Marblehead Community Charter Public School
17 Lime Street, Marblehead, MA 01945
Tel: 7816310777 Fax: 7816310500
Web: marbleheadcharter.org

2016 Orientation for New Faculty
August 17th - 20th, 2016

Wednesday, August 17
9:00-10:00

Welcome / Introductions, MCCPS Essentials

Nina Cullen-Hamzeh, Head of School
Matt Cronin, Director of Curriculum, Instruction, and Technology
10:00-11:00

Induction and Mentoring Program Overview

11:00-12:00

Daily Life, Schedules, and Calendars

12:00-1:00

Lunch

1:00-2:00

Human Resources and Operations w/ Jeff Barry

2:00-3:00

On your own/Work in classroom

Thursday, August 18
9:00-11:00
How We Teach: standards-driven, student-centered, performance-based assessment
Backwards Design – begin with the end in mind
Unit & Lesson Planning, Rubrics
Integration - to achieve coherence & engagement
Exhibition – public demonstrations of learning to give meaning and purpose to the work
11:00-12:00
Email and calendar use with Matt Cronin, Director of Curriculum, Instruction, and Technology
PowerSchool and Grading Practices
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12:00-1:00

Lunch

1:00-3:00

On Your Own/Work in Classrooms (Inclusion Teachers w/ SPED Documentation)

Friday, August 19
8:30-3:30
Math Training (Math Science And Inclusion Teachers)
Other Faculty and Staff work on their own
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Marblehead Community Charter Public School
17 Lime Street, Marblehead, MA 01945
Tel: 781-631-0777 Fax: 781-631-0500
Web: marbleheadcharter.org

MCCPS Mission Statement
MCCPS fosters a community that empowers children to become capable, selfdetermining, fully engaged individuals who are critical and creative thinkers committed to
achieving their highest intellectual, artistic, social, emotional, and physical potential.
We are dedicated to involving, learning from, participating in, and serving our school
community and the community at large.
Caring, Commitment, and Community
Caring
Each member of MCCPS is valued and appreciated. It is expected, therefore, that all faculty, staff, and
administrators will treat each other, the children and their parents, and all volunteers/visitors with dignity
and respect.
Commitment
Fostering an innovative educational environment requires an enormous invest of personal and
professional energy. It is expected, therefore, that all members of the faculty, staff, and administration
participate actively in the life of the school in order to achieve the goals of effective cooperation,
dedicated effort, and continuous improvement.
Community
Our school’s name includes the collective noun ‘community’, because at our core we believe that an
inclusive, safe, and nurturing environment is in the best interest of all - the children and adults alike. It is
expected, therefore, that all faculty, staff, and administrators act purposefully to foster a positive learning
and working environment.
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Basic Tenets of the MCCPS Charter
The MCCPS Charter and Bylaws are available at http://marbleheadcharter.org/govdocs.
1.

Curriculum
● Integrated and organized around global themes
● Community Service Learning
● Engaging and challenging
● Rigorous, interactive, and experimental
● Addresses intellectual, artistic, social, emotional, and physical needs of early adolescents
● Encourages students to be active learners

2.

Students
● Recognition of students’ unique learning styles
● Emphasis on students’ self-directed learning
● Community involvement
● High level of competency in the basic skills
● Proficiency in critical thinking and problem solving skills
● Productive attitudes toward work
● Competence with working in groups
● Ability to carry the school experience into the real world, through further education, work,
family, and community and civic affairs.

3.

Faculty & Staff
● Commitment to continuous improvement, innovation, and growth
● School climate and community relations
● Family involvement and participation
● MAP (“developing an individual learning plan for each student”)
● Meaningful performance assessments
● Emphasis on home/school communication
● Adults as role models

4.

All
●
●
●
●
●

Students, families, volunteers and faculty/staff work together to design, commit to, and
implement opportunities to support the school/get involved
Teachers as leaders
Empower students
Skill in the use of technology
Ongoing evaluation of all components of the school

The entire charter can be found here:
http://marbleheadcharter.org/sites/default/files/userfiles/MCCPSCharter08_enrollrev.pdf
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MCCPS Academic Program Overview
Serving grades 4-8, MCCPS promotes the integration of knowledge and its application to everyday life with thematically
planned units based on essential questions and understanding goals. To date, the MCCPS faculty has developed seven
global themes, each with its own set of essential questions and understanding goals. These themes are an effective vehicle
to ensure integration of knowledge across disciplines and application of knowledge to everyday life. At the conclusion of
each 13-week trimester, all students are required to exhibit a variety of interdisciplinary exhibition projects as part of their
academic evaluation. These projects are designed and developed by interdisciplinary teams of teachers to integrate
knowledge from multiple disciplines, connect to real-life experiences, and cultivate essential skills and habits. Exhibition
projects are geared toward enhancing academic success, encouraging productive attitudes, and developing habits of lifelong
learning.

Global Themes
One organizing framework for the MCCPS curriculum is global thematic units. Global themes are important to humanity
and can be explored throughout a lifetime, across the curriculum, through many different modes of experience. To date,
MCCPS faculty have developed seven global themes framed by essential questions and understanding goals. Essential
questions are those that are important to understanding the world, have more than one complex answer, require serious
thought and investigation, and generate other questions. Understanding goals aim for deep understanding of either higher
order content or higher order skills as defined by a particular thematic unit. Global Thematic Units taught at MCCPS
currently include the following: Communities & Individuals, Change: Cycles & Transformations, Time & Space, Conflict &
Harmony, Communication, Character & Identity, Work & Wellness.

Essential Habits
Essential habits are ways of being that all students should demonstrate in order to be effective citizens and lifelong learners
“even when no one's looking,” regardless of the context. At MCCPS, the following Essential Habits run through the
curriculum at all grade levels: Leadership, Perseverance, Problem Solving, nd Initiative.

Integrated Projects
Each trimester at MCCPS culminates in a public exhibition of student project work that integrates important skills and
content from the disciplines while addressing the relevant global theme. Many integrated projects incorporate the visual
and performing arts as well as core skills and knowledge related to math, science, global studies, and/or language arts
(English and French). Community service learning is also integrated into the curriculum through project work, and many
exhibition projects aim to connect disciplinary standards and benchmarks to the world outside of school.

Enrichment
The MCCPS Enrichment Program is a daily 45-minute period in which parents, community volunteers, and staff work with
students on a wide variety of projects and activities. The Enrichment Program began in the school’s first year as a means
for parents to take an active role in the learning environment of their children and for students to learn from their extended
local community. Since then, it has grown to become an integral component of the school’s core commitment to
community partnerships.The Enrichment Program creates opportunities that connect the school with local community
members. In addition to the learning gained from working on projects and participating in activities, students learn about
themselves, enhance their skills and talents, and meet and work cooperatively with other members of their community.
Parents and other community members have an opportunity to enhance the learning of the children. Community
partnerships help create and maintain a healthy school community.
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Exhibition
Projects June 2016
Exhibition
Projects
June 2016
4th Grade
Bridges Build Communities and Connect Individuals
Why is engineering and design important in the real world?
Teamwork is challenging and rewarding.

4th Grade
Global Theme: Communities and Individuals
What makes a community?
Students will understand...
How communities develop and evolve
That there are similarities and differences
within and among communities
That diversity enhances a community
How needs are met within a community
The interdependence of communities

What is my role as a community member?
Students will understand...
The privileges, rights, and responsibilities of
community membership

During Term III, in Science and Math students learned about the
engineering and design process. They explored and manipulated
various materials and methods of design. They experienced challenges
and success. In the end, students understood the significance of working
together as a TEAM.
Working in Bridge Company Construction Teams of three or four,
students assumed the jobs of Construction Manager, Architect,
Carpenter, and Accountant as they work together to build a bridge.
Students learned to write checks, balance accounts, and work within
a budget. In addition students also maintained a task schedule and
worked with other members of their company to accomplish a common
goal. Student builders kept a journal detailing individual and group
process and progress.
Questions to Ask the Students
What type of bridge did your company build?
Why did your company choose the style bridge?
What was the student’s role?
What responsibilities did they have?

How people shape and are shaped by groups

4th Grade continued

4th Grade continued

Foreign Language: How do you describe a person or animal
using gender agreement?

Book Clubs: Dodecahedron

Students were introduced to gender agreement, colors, animals, verb
conjugation, descriptive adjectives, likes and dislikes, body parts and
habitats, and they described a Greek god or goddess in the target
language.
Questions to Ask the Students
What Greek god or goddess did you choose?
What adjectives did you use to describe your god?
What are her/his likes and dislikes?
What are the body parts of your god?

Students demonstrated their learning about setting, character analysis,
plot summary, similes and metaphors, synonyms and antonyms by
quoting from their book and creatively illustrating each example.

Readers Theater: Students are directors, narrators
and actors
After learning about Greek Mythology, we will present Greek Plays
to demonstrate our understanding of common themes found in
mythology. 4P will present “Atalanta and the Great Race” and 4S
will present “ Demeter and Persephone”.

Persuasive Writing: A Hero’s Journey

Where does your god live?

Students chose a personal hero and used a list of character traits with
examples of these traits in action to demonstrate their understanding of
paragraph structure. Students researched family stories to inform their
writing. Personal heroes are also linked to Greek gods and goddesses.

Performance Times

Support Local. j Print Local.
Business Cards - Rack Cards - Invitations - Tri-fold Brochures
Art Scans - Prints - Note Cards - Postcards - Posters - And Much More

10 Colonial Rd, Ste 14| Salem, MA 01970

P: 978-741-1850 | C: 978-210-1793
Info@TSLPress.com | TSLPress.com
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The work will be displayed in the 4th grade classroom.
Band Performance: Zorba in the Community Room at 7:45pm.

5th Grade
The Age of Exploration

5th Grade
Global Theme: Communication
How does communication occur?
Students will understand...
That there are many different ways, forms, means to communicate
Factors that influence communication
How to communicate effectively

What are the purposes of communication?
Students will understand...
That communication is used for a variety of purposes
The importance of communicating ideas clearly

Fifth graders embarked on journeys across the seas as well as
into their imaginations. Each student has researched an explorer
and written a research essay recounting his adventures and
accomplishments. In addition, students worked in groups to create
a presentation using the Explain Everything App. The focus of the
presentation is to convince the audience that the explorer should be
nominated to the Explorer Hall of Fame. In connection with their study
of the art of the Dutch Golden Age, students created Dutch Baroque
tulip prints. Students labeled the parts of the plant and their function
on their tulip artwork. Students also investigated the science behind
musical string instruments. In Art, they constructed a symmetrical
four-string musical instrument. In music, they learned about pitch,
tension, and how it relates to range and tuning. Additionally, they
composed explorer songs.
The imagination and ingenuity of the 5th grade scientists will also be
on display. Fifth grade students have worked in teams to discover a
biome of the world. They become experts on their biome and created
a food web to explain the interactions between animals within the
biome. Students shared adaptations and characteristics of the
different animals within the food web.
Students in French and Spanish utilized their map skills to create a
map and design and build a model representing the town of their
dreams. They wrote “travel logs”, detailing where different people are
walking in their towns.

5th Grade continued

5th Grade continued

Questions to Ask the Students

Performance Times

What were the favored subject matters of 17th century
Dutch Protestant art?

6:35- 7:10

What are some characteristics of Baroque paintings?

Musical creations also on display

What was the motivation for exploration?

O’Dwyer Advisory in 5O
Students present explorers in the Age of Exploration

What were the consequences of the Age of Exploration?
What biome did you study?
What types of plants and animals live in your biome?
How do the animals in your biome interact?
How do your Foreign Language projects demonstrate your knowledge
of the global theme of Communication?
What are the community places you included in the town of your dreams?
Where are different people going in your town?
In which directions do people need to walk to get from place to place
in your town?
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Kriger Advisory in 5K
Students present biome projects.

7:15- 7:50

Kriger Advisory in 5O to present explorers
O’Dwyer Advisory in 5K to present biome projects.

7:50 - 8:00

Students in Community Room
with Foreign Language towns.

Art work on display in hallway.

6th Grade
Global Studies

6th Grade
Global Theme: Change
Cycles and Transformations
What are cycles and where do they appear in our world?
Students will understand...
Where cycles exist in culture
Where cycles exist in the environment
Where cycles exist within themselves

What are the costs and benefits of change?
Students will understand...
How to predict and evaluate the outcomes of changes
That with any change comes gains and losses
That perspective influences perception of change
How do I create change?

The 6th grade has been researching the events leading up to and
including the Revolutionary War, including the Coercive Acts, the Boston
Tea Party, the Boston Massacre, and many others. They have explored
these issues from the perspective of both the Patriots and the Loyalists.
In English Language Arts, the students have been looking at persuasive
writing and speaking techniques, as well as how to utilize multiple
sources to learn about a particular topic.
The Revolution will be Televised: Students have made campaignstyle videos using the Touchcast app either in support of, or in
opposition to various taxes and laws imposed on the colonies by
England in the years leading up to the Revolutionary War. They have
incorporated the various persuasive techniques; Pathos, Ethos, and
Logos, to make their arguments.
The Revolution goes to Hollywood: Students have read a Revolutionary
War book of their choice and have created a Hollywood movie-style poster
based on that book. These posters are a creative way for the students to
demonstrate their understanding of themes, characterization, and plot in
books associated with the Revolutionary War.
The Revolution Comes Home: The students had an opportunity to
explore some Revolutionary War era sites here in Marblehead, including
the Lee Mansion, Abbot Hall, Fort Sewall, and Old Burial Hill. At each
stop the students gathered information at each site which they then
used to make a travel pamphlet. This was a way for the students to
connect the content they were learning in class to the places they see
every day.

6th Grade continued

6th Grade continued

Questions to Ask the Students

Art

What events led to the Revolutionary War?

In conjunction with their studies of ecosystems in Science, students
used pastels and colored pencils to create a detailed and accurate
representation of a bird in its habitat, in the manner of artist, naturalist,
and ornithologist John James Audubon. They also researched the bird
they chose and wrote a short descriptive essay about it.

What were the Coercive Acts?
What happened at the First Continental Congress? Who was there?
What were some of the important battles of the Revolutionary War?
What connections does Marblehead have to the Revolutionary War?

Students also looked at the cultural importance of masks across
civilizations, and created clay masks inspired by west and central African
tribes and by native northwest American tribes.

Math and Science
The students have been using their knowledge of electric circuits,
gear ratios, and the Engineering Design Process, to create Solar Cars.
Students decided whether to design a car built for top speed or power,
and calculated the gear ratio for their car. Groups have both individual
and group designs they created to help guide them through their
build. Students who built a speed car will be racing their classmates to
determine who has the fastest car. Students who built a power car will
be seeing which car can pull the most weight.
Questions to Ask the Students
How does the gear ratio impact top speed or power?
What was a problem your group had to overcome while building
your solar car?
What are some examples of interspecies relationships in your ecosystem
(i.e. mutualism, commensalism, parasitism)?

Music and Fitness
Students have arranged stomp performances that involve the audience
and will keep you entertained. They have learned about how to subdivide
and count the beat, as well as keep their heart rate up through practice
and teamwork.

Foreign Language: Holidays and Celebrations
Students researched different Hispanic or French holidays. In the target
language, they wrote important facts and traditions using the basic
questions why, when, how and where. In addition, students compare
and contrast the holiday of their choice celebrated in the Hispanic/
French culture versus United States using a Venn diagram.
Questions to Ask the Students
What holiday did you research?
What are the Hispanic/French traditions for this particular holiday?
What are the differences and similarities versus the holiday celebrated
in United States?
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6th Grade continued
Performance Times
The work will be displayed in the 6th grade classrooms.
Solar cars will be in the back lot.
Stomp performances located in Charter Hall from 7:20-8:00.

