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Now in its third edition, Better Learning Through Structured Teaching is the 
definitive guide to the gradual release of responsibility—an instructional 
framework any teacher can use to help students be more successful and 
self-directed learners. 

To gradually release responsibility is to equip students with what they need to 
master content and develop new competencies. On a day-to-day basis, it means 
delivering lessons intentionally structured to incorporate four interrelated phases:

•    Focused Instruction (“I do it”) that sets students up for cognitive
       apprenticeship by establishing lesson purpose, modeling strategies
       and skills, and sharing information and insight.

•    Guided Instruction (“We do it together”) that incorporates
       targeted prompts, cues, and questions to scaffold understanding.

•    Collaborative Learning (“You do it together”) that allows students
       to consolidate and extend understanding through accountable
       group tasks built on discussion and cooperative problem solving. 

•    Independent Learning (“You do it alone”) that provides students
       opportunities to practice and apply the skills and knowledge
       they’ve acquired to create authentic products and ask new questions.

Authors Douglas Fisher and Nancy Frey detail the components of each phase, 
sharing effective proven strategies and real-life examples. You’ll find a variety of 
tips and tools for classroom implementation, along with new guidance on teacher 
credibility, social-emotional learning, and embedding assessment throughout 
all four phases. No matter what grade level or subject you teach, Better Learning 
Through Structured Teaching is an essential resource for improving your practice 
and empowering your students. 
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Preface to the Third Edition

Who would have thought back in 1999, when we resuscitated and 
revised the gradual release of responsibility framework, that we 
would still be adjusting it more than 20 years later? The foun-
dational truths that anchor the two of us, Doug and Nancy, as 
educators still guide us as much today as they did when we first 
set out to define effective, intentional instruction. Yet the world 
continues to change, and we continue to learn, which is why we 
decided to revise this book for a third edition.

Those who are familiar with past editions may notice some 
changes. We have updated the chapter on focused instruction 
based on current thinking about direct instruction and how to 
ensure that lectures are meaningful. Of course, teacher model-
ing is still very important, but we know now that there are ways 
beyond modeling to focus students and ensure that they have 
strong cognitive apprenticeship experiences. Guided instruction, 
although far more than simply “telling” or otherwise sharing 
information, remains an important part of the learning process. 
You’ll find new information about scaffolds that should shape the 
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viii  Better Learning Through Structured Teaching

ways that teachers interact with students to ensure that they are 
learning during this phase.

Over the past several years, we have also engaged in a great 
deal of thinking about students’ ability to collaborate with their 
peers, and we drew on work related to professional learning 
communities to develop the concept of and guidelines for stu-
dent learning communities. This edition’s chapter on collabora-
tion has a great deal of new information on what students gain 
from working with one another—not just deeper learning and 
enhanced social-emotional competency but also the awareness 
that people really do learn more, and learn better, when we learn 
with others. This chapter also looks at ways that students can 
collaborate from a distance as they work to negotiate meaning, 
problem solve, or reach consensus.

In terms of independent learning, we highlight the role of 
practice much more than we have before. As you will see, prac-
tice makes learning permanent, and the evidence on deliberate 
practice can guide the ways in which students are tasked with 
completing work. If we can use independent learning for stu-
dents to preview and review, we might just accelerate their learn-
ing and help them reach new levels of success.

New and old readers alike may notice that the examples 
woven through the chapters include distance and blended learn-
ing, informed by lessons learned from teaching during the COVID-
19 pandemic. Many of the experiences educators had during this 
period of mandatory distance learning will serve us well going 
forward, irrespective of the format of schooling. We have seen 
the value, for example, in creating interactive videos that pro-
vide students information and vocabulary in advance of a lesson.

But the biggest change in this edition is in our approach to 
assessment—specifically, the point that assessment cannot be 
“left until the end” of a lesson. Teachers should be adjusting their 
lessons in real time as they collect and analyze the data that they 
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Preface  ix

get from students, whether that be during focused, guided, col-
laborative, or independent learning. Assessment is the engine 
that drives instructional decisions; it’s what allows teachers to 
know if we are having an impact. When we are not achieving the 
desired impact—learning—we have to change course and try 
something else.

