I call the skill of reliably seeing what’s happening in your classroom Radar.

As students, we all knew the teachers who reliably saw what we were up to as soon as
we started doing it. We talked about the “eyes in the back of their head,” for example, and
toed the line. Others were not so observant, and this often emboldened us to behave less
well. Not only was there a lack of accountability in those classrooms, but there was often
tacit peer pressure to see how much we could get away with. When everyone knew you
could, there was tacit pressure to do. A slippery slope develops quickly, so good teachers
need to see what’s happening in their classroom. Taking time to develop and improve
Radar, then, is time well spent.

Radar’s foundation: the Swivel. If you watch teachers like Patrick Pastore or Rachel
King, you’ll see them scanning their classrooms regularly, disciplining themselves to
look as a matter of habit. And when they look, they scan across the entire room. You’ll
notice how every few minutes and after key directions, great teachers take the time to
scan the room. It takes only a second or two, but it is an act of self-discipline, made habit,

Figure 11.2 Typical Positioning

Show me SLANT.
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that defends against blind spots. Looking consistently and intentionally is the first step
to seeing.

You also might notice something about where teachers like Patrick and Rachel stand
when they observe—in the corner of the room. This is beneficial in several ways. First,
moving off to the side helps them see the room from a new perspective. A bit of defa-
miliarization may help them see it more clearly.

But their post in the corner is useful for an even more compelling reason. Imagine
you’re Patrick and you want to scan your classroom from the front of the room (see
Figure 11.2).

To see the room, you have to scan a field of about 150 degrees. That’s a lot to see. But
if you merely walk to the corner of your room, you can see the whole room by scanning
a visual field of just 80 degrees (Figure 11.3).

What Patrick is trying to see is now much simpler to observe. Of course he sees
better from there. In fact, we find this position so helpful that we’ve named it “Pastore’s
Perch.”

Figure 11.3 Pastore’s Perch
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Whereas Positive Framing focuses on how you make constructive or critical feedback
feel motivating, caring, and purposeful to the recipient, Precise Praise is about manag-
ing positive feedback to maximize its focus, benefit, and credibility. As the examples in
the table here suggest, positive tone is important with praise, too. Positive feedback can
be destructive if the tone is sarcastic, for example.

Positive Tone Negative Tone

Corrective Content
Response to an
insufficient sentence

Positive Framing
“Good start. Let me see you
write it one more time using
the words of a scientist!”

Criticism (often nagging or
deflating)
“You still haven’t used the
technical terminology.”

Positive Content
Response to a worthy
sentence

Precise Praise
“Nice. Not only did you use
‘mitosis,’ but you said the cells
divide ‘via’ mitosis.”

Sarcasm
“Hey, look. You can use
scientific vocabulary when you
want to.”

Avoiding sarcasm is important, but there’s a lot more to getting the most out of pos-
itive reinforcement than that. Although it might seem like the simplest thing in the
world, positive reinforcement helps students more if it’s intentional, and you must con-
stantly defend against the potential for it to become empty or disingenuous through
overuse. In the end, positive reinforcement is one of the most powerful tools in every
classroom, and there’s a lot more to it than merely heeding even the oft-repeated advice
to praise three times as often as you criticize. To get the most out of positive reinforce-
ment, try these rules of thumb for Precise Praise.

Reinforce Actions, Not Traits
Positive reinforcement is clearly about an action that has just occurred: a student does
something well, and you tell her she’s done a nice job. At its best, positive reinforce-
ment is also about the future. You don’t just want a student to feel good about having
done something correctly, you want to help her understand how to succeed again the
next time. Even more deeply, you want to reinforce a way of thinking about learning
that embraces struggle and adversity—relishes it even. Carol Dweck’s seminal research
on this topic, discussed in her book Mindset, has shown that in the long run, people
who have a growth mindset far outpace those with a fixed mindset.1 Her research sug-
gests that the difference is one of the strongest predictors of success. People with a fixed
mindset see intelligence and skill as something static. You’re smart, or you’re not. You’re
good at something, or you’re not. People with a growth mindset see intelligence and skill
as fluid. You work hard, and you get better. Smart isn’t what you are; it’s what you do.
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