7th Grade
Global Theme: Conflict and Harmony
What is conflict?
Students will understand...
How to recognize different types of conflict
That conflict often leads to change

What is harmony?
Students will understand...
Where harmony exists in the world
How harmony can be achieved and sustained

What is my role in creating both conflict and harmony?
Students will understand...
How to resolve conflicts
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7th Grade

National Parks: Growth and Reflection of Open Spaces
Students examined the growth of the National Park System from the
historical perspective, as the nation grows, to the artistic perspectives
of the Hudson River School and Impressionism. Students researched a
national park that was founded before 1930 and embodied the growing
nations changing priorities and created an Impressionistic collage of
their chosen park.

7th Grade continued
Going Green: From the Industrial Revolution
to Sustainable Solutions.
Building off their study of the impact the industrial revolution had on
society, students identified how this time period initiated the excessive
production of pollution and waste, as well as, the overconsumption of
natural resources. In Science, students studied energy and the impact
our need for energy has on our local and global environments. Students
worked on a team to create a public service announcement about an
environmental problem addressing the current state of the problem,
what initiated the problem, and how to alleviate this problem in the
future. In music class, students arranged jingles using original material,
and parodies about going green. Lastly, students selected and wrote a
narrative writing piece in one of the following areas.

!
!
!
MCCPS!Mission!Statement!

Questions to Ask the Students

Why should national parks be preserved?

How did the Hudson River School impact the development of the national
park system?
How did the development of the national parks demonstrate the ideas
of democracy?

• No Impact Life Experience: Reflection on the ups and downs of
living life while reducing your environmental impact.
• Farm to Table: Analysis of how food travels globally or locally to
your table.
• Reformers for Change: Researching and telling a story of how an
individual worked to bring about change in their community.

!
MCCPS!fosters!a!community!that!empowers!children!to!become!
Questions to Ask the Students
What are major problems that negatively impact the environment?
capable,!self:determining,!fully!engaged!individuals!who!are!
What sustainable practices and technology are being developed or used
critical!and!creative!thinkers!committed!to!achieving!their!
around the world to reduce the negative impacts on the environment?
highest!intellectual,!artistic,!social,!emotional,!and!physical!potential.!!
How did the industrial revolution initiate practices that led to many of the
environmental problems we face today?
!
What challenges did you face when creating your public service
We!are!dedicated!to!involving,!learning!from,!participating!in,!
announcement and how did you overcome them?
and!serving!our!school!community!and!the!community!at!large.!
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7th Grade continued

7th Grade continued

Book Trailers for the Book Blog Website

March Madness Mathematical Modeling

Building off their work during the previous two terms, students
developed multi-media presentation highlighting the theme, mood,
character, plot and setting. Students also provided their review and
recommendation of the book using the Adobe Voice application. These
reviews were completed on the books read as part of our Civil War
book clubs.

Essential Questions:
How can multiple sources of data be used to calculate probabilities
and odds in order to theoretically predict the outcomes of the March
Madness Basketball Tournament?

Questions to Ask the Students
What skills did you use to create the videos?
How do you determine mood and tone in a story?
What did you enjoy about this form of presentation?

Foreign Language Sports and Hobbies
Students learned about sports and hobbies in French and Spanish class
this term. They learned related vocabulary, large numbers, expressions
of frequency, and past and present tenses for regular and irregular
verbs, as well as how to distinguish between them. Students wrote
about their favorite sports and hobbies, and researched a French or
Spanish professional, such as an athlete, artist, or musician, to write
about, as well. Then, they displayed this information on a poster.
Questions to Ask the Students
Which sports and hobbies do you prefer?
How often do you do theses sports and hobbies, and for how long have
you done them?

Can using probabilities derived from historical and team data impact
the accuracy of predicting winners compared with random predictions?
What data was most accurate in predicting winners of the 2016 March
Madness Division 1 Tournament and what was least accurate?
Students worked collaboratively as a class to conduct and compile
research data into a shared google spreadsheet. They then selected the
data they felt would best predict the winners of the tournament games
and created their own formulas to combine multiple statistics. Students
carried out calculations and filled in their bracket according to their
formulas and were able to explain the reasoning. Students reflected
upon the accuracy of their formulas and why it may or may not have
accurately predicted the game outcomes.
Questions to Ask the Students
How accurate were your formulas in predicting game outcomes?
Do you think someone could create a formula that is 100% accurate?
Why or why not?

Performance Times
The work will be displayed in the 7th grade classrooms.
Music jingles performances will be in 7P.
7P will perform from 6:40-7:00 and 7W will 7:20-7:40.

Who did you research?
What is their profession? For what are they known in the Francophone/
Spanish-speaking world?

8th Grade
Humanities: Debating Current Events

8th Grade
Global Theme: Character & Identity
Who am I and who am I becoming?
Students will understand...
How various influences affect their identity and character
How personal choices shape identity and character
How identity is expressed

What is character?
Students will understand...
How character is formed
How character is expressed
How character is judged

What is group identity?
Students will understand...
How group identity is created
How group membership affects point of view
How one maintains individual identity as a group
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Listening to the news for a mere thirty seconds is sure to reveal a current
challenge facing our nation or world. For the term three Exhibition
students have researched a current issue and posed a question on
a related topic currently being debated. From there students have
formulated a thesis statement indicating their personal stance on the
topic, and the have conducted research to support their argument.
Students will be using technology to showcase their research writing
and will attempt to persuade their audience to agree with their views
about a current, controversial topic.
Students are showcasing their work as part of a digital portfolio that
also exhibits their graduation speech, community service project and
peace poem.
Questions to Ask the Students
What topic did you research and why?
What events related to the topic have occurred lately?
What is your debate question?
What is your stance and what research have your found to backup
your opinion?
How would someone counter your argument?

8th Grade continued

8th Grade continued

Foreign Language

The Physics of Roller Coasters

Students created foreign language senior projects. They chose at least
fifteen topics structures from a list of everything they have learned over
the past three years in foreign language class, and chose how to convey
what they have learned. For example, some students chose to write
illustrated stories, or make cooking videos and films. The assignment
left room for creativity and for incorporating personal interests.
Students had to include a written (at least thirty sentences), oral, and
visual component in their work, but how they do so was up to them!

Our final exhibition project in science allowed the students to use their
knowledge of the principles of physics and the principles of engineering
and design. The students worked in small groups to design and build
roller coasters out of cardstock. They had to test, redesign and rebuild
as they progressed through the construction. They were required to
incorporate particular design elements such as funnels, stairs and loops.
The goal was to build a roller coaster on which a marble could complete
the entire course without any aid. This project required knowledge of
Newton’s Laws of Motion, centripetal force, kinetic and potential energy
and speed. Another important component of this project was working
in a group. Each group member had to participate fully in the design,
creation and testing phases of the project. Collaboration between group
members was an important goal of the project. Students needed to
be valuable contributors and good listeners in order for the group to
function smoothly during all phases of the project.

Questions to Ask the Students
In Foreign Language:
What did you choose to do for your foreign language senior project?
Which grammatical structures, verb tenses, and vocabulary did you use?
Which units in foreign language class did you incorporate in your project?
Which topics most interested you in foreign language class from the past
three years?

Students also researched concrete poetry and wrote a concrete poem
relating to an amusement park.
Questions to Ask the Students

Art of the Sixties: Pop Art Portraits
Students were introduced to the works of famous Pop Artists and
explored a variety of Pop Art styles. They used a photograph to create
a stencil for a series of prints. These prints were assembled into a work
in the style of Andy Warhol. Quotes from their graduation speech are
integrated in their artwork.

What was the biggest challenge you encountered when building your
roller coaster?
What is potential energy and where is it at its maximum and minimum on
the roller coaster?
What is kinetic energy and where is it at its maximum and minimum on the
roller coaster?
How did you calculate the speed of the marble?

Questions to Ask the Students
What is Pop Art?
What kind of subject matter did Pop Artists use?

8th Grade continued
Performance Times
Graduation songs in Charter Hall 6pm.
I’ll Follow the Sun by John Lennon and Paul McCartney
and Home by Greg Holden and Drew Pearson.
Roller coasters will be displayed in 8L.

nt Local.
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How did you calculate the speed of the elements that weren’t straight
ramps?
Do different marbles behave differently during the run of the roller
coaster? Why?

Staff Documents > 

Global Themes
Change: Cycles and Transformations - Sixth Grade
What are cycles and where do they appear in our world?
Students will understand...
Where cycles exist in culture
Where cycles exist in the environment
Where cycles exist within themselves
What are the costs and benefits of change?
Students will understand...
How to predict and evaluate the outcomes of changes
That with any change comes gains and losses
That perspective influences perception of change
How do I create change?
Students will understand...
How to identify and use available resources
How to create personal goals for change
That to create change, a commitment to a process is necessary

Character & Identity - Eighth Grade
Who am I and who am I becoming?
Students will understand...
How various influences affect their identity and character
How personal choices shape identity and character
How identity is expressed
What is character?
Students will understand...
How character is formed
How character is expressed
How character is judged
What is group identity?
Students will understand...
How group identity is created
How group membership affects point of view
How one maintains individual identity as a group member

Communities and Individuals - Fourth Grade
What makes a community?
Students will understand...
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How communities develop and evolve
That there are similarities and differences within and among

Contents
1 Change: Cycles and
Transformations - Sixth Grade
2 Character & Identity - Eighth Grade
3 Communities and Individuals Fourth Grade
4 Communication - Fifth Grade
5 Conflict and Harmony - Seventh
Grade
6 Time and Space
7 Work and Wellness

Chronology:
2012-13
4: Communities & Individuals
5: Communication
6: Change: Cycles & Trans.
7: Conflict & Harmony
8: Character & Identity
(Reorganized in 2012 so each grade
level has year-long theme. Previously
every grade explored the same theme
each trimester)
------------------------------------------2011-12
-Communication
-Change: Cycles and Transformations
-Character & Identity
2010-11
-Communities and Individuals
-Time and Space
-Conflict and Harmony
2009-10
-Communication
-Change: Cycles and Transformations
-Character & Identity
2008-09
-Communities and Individuals
-Time & Space
-Work & Wellness
2007-08
-Communities & Individuals
-Change: Cycles & Transformations
-Character & Identity
2006-07
-Communication
-Time & Space
-Conflict and Harmony
2005-06
-Communities & Individuals

communities
That diversity enhances a community
How needs are met within a community
The interdependence of communities
What is my role as a community member?
Students will understand...
The privileges, rights, and responsibilities of community membership
How people shape and are shaped by groups
The need for balance between individuality and group identity
How to work effectively in groups

Communication - Fifth Grade
How does communication occur?
Students will understand.....
That there are many different ways, forms, means to communicate
Factors that influence communication
How to communicate effectively
What are the purposes of communication?
Students will understand.....
That communication is used for a variety of purposes
The importance of communicating ideas clearly

Conflict and Harmony - Seventh Grade
What is conflict?
Students will understand...
How to recognize different types of conflict
That conflict often leads to change
What is harmony?
Students will understand...
Where harmony exists in the world
How harmony can be achieved and sustained
What is my role in creating both conflict and harmony?
Students will understand...
How to resolve conflicts
How to recognize the importance of mutual respect and sensitivity in
creating harmony

Time and Space
How am I an inheritor of the past and a shaper of the future?
Students will understand...
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How one’s time and place influence one’s perception
How to make responsible decisions today that respect our past and
protect our future

-Change: Cycles & Transformations
-Work & Wellness
2004-05
-Character & Identity
-Time & Space
-Conflict & Harmony
2003-04
-Communities & Individuals
-Communication
-Change: Cycles & Transformations
2002-03
-Work & Wellness
-Time & Space
-Conflict & Harmony
2001-02
-Communication
-Change, Cycles & Transformations
-Character & Identity
2000-01
-Communities & Individuals
-Time & Space
-Conflict & Harmony
1999-00
-Communication
-Change, Cycles & Transformations
-Character & Identity
1998-99
-Communities & Individuals
-Time & Space
-Conflict & Harmony
1997-98
-Communication
-Time & Space
-Character & Identity
1996-97
-Communities & Individuals
-Time & Space
-Conflict & Harmony
1995-96
-Communities & Individuals
-Change: Cycles & Transformations
-Time & Space
-Conflict & Harmony
-Communication
1994-95
-Love in a Time of Cholera
-The Search for Meaning
-Where Are My Car Keys

What are the effects of technology on time and space?
Students will understand...
How technology has changed our lifestyles
That technology has bridged some distances and created others
How do time and space vary among cultures?
Students will understand...
That different cultures perceive time and space in different ways

Work and Wellness
What defines work?
Students will understand:
how producers and consumers contribute to work
that there are many kinds of work
that energy is needed for work
What does it mean to be healthy?
Students will understand:
that choices affect wellness
that there are many types of health
that there are obstacles to wellness
How are work and wellness connected?
Students will understand:
that a healthy world requires work
how work influences well being
that perspective shapes work
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Marblehead Community Charter Public School
17 Lime Street, Marblehead, MA 01945
Tel: 7816310777 Fax: 7816310500
Web: marbleheadcharter.org

Mentoring Log 20162017
Mentor’s Name ___________________________
Mentee’s Name __________________________
Day of the week and time of hourly weekly conference: _______________________
Dates and times of mentor’s visits to mentee’s classroom (minimum of 2):
1._________________________________ 2.________________________________
Dates and times of mentee’s visits colleague’s classroom (minimum of 2): ________________________

Possible Agenda Items
Setting up the Classroom

Parent Contact / Parent
Teacher Night

Open House

Report Cards

Observation

Curriculum/Lesson Planning

Assessment

Student Support / MAP Meetings

Special Education Issues

Technology Integration

Pedagogy

Management

Hours
Logged
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Date

Topic

Mentor’s Signature

Mentee Signature

Total
Hours

16

Daily Schedule
7:30 - 7:45
7:40

Teachers in community room

7:45 - 8:00

Community Meeting

8:00 - 8:30

Advisory

8:30 - 10:00
10:00 - 10:30
10:30 - 12:00

A Block
(2 45-Minute or 1 90-Minute Class)
Recess

B Block
(2 45-Minute or 1 90-Minute Class)

12:00 - 12:30

Lunch

12:30 - 1:00

Lunch Recess

1:00 - 2:30

17

Students arrive (leave backpacks in classroom &
go to community room)

C Block
(2 45-Minute or 1 90-Minute Class)

2:30 - 3:15

Enrichment

3:15 - 3:30

Dismissal
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Marblehead Community Charter Public School
20162017
Academic School Year – 185 Days; Professional School Year – 194 Days
½ Day = Noon Dismissal
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August 17  19
9:00  3:00

New Faculty/Staff Orientation

August 23  26
8:30  3:30

Professional Development – All Faculty & Staff

August 29
7:45 Start

First Day of School – Everyone is Welcome!
This public event begins on the field and moves in the Community
Room. A reception for parents follows.

September 2
No School

Labor Day Weekend begins

September 5
No School

Labor Day

September 14
6:308:00 PM

Back To School Night  parents only please

TBD

Children’s Island Whole School Field Trip

September 2021

7th Grade to Project Adventure

September 2930
½ Days for Students

MAP Conferences – includes student,

parent, & advisor Extended
Day Offered

October 7
½ Day for All

Columbus Day Weekend Begins
Extended Day Offered

October 10
No School

Columbus Day

October 11
No School for Students

Professional Development

October 15 November 15

Bidding For Good Online Auction Fundraiser

October 16

Grandparents’ Gathering

10:0012:00
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October 20
½ Day for Students

Professional Development
Extended Day Offered

October 28

Halloween Dance Party
 All grades, hosted by the PTO

November 3
½ Day for Students

Professional Development
Extended Day Offered

November 11
No School

Veterans’ Day

November 19
7:00 PM  10:00

Big Quiz Thing (fundraiser)

November 21
6:008:00 PM

Exhibition #1  Everyone is Welcome!
Public Event

November 22
Late Start  8:45

Exhibition #1, part 2  Everyone is Welcome!
Presentations begin in the gym at 8:45

November 23
No School for Students

Professional Development

November 23
7:009:00PM

Over 21 Alumni Get Together

November 23 – 28
No School

Thanksgiving Break for Students
Students return to school on Tuesday, November 29th.