Finally, as we launch into this revised articulation of the grad-
ual release of responsibility framework, we want to remind you 
just how much teaching matters. The decisions teachers make to 
structure students’ encounters with learning have consequences 
powerful enough to change lives. Never forget the influence 
you have on the young people in your classroom. Choose your 
actions with care. And thank you for all you do, and all you will 
continue to do, to ensure that learning happens for every stu-
dent, every day.
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1
Learning and the Intentional  
Act of Teaching

As many have noted, teaching is both an art and a science. On 
the “science” side, there is considerable evidence about the 
measures proven to support learning that educators can use to 
inform instructional decisions. We ignore that evidence to our, 
and our students’, peril. Aspects of teaching that fall under the 
“art” heading include healthy teacher–student relationships, the 
classroom learning climate, and teachers’ passion for the work 
and their students’ learning. This book focuses more on the 
science of teaching than the art, but you’ll read examples that 
clearly mobilize both art and science.

What’s most important is that teaching lead to learning—that 
it develop in students the knowledge, skill, and confidence they 
need to learn deeply, think critically and creatively, and be able 
to apply learning strategies to meet new challenges. If what we 
are doing is not having that effect, we need to change what we 
are doing.
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2  Better Learning Through Structured Teaching

The Case for Instructional Frameworks
There is a difference between being prescriptive about instruc-
tion and being intentional about it. The purpose of instructional 
frameworks is not to undercut teacher expertise or profession-
alism or to tell teachers what to say and how to say it; it’s to 
provide a system of expectations for how students might be 
taught. Instructional frameworks are a tool that teachers can use 
to design learning and make informed decisions about the spe-
cific strategies that will best support their students’ success. In 
addition, instructional frameworks create a shared vocabulary 
so that members of teacher teams can communicate more effec-
tively when they interact with one another. Instructional frame-
works make it easier to discuss instruction across platforms 
(face-to-face, distance learning, blended, or hybrid variants). Fur-
ther, they help teachers identify professional learning opportu-
nities. For example, if one aspect of an instructional framework 
focuses on student-to-student interaction, teachers might want 
to learn new ways to enhance this in their classrooms.

Essentially, an instructional framework is a way to organize 
strategies and deploy them to create cohesive learning experi-
ences for students. It’s a defense against the all-too-common and 
frankly exhausting “buffet model” of professional learning, where 
teachers are prompted to keep adding to their plates without 
any idea of where they’re going to “put” it all.

A number of instructional frameworks have been developed 
over the years, but the one we’ll be focusing on is called the 
gradual release of responsibility.

The Gradual Release of Responsibility:  
A Structure for Supporting Learning
The gradual release of responsibility instructional framework 
is based on the belief that teachers can intentionally increase 
students’ ownership of learning over time. The framework is 
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Learning and the Intentional Act of Teaching   3

informed by several complementary theories, including the 
following:

• Piaget’s (1952) work on cognitive structures and schemata
• Vygotsky’s (1962, 1978) work on zones of proximal 

development
• Bandura’s (1965, 2006) work on attention, efficacy, reten-

tion, reproduction, and motivation
• Wood, Bruner, and Ross’s (1976) work on scaffolded 

instruction

Taken together, these theories suggest that learning occurs 
through interactions with others, and being intentional in these 
interactions allows for specific learning to occur. The mechanism 
behind the gradual release of responsibility is purposefully shift-
ing the cognitive load from teacher-as-model to joint responsi-
bility of teacher and learner, and then to independent practice 
and application by the learner (Pearson & Gallagher, 1983). This 
gradual decrease of teacher responsibility and parallel increase 
in student responsibility may occur over a single lesson, a day, a 
week, a month, or a year.

In the past, interpretations of the gradual release of responsi-
bility limited these interactions to adult and student exchanges: I 
do it; We do it together; You do it. But that three-part model omits 
a truly vital component of learning: students’ collaboration with 
their peers—the You do it together phase. Thus, our interpreta-
tion of the gradual release of responsibility framework includes 
four major phases. In Figure 1.1, we map out these phases of 
learning, indicating the share of responsibility that students and 
teachers have in each.

We are not suggesting that every lesson must always start 
with focused instruction (goal setting and modeling) before 
progressing to guided instruction, then to collaborative learn-
ing, and finally to independent tasks. Teachers can and often 
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4  Better Learning Through Structured Teaching

do reorder the phases—for example, beginning a lesson with an 
independent task, such as bell work or a quick-write, or engaging 
students in collaborative peer inquiry prior to providing teacher 
modeling. As we stress throughout this book, what is important 
and necessary for deep learning is that students experience all 
four phases of learning when encountering new content. We will 
explore the four phases in greater detail in subsequent chapters, 
but let’s proceed now with an overview of each.

“I do it”

“You do it together”

“We do it”

Focused Instruction

Guided Instruction

Collaborative 
Learning

Independent 
Learning

TEACHER RESPONSIBILITY

STUDENT RESPONSIBILITY

“You do it alone”

Focused Instruction
This phase includes two components: establishing the purpose 
for learning—that is, setting learning intentions and success 
criteria—and providing cognitive apprenticeship opportunities 
through modeling and demonstration. In focused instruction 
(which, as noted, does not have to come at the beginning of a les-
son), students get to know what they are learning and see exam-
ples of the type of thinking that they are expected to do. Here 

Figure 1.1 A Structure for Instruction That Works
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Learning and the Intentional Act of Teaching   5

are some examples of what teachers and learners might be doing 
during the focused instruction phase:

Teacher Actions Student Actions

• Describing the learning intentions and 
success criteria
• Noting the relevance of the lesson
• Thinking aloud, demonstrating, or providing 
direct instruction

• Listening and making connections
• Taking notes or talking with a partner about 
what the class is learning
• Developing a mental model of expertise

Focused instruction is typically done with the whole class 
and usually lasts 15 minutes or less—long enough to clearly 
establish purpose and ensure that students have a model from 
which to work. Bear in mind, too, that there is no reason to limit 
focused instruction to once per lesson. The gradual release of 
responsibility instructional framework is recursive, and a teacher 
might reassume responsibility several times during a lesson to 
reestablish the lesson purpose and provide additional examples 
of expert thinking.

Guided Instruction
The guided instruction phase is an opportunity to scaffold stu-
dents’ understanding. Through the use of questions, prompts, 
and cues, teachers can support student learning without telling 
them answers or simply providing them with information. Guided 
instruction can be done with a whole class, but many teachers 
are more effective when they guide small, purposeful groups that 
have been composed based on assessment data. Here are some 
examples of what teachers and learners might be doing during 
the guided instruction phase:
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6  Better Learning Through Structured Teaching

Teacher Actions Student Actions

• Asking questions
• Scaffolding with prompts, cues, and direct 
explanations
• Meeting with intentionally selected groups 
of students
• Monitoring progress and documenting 
learning

• Responding to the teacher’s questions
• Thinking and noticing, based on the 
scaffolds
• Experiencing productive success with the 
support of the teacher

Guided instruction is an ideal time to differentiate learning 
experiences by varying the instructional materials used, the 
level of prompting or questioning employed, and the products 
expected. A single guided instructional event won’t translate 
into all students developing the content knowledge or skills they 
are lacking, but a series of guided instructional events can. Over 
time and with cues, prompts, and questions, teachers can guide 
students to increasingly complex thinking. Guided instruction is, 
in part, about establishing high expectations and providing stu-
dents with the support they need to reach those expectations.