November 28
No School for Students

Professional Development

TBD

Music Extravaganza (fundraiser)

December 5

Report Cards Available Online

December 7
½ Day for Students

Report Card Conferences by Appointment 12:005:00 PM
Extended Day Offered

December 10
10:00 – 12:00 PM

Open House for Prospective Students & Families
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December 15  February 15

Applications Accepted for 20172018 School Year – All Grades

December 15
½ Day for Students

Report Card Conferences by Appointment 12:003:30 PM
Extended Day Offered

December 20
½ Day for Students

Report Card Conferences by Appointment 12:003:30 PM
Extended Day Offered

December 23 – January 2
No School

Winter Break
Return to School on January 3

January 2
No School for Students

Professional Development

January 16
No School

Martin Luther King, Jr. Day

January 18
6:30 – 8:00 PM

Prospective Parents’ Night

January 26

Site Visit

January 28
7:00 PM

“You’re No van Gogh!” (fundraiser)

February 1
½ Day for Students

Professional Development – Extended Day Offered

February 3

Winter Dance Party
 All grades, hosted by the PTO

February 4
10:00 – 12:00 PM

Open House for Prospective Students & Families

February 15

Application Deadline for 20172018 Lottery

February 17
½ Day for All

February Break Begins
Extended Day Offered

February 2025

February Break
Students return to school on Monday, February 27th.

March 1

Lottery Conducted for 20172018
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March 9
6:008:00 PM

Exhibition #2 – Everyone is Welcome!
Public Event

March 10
Late Start  8:45

Exhibition #2, part 2  Everyone is Welcome!
Presentations begin in the gym at 8:45

March 13
No School for Students

Professional Development

March 23

Report Cards Available Online

April 3 – May 26

MCAS Testing Window – All Grades and Subjects

April 5
½ Day for Students

4th Grade Moveup Day & Universal Screening 1:003:00
Extended Day Offered

April 14
½ Day for All

Spring Break Begins
Extended Day Offered

April 17  21
No School

Spring Break
Students Return to School on April 24

April 24 April 28

6th Grade to Nature’s Classroom

April 29

Spring Gala (fundraiser)

May 11
½ day for Students

Professional Development  Extended Day Offered

TBD

7th Grade Project Adventure

May 19

Spring Dance
 All grades, hosted by the PTO

May 2226

8th Grade Trip to Washington, D.C.

May 26
½ Day for All

Memorial Day Weekend Begins
Extended Day Offered

May 29
No School

Memorial Day

June 2
7:00PM

North Shore Whiskey Club Tasting (fundraiser)

June 78
½ Days for Students

MAP Conferences  includes student, parent, & advisor
Appointments from 12:305:00 PM. Extended Day offered.

TBD

Music Extravaganza (fundraiser)

June 19
6:008:00 PM

Exhibition # 3 – Everyone is Welcome!
Public Event – Opening Ceremonies in the Gym

June 20
Late Start  8:45

Exhibition #3, part 2  Everyone is Welcome!
Presentations begin in the gym at 8:45

June 21
½ Day for Students

Last Day for Students
No Extended Day

June 22
7:00 PM

8th Grade Graduation
Public Event at Abbot Hall – Everyone is Welcome!

June 22  23

Professional Development

June 23

Report Cards Available Online

June 27  August 11

Summer Adventure at Charter
 sports camp, cooking and art classes, summer school, etc.

2017  2018
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August 1618, 2017

Orientation for New Faculty & Staff

August 2225, 2017

Professional Development  Full Faculty & Staff

August 28, 2017

1st Day for Students 20172018

Teacher Routines and Expectations
● Sign in and out every day at the front desk. Normal professional school operational hours are
Monday, Tuesday, Thursday, and Friday 7:30 A.M.-3:30 P.M. and Wednesday 7:30 A.M.- 5:00
P.M.
● Advisory Teachers submit lunch count and attendance prior to 8:30 am
● Contact Assistant Head of School if you absent. It is good practice to contact your team as
well.
● Secure your room and equipment at the end of the day or if it will be empty for an extended
period of time
● Be present and prompt for all scheduled classes, meetings, and duties. If you are delayed,
inform the staff and arrange for coverage as necessary.
● Document your lessons and units using the lesson and unit templates
● Enter a minimum of one grade per class per week.
● Return graded homework, tests, etc. within one week
● Maintain contact log. Log should contain all students’ names/parents’ names, and pertinent
contact information. At least one page per person should be created. Teachers should keep
notes on any contacts (phone, or person to person conversations) with parents/guardians of
each student.
● Advisory teachers, contact the parent(s) of each student in your advisory by phone before
the end of September.
● Check work email at least once a day Monday-Friday
● Update grade level web page regularly
● Use your resources. If you have questions or concerns, your mentors, team, and colleagues
are here to help.
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Towards a Coherent Curriculum
Introduction: What Is a Coherent Curriculum?
by James A. Beane
Also located at: faculty.marbleheadcharter.com

Imagine that we are faced with a pile jigsaw puzzle pieces and told to put them together. Our first reaction
might well be to ask for the picture. When we put together a jigsaw puzzle, we usually have a picture to
guide us. None of the pieces means anything taken alone; only when the pieces are put together do they
mean something.
In the beginning, we hold each piece up to the picture to see roughly what space to place it in. Later on,
after we have put some pieces together, we look for other pieces to attach to a partly completed section.
Even as we put these large chunks together, we still look back at the picture to make sure we’re on the
right track. It is always the picture that guides us. Putting pieces together without the picture can only be a
frustrating struggle at best, a way to kill some time.
This jigsaw puzzle metaphor ought to say something to educators. It is, after all, not unlike how young
people experience the curriculum in too many schools. They move from one classroom to another, from
one time block to another, from one textbook to another, from one teacher to another, confronted by
disconnected, fragmented pieces of information or skills. For these young people, the curriculum is a pile
of jigsaw puzzle pieces without a picture. They might ask, “What does all of this mean?” or “What is all of
this about?” More often, they simply ask, “Why do we have to do this?” We respond, “Because it will be on
the test,” or “You’ll need it next year,” or “You’ll find out later in life,” or, in exasperation, “Because I said
so.”
Where is the sense in these responses? Could it be that we ourselves cannot summon a reasonable
explanation for what we ask young people to do in the curriculum? Is it possible that we ourselves are
unclear or do not know, apart from institutional timelines, what it is that the curriculum is all about? Can
it be that the jigsaw puzzle metaphor describes not only the experiences of young people in our schools,
but also our own confusion about the curriculum?
This yearbook is about the jigsaw puzzle metaphor The title, Toward a Coherent Curriculum, invites the
professional community and others to imagine ways in which we might overcome the problems that
metaphor reveals. But this is no leisurely, armchair exercise. The call for coherence insists that we
undertake fundamental rethinking of the curriculum. It asks that we abandon our specialized loyalties to
particular parts and reconsider what and whom the curriculum is for. This is quite different from most
current efforts toward restructuring that seek simply to align or systematize those parts, to demand
uniformity, or to tinker with one or more organizational features of the schools. Nor does it simply seek a
peaceful coexistence of what is now fragmented and sometimes contentious. Instead, this search for
coherence goes to the very center of school life, to the curriculum that defines and mediates the
experiences of young people.
The problem of incoherence in the curriculum has a sense of urgency about it. The stakes are high.
Increasingly, our students are questioning the purpose and meaning of what we ask them to do. Their
lives in school have been deadened by the litany of disconnected facts and skills they face every day. So too
are teachers’ lives deadened, not only by the students’ constant requests for justification, but by their own
questions: “Why am I teaching this?” and “If this makes no sense to me, how can I keep asking students to
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learn it?”
Surely there is no lack of effort being put into the curriculum these days. Talk has heated up about a
national curriculum and tests, and countless committees and subcommittees are at work deciding what
young people ought to learn in one subject or another. Professional associations of all descriptions are
issuing statements trying to put their own stamp on curriculum reform. At least two “umbrella” groups,
the Alliance for Curriculum Reform and the Forum on Standards and Learning, are seeking to open
dialogue among the fragmented community of professional associations. And hardly a journal issue
passes without some suggestion for a “new” curriculum.
Meanwhile, in schools and districts, from classrooms to grade levels to departments to central offices,
local curriculum committees are hard at work on a dazzling array of projects that can hardly be said in one
breath: outcome-based education, curriculum alignment, interdisciplinary instruction, integrated
curriculum, authentic assessment, whole language, multicultural education, thematic teaching, and on
and on. There are always some people who love a task of any kind, who thrive on ambiguity, who are
willing to simply move from one idea to another. For them, such a flurry of curriculum activity is a pretty
picture.
For many local educators, however, it is not. They wonder—and not without reason what will be next
year’s topic, or maybe next week’s. If they are going to spend time and energy on a project, they want to
know that it will make some large and lasting difference, that it is not just a passing fad or some isolated
activity that has no connection to a whole. These educators often feel that so many trends are like pieces
of a jigsaw puzzle without a picture to guide them. Perhaps this metaphor can help us understand in our
own terms how young people experience an incoherent curriculum.

The Meaning of Coherence in the Curriculum
A “coherent” curriculum is one that holds together, that makes sense as a whole; and its parts, whatever
they are, are unified and connected by that sense of the whole. The idea of coherence begins with a view of
the curriculum as a broadly conceived concept—as the curriculum—that is about “something.” It is not
simply a collection of disparate parts or pieces that accumulate in student experiences and on transcripts.
A coherent curriculum has a sense of the forest as well as the trees, a sense of unity and connectedness, of
relevance and pertinence. Parts or pieces are connected or integrated in ways that are visible and explicit.
There is a sense of a larger, compelling purpose, and actions are tied to that purpose.
The idea of a coherent curriculum is not just another passing fad or this year’s “hot topic.” It is, in fact,
one of the fundamental characteristics of a worthwhile curriculum. Think, for example, about the
converse of the preceding definition. An “incoherent” curriculum is one whose parts do not hold together
in any way; instead, they are disconnected and fragmented. It lacks a sense of unity, relevance, pertinence,
or larger purpose. Actions are simply something people do, not necessarily for any clear or compelling
purpose.
Such a stark and negative picture is not meant to imply that the curriculum in our schools is thoroughly
incoherent. Rather, it is meant to point out what we want to avoid. At the same time, the negative picture
suggests the importance of coherence in the curriculum and the urgency of the work before us. Moving
toward a coherent curriculum offers possibilities of unity and connectedness among everyday activities in
the school and educational experiences for young people that will make sense in terms of larger purposes.
This kind of coherence will open up possibilities for the integration of educational experiences (Hopkins
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and others 1937, Dressel 1958). That is, when the curriculum offers a sense of purpose, unity, relevance,
and pertinence—when it is coherent—young people are more likely to integrate educational experiences
into their schemes of meaning, which in turn broadens and deepens their understanding of themselves
and the world. In that sense, we might say that a coherent curriculum is one that offers “unforgettable”
experiences to young people. Lacking such coherence, the curriculum is likely to be little more than a
smorgasbord of superficial, abstract, irrelevant, and quickly forgotten pieces.
Thus, the search for coherence does not mean simply clarifying purposes in the existing curriculum.
Rather, it suggests that creating coherence involves connecting parts or pieces of the curriculum,
identifying meaningful contexts for information and skills, and helping young people and adults to make
sense of learning experiences. Such conditions, however, are never apart from the politics of curriculum.
Moving toward coherence means confronting a variety of views about themes and purposes that might
hold the curriculum together, as well as seeking widespread understanding of what the curriculum is
about. We will return to these issues later in considering what is involved in moving toward coherence in
the curriculum. For the moment, however, we should realize that thinking about coherence in the
curriculum raises several questions: * In what ways is the present curriculum incoherent? * How did it
become incoherent? * How might the curriculum be made more coherent? * What might a coherent
curriculum look like? * Who should be involved in making a coherent curriculum?

Conditions of Incoherence
Evidence abounds to show that our present curriculum is incoherent. For example, most schools offer a
collection of subjects or courses of study that are separate and distinct entities. Their boundaries are
virtually etched in stone by schedules, teacher loyalties, and organizational structures like departments,
subject area committees, and subject-specific supervisors and chairpersons. The latter, as well as some
teachers, define their roles in terms of specialized areas: “I am a language arts (or math, or music, or
science, or art, or something else) teacher” or “I like to teach reading more than science.”
According to the folklore of education, the problem of incoherence occurs only in middle and high
schools. Indeed, these institutions are historical bastions of the separate subject approach, tracked
programs, and other instances of fragmentation. Yet elementary schools offer their own version of such
problems. After all, the self-contained classrooms in many elementary schools only thinly disguise a day
divided into subject or skill time slots, instruction in a long variety of subskills, and specialized instruction
in “nonacademic” subjects. And the move toward departmentalization is becoming increasingly popular in
the upper elementary grades.
Across all levels of schooling, moreover, any specific or particular concern seems to require a separate
program: technical for the supposedly linear and sequential, humanities for the arts, “advisory” for the
emotional, academic for college preparation, vocational for work preparation, “exploratory” or “special”
for the “nonacademic,” and a myriad of thinking, reading, writing, self-esteem, and problem “prevention”
programs. When new concerns arise, we simply add new programs with their own scheduling slots, space,
specialized teachers, and, often, newly labeled students. In compartmentalizing the curriculum in these
ways, we act on our own visions of the presumed fragmentation of knowledge, skill, and human activity.
Young people, too, are disassembled into a collection of disconnected parts. The brain is viewed as having
differentiated parts for distinctive functions—one for reasoning, another for feeling, and so on—with
relatively little communication among them, but each conveniently matched to a different type of school
program. Affective, cognitive, and psychomotor dimensions are acted on in the school as if their
differentiation in theoretical discussions were true in real life (Beane 1990).
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Furthermore, our views of young people as learners are plagued by a sense that somehow the
multidimensional roles in their lives can be differentiated. The well-known Supreme Court reminder that
young people do not “leave their rights at the schoolhouse doors” hints at this kind of fragmentation. For
example, educators have sought to sharpen their understanding of human growth by assigning “stages of
development” to various age groups. While this has supported helpful work in the area of
“developmentally appropriate practice,” it has also obscured the fact that all young people, regardless of
age, live in the larger world. Thus, they experience all of what that means in terms of affluence and
poverty, cultural diversity and prejudice, justice and injustice, safety and danger, and so on. In short, their
lives are more than just the characteristics associated with some stage of development. The tendency to
freeze them in one stage or another not only denies their real lives, but describes only a fragment of young
people as whole persons.
Expecting young people to suspend experiences in the larger world contributes to the incoherence that
arises from the implication that what happens inside the school has little to do with what happens inside a
young person. It is as if there were no out-of-school curriculum from which young people learn about
themselves and their world. Worse yet, this perspective implies that the larger world has nothing to offer
by way of the “pictures” that show how the pieces of the curriculum hold together.
But what about young people themselves? How does this look to them? Surely they must imagine that
there is a reasonable explanation for the disconnection of school from life and the fragmented division of
subjects, programs, skills, and activities into separate courses, periods, modules, time slots, tests, projects,
worksheets, and so on. Yet they (and we) are nonplussed by the inadequate explanations we offer. Clearly,
young people not only sense the incoherence of the curriculum, but know in some way that the
incoherence does not make sense.
Isn’t it about time that we recognized (or admitted) that the boundaries and categories that fragment the
inner life of the school are socially constructed and largely artificial? They do not spring onto the scene
from some mystical force. Academic scholars, for example, define the lines that “separate” disciplines of
knowledge to secure space in their world and to ease communication among those with similar interests.
As Michael Apple (1979, p. 38) has pointed out, “One major reason that subject-centered curricula
dominate most schools, that integrated curricula are found in relatively few schools, is at least partly the
result of the place of the school in maximizing the production of high status knowledge.” Moreover, those
who specialize in one or another particular area produce and promote special skill programs. Prevention
programs result from interest groups concerned with their own interpretation of one or another particular
personal or social problem. And across all of these, the arguments for space and priority in the curriculum
have historically been much more about politics than about the quality of educational experiences for
young people (Kliebard 1986, Popkewitz 1987, Goodson 1993).