Collaborative Learning
The collaborative learning phase of instruction is too often 
neglected. If used at all, it tends to be a “special event” rather 
than an established instructional routine. When done right, col-
laborative learning is a way for students to consolidate their 
thinking and expand their understanding. Negotiating with peers, 
discussing ideas and information, problem solving, and engaging 
in inquiry with others give students the opportunity to use what 
they have learned during focused and guided instruction. Here 
are some examples of what teachers and learners might be doing 
during the collaborative learning phase:
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Teacher Actions Student Actions

• Developing complex tasks
• Forming groups purposefully
• Assigning roles
• Monitoring progress

• Using academic language in interactions 
with peers
• Sharing opinions, ideas, and thoughts
• Problem solving and using argumentation 
• Working to achieve consensus

Because collaborative learning situations help students think 
through key ideas, they are a natural opportunity for inquiry and 
a way to promote engagement with the content. As such, they are 
critical to the successful implementation of the gradual release 
of responsibility instructional framework. Note, though, that col-
laborative learning is not the time to introduce new information 
to students. This phase of instruction is a time for students to 
apply what they already know in novel situations or engage in a 
spiral review of previous knowledge.

Independent Learning
The ultimate goal of instruction is that students be able to inde-
pendently apply information, ideas, content, skills, and strate-
gies in unique situations. We want to create learners who are not 
reliant on others for information and ideas. As such, students 
need practice completing independent tasks and learning from 
those tasks. Overall and across time, the school and instruc-
tional events must be “organized to encourage and support a 
continued, increasingly mature and comprehensive acceptance 
of responsibilities for one’s own learning” (Kesten, 1987, p. 15). 
The effectiveness of independent learning, however, depends on 
students’ readiness to engage in it; too many students are asked 
to complete independent tasks without having received the 
focused or guided instruction they need to do so successfully. 
Here are some examples of what teachers and learners might be 
doing during the independent learning phase:
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8  Better Learning Through Structured Teaching

Teacher Actions Student Actions

• Developing practice and application tasks
• Monitoring student progress

• Completing assignments
• Planning and monitoring their own efforts
• Reflecting on their own successes

When students are ready to apply skills and knowledge, there 
is a range of independent tasks that might be used. Our experi-
ence suggests that the more authentic a task is, the more likely 
the student is to complete it. For example, a kindergarten teacher 
might ask a student to read a familiar book to three adults, a 6th 
grade science teacher might ask a student to predict the out-
come of a lab based on the previous three experiments, and a 
high school art teacher might ask a student to incorporate light 
and perspective into a new painting. What’s essential for an inde-
pendent learning task is that it clearly relate to the instruction 
each student has received yet also provide the student an oppor-
tunity to apply the resulting knowledge in a new way.

Structures That Don’t Support Learning
With this effective approach to instruction fresh in mind, let’s 
look at some structures that don’t support learning nearly as 
well. Unfortunately, there are still plenty of classrooms in which 
responsibility for learning is not being transferred from knowl-
edgeable others (teachers, peers, parents) to students. Although 
they may feature some of the phases of instruction we have 
described, the omission of other phases derails learning in sig-
nificant ways.

For example, in some classrooms, teachers provide expla-
nations and then skip straight to asking students to complete 
independent tasks—an approach graphically represented in Fig-
ure 1.2. This situation is very familiar. A teacher demonstrates 
how to approach a particular kind of algebra problem and then 
asks students to solve the odd-numbered problems in the back 
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Learning and the Intentional Act of Teaching   9

of the book. A teacher reads a text aloud and then asks students 
to complete a comprehension worksheet based on the reading. 
In both cases, the teacher fails to develop students’ understand-
ing of the content through the purposeful interaction of guided 
instruction. This is a sudden release of responsibility, not a grad-
ual one. It’s a structure that favors students who arrive already 
knowing the content. Students who are not yet proficient with 
the content suffer in this environment, because they lack suffi-
cient scaffolding to learn.

Sadly, there is a classroom model even worse than this, at 
least in terms of instructional development. It’s the one in which 
students are asked to learn everything on their own, depicted in 
Figure 1.3. The structure of these classes is depressingly uniform. 
Students complete the prepared study packet of photocopied 
worksheets or online tasks, or they read the assigned pages and 
then answer the questions at the back of the textbook. Then 

“I do it”

“You do it alone”

Focused Instruction

Independent 
Learning

TEACHER RESPONSIBILITY

STUDENT RESPONSIBILITY

Figure 1.2 In Some Classrooms . . .
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10  Better Learning Through Structured Teaching

they follow this pattern over and over again, day after day. There 
really isn’t much teaching going on in these classrooms; it’s 
mostly assigning or causing work. This is do-it-yourself school, 
and frankly, we’d be embarrassed to accept our paychecks if we 
“taught” like this.

“You do it alone”Independent 
Learning

TEACHER RESPONSIBILITY

STUDENT RESPONSIBILITY

There are days at school when students do need to spend 
significant amounts of time working independently—completing 
projects, writing essays, and the like. However, this should not be 
happening every day, and on the days it does happen, students 
need to be reminded of the purpose of the lesson, experience a 
brief episode of expert thinking, and interact with their peers.

Even in classrooms that most people would consider “good” 
or “good enough,” the gradual release of responsibility instruc-
tional framework is seldom fully operationalized. As noted, the 
most frequent omission is the collaborative learning phase, lead-
ing to the instructional approach represented in Figure 1.4.

Figure 1.3 In Some Classrooms . . .
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In these classrooms, the teacher provides modeling and then 
meets with small groups of students. But students don’t have 
the opportunity to collaborate, as they are all required to com-
plete independent tasks while waiting their turn to meet with the 
teacher. For example, the teacher might model comprehension 
strategies useful in understanding scientific texts (I do it) and 
then meet with two or three small groups of students to guide 
their understanding (We do it together). As this is going on, the 
rest of the students are more likely to be assigned independent 
reading from a textbook (You do it alone) than they are to work in 
collaborative learning groups (You do it together).

We believe that all four phases of the gradual release of 
responsibility framework—focused instruction, guided instruc-
tion, collaborative learning, and independent learning—are nec-
essary if we want students to learn deeply, think critically and 
creatively, and be able to mobilize learning strategies.

“I do it”

“You do it alone”

“We do it”

Focused Instruction

Guided Instruction

Independent 
Learning

TEACHER RESPONSIBILITY

STUDENT RESPONSIBILITY

Figure 1.4 In Some Classrooms . . .
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Attending to the Social and  
Emotional Dimensions of Learning
Learning isn’t strictly an intellectual enterprise. The dispositions 
of the learner and that learner’s investment in learning also play 
a powerful role in learning success. The extensive research on 
motivation in learning has demonstrated that self-determination 
matters a great deal. In fact, motivation is a stronger predictor of 
achievement than intelligence (Kriegbaum et al., 2018). However, 
motivation isn’t monolithic, and people’s reasons for engaging 
in behaviors can include both internal and external motivations 
(Howard et al., 2017). For example, individuals on a group bike 
ride are likely to represent a range of these internal motivations, 
even though their actions appear to be the same:

•  “I have to do this.” (I exercise because my doctor says I must.)

• “I can do this.” (I am capable of riding a bike for 40 miles.)

•  “I want to do this.” (I like the way bike riding makes me feel 

physically and mentally.)

Our classrooms are likewise filled with students possess-
ing a range of motivations. Because of motivation’s complexity, 
we’ve found it helpful to think of a learner’s motivation as being 
informed by three factors: identity, agency, and self-regulation.

Identity as a learner. Identity is an understanding of who 
we are. Our attributes, which is to say our characteristics, are 
informed by the way the world reacts to us. Young children learn 
about themselves relative to their interactions with others and 
align their responses to be consistent with those of their care-
givers. A young child encounters a strange dog and looks to the 
adult holding his hand to see whether he should be afraid or not. 
This experience becomes a story he can tell about himself: “I saw 
a big dog, but Mama said I was brave because I didn’t act scared.”
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A person’s identity is further informed by fixed and fluid 
structures such as gender, race, sexual orientation, culture, and 
socioeconomic status. Societal messages can both enhance and 
inhibit a child’s learning. Consider that the phenomenon of ste-
reotype threat has a documented negative influence, with a mea-
sured effect equivalent to a year’s loss of learning. A learning 
environment in which students perceive that a negative perfor-
mance on their part will reinforce a negative stereotype about 
an affiliated group puts these students at risk. Their anxiousness 
about doing well actually reduces their performance. Stereotype 
threat has been documented in children as young as 1st grade 
(Désert et al., 2009). However, classroom instruction that incor-
porates exposure to positive messages about affiliated groups 
can help to create “stereotype boost” in these same children, 
enhancing their performance (Shih et al., 2012). We would be 
remiss if this book about instruction overlooked the importance 
of culturally relevant and culturally sustaining pedagogies in the 
learning lives of students.