Moving Toward a Coherent Curriculum
The idea of coherence in the curriculum is both compelling and complex and involves a number of issues:
design, content, connections, and meaning. The purpose here is to lay out the grounds for these issues.
Subsequent chapters in this book discuss how such issues might be resolved through specific curriculum
arrangements.
Coherence in the curriculum involves creating and maintaining visible connections between purposes and
everyday learning experiences. When adults plan the curriculum, they have to decide not only what its
purposes will be, but what kinds of learning experiences will lead toward those purposes. That those plans
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seem coherent to adults does not necessarily mean that young people will sense the same coherence. For
this reason, young people are faced with the challenge of understanding the larger purposes of the
curriculum, connecting particular learning experiences to those purposes and, all along the way, learning
about the pieces themselves.
For example, we may say that we want our students to have a sense of the world in which they live, so we
introduce statistics to help them understand certain patterns in that world. At every moment in our work
on statistics, we risk disconnecting that work from the real world or, in other words, making it simply an
abstract exercise in mathematics. The continuing challenge here is to persistently maintain the connection
between the larger purpose and the specific activity Young people also face the simultaneous challenge of
learning about statistics, using that learning to broaden their understanding of the world, and
continuously maintaining a sense of the connection between the activity and its purpose. Responding to
those three challenges is clearly a crucial aspect of curriculum planning and teaching because it offers the
possibility that young people will have a sense of what the curriculum is about as a whole.
Moving toward a coherent curriculum involves creating contexts that organize and connect learning
experiences. When we are confronted with a problem or puzzling situation in real life, we hardly stop to
think, “Which part is mathematics, which physical education, which science, which thinking, which
valuing, and so on?” Rather, we sense the problem or situation and then bring to bear whatever we need
to know or do without regard for the source. And, of course, if the problem or situation is compelling
enough, we are moved to get needed knowledge or skills that we do not already have. Understood this
way, knowledge and skills are organically integrated in real life, while their separation in school programs
is an artificial and distracting arrangement. Curriculum talk, therefore, frequently includes references to
the curriculum being organized around themes. The use of themes helps both adults and young people to
see a context for their learning activities and to sense that those activities have some larger purpose. The
repositioning of learning experiences into meaningful contexts is the point of much of the current work on
curriculum organization. That work, of course, has taken many different forms. For instance,
intradisciplinary efforts bring together smaller pieces of content or skill that are actually parts of a larger
discipline of knowledge but that have been disconnected by overspecialization in the curriculum. Here we
might place the struggle to create “social studies” out of history, geography, civics, and other aspects of
social living (Saxe 1992), Other intradisciplinary examples are the more recent whole language movement
and projects in science and mathematics aimed at reconstituting the larger disciplines. A second example
is multidisciplinary or multi-subject arrangements that involve correlations among two or more areas
(Jacobs 1989). In this increasingly popular arrangement, teachers select a theme like “Colonial Living” or
“Metrics” from the existing curriculum and then ask what various subject areas might contribute to the
theme. Or they might arrange the subjects around some appealing or popular topic like “Kites”, or
“Whales.”
A third example is curriculum integration. Here themes are based on real-life personal issues faced by
young people or major social problems like “Conflict” or “Environmental Problems.” Knowledge and skills
are integrated in the context of the theme and drawn from any pertinent source without regard for subject
area lines. This approach blurs or dissolves the boundaries between subject areas or disciplines of
knowledge.
A fourth form—actually a variation on the third—involves planning an integrated curriculum with a
particular group of young people who themselves identify the issues and problem areas that cluster into
themes (Beane 1991, 1993; Brodhagen, Weilbacher, and Beane 1992). This approach extends the jigsaw
puzzle metaphor by asking, “Whose picture is it?” When we purchase a jigsaw puzzle, we don’t just buy
any puzzle. We go through the box covers looking for a picture that has meaning to the person who will
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put the puzzle together, either ourselves or others we know. After all, the work is made more or less
enjoyable and compelling by the interest we have in the picture.
Although the term curriculum integration is currently used to describe all of these forms of nonseparate
subject arrangements, its use with the first two is a relatively recent development. Historically, the term
’integration“ has most often been reserved for problem-centered themes that help students integrate
educational experiences into their ongoing personal and social lives (Hopkins et al. 1937; Dressel 1958;
Beane 1993). In short, ”integration" was something that young people did for themselves, rather than a
simple correlation of various subjects arranged by adults. For our purposes here, though, it is almost
redundant to say that a coherent curriculum involves efforts to move beyond a separate subject-matter or
skill-area approach and eventually toward more frequent use of integrated arrangements.
Thinking about a curriculum organized around themes, especially those associated with “integration,”
immediately raises questions about what happens to the content currently covered in schools and it’s
presently conceived sequences. Advocates of thematic designs have taken great pains to demonstrate that
they are not abandoning valued content but rather asking how it might be repositioned in the context of
themes. But it is also possible that some content presently “covered,” as well as subject-centered
sequences, could be at risk. This is exactly the point partially made by the idea of coherence in the
curriculum. That is, we are currently faced with a good deal of school-based content that is so
disconnected from meaningful contexts that it defies clear meaning for anyone. In some cases, there
appears to be no purpose beyond games of academic “trivial pursuit.” The question before us is whether
the concept of coherence is so crucial to worthwhile learning that we are willing to seriously reconsider
the place of such content in the school.
It is important to note, however, that the development of a thematic curriculum is not simply a
methodological challenge of connecting pieces of the curriculum. Such connections will promote
coherence only if they enhance the sense of purpose and meaning for young people. Moreover, the matter
of whether themes themselves are drawn from topics already found in the subject- centered curriculum,
from real-life problems, or from some other source may well influence the degree to which young people
find meaning in their learning experiences. And, as we shall see, it also has a great deal to do with the
politics of curriculum.
Considering the importance of integration in relation to coherence, moving toward a coherent curriculum
must involve more fully exploring how people make sense out of experiences. Students of all ages
construct schemes of meaning about themselves and their world (Caine and Caine 1991). Such schemes
are constructed out of experiences and are shaded by the influences of culture. So it is that any particular
experience might have a variety of meanings among young people, depending on race, ethnicity, class,
gender, geography, age, family patterns, and many other cultural aspects. Such aspects of cultural
diversity may also serve as a kind of “glue” for piecing together experiences to create the “pictures” that
are schemes of meaning. In short, the continuous interplay between experience and meaning is a crucial
dimension of a sense of coherence. Iran-Nejad, McKeachie, and Berliner put it this way: “The more
meaningful, the more deeply or elaborately processed, the more situated in context, and the more rooted
in cultural, background, metacognitive, and personal knowledge an event is, the more readily it is
understood, learned, and remembered” (1990, p. 511).
Understanding this leads us toward two final considerations in creating a coherent curriculum. One is that
if the curriculum is to be coherent for young people, it must connect with their present experiences. This
means that the themes or ideas that hold the curriculum together must make space for young people to
find points of personal engagement. That is, the curriculum must have room for their own questions,
concerns, aspirations, and interests. We may construct glamorous and clever curriculum designs with the
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most fascinating activities we can imagine; but in the end, if we don’t allow room for personal
connections, our curriculum will remain remote, superfluous, and incoherent.
Second, a coherent curriculum must account for who young people are. The diverse dimensions of culture
are not simply abstract categories in schools. In very concrete ways, young people bring the entire range
to school. It is unlikely that adults who also present a range of cultural diversity can construct a
curriculum that will have the same meaning for all young people. A coherent curriculum recognizes and
honors diversity and ambiguity. By definition, then, our search for coherence is not a search for a single,
magical curriculum neatly bound in a three-ring binder or attractive textbook. Instead, it is a “messy”
exploration of the ways in which diverse people connect, organize, and make sense out of their
experiences.

The Politics of Coherence
The discussion to this point has focused on issues such as organization and design that we might say are
“internal” to the process of curriculum planning. These are, of course, crucial to the possibility of moving
toward a coherent curriculum. However, as noted earlier, these issues are never apart from the politics of
curriculum. After all, curriculum planning is something that is done by real people; and the same diversity
among them that enriches the range of meanings also involves tensions and disagreements over purposes,
organization, and processes in the curriculum.
The search for coherence involves long-standing issues in the politics of curriculum because it must
involve decisions about what ideas or themes will hold the curriculum together. The question of what the
“glue” is raises questions, such as “Whose glue is it?” and “Who decides what the glue is?” Classical
Humanists typically advocate a curriculum of separate, discrete subjects and mastery of what is contained
within them (King and Brownell 1966). Such theory asserts that inherent and “ageless” concepts like truth
and beauty (Adler 1982) hold these separate subjects together. Religious fundamentalists speak of
coherence in terms of a curriculum that is permeated by sectarian values and interpretations that are
always based on their own religious beliefs. Those who want the curriculum tied to economic ends would
create coherence by continuously placing learning experiences in the context of utilitarian needs of
business and industry. And progressives who are interested in democratic schools often call for a
curriculum that is held together by contemporary social issues and the instrumental uses of knowledge
and skill to take on those issues. Their claims for coherence are grounded in the real-life sources of those
issues, their compelling significance, and the use of those issues as contexts for knowledge and skill.
Equally important as naming such differences is noting that the Conservative Restoration of the 1980s has
limited the grounds for curriculum conversation mostly to the claims of Classical Humanists,
fundamentalist religious demands, and economic interests and has limited the debate over differences to
finding overlaps among those three (Apple 1993). Meanwhile, despite its close match with the conditions
of coherence, the progressive view has been virtually deleted from curriculum conversations. Thus, the
politics of curriculum fragmentation complicate the move toward coherence, especially because that move
will require us to reclaim a wider range of views and to seek more than the not-so-peaceful co-existence
they presently occupy in the curriculum.
The issue of coherence in the curriculum is multilayered in that the curriculum is experienced by many
different groups: young people, teachers, administrators, parents, school boards, and the community at
large. While absolutely essential, it is not sufficient to raise the issue of coherence only in terms of the
perceptions of young people. The central location of the school as a primary social institution means that
even though young people are its initial concern, the curriculum ought to have coherent meaning for
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others as well. Specifically, those most closely involved with the schools—professional educators—ought to
be able to explain the curriculum without resorting to slick campaigns, public relations gimmicks, or
esoteric language. Of course, this requires that they themselves have some coherent understanding of
what the curriculum is about. Furthermore, silencing the voices of those outside the profession, including
young people, when discussing the curriculum only detracts from the possibility for widely understood
meaning and is just as much at issue here as is coherence within the curriculum itself.
However, as we concern ourselves with a multilayered understanding of how the curriculum is coherent,
we must be careful not to confusion. coherence with the more narrow idea of consistency (Buchman and
Floden 1992). Much of what has passed for curriculum work in this century has been about the desire for
consistency and control. Attempts to align objectives and tests, to mimic work subskills in vocational
courses, to identify uniform courses and content, and to design sequential skill “maps” are but a few
examples of the obsession with consistency. Moreover, much of the current talk about a national
curriculum and tests, as well as that about “tech prep” programs, is but the latest in a long line of such
examples. Though the search for coherence does not completely reject the desire for consistency, it has
more to do with a sense of wholeness, meaning, and connectedness, while accepting the presence of
contradictions, tensions, ambiguity, and diversity.
Distinguishing between coherence and consistency brings us back to the issue of whom the “coherence” is
ultimately for. The previous examples of searching for consistency clearly emerge from a perceived need
among adults. Consistency of school programs with college expectations, alignment of objectives and
tests, and uniform and sequential subject designs have much more to do with the need for institutional
order and political slogans than with the quality of learning experiences. Worse yet, it is quite possible to
develop highly sophisticated schemes of consistency without creating coherence; we can systematize,
align, and sequence all kinds of things without their necessarily making any kind of sense for young
people.
Finally, the idea of a coherent curriculum is tied to the long-standing tension between general and
specialized education. When we consider what ideas or themes might hold the curriculum together, we
confront the question of whether to draw them from common, widely shared concerns or focus on
specialized interests or aspirations. Advocates of the separate-subject curriculum, for example, claim that
their approach has meaning in relation to the subject specialization found in higher education or
academic occupations. Religious fundamentalists may claim meaning for their version of education in
relation to their narrow sectarian interests. And young people may insist that nothing has meaning
outside of some personal hobby or aspiration. Yet each, in turn, involves increasing specialization that
fragments individuals and reduces the curriculum to little more than self-interest.
The idea of coherence, on the other hand, seeks unity and connectedness on all fronts, not only among
parts of the curriculum but among those who experience it. The sense of meaning to which coherence
refers is, therefore, based on widely shared concerns in the larger society that the schools serve. In other
words, particular curriculum arrangements may make sense to young people or one or another specialinterest group but may not be sensible in terms of larger educational purposes. It is here, finally, that we
may understand that coherence in the curriculum is not simply a methodological issue. It is a
philosophical one as well.
The issues raised here are only some of those that are involved in thinking about a coherent curriculum.
Yet they illustrate how important and complex such thinking is. And they hint at the politics and tensions
that often arise—not the least of which is resistance from those who have deep loyalties to particular
pieces of an incoherent curriculum and who may see the move toward coherence as a threat of territorial
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invasion.
Leaving these tensions for later “commentaries” in this book, we turn next to descriptions of some of the
most widely known ideas and projects aimed at creating and sustaining curriculum coherence. Many
readers will find here ideas and examples that are familiar in their own schools. That is fully expected
because attempts at curriculum coherence, although not necessarily so named, have been of increasing
interest among educators. Thus, these chapters may serve the important purpose of showing how to bring
many of those very attempts into a coherent focus. For those who have not yet considered the crucial
problem of curriculum incoherence, these chapters will undoubtedly offer a challenging set of ideas to
consider.
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Faculty Home >

Unit Exhibition OverviewPlanning
Unit Expectations:

UnitProject Sites:

Sample Unit / Exhibition Overview: Medieval Faire and Chronicle and
Exploring the Unknown

Trimester 1 2014:

Template of Exhibition Overview
All instruction and assessment must be driven by the standards, including
Exhibition projects.
It is expected that there will be at least one authentically integrated
performance assessment each term; grade levels may choose to do more.
Only one integrated Community Service Learning project per year is required,
however grade levels may choose to pursue more than one.
Integration that involves more than one teacher is highly valued.
Less is more; do a few things well.
The overview should include:

4th Grade: Early Civilizations,
Animal Documentaries
5th Grade: Medieval Faire
6th Grade: Graphics and Story
7th Grade: Infographics and
Book Bloggers
8th Grade: Math in Society
Trimester 2 201415:
4th Grade: Ancient Egypt,
Dragons, Number Project
5th Grade: Researching the
Renaissance
6th Grade: Constellations and
Colonies
7th Grade: Westward
Progress, Maps
8th Grade: Memorial Project,
Genetics

the standards that drive the project
a description of the project
what the students will learn (topics, skills, habits)
how they will learn it
Trimester 3 2015:
why they are learning it
how what they’ll do/learn connects to other subjects and/or the global
4th Grade: Bridges, Greek
theme
Myths
what the students will do or create (the evidence of their learning)
5th Grade: Machine Project,
what role(s) the students will assume
Explorers
the requirements for an oral presentation that explains:
6th Grade: Solar Cars
what they learned
7th Grade: Reformers,
how they learned it
Sustainable Cities
how it’s connected to other topics/skills and/or the global theme
8th Grade: Roller Coasters,
why it’s all important
Controversial Issues
a rubric(s) for all components of the project
a calendar indicating the due dates for all subjects & projects
Trimester 1 2013:

Lesson Expectations
Objective: (written on the board)

Define what students will learn during the day’s lesson. This should be:

Grade 4 Exhibition 1
5th Grade: Medieval Faire
6th Grade: Culture and
Geography
7th Grade: Magazine Project
8th Grade: Math in Society

finite, clear, and absolutely driven by the standards.
If it’s not in the standards, maybe it doesn’t belong in your lesson.
Trimester 2 2013:
The objective should be referenced throughout the lesson and restated
at the end of class.
4th
Grade: Egyptology and Number
Project
Hook: (13 minutes)
5th Grade: Renaissance
Describe what you will do to get the students interested in the lesson
6th Grade: Atlas of
34 how you will help them to access prior knowledge.
and/or
Colonization

Direct Instruction: (510 minutes)
Teach, model, demonstrate what the students are expected to learn during
the lesson. If you’re on talking for more than 10 minutes, you’ve probably
talked too much.
Guided Practice: (510 minutes)
Describe what the students will do to convince you that they understand
what was taught.
You need to know who gets it and who doesn’t. Keep in mind that one
student answering correctly does not mean that all of the students
understand.
This can be done as individuals, pairs, small groups, etc.
Independent Practice: (1520 minutes)
Define the formative assessment that the students will complete to
demonstrate that they have learned what you wanted them to learn.
This should be the longest component of the lesson.
This can be done as individuals, pairs, small groups, etc.
Check for understanding as students work.
Wrapup: (1 minute or less)
Restate the objective, acknowledge the learning that occurred.
Integrate with others. Check out these notes from our integration
brainstorming session on 91708

Exhibition Overview
View or Download a Sample Exhibition Overview. Your overview should
include:
List the student roles / occupations (ex. historian, actor, scientist)
A description of the product or the final project
The skill / content knowledge / standards required to complete the
project
Blank Exhibition Calendar (word doc) to help you plan backwards.
You should provide paper copies of the calendar and overview as well as
posting them on the web
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7th Grade: Magazine
Project, Romeo & Juliet
8th Grade: Persistence of
Memory and Tessellations
Trimester 3 2014:
4th Grade: Greece & Rome:
Myth and Reality, Adaptable
Animals
5th Grade: Age of Discovery
6th Grade: Showcasing
the Revolution
7th Grade: Reform &
Reformers, Bodies in Motion
8th Grade: I Think, Therefore I
Am
Trimester 1 2011:
5th Grade: Medieval Faire
6th Grade: Exploring the
Unknown
7th Grade: Book Bloggers
and Baking Bread
8th Grade: Constitutional
Convention
Trimester 2 2012:
4th Grade: Egyptology and
Number Project
5th Grade: Renaissance
6th Grade: Atlas of
Colonization
7th Grade: Magazine Project,
Romeo & Juliet
8th Grade: Soldiers and
Song and Tessellations
Trimester 3 2012:
4th Grade: Greece & Rome:
Myth and Reality, Adaptable
Animals
5th Grade: Age of Discovery
6th Grade: Showcasing
the Revolution
7th Grade: Reform &
Reformers, Bodies in Motion
8th Grade: I Think, Therefore I
Am

The Logic of Backward Design
Making sense of “Understanding by Design”(UbD)

Identify Desired Results (UbD)
•

Select standard(s) to be address

•

“group” standards to emphasize “big ideas”

•

separate significant content elements from insignificant content elements

Determine Acceptable Evidence (UbD)
•

Determine what students will need to do to demonstrate proficient and/or advanced
understanding of the standard(s)?

•

create challenging situations where students test their knowledge by solving problems,
building products and giving performances or writing reports that synthesize thorough
analysis of a topic, a concept or an idea

Plan Learning Experiences and Instruction (UbD)
•

Plan teaching and learning experiences (unit and lessons) that will equip students to
demonstrate understanding of the targeted standard(s).

• Frame big ideas of the content through the use of essential questions at the beginning of a
unit and guide learning. (“Use of higher order questions that require students to go beyond
simple recall and engage in more sophisticated thinking-asking for responses to these questions
before instruction activates prior knowledge and focuses attention and results in better learning”)
• Create a rubric to instruct students and target essential understandings. (assessments of
understanding call for students to apply their learning in authentic contexts and explain or justify
their work.)
• Present students with required performance/role that will be used to assess their
understanding and provide a purpose for learning as well as help to focus instruction.
•

As you plan your unit, consider the following questions:
How will the unit…
o connect to the students’ prior knowledge?
o address targeted standards?
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o encourage critical thinking skills?
o meet the needs of diverse learners?
o align assessments to targeted standards?

Challenges Implementing Backwards Design
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•

Time-limited time spent training staff for a complete understanding of the
process.

•

Training-making the shift from teaching facts and covering
content/moving from coverage to uncoverage

•

Support-on-going feedback for teachers while completing a unit design +
time for questions and peer review (teacher leaders.) + professional
development

ASSESSMENT VALIDATION PROTOCOL
Purpose

To ensure our assessments have technical quality. This protocol can be used with performance
assessments as well as traditional assessments. (When we share our assessments with our colleagues
we are more likely to uncover our blind spots and assumptions.)
The purpose of the protocol is to use our working definition of performance assessment to enhance
(examine) our local assessments.

Planning and Norms

▪
▪
▪
▪
▪
▪
▪
▪
Process

Debrief

Time: 50-60 minutes (First round will take more time as group develops familiarity with
questions. More time is also required if student work is being reviewed with assessment.)
Number of People: 4+
Choose a facilitator, timekeeper, recorder and reporter.
Be respectful of the presenter and of the student and his or her work.
Keep the conversation constructive; avoid judgmental language.
Be appreciative of the facilitator’s role and follow the guidelines and time constraints.
Keep feedback crisp and to the point.
Don’t skip the debrief.1

✓ Norms: The facilitator reviews the protocol process, norms and any additional questions or
information, if the assessment is being tuned. 2 - 5 minutes
✓ Presentation: Presenter briefly walks through the materials with the group and explains the
context of the assessment. 3 – 5 minutes
✓ Examination: Group members silently examine the assessment materials. 7 - 10 minutes
✓ Clarifying Questions: The group asks any clarifying questions they have about the materials and
process. 2 - 7 minutes. These questions should help the group complete the checklist.
✓ Validation Guide: While the presenter silently takes notes, the facilitator leads groups through
each section of the Validation Checklist and seeks consensus for each item. The facilitator reads
each numbered item aloud, asks the group to consider whether the answer is yes or no and to be
prepared to explain their choice. Once consensus is reached (80% agreement), the group moves
on to the next numbered item. Times are specified for each section and each section can be
modified to meet the needs of the group as long as seven minutes are left for the remaining
steps of feedback and debrief. 20-30 minutes
✓ Feedback and Reflection: The team reads the feedback from each section. After hearing all of the
feedback, the presenter may ask clarifying questions, provide further information, and offer
reflections based on the feedback, but DOES NOT need to justify! The facilitator reminds the
presenter to resist the tendency to justify. 8 – 10 minutes.

The facilitator leads the debrief. 4 minutes
▪ Did the team honor the norms at all times?
▪ What went well? What could have gone better?
▪ What are the implications of what we’ve learned for instruction?
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VALIDATION CHECKLIST
Assessment Information

Title of Assessment: ______________________________

Date: _______________

Grade/Subject: __________________________________

Author: _____________

Validation Team:
_____________________________________________________________
_____________________________________________________________
Quality Aligned Instruction (6-8 Minutes)

1. Alignment
◻
◻

◻

Is clearly aligned to specific Content Standards.
Assesses what is intended to be assessed—will elicit what the student knows and can do related
to the chosen standards and benchmarks. Any scaffolding (e.g., task broken into smaller steps:
graphic organizer to pre-plan a response) provided does not change what is actually being
assessed.
Is aligned to appropriate depth of knowledge to assess the standard. Identify & check DOK levels
assessed below. Check the highest depth of knowledge that the student is asked to perform.
DOK 1: recall; memorization; simple understanding of a word or phrase
DOK 2: covers level 1 plus paraphrase, summarize, interpret, infer, classify, organize, compare
and determine fact from fiction. There is a correct answer, but may involve multiple concepts.
DOK 3: students must support their thinking by citing references from text or other sources.
Students are asked to go beyond the text to analyze, generalize or connect ideas. Requires deeper
knowledge. Items may require abstract reasoning, inferences between and across readings,
application of prior knowledge or text support for an analytical judgment about a text.
DOK 4: Requires higher-order thinking, including complex reasoning, planning, and developing
of concepts. Usually applies to an extended task or project. Examples: evaluates works by the
same author, critiques an issue across time periods or researches topic/issue from different
perspectives; longer investigations or research projects.

Alignment
Notes

Quality Task Design (10-12 Minutes)

2. Clarity and Focus
◻
◻
◻
◻
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Addresses an essential question, big idea, or key concept or skill of the unit/course.
Is linked to ongoing instruction and curriculum map (within a unit of study/course)
Directions clearly indicate what the student is being asked to do.
Includes what will be assessed individually by the student (even if it is a group task).

Clarity and
Focus
Notes

3. Student Engagement
◻
◻

Provides for ownership and decision-making, requiring the student to be actively engaged.
Focuses on significant content and addresses authentic problems and issues from the world
outside the classroom.

Student
Engagement
Notes

4. Criteria and Levels
◻
◻

Rubric(s) or scoring guide(s) assess all intended parts of the standards.
Exemplars or models illustrate expectations aligned to the standards.

Criteria and
Levels
Notes

5. Levels of Integration
◻
◻
◻
◻

Two subjects (or more) are evident in project, but the project could be completed in isolation or
without the other subject(s). (Cohabitation)
There is a high level thematic / topic connection, but the skills and content from the subjects are
segregated in the project. (Interdisciplinary)
The skills and content from two or more subjects are blended in the work and are necessary to
complete the project (Integration)
The project has a real-world connection / impact and the skills and content from two or more
subjects are blended in the work (Authentic Integration)

Integration
Notes

Validation Team Recommendation (8-10 Minutes)

Overall
Feedback
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Products & Performances Examples
Written

Oral

Visual

advertisement

recording

advertisement

biography

debate

cartoon

brochure

dramatization

collage

editorial

interview

data display

essay

oral presentation

diagram

lab report

poetry reading

drawing

journal

skit

filmstrip

letter

speech

game

log

song (rap)

graph

magazine article

teach something

map

newscast

tour guide

model

newspaper article

photo

poetry

specialist/expert

position paper

videographer

research paper
script
story
test
power point
website
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Popham’s Five Rubric Rules
1. Make sure the skill to be assessed is significant.
•

Make sure the skill is being promoted instructionally, and scored via the rubric. Is it
worth all this time and trouble?

•

Skills that are scored with skill‐focused rubrics should represent demanding
accomplishments by student, not trifling ones.

2. Make certain all of the rubric’s evaluative criteria can be addressed
instructionally.
•

Scrutinize every potential evaluative criterion in a rubric to make sure you can
actually teach students to master it.

•

Be certain that students can be taught to employ appropriately every evaluative
criterion used in the rubric

3. Employ as few evaluative criteria as possible.
•

Less is more

•

Focus on three or four evaluative criteria

4. Provide a succinct label for each evaluative criterion.
•

Giving each evaluative criterion a brief explanation can increase instructional yield
of a skill‐focused rubric.

•

Use one word, easy to remember labels where possible

5. Match the length of the rubric to your own tolerance for detail.
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•

Rubrics should be built to match the detail preferences of the teachers involved.

•

Shorter rubrics recommended.

Marblehead Community Charter Public School
Exhibition Rubric
10
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6

4

Content is the main

All content is accurate
All the content is
Most of the content is Some of the content is
and supports the main accurate. Some content accurate. Some of the accurate. Some of the
idea.
does not support the
content does not
content does not
main idea.
support the main idea. support the main idea.

Format is layout of the

The format follows all
guidelines. The format
assists the viewer in
digesting the content.

ideas and supporting details
structured with a purposeful
opening, meaningful details,
and thoughtful conclusion.2
document. This layout
includes fonts, size, spacing,
and justification. These
characteristics assist the
reader navigating the text

The format follows all The format follows
The format follows
the guidelines. But 1 or most the guidelines.
some the guidelines.
2 pieces (font, spacing, But 1 or 2 pieces the But 1 or 2 pieces the
size) the formatting is
formatting is
formatting is
inconsistent, distractin inconsistent, distractin inconsistent, distractin
g, and confusing
g, and confusing
g, and confusing

Conventions includes

All spelling,
All spelling,
There are 2 or 3
There are 4 or more
capitalization,
capitalization, and
spelling,
spelling,
punctuation, and
punctuation are
capitalization, punctua capitalization, punctua
grammar are correct. correct. There are 1 or
tion, or grammar
tion, or grammar
2 grammar errors.
errors. These errors
errors. These errors
These errors do not
distract from
distract from
distract from
understanding.3
understanding.
understanding

Data is the numbers
collected from research
/experimentation. These
numbers support / reflect
the detail and main idea of
the text.

All data is complete,
All data is complete
Most of the data is
Some of the data is
calculated correctly,
and calculated
complete and
complete and
and displayed properly. correctly. The display calculated correctly.
calculated correctly.
of data is inconsistent The display of data is The display of data is
or hard to follow.
inconsistent or hard to inconsistent or hard to
follow.
follow.

punctuation, spelling,
grammar, and usage.