Agency in learning. A person’s sense of agency is closely 
linked to personal identity. Agency is one’s perceived capacity 
to take action in the world. It is socially constructed and influ-
enced by the network of relationships a child has at home and at 
school.

It’s fair to say that agency is at the heart of the gradual 
release of responsibility instructional framework; after all, the 
framework is constructed to ensure that students have frequent 
opportunities to take calculated learning risks as they continu-
ally try on new knowledge and skills. Students with a higher 
degree of agency have the confidence necessary to step beyond 
reception and toward action, working through problems alone 
and with others, testing solutions, and reflecting on their results 
in order to innovate and improve on their attempts. At the same 
time, it is by successfully assuming responsibility, within the 
guardrails of the framework, that students build greater agency.

ADVANCE COPY—NOT FINAL. NOT FOR DISTRIBUTION.
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Of course, successful assumption of responsibility depends 
on the teacher’s successful release of it. A teacher who overes-
timates the value of telling and fails to provide chances for stu-
dents to try on new thinking thwarts their ability to develop 
agency in their learning. That teacher breeds a dependency and 
signals to children that learning is a one-way proposition: I tell, 

and you listen. This sets up learning as a passive experience 
rather than one that requires action and effort. Under these cir-
cumstances, is it any wonder that many students fail to recognize 
their own motivation as a critical part of the learning equation?

Self-regulation in learning. Self-regulation is a collective term 
that describes the habits, dispositions, and skills students need 
to “learn how to learn.” Individuals who can self-regulate are able 
to direct their attention, organize their thinking, and make deci-
sions about what they need to do next.

One important dimension of self-regulation is metacognition, 

which is thinking about one’s thinking. It was once assumed that 
only older children could engage in metacognitive thinking. We 
know now that children as young as age 3 can reflect on a task 
and tell you what steps they must take to complete it. Further, 
they can describe, after the task is over, what actions would have 
made it easier (Marulis et al., 2016). Metacognitive abilities are 
accelerated when students have opportunities to reflect on their 
learning, which is required in all phases of the gradual release of 
responsibility instructional framework.

Persistence in tasks is another disposition important in the 
development of self-regulation. The ability to stick with a task 
even when it is difficult has a developmental component to it, 
but like metacognition, we see evidence of this at a surprisingly 
early age. Students who have strong persistence can direct, and 
redirect, their attention. They decide to continue working and 
thinking, in part because they have experienced success doing 
so in the past, and in part because others have recognized their 
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efforts to stay focused on the learning. They also grasp the 
restorative value of taking a little break before returning to a vex-
ing task.

The X Factor in Instructional  
Success: Teacher Credibility
There is plenty of evidence about what works best to ensure aca-
demic learning and social-emotional development. But the same 
strategies can get different outcomes, based on the credibility the 
teacher has established with students.

The research points to four components of teacher credibil-
ity that play a significant role in students’ growth: trust, compe-
tence, dynamism, and immediacy. Thankfully, there are specific 
actions teachers can take to increase personal credibility in each 
of these areas.

Trust
Students want to know that their teachers really care about them 
as individuals and have their best academic and social interests 
at heart. Students also want to know that their teachers are reli-
able and true to their word. First, a few general points about 
trust:

• If you make a promise, work to keep it, or explain why you 
could not.

• Tell students the truth about their performance; they know 
when their work is below standard and wonder why you 
are telling them otherwise.

• Don’t spend all your time trying to catch students in “bad 
behavior,” yet be honest about the impact that their behav-
ior has on you as an individual.