1

Avoid using a absolute scale (4,3,2,1) and raw score (3/4) when creating performance levels.People may mistakenly convert those
numbers into percentages. Develop a logical manner to evaluate and report your rubrics scores.
2

Define performance criteria for students. Using these definitions in various rubrics will assist students understanding of the
project. State standards can be use for this definition.
3

While assigning specific quantities can make rubric more objective, make sure quality is addressed as well.
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$EPTH OF +NOWLEDGE $/+ ,EVELS
$ElNE

)DENTIFY

$RAW

-EMORIZE

,IST
,ABEL

)LLUSTRATE
7HO
7HAT
7HEN
7HERE
7HY
-EASURE
!RRANGE
.AME
3TATE
4ABULATE
2EPEAT
2EPORT
)NFER
5SE
4ELL
$ESIGN
2ECALL
1UOTE
#ATEGORIZE
2ECOGNIZE
2ECITE
-ATCH
#OLLECT AND $ISPLAY
#ONNECT
)DENTIFY 0ATTERNS
,EVEL
'RAPH
/NE
/RGANIZE
3YNTHESIZE
2ECALL
#LASSIFY
#ONSTRUCT
3EPARATE
,EVEL
,EVEL
!PPLY #ONCEPTS
$ESCRIBE
-ODIFY
#AUSE%FFECT
4WO
&OUR
%XPLAIN
0REDICT
3KILL
%XTENDED
)NTERPRET
%STIMATE
#RITIQUE
#ONCEPT
4HINKING
)NTERPRET
#OMPARE
,EVEL
$ISTINGUISH
!NALYZE
2ELATE
#ALCULATE

4HREE

5SE #ONTEXT #UES

3TRATEGIC 4HINKING
#REATE
0ROVE

2EVISE
!PPRISE

!SSESS
$EVELOP A ,OGICAL !RGUMENT
#ONSTRUCT

-AKE /BSERVATIONS

5SE #ONCEPTS TO 3OLVE .ON 2OUTINE 0ROBLEMS

3UMMARIZE
3HOW

#OMPARE
%XPLAIN 0HENOMENA IN 4ERMS OF #ONCEPTS
&ORMULATE
)NVESTIGATE
$RAW #ONCLUSIONS
(YPOTHESIZE
$IFFERENTIATE
#ITE %VIDENCE

#RITIQUE

,EVEL /NE !CTIVITIES

,EVEL 4WO !CTIVITIES

,EVEL 4HREE !CTIVITIES

,EVEL &OUR !CTIVITIES

2ECALL ELEMENTS AND DETAILS OF STORY
STRUCTURE SUCH AS SEQUENCE OF
EVENTS CHARACTER PLOT AND SETTING

)DENTIFY AND SUMMARIZE THE MAJOR
EVENTS IN A NARRATIVE

3UPPORT IDEAS WITH DETAILS AND
EXAMPLES

5SE CONTEXT CUES TO IDENTIFY THE
MEANING OF UNFAMILIAR WORDS

5SE VOICE APPROPRIATE TO THE
PURPOSE AND AUDIENCE

#ONDUCT A PROJECT THAT REQUIRES
SPECIFYING A PROBLEM DESIGNING AND
CONDUCTING AN EXPERIMENT ANALYZING
ITS DATA AND REPORTING RESULTS
SOLUTIONS

3OLVE ROUTINE MULTIPLE STEP PROBLEMS

)DENTIFY RESEARCH QUESTIONS AND
DESIGN INVESTIGATIONS FOR A
SCIENTIlC PROBLEM

#ONDUCT BASIC MATHEMATICAL
CALCULATIONS
,ABEL LOCATIONS ON A MAP
2EPRESENT IN WORDS OR DIAGRAMS A
SCIENTIlC CONCEPT OR RELATIONSHIP
0ERFORM ROUTINE PROCEDURES LIKE
MEASURING LENGTH OR USING
PUNCTUATION MARKS CORRECTLY
$ESCRIBE THE FEATURES OF A PLACE OR
PEOPLE
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$ESCRIBE THE CAUSEEFFECT OF A
PARTICULAR EVENT
)DENTIFY PATTERNS IN EVENTS OR
BEHAVIOR
&ORMULATE A ROUTINE PROBLEM GIVEN
DATA AND CONDITIONS
/RGANIZE REPRESENT AND INTERPRET
DATA

$EVELOP A SCIENTIlC MODEL FOR A
COMPLEX SITUATION
$ETERMINE THE AUTHORS PURPOSE
AND DESCRIBE HOW IT AFFECTS THE
INTERPRETATION OF A READING
SELECTION
!PPLY A CONCEPT IN OTHER CONTEXTS

!PPLY MATHEMATICAL MODEL TO
ILLUMINATE A PROBLEM OR SITUATION
!NALYZE AND SYNTHESIZE
INFORMATION FROM MULTIPLE SOURCES
$ESCRIBE AND ILLUSTRATE HOW COMMON
THEMES ARE FOUND ACROSS TEXTS FROM
DIFFERENT CULTURES
$ESIGN A MATHEMATICAL MODEL TO
INFORM AND SOLVE A PRACTICAL
OR ABSTRACT SITUATION

7EBB .ORMAN , AND OTHERS h7EB !LIGNMENT 4OOLv  *ULY  7ISCONSIN #ENTER OF %DUCATIONAL 2ESEARCH 5NIVERSITY OF 7ISCONSIN -ADISON  &EB  HTTPWWWWCERWISCEDU7!4INDEXASPX

Grading & Demonstrated Levels of Understanding
At MCCPS, student grades are not averaged in the traditional manner. Instead, the teachers
determine each student’s demonstrated depth of understanding at the end of each term based upon
the evidence that has been presented in the student’s work. Thus, students are not penalized for
early mistakes, but rather are given multiple, increasingly complex opportunities to show that they
have learned/can do what is expected of them. Each term it is expected that the students will
demonstrate a proficient understanding of the topics/skills that have been presented. Although
this innovative approach requires a mindshift for most adults, we believe that this distinction
provides more detail about each child’s progress and achievement. To accomplish this task, the
teachers consider 1) the depth of knowledge required to complete an assignment, and 2) the quality
of the work that is produced.
Depth of Knowledge Categories
Over the course of a trimester, students will perform multiple tasks. Some will be quick and easy,
and some will be multistep, intense, and demanding. For each, the teachers will identify the depth
of knowledge that is required of the task.
The teachers employ 3 categories: initial, developing, or comprehensive. This difference is intended
to identify which tasks are the most important in demonstrating the students’ understanding. The
most routine tasks will be categorized as ‘initial’. These tasks require simple memorization or use
of basic facts. More difficult, often multistep work will be labeled as ‘developing’, because it
requires that students demonstrate a deeper, more complex understanding of the content and
skills. This work may ask students to describe relationships between ideas and supporting their
work with evidence. The most complex work will be identified as a ‘comprehensive’ assessment,
and students will need to evaluate, plan, and apply concepts to produce this work.

Level

Descriptors / Criteria

Question Stems

I  Initial (DoK 1)

Requires identification
and memorization of
facts. The work has one
correct answer. Routine
or simple steps are used
to complete the
assessment.

Can you recall...?
Who discovered…?
What’s the formula
for… ?
When did ____ happen?


Name the planets in the
solar system

Calculate multiplication
problems

Write the word that
matches the definition

Categorize, identify
patterns and
relationships, summarize
information.

How would you
summarize… ?
How would you
compare… ?


Identify the qualities
that exemplify Renaissance
paintings

Infer meaning from
context clues

10% of Students’
Final Grade

D –Developing
(DoK 2)
30% of Students’
Final Grade
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Examples

C–
Comprehensive
(DoK 3 and 4)
60% of Students’
Final Grade

Support ideas with
details. Conduct
investigations / research.
Apply concept / skill to
new situation. Synthesize
information across
multiple sources.

How could you
organize… ?


Select the correct
procedure / algorithm to
solve the problem

What conclusions can
you draw… ?
What info supports… ?
How would you test…?

 Conduct a lab investigation
 Carry on a dialogue that
requires use of concepts,
vocabulary
 Write a thesis drawing
conclusions from multiple
sources
 Represent complex topics
using visual, textual, and oral
modalities

Example of Comprehensive Level Assessments: https://goo.gl/5QcIEy

Teacher Guidelines:
● The goal of these categories is to increase the opportunity for students to do more complex
work.
● T
 eachers should create several Clevel assessments each trimester
● Clevel assessments should be done throughout the trimester, not just at the end of a unit /
trimester.
● Students should be able to accomplish the assessments independently (or with identified
accommodations).
● If the assessment contains parts of varying complexity, teachers should categorize the
assessments based upon the deepest level of knowledge in the assessment.

Scaling of Scores
Teachers may use fractions with various denominators or percentages to assess student work, but
these raw scores (10/25 or 32/32 or 74%) will be entered as a scaled score of 4, 3, 2, or 1 in order
to provide a clearer indication of achievement. The scaled score will be entered into the grade book
and will be used when determining a student’s demonstrated level of understanding at the end of
each term. Pluses and minuses may be used with the scaled scores (exceptions are 4 and 1+) to
provide additional detail. The expected level of performance will be 3 (meets expectations) for all
assessments. For some assessments the highest score will be a 3. This indicates that the students
needed to demonstrate a perfect performance (ex. Expected performance was 100% of math
problem correct).
4 Grades for Assessments
4 (Exceeds) – A scaled score of 4 indicates that the student’s work exceeded the expected
performance level for the task.
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3 (Meets) A scaled score of 3 indicates that the student’s work met the expected
performance level for the task.
2 (Approaches) – A scaled score of 2 indicates that the student’s work approached the expected
performance level for the task, but fell short.
1 (Beginning)  A scaled score of 1 indicates that the student’s work did not meet the expected
performance level for the task.

To summarize:
● Student work/assessments will be categorized by the depth of knowledge that is required of
each assignment, project, or task. (i,d, c). This will be identified in the CUE Report. Work labeled as
‘c’ is most complex and will be most valuable in determining the final grade/level of understanding
for the term.
● All student work will earn a scaled score of 4321. A score of 3 will indicate that the quality of
the work met the teacher’s expectations, and so communicates that the student did well/is on track
to perform proficiently by the end of the term.
● Plusses (+) and minuses () will be used to communicate additional detail regarding the quality
of the work produced. For example, a score of 2+ will communicate that the work nearly met the
teacher’s expectations.

Letter Grades:
Because most of the 8th graders will be transitioning into high schools that use traditional letter
grades, we recognize the need to help them understand how their work and habits will be graded
beyond MCCPS. In the 8th grade only, the teachers will use a combination of scaled scores (4,3,2,1)
and letter grades. Not all work will earn a letter grade; when applied, the letter grade will be for
informational/instructional purposes only, and will not be recorded in the electronic grade book. A
cumulative letter grade for the trimester will be reported in the comments section of the CUE
report. This change to our grading practices is a new component of the transition process for 8th
graders, and we will be looking forward to your comments, suggestions, and questions.
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A SSESS I NG LEARNING
By Heidi Andrade, Kristen Huff, and Georgia Brooke

EXECUTIVE SUMMARY
THE EDITORS, STUDENTS AT THE CENTER SERIES
Assessing student learning often promotes anxiety among
students—and among teachers—not only because they worry
about the results but because the items tested do not seem to
reflect what students have learned. But when assessment is
student centered, it can promote learning and even motivation.
Moreover, assessment is essential to student-centered
approaches to learning, which value differentiation, active
engagement, and self-management as critical to learning.
To paint a picture of what student-centered assessment can be,
Heidi Andrade, Kristen Huff, and Georgia Brooke have examined
the full range of assessment practices, including classroombased, local, state, and national assessments. They conclude that
a blend of practices, each with different purposes, advantages,
and limitations, can create a balanced, student-centered
assessment system, with great benefits for efforts to prepare
students for college and careers. The authors pay particular
attention to large-scale, standardized tests, which are ubiquitous
in U.S. schools, and to computer-based assessments, which hold
special promise in a balanced system.
Andrade, Huff, and Brooke observe that:

> Student-centered assessment is individualized, It is focused
on learning and growth, motivating, amenable to students
regulating their own learning, and informative and useful to a
variety of audiences.

> No single type of assessment can inform learning and
instruction and simultaneously aid policy decisions. Studentcentered assessment should be part of a balanced system of
formative, interim, and summative assessments—both formal
and informal.

> A variety of classroom-based assessments are associated
with significant gains in student learning and achievement.
These include self- and peer assessments, portfolios,
assessments using new technologies, and formative uses of

48 summative tests.

> Large-scale tests can provide useful feedback to students,
teachers, and others, particularly when tests that are based
on theories of learning, sensitive to the context in which they
are administered, and provide instructionally relevant reports.

> Schools and districts across the nation report impressive
gains in student achievement via teacher-created interim
assessments, which directly measure the curriculum enacted
in classrooms and foster professional collaboration.

> Modern assessment technologies hold great promise for
their ability to give immediate feedback to each student and
because teachers can respond to individual learning needs
with greater speed, frequency, focus, and flexibility.

A D E F I N I T I O N O F S T U D E N T- C E N T E R E D
ASSESSMENT
Student-centered assessment has defining qualities:
It is individualized, focusing on each student’s strengths, needs,
and interests. This is as essential as it is obvious. It involves
differentiating learning targets, assignments, and tasks; providing
focused feedback on learning alone or in groups; and adjusting
teaching and learning processes as needed.
It promotes learning and growth. The goals go far beyond
measuring and reporting learning (or lack thereof). Studentcentered assessment advances learning by providing useful
feedback about what students need to do to progress toward the
target.
Key for college and career success, student-centered assessment
actively engages young people in the regulation of their
own learning. Students set individual goals, monitor their own
progress, and figure out how to fill gaps.
Student-centered assessment is motivating. Recent studies show
that formative assessment—particularly detailed, task-specific
comments on student work—can activate student interest and
result in better performance.

To support learning, student-centered assessment is useful to
a variety of audiences—young people, teachers, administrators,
parents, districts, and states. Despite the availability of reams
of data, the U.S. education system still does a poor job of using
assessment information to adapt curricula and instruction.
Student-centered assessment shares many qualities with any
good assessment. For example, it articulates developmentally
appropriate learning targets, and it provides feedback to
students, teachers, districts, and states about how to deepen
learning. It is also valid, reliable, practicable, and efficient.

T H E I M P O RTA N C E O F B A L A N C E D
ASSESSMENT
No single type of assessment can inform classroom practice as
well as school, district, and high-level policy decisions. Therefore,
student-centered assessment requires a balanced system of
formative, interim, and summative assessments that, taken
together, provide the detailed information educators and other
stakeholders need. Such a system may include everything from
informal observations of student work to standardized tests.
Formative assessments are the ongoing, minute-by-minute, dayby-day classroom assessments administered in the course of a
unit of instruction. The intent is to identify individual strengths
and weaknesses, assist educators in planning subsequent
instruction, and aid students in guiding their own learning,
revising their work, and developing self-evaluation skills.

Interim and summative assessments are more formalized
processes of measuring student achievement through the
school year. The chief goal of interim assessments is to provide
information to educators and policymakers, who can adjust
curricula and instruction as needed. The primary purpose
of summative assessments—which are often standardized
and typically administered at the end of a unit of instruction,
semester, or year—is to categorize performance of a student
or education system to inform accountability processes and
decisions about grades, graduation, or retention.
Ultimately, a system using all three types of assessment, created
both inside and outside the classroom, is needed to support
student-centered approaches to learning.

S T U D E N T- C E N T E R E D A S S E S S M E N T
PRACTICES
While all assessment processes have some student-centered
qualities, only a few meet all the characteristics of studentcentered assessment. Hence, the need for a balanced approach.
Generally, formative assessment tends to be more studentcentered than interim and summative assessment (except for
end-of-year exhibitions of student work: see box on next page).
The table presents an overview of select assessment processes,
along with the “student centeredness” of each.
Despite the need to use different types of assessment for
different purposes, when it comes to the critical work of
improving student outcomes, research has shown that formative,

TABLE 1
STUDENT-CENTERED QUALITIES OF SELECT ASSESSMENT PROCESSES
FOCUSED ON
INDIVIDUALIZED

LEARNING AND
GROWTH

FORMATIVE
Self-assessment
Peer assessment
Portfolios
Tests
INTERIM
Criterion-referenced
tests
SUMMATIVE
Exhibitions
Tests based on
learning progression
Diagnostic items
Large-scale tests
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MOTIVATING

STUDENT SELFREGULATION

INFORMATIVE TO
A VARIETY OF
AUDIENCES

classroom-based assessments are associated with significant
gains in learning and achievement. These include selfassessments, peer assessments, portfolios, and formative uses of
summative tests.

SELF-ASSESSMENT
Self-assessment is feedback for oneself from oneself. The point
is to help students identify their own areas of strengths and
weaknesses, take responsibility for their performance, monitor
their achievement, and improve their learning. Self-assessment
is not a matter of students determining their own grades. Rather,
it involves articulating goals, checking progress, and revising
one’s work. Research suggests this can boost achievement and
autonomy in a range of subjects.
A common self-assessment tool is a one- or two-page list of
criteria for a specific assignment, with descriptions of varying
levels of performance. Using this rubric, each student compares
her or his own work to the expectations and makes a plan for
improvement. Students generally react well to self-assessment
but need support and practice to reap the full benefits.

PEER ASSESSMENT
With peer assessment, learners provide feedback to one another.
Like self-assessment, it is available more quickly and in greater
volume than teacher feedback. Students can help one another
identify strengths and weaknesses in the quality of a product
or performance—and target areas for improvement. Research
suggests that peer assessment can improve the quality and
effectiveness of learning across grade levels, particularly in
writing. Furthermore, both the student being assessed and the
assessor benefit from the process.

PORTFOLIOS
An academic portfolio is a collection of one student’s work. It
typically consists of physical artifacts presented in a deliberate
order, assembled in a folder or binder or on a computer,
incorporating audio, video, graphics, and text.
The student takes part in the construction of the portfolio,
and its contents include his or her reflections. Some portfolios
showcase a student’s best work; others trace progress from
novice to mastery.
The portfolio scaffolds self-regulated learning and provides
nuanced information about a student’s knowledge, motivations,
and needs. For example, a writing process portfolio includes
several successive drafts and the students’ comments on each.
Research suggests that portfolios are best used formatively, for
classroom assessment, rather than for summative purposes.

FORMATIVE USES OF SUMMATIVE TESTS
Traditionally, tests come at the end of a unit of study; teachers
use them summatively to determine grades. In contrast,
formative uses of summative tests involve two testing events:
one
50 in the middle of a unit (or even during a lesson on a concept)

and one following further instruction. The results of the first test
are used formatively, while the results of the second test are
used summatively.
Formative uses of summative testing are individualized: they
provide information about what each student does and does
not know, at least in terms of what was tested. This approach to
testing is designed with learning and growth in mind. The explicit
goal of the first test is to activate learning about the content of
the second test. It is not hearing the correct answers to the test
that makes formative use of testing work. Rather, it is the hard
thinking that happens in between the tests that matters.
Research shows that this process—called mastery learning—is
related to learning gains, especially for struggling students, and
has positive effects on student attitudes toward course content.

EXHIBITIONS
Exhibitions are public demonstrations of mastery that occur
at culminating moments (e.g., the end of a unit of study;
graduation). Their purpose is to support sustained, personalized
learning while assuring commitment, engagement, and high-level
intellectual achievement aligned with established standards.
Exhibitions exemplify the characteristics of student-centered
assessment. They are individualized to student interests.
They involve personalized, ongoing feedback from diverse
sources before the exhibition. They actively engage students
in regulating learning by requiring them to set goals and seek
feedback. Because the audience for exhibitions typically includes
practicing experts, they provide an authentic, real-world task
that can motivate students to do well. By definition, exhibitions
provide information about student learning to students, teachers,
parents, administrators, and community members.

LARGE-SCALE ASSESSMENT
Large-scale assessments—those that states use for K-12
accountability and those that measure performance based on
national norms—tend to be less student-centered than any of the
processes discussed here. However, they are ubiquitous in U.S.
schools and unlikely to go away any time soon. Policymakers
use the information to compare performance within states and
nationally. Local and policymakers analyze the data and often
use it to determine where to allocate resources and what kinds
of educational programs have the most success with particular
groups.
On a positive note, recent advances in large-scale tests suggest
they can do more than measure and report on a narrow band
of student knowledge and skills. Large-scale assessment can
provide useful feedback to students, teachers, and policymakers
when they are: based on theories of learning; address the
educational context of a wide array of students; and provide
instructionally relevant score reports.
For example, recent research suggests that K-12 accountability
assessments could enhance student learning by providing
test takers with elaborated, task-level feedback. Such an

augmentation to large-scale tests would go a long way toward
making them more effective in promoting learning and growth.

TEACHER-CREATED, CRITERION-REFERENCED
ASSESSMENTS
Schools and districts across the nation are reporting impressive
gains in student achievement through the use of criterionreferenced assessments that teachers create. Teams of teachers—
within and across schools—in particular grades and subject
areas collaborate to design questions that directly measure the
curriculum enacted in their classrooms. The teachers use the
same assessments on an interim basis throughout the school
year (usually about every six weeks). They get together to
discuss the results at length and share pedagogical approaches
to helping students succeed. The key to the success of these
efforts is that teachers work together to develop the tests and
discuss the results, and then adjust their pedagogy accordingly
when they return to their classrooms.

ASSESSMENT TECHNOLOGIES
Modern assessment technologies hold great promise for studentcentered approaches to learning. They provide immediate
feedback and enable teachers to respond to individual learning
needs with greater speed, frequency, focus, and flexibility.
Key features of student-centered assessment technologies
include: systematic monitoring of student progress to inform
instructional decisions; the identification of misconceptions that
may interfere with student learning; rapid feedback to students,
teachers, and others; and information about student learning
needs during instruction.
Computer-based assessment software integrates the
management of learning (e.g., organizing student assignments,
assessments, and performance), curricular resources, embedded
assessments, and detailed student-level and aggregate reporting
of strengths and weaknesses. Examples include DreamBox

Learning, Time To Know, Wowzers, Carnegie Learning, and
WriteToLearn. While some products, like DreamBox Learning and
Time To Know, integrate instruction and assessment into one
platform, others such as WriteToLearn focus just on assessment.
Continued research on the effectiveness of assessment
technologies in student-centered learning environments would be
valuable, yet there is already some information on their value.
WriteToLearn is an example with strong research support.
WriteToLearn promotes reading comprehension and writing skills
by providing students with immediate, individualized feedback.
Designed for grades 4 through 12, it consists of Summary Street,
where students read and summarize articles or book excerpts,
and the Intelligent Essay Assessor, where students write topicprompted essays. One study found a positive relationship
between the use of Summary Street and student summary
scores after just two weeks. It also found that students spend
significantly more time generating summaries than do students
not using the program, suggesting it may promote motivation
and engagement. Another study found that eighth graders
using Summary Street have significantly higher comprehension
scores and better writing skills than students who do not use the
program.

ASSESSING THE ASSESSMENTS
It is clear that a balanced system of formative, interim, and
summative assessments can support student-centered
assessment and learning. Yet even an exquisitely balanced
assessment system would present challenges. For one thing,
the sheer quantity of assessment data threatens to be
overwhelming. Even as new assessment processes are created,
educators must work to ensure they are useful to and used by
the appropriate audiences—students, teachers, schools, districts,
and policymakers alike. It is also critical to continually assess the
assessments to make sure that advances in design—and their
implementation—are as student centered as possible.

Students at the Center synthesizes existing research on key components of student-centered approaches to learning. The papers that launch this
project renew attention to the importance of engaging each student in acquiring the skills, knowledge, and expertise needed for success in college and
a career. Students at the Center is supported generously by funds from the Nellie Mae Education Foundation.
To download Assessing Learning and all papers in the Students at the Center series,
go to the project website: www.studentsatthecenter.org
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5
Myths
About Student
Discipline

I

n no other area of education is the
gulf between teachers and administrators wider than in the area
of student discipline. When new
teachers cite lack of administrative
support as their reason for leaving the
profession, what they usually mean
is lack of administrative support in
handling student misbehavior. When
administrators complain to one another
about teachers, they usually commiserate about those who struggle with
classroom management and discipline.
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To establish effective
schoolwide discipline
systems, school leaders
must challenge these
five common notions.
Laurie Boyd

The focus of our work is teaching and
learning, and we invest a lot of time and
attention in improving its design and
delivery. Seldom, however, do teachers
and administrators spend time together
addressing an equally important task—
developing a buildingwide discipline
system. Ignoring the need for a comprehensive, consistent approach to student
behavior is like sending teachers to
deliver the academic program in utter
darkness, wearing muzzles.
As the leader of an urban middle

school, I’ve worked with my staff to
design and refine our schoolwide discipline system (see “Arrowhead Middle
School’s Schoolwide Discipline System,”
p. 64). I believe that this system is
essential because my highest priority
is to make sure our students have an
enjoyable and productive middle school
career. Actually, I want our students
to love their middle school experience.
Because their peer group, their hormones, and their emotions can wreak
havoc on sensitive adolescents’ souls,
the best support we can give them is a
school environment that is physically
and psychologically safe—where they
feel loved and supported even when,
and maybe especially when, they don’t
love themselves.
Although it may be self-evident that
students can only feel safe and secure
in a school where the adults guarantee
order, mediation, and justice, establishing a schoolwide discipline system is
often more difficult than it should be.
Challenging the Myths
Teachers and administrators alike hold
erroneous notions about discipline that
do not serve us well when we seek solutions to behavior problems in schools.
Unless we adequately define the
problem, we won’t be effective in our
attempts to solve it.
Here are five false statements I continue to hear from education leaders
and teachers that perpetuate problems
related to student discipline.

MYTH 1:
If your lessons are engaging, you won’t
have discipline problems.
Yes, the teacher who can deliver
consistently interesting and challenging
instruction may have fewer student
behavior issues than one whose lesson
plans are boring or meaningless. But no

MYTH 2:
Teachers cannot
meet the school’s
academic priorities in
a chaotic, dangerous,
or unproductive
environment.
learning activity is guaranteed to engage
100 percent of students, every minute
of every class period, every day of the
school year. And every teacher knows
what even one or two disengaged students can do to a learning environment
if classroom management is inadequate.
This myth assumes that students act
up only if the lesson is boring. In the
real world, their behavior is influenced
not only by the lesson, but also by
whether they like their teacher; who else
is in the classroom; the social dynamic
created by that particular group of
peers; whether they are hungry (thirsty,
angry, depressed, sleepy, worried,
afraid, and so on); and how successful
they have been in this subject before.
Teachers deliver learning activities
within a complex context of schooling.
Corralling off-task students, endeavoring to create the perfect learning zone
for all students in the classroom within
the same class period, and providing
a sensible routine for communicating
feedback and assigning grades are
just a few of the responsibilities of the
classroom teacher that affect, and are
affected by, student behaviors.
And let’s consider, as well, that preparing students for college and careers
means helping them apply themselves
to tasks even when the tasks aren’t all
that engaging.

Teachers need to find their own style
of discipline.
In my decades of working with teachers
on classroom management and discipline, I generally hear this claim
from two kinds of teachers. One is the
already-expert teacher-disciplinarian.
Experienced or naturally talented
teachers often do develop a singular
style of classroom management founded
on relationships with their students that
transcend the norm. Seemingly without
effort, these expert disciplinarians build
true community, not just between
themselves and each student but also
among the students themselves. No one
bullies anyone else. No one is afraid of
looking dumb or failing. Everyone is
motivated to succeed and believes he or
she can. It’s magical.
Typically, these individuals do not
argue when a school decides to establish
a schoolwide discipline system. They
simply embed the common rules and
consequences in their own effective
system, or they seldom invoke the
schoolwide system because they don’t
have occasion to do so. When disciplinarians of this caliber try to explain
to me why they don’t use every detail
of our schoolwide system, I typically
respond, “You don’t need to. What you
already do is effective. Let me know if
you ever need help.”
Often, however, a teacher’s claim of
having a different style of management
means that the teacher is uncomfortable
with confrontation and hopes to be
able to get his or her adolescent charges
to behave without any conflict. Such
teachers may post rules and consequences and claim they will enforce
them, but they have a hard time actually
making themselves follow through.
Fear of conflict results in a host
of ineffective disciplinary choices,
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including (1) addressing the behavior
of a few disruptive students through
general comments to the entire class;
(2) overlooking incessant side conversations or interruptions because the
teacher claims to have a “higher tolerance” for noise than other teachers;
(3) grinning and joking to decrease
tension in the confrontation about misbehavior; and, when the teacher finally
gets fed up, (4) disciplining the whole
class for the misbehavior of a few.
When a teacher claims that he or
she cannot implement even the skeletal
framework of rules and consequences
that our school requires in every
classroom because it is not his or her
“style,” I have to ask, “What exactly is
your style, and is it the best approach
for all kids?”
Sure, the students who love to roam
the classroom, stop by others’ desks
to socialize or bully, or blurt out off-

topic comments will appear to love a
more permissive style of discipline. But
the teacher is accountable for the psychological safety and comfort of every
student in the classroom. And the only
way to give all students the learning
environment they need is for the adult
to be in charge—to be the gatekeeper,
even, of who talks when and what
topics are allowed; to be aware of and
immediately address any hurtful interactions between peers; to insist that
every student puts forth effort on his
or her school work; and to ensure that
every student can concentrate in the
classroom.
When the teacher does not take
charge, it is not uncommon for an
intimidating student or group of students to take over. A management
“style” that results in a psychologically
threatening environment is not an
acceptable style.

MYTH 3:
Effective teachers do not have power
struggles with students.
Fear of conflict that results in relinquishing one’s authority is, at its root,
a selfish stance for a teacher. It is more
important that every student gets what
he or she needs, including discipline,
than for the teacher to feel liked and
accepted by every student. Teachers
should convey the attitude that they
have such relevant and meaningful
truths to impart about the academic
content, as well as about how to succeed
in life, that they and the class have no
time for foolishness.
Expert teacher-disciplinarians do not
fear conflict or avoid confrontation.
Such teachers are so clear about what
fuels students’ misbehavior that they
can respond in a way that keeps the

Arrowhead Middle School’s Schoolwide Discipline System
Our multilevel discipline system is based on the model
developed by Behavior Intervention Support Team (BIST), an
outreach program that provides training and consultation to hundreds of schools throughout the Midwest. Information about
the BIST model is available at www.bist.org.

simple verbal warning or reminder; to a phone call home; to a
20-minute detention (supervised by the teacher and used as a
time for building relationships and solving issues); to an office
referral. This four-step system is effective with 85–90 percent
of our students.

Level 1: Procedures and Routines

Level 3: Behavior Interventions
for Chronic Misbehavior

At the beginning of the year, every class learns and rehearses
key classroom procedures, such as how each class will begin,
how students will be dismissed, and a signal that means
“come to attention.”

Level 2: Common Rules
and Step-Based Consequences
Every classroom has five basic rules: (1) Stay in your assigned
seat unless you have permission to move; (2) Raise your
hand and get permission before you speak (unless directed to
discuss a topic as part of a structured learning activity); (3) Keep
all body parts and possessions to yourself; (4) Keep your head
up and your eyes open at all times; and (5) Follow all adult
instructions.
All teachers use a consistent, step-based consequence
system to ensure that students comply with our simple standards for classroom behavior. Consequences escalate from a
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If a student displays chronic misbehavior, the teacher implements our Behavior Intervention Support Team (BIST) model.
The student may be moved from his or her assigned classroom
seat to a designated safe seat, to a buddy seat in another
classroom, or, finally, to the school recovery room. With each
move, the student is given the opportunity to regroup and to
talk with a supportive adult about his or her struggles and goals.
If the student begins to spend more time in BIST movement
than in regular class, we create a more intensive intervention
plan—for example, a monitor sheet that a teacher reviews regularly with the student and parent.