• Examine any negative feelings you have about specific stu-
dents; they sense it, and it compromises the trust within 
the classroom.
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Competence
This aspect of teacher credibility is the main focus of this book. 
Students expect an appropriate level of expertise from their 
teachers in terms of delivery and accuracy of information. In 
other words, they want teachers to know their stuff and know 
how to teach that stuff. Students expect lessons to be well paced 
and effective, and they expect the information you provide to be 
accurate. To build recognizable competence . . .

• Make sure you know the content well; this kind of prepara-
tion requires advance planning. Be honest when a question 
arises that you are not sure how to answer.

• Organize lesson delivery in a cohesive and coherent way.
• Consider how your nonverbal behaviors communicate 

competence, such as the position of your hands when you 
talk with students or your facial expressions. Students 
notice defensive positions and indications that you are dis-
missing or don’t value their comments or contributions.

Dynamism
This aspect of teacher credibility focuses on the passion teach-
ers bring to the classroom and the content they teach. Dyna-
mism is really about the ability to communicate enthusiasm—for 
subject matter and for students’ learning. It’s also about develop-
ing lessons capable of capturing students’ interest. To increase 
dynamism . . .

• Remind yourself why you wanted to be a teacher and what 
aspects of the content you love. Students notice when 
their teachers are bored by what they’re teaching. (We 
think “Make content interesting!” is a motto all teachers 
should adopt.)

• Consider the relevance of your lessons. Does the con-
tent lend itself to application outside the classroom? Do 
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students have opportunities to learn about themselves 
and their problem-solving abilities? Does the content link 
in some way to civic engagement or provide opportuni-
ties for tangible community action? When students don’t 
see the relevance of their assignments, they check out; 
you may get compliance, but you will not get committed 
learning.

• Seek feedback from trusted colleagues about your les-
son delivery. Ask those colleagues to focus more on the 
passion you bring to lesson content than on the individ-
ual strategies you use. Students respond to passion and 
energy in a lesson, even when they didn’t think they would 
be interested.

Immediacy
This final construct of teacher credibility focuses on how acces-
sible students perceive the teacher to be—the immediacy of the 
teacher’s attention and responses. Teachers who make them-
selves accessible, who move around the room and work to be 
easy to connect with and relate to, signal to students that their 
learning is a priority. To improve your immediacy . . .

• Get to know your students as people. Students easily 
detect when you’re indifferent to their interests and pas-
sions; it communicates to them that you’re not invested in 
them or their overall success.

• Attend extracurricular events so that students see you out-
side the familiar classroom setting. Even the most skepti-
cal students will notice you’re there and think about your 
presence.

• Teach with urgency, but not to the point that the class-
room climate becomes stressful. Students want to know 
that their learning matters and that you are not wasting 
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their time, but they also want to be pulled into the feel-
ing that the work is important and worth their investment 
rather than something imposed on them.

• Start the class on time and use every minute wisely. This 
means preparing tasks that students can complete while 
you engage in routine work like taking attendance. It means 
having a series of “sponge activities” ready when lessons 
run short. Students notice when time is wasted. Lots of 
“free time” communicates to them that neither the content 
nor their learning is a high priority.

Take a moment to think about how these aspects of teacher 
credibility encompass both art and science. As noted previously, 
this book focuses mainly on the intentional use of instructional 
strategies that deepen student learning and develop students’ 
learning capacity. Over several decades’ worth of experience and 
research, we have come to believe that planning and delivering 
lessons with the gradual release of responsibility instructional 
framework enhances teacher competency and, thus, teacher 
credibility.

Conclusion
The gradual release of responsibility framework is a structure 
that requires teachers to commit to the following:

• Knowing their students and content well
• Regularly assessing students’ understanding of the content
• Purposefully planning lessons that transfer responsibility 

from the teacher to the student in order to build student 
identity and agency by equipping them with the self- 
regulation skills they need to fuel their own learning
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In the remainder of this book, we examine each aspect of this 
instructional framework and note how intentionally structuring 
learning experiences helps teachers meet students’ needs and 
develop both students’ confidence and competence and their 
own.
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93–96

materials needed for implementa-
tion, 147–148

metacognition
calibration in, 110
development of, 106–109
feedback promoting, 120
goal of, 108
learning transfer to promote, 

100–101
prompts in the process of, 52
self-regulation and, 14, 109–110
think-alouds and, 29–30

metacognitive awareness, modeling, 
26, 31

misconception analysis, 40–42
mistakes

errors vs., 46–48
feedback focusing on, 46, 119

modeling. See also demonstration 
and modeling

importance of, 142
methods of, 142, 147
peer support, 78

motivation, factors informing,  
12–15

National Association of Colleges and 
Employers, 74

noticing, 37–40

Office of Disability Employment 
Policy (DOL), 74

Partnership for 21st Century Skills, 
73–74

patterns in errors, finding, 48
peer relationships in student learn-

ing communities, 76–78
persistence, 14–15, 120
praise, 120
predicting strategy, 88–90
problem solving, productive group 

work for, 81f, 83–84
process differentiation, 67
product differentiation, 67–68

productive group work
basic group work vs., 81f
collaborative poster technique, 

86–87
discussion roundtable tech-

nique, 84–86, 85f
hallmark of, 83
instructional routines, 84–93
labs and simulations for, 96–99
literature circles and book clubs 

for, 93–96
for problem solving and finding 

solutions, 81f, 83–84
reciprocal teaching strategy, 

87–90
specialized routines, 93–99
thinking goals, 83

professional learning communities 
(PLCs), 75

prompts, scaffolding via, 52–54, 53f

question generating, 87–88
questions, scaffolding via, 50–52

reading instruction, guided, 57–59
reasoning, making visible, 21
reciprocal teaching, 87–93
resilience, building, 120
responsibility, assumption of, 13–14

scaffolding principles, 46
scaffolding understanding, 46–49, 

49f
scaffolds, types of

cues, 54–55, 55f
direct explanations, 56
prompts, 52–54, 53f
questions, 50–52

school, primary goal of, 22
science of teaching, 1
self as a person, feedback about the, 

120–121
self-assessment, 110
self-determination, building, 120
self-efficacy, 45, 120
self-regulation

confidence and, 42
feedback fostering, 120
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in independent learning, 109–111
metacognition and, 14, 109–110
motivation and, 14–15
need for, 109–111

self-talk in fostering metacognition, 
108–109

shared agreements of group suc-
cess, 77

simulations for collaborative learn-
ing, 96–99

small group guided instruction, 45, 
68

social-emotional learning, 78
soft skills, 74
solitary performance, 104
solutions, group work for finding, 

81f, 83–84
specific feedback, 121
spiral review homework, 116–117
stereotype threat/stereotype boost, 

13
student learning communities 

(SLCs), developing, 76–79
students, expectations of, 15–18
success

engagement and, 73–74
setting criteria for criteria, 4
shared agreements for group, 77

sudden release of responsibility, 9, 
9f

summarizing strategy, 87
synchronous learning, 36, 46, 93

task prioritization, 109–110
teachers

credibility of, factors in, 15–18
expert vs. novice, 37–40
present day role of, 20

teaching
art and science of, 1
purpose of, 1
quality, 22

think-alouds (student), assessing, 
70, 71f

think-alouds, (teacher)
authentic voice, using, 29–30
brevity in, 29
cognitive processes, naming, 30
effective, crafting, 28–32
expertise component, 30
metacognition in, 29–30
modeling and demonstrating 

with, 24–32
thinking processes, unpacking, 

29
thinking aloud, goal of, 61
timely feedback, 121
time management, 109
trust, building for teacher credibil-

ity, 15

understandable feedback, 121–122
understanding, tasks to advance, 

148–149
Understanding by Design (UbD), 

128–129

videos, interactive, 35–36
virtual opinion stations, 80–82
visual displays, 86–87

Whole Child approach (ASCD), 73
workplace readiness, 73–74
worksheets, 106, 107f
writing instruction, guided, 59–61

self-regulation—(continued)
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