Level 4: Student Behavior Plan
If the monitor sheet alone is not enough, the teacher and
student complete a BIST planning sheet to explore the student’s strengths and weaknesses, to examine when and where

student from erupting or withdrawing,
which means the teacher can keep
the relationship intact even when
confronting the student on his or her
attitude or poor choice of action.
Expert disciplinarians can get a
student to acknowledge, own, and want
to improve his or her deficiency. These
teachers do not mind if a student gets
angry with them temporarily, as long as
they know they are helping that student
develop important lifelong skills. They
are not in the teaching business to make
friends with students or to have all kids
love them. Ironically, these teachers
are the ones whom students come to
love—and usually not because of the
content they taught, but because of their
commitment to the development of the
students’ characters.
I tell teachers who fear conflict to
look for opportunities to confront students about their misbehavior or bad

attitudes several times a day, like daily
exercise. Enter the conflict and win.
It may be messy, and they may suffer
temporary student or parent backlash,
but they cannot have much influence on
their students’ lives without developing
that expert disciplinarian’s mind-set
and follow-through. Like overcoming a
fear of public speaking, you overcome
fear of conflict by facing your audience,
bumbling through your delivery,
reflecting on your experience, and preparing to face another incident. The discomfort decreases as you practice.

MYTH 4:
A school leader’s attention needs to be
on instruction, not discipline.
Many more teachers need help and
support with classroom management

the problems occur, to identify missing skills that cause these
problems, and to set goals toward acquiring those life skills.
Planned interventions might include sheltered arrival and dismissal; preferred seating; an adult escort to every class; colorcoded cards (for students who can’t talk when they are angry
or upset); and other ideas. An adult monitors the student’s plan
and meets with the student daily about his or her progress
toward these behavior goals.

Level 5: Team Focus
The most intensive plan facilitated by a classroom teacher is
team focus. One of the teachers on the grade level team volunteers to take a chronically misbehaving student on team focus.
In our school, it is not uncommon for every teacher to carry at
least one student at this level. This teacher monitors an intervention plan that helps the student understand the reasons and
consequences for his or her behavior and plan how to make
things right. The team focus teacher provides daily support
until the student can handle the majority of his or her day, even
if much of it is spent with the team focus teacher and not in
regular classes.

Level 6: Second Step Program

and student discipline than do not. If a
school lacks a coherent system of discipline that all adults enforce, it becomes
more likely that teachers will experience
problems with student behavior.
Behavior issues in schools are not just
occasional; they are daily, hourly, and
everywhere. Some behaviors warrant
immediate office referrals or even suspension (for example, physical assault,
sexual harassment or misconduct,
possession of drugs or weapons, and
fighting). Other behaviors—defiance,
disruption, disrespect, pranking, failure
to work, name calling, incessant talking,
and so on—are usually left to the
classroom teacher.
It is the school leader’s responsibility
to ensure a consistent, schoolwide
system for preventing misbehavior,
for responding to misbehavior in the
classroom and elsewhere on school
grounds, and for removing chronically

teacher is assigned to a 10-day program in the recovery room,
called “Second Step.” Regular teachers deliver the student’s
assignments, and the recovery room teacher holds up to three
one-on-one sessions a week with the student about specific
behavior goals and struggles. To reenter the team focus level,
the student must identify the behaviors that resulted in his or
her being assigned to Second Step, review his or her life
skills, and commit to partner with the team focus teacher
successfully.

Level 7: School Within a School
This past year, we created a School Within a School program
for our most severe behavior problems—students who would
otherwise have received long-term suspensions for their
extreme misbehavior. A few exceptionally skilled teachers
who have one 45-minute period unassigned at the beginning
of the school year provide instruction in the core subjects of
math, reading, science, and social studies to a total of 16 students. These students receive nearly one-on-one attention for
their schoolwork, but the hidden curriculum consists of understanding the behavioral expectations of the school and developing the life skills they lack.

A student who fails to cooperate with his or her team focus
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disruptive students from the classroom.
After all, teachers cannot meet the
school’s academic priorities in a
chaotic, dangerous, or unproductive
environment.
School leaders who do not focus
on behavior and discipline must take
responsibility for lost instructional
time, and probably for an unsafe and
ineffective learning environment as well.
After all, the biggest myth about school
discipline may be that it just takes care
of itself. Nothing could be further from
the truth. Ask any teacher. Ask any
student.

MYTH 5:
The school code of conduct is an adequate building discipline system.
The code of conduct is not a discipline
system that fully supports the work

of teachers. It supports the work of
administrators, those in positions with
the power to assign office-level consequences. But one assistant administrator monitoring hundreds of students’
behavior will never be an effective
school discipline system. Classroom
teachers, as well as other adults who
interact with students in the building,
must be empowered to discipline
students.
An effective system enables teachers
to manage their classrooms, the
hallways, the multipurpose room, and
the school grounds—in short, wherever
they are with students—so that administrators can handle the more severe
student behaviors. One serious incident
can occupy an administrator for half the
day, particularly if a thorough investigation is needed. Teachers and staff
must be able to handle the bulk of the
daily discipline. To have the authority

to do this demanding task, teachers and
other staff must have a system that thoroughly backs them.
The School Leader’s
Responsibility
When we help our young charges
develop self-discipline through a consistent, coherent discipline system, we
show them that we care about their
lives, not just their grades or test scores.
My goal is to help all teachers provide
the same support to our students that
expert teacher-disciplinarians provide.
As administrators, we can’t manage
teachers’ classrooms—but we can
provide a system that supports teachers
in their efforts to create a safe space for
learning. EL
Laurie Boyd (laboyd@sunflower.com)
is principal of Arrowhead Middle School,
Kansas City, Kansas.

NEW SERIES for Developing Educational Leaders
School leaders communicate a vision and
set the culture of a school. They also drive
excellence in teaching and learning and
build processes for supporting continuous
improvement. Our new Leaders Developing
Leaders Series is designed to support and
develop current and aspiring administrators.
The seminars focus on key areas that affect
student achievement:
tSchool Culture
tTeaching and Learning
tContinuous Improvement

Bring this leadership
series on-site in
your district!
Call 866.399.6019 or visit
leadandlearn.com

The Leadership and Learning Center® is a registered trademark of Advanced Learning Centers, Inc.
© Houghton Mifflin Harcourt Publishing Company. All rights reserved. 07/12 MS53033
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DISCIPLINE AND DUE PROCESS
Behavior Rubric
MCCPS believes that a safe, orderly, and nurturing school environment enhances each
student’s ability to grow and learn. The Code of Conduct, which is fully described in the
foregoing section, is based on the principle that students are expected to treat each other,
their teachers, staff members, all volunteers and guests with kindness and respect at all
times. Students should follow Rule 230, which asks them to consider “If everyone was
doing what I am doing right now, would that be okay?” This simple question has served
as an effective filter for students when evaluating the appropriateness of their actions.
This section describes the consequences that students may incur for behaviors that are not
consistent with the MCCPS Code of Conduct. As earlier stated, in all cases of student
misconduct for which suspension may be imposed, the Head of School or designee will
exercise discretion in deciding the consequence for the offense; consider ways to
reengage the student in learning; and avoid using longterm  suspension as a
consequence until alternatives have been tried. The Head of School or designee reserves
the right to amend or adjust any consequences based upon the specific circumstances,
frequency of a behavior, among others. Additional or alternate consequences may also be
applied. as deemed appropriate.
MCCPS reserves the right to amend, at any time, the Code of Conduct and Behavior
Rubric heretofore outlined.
Behavior
1st Time
Behavior Referral

2nd Time
Behavior Referral;
Work Service

Dress
Code

Behavior Referral

Behavior Referral;
Work Service

Use or
Possession
of a
Nuisance
Item

Behavior Referral;
Item put away

Behavior Referral;
Item confiscated
(returned to student at
end of day); Apology
letter to teacher

Chewing
Gum
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Consequences
3rd (or more)
Behavior Referral;
Work Service;
After school detention
Behavior Referral;
Work Service;
After school detention
Behavior Referral;
Item confiscated
(returned to parent);
Apology letter to
teacher; After school
detention

Use of an
Electronic
Device
without
Permission

Behavior Referral;
Item put away

Behavior Referral;
Item confiscated
(returned to student at
end of day);
After school detention

Behavior Referral;
Item confiscated
(returned to parent);
Suspension

Failure to
Follow
Instructions

Behavior Referral;

Behavior Referral;
After school detention

Behavior Referral;
Suspension

Disrupting
Class

Behavior Referral

Behavior Referral;
After school detention

Behavior Referral;
Suspension

Disrespect 
statements,
gestures,
actions
(including
swearing)

Behavior Referral;
Apology letter

Behavior Referral;
Apology letter;
Work service

Behavior Referral;
Suspension

Plagiarism,
Cheating,
Lying,
Forgery

Behavior Referral;
Apology letter;
Completion of
assigned and/or
alternate task

Behavior Referral;
Apology letter;
After school detention;
Completion of assigned
and/or alternate task

Behavior Referral;
Apology letter;
Completion of assigned
and/or alternate task

“Hands Off”
(touching,
physical
contact)

Behavior Referral

Behavior Referral;
After school detention

Behavior Referral;
Suspension

Destruction
of Property
or Stealing

Behavior Referral;
Item replaced or
restitution made;
After school
detention/work
service;
Possible Police
Notification
Behavior Referral;
Loss of computer
privileges**

Behavior Referral;
Item replaced or
restitution made;
After school
detention/work service;
Possible Police
Notification

Behavior Referral;
Item replaced or
restitution made;
Suspension;
Possible Police
Notification

Behavior Referral
Loss of computer
privileges**; After
school detention/ work
service

Behavior Referral
Loss of computer
privileges**; Suspension

(student,
staff,
and/or
school
property)
Inappropriat
e Use of
Technology
 includes
personal and
school
computers
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Bullying –
per the
definition
in Mass
General
Law
(including
but not
limited to,
cyberbullyi
ng &
rumor
spreading)
Sexual
Harassment

Fighting or
Instigating a
Fight

Violence
or Threat
of
Violence

Possession
of Banned
or Illegal
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Behavior Referral
Parent notification
Consequences may
include:
Meeting(s) w/
Guidance Counselor
Suspension
Exclusion Hearing
Police Notification
/Involvement

Behavior Referral;
Parents of involved
students notified;
Meeting(s) w/
Guidance
Counselor;
Suspension*;
Exclusion Hearing;
Police Notification/
Involvement
Behavior Referral;
Suspension*;
Meeting w/
Guidance
Counselor;
Exclusion Hearing;
Police
Notification/Involve
ment
Behavior Referral;
Parents of involved
students notified;
Meeting(s) w/
Guidance
Counselor;
Suspension*;
Exclusion Hearing;
Police Notification
/Involvement
Behavior Referral;

Behavior Referral
Parents notification
Conference w/student,
parent, and
administration
Consequences may
include:
Meeting(s) w/ Guidance
Counselor
Suspension
Exclusion Hearing
Police Notification
/Involvement
Behavior Referral;
Parents notification;
Conference w/student,
parent, and Head of
School or designee;
Suspension*; Meeting(s)
w/ Guidance Counselor;
Exclusion Hearing;
Police
Notification/Involvement
Behavior Referral;
Suspension*;
Meeting(s) w/ Guidance
Counselor; Exclusion
Hearing; Police
Notification
/Involvement

Behavior Referral
Parent notification
Conference w/student,
parent, and
administration
Suspension
Consequences may
include:
Meeting(s) w/ Guidance
Counselor
Exclusion Hearing
Police Notification
/Involvement
Behavior Referral;
Parents notification
;Meeting(s) w/ Guidance
Counselor; Exclusion
Hearing; Police
Notification/
Involvement

Behavior Referral;
Parents of involved
students notified;
Conference w/ student;
parent & administration;
Meeting(s) w/ Guidance
Counselor; Suspension*;
Exclusion Hearing;
Police Notification/
Involvement

Behavior Referral;
Parents of involved
students notified;
Suspension*; Meeting(s)
w/ Guidance Counselor;
Exclusion Hearing;
Police Notification
/Involvement

Behavior Referral;
Suspension*;
Meeting(s) w/ Guidance
Counselor; Exclusion
Hearing; Police
Notification/
Involvement

Notification of
involved student(s);
(including,
Meeting(s) w/
but not
Guidance
limited to,
Counselor;
weapons,
Suspension*;
drugs, drug
Exclusion Hearing
paraphernalia,
alcohol,
Police Notification
cigarettes)
/Involvement
*Duration of suspension will be determined by administration
** Duration of loss of computer privilege will be determined by administration
Item or
Substance

Disciplinary Removals: Notice of Rights Under G.L. c. 71 §37H½
MCCPS will enforce school rules and policies on students in connection with conduct
occurring in school, on school grounds, before and after school hours and off school
grounds, including while traveling to and from school and during offsite
schoolsponsored, schoolrelated and extracurricular activities.
In every case of student misconduct for which suspension may be imposed, the Assistant
Head of School or designee will exercise discretion in deciding the consequence for the
offense; consider ways to reengage the student in learning; and avoid using longterm
suspension as a consequence until alternatives have been tried. A suspension under
§37H¾ may not exceed ninety (90) school days in a school year, and may not extend
beyond the end of the school year in which the suspension is imposed.
InSchool Suspension
The Assistant Head of School or designee may use inschool suspension as an alternative
to shortterm suspension for disciplinary offenses.
The Assistant Head of School or designee is required to inform the student of the
disciplinary offense charged and the basis for the charge, and provide the student an
opportunity to dispute the charges and explain the circumstances surrounding the alleged
incident. If the Assistant Head of School or designee determines that the student
committed the disciplinary offense, the Assistant Head of School or designee must
inform the student of the length of the student's inschool suspension, which shall not
exceed ten (10) days, cumulatively or consecutively, in a school year.
On the same day that the Assistant Head of School or designee decides to impose an
inschool suspension, the Assistant Head of School or designee must make reasonable
efforts to verbally notify the parent of the disciplinary offense, the reasons for concluding
that the student committed the infraction, and the length of the inschool suspension.
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MAP Meetings
Purpose - to empower the children by fostering self-determination
At MCCPS, we know that children are capable of demonstrating considerable self-awareness, and we believe that
when they are given an opportunity to discuss themselves thoughtfully, that they can describe their strengths,
their challenges, and their aspirations. Over the years, we have witnessed students acknowledge when a task or
content area is too easy, and we have observed them recognize the aspects of school that cause them to falter.
The students can certainly describe what they hope to be, dream of becoming, or wish to accomplish. Too often,
however, the adults in a child’s life will discourage self-assessment by sugar-coating situations, placing blaming
on others, or emphasizing effort over accomplishment. The MCCPS My Achievement Plan creates an opportunity
for students to focus on what is important to them and to be supported in their efforts to achieve a meaningful
goal. It is expected that each child, with his/her parent(s) and teacher, will establish ONE goal to be pursued.
The goal must be something that can be supported by a teacher at school, and it must be intellectual, artistic,
social, emotional, or physical in nature.

MAP Goal Template (File>Make a Copy)
Naming Convention: Nina Cullen-Hazmeh, Public Speaking, 15-16
The MAP is an individual learning plan that is developed collaboratively by the student, teacher, and parent/guardian to empower
each child to identify and work toward achieving a learning goal that is important to him/her. During the MAP meeting, a goal will
be selected and objectives will be defined.
The goal:
should be driven by the child's interest(s)
must be something that the school and the home can support
progress can be demonstrated/proven with evidence
should be achievable within the school year
The objectives should define how each member of the team will help the child accomplish the goal:
What will the teacher do to help the child accomplish the goal?
How will the parent support the child in the pursuit of the goal?
What must the child do in order to achieve the goal?

Creating Smart Goals
S

Specific

M Measurable (can track progress & provide evidence of completion)
A

Attainable (given ability & scope) & Agreed Upon (student wants it)

R

Realistic (can be supported by school & home)

T Timely (important right now), Tractable(manageable) & Time-based
(can be accomplished within 9 months)
Strategies for Achieving SMART Goals:
Write goals that are specific, measureable, achievable, realistic & timely.
1. Make the goal as specific as possible and express it in positive terms.
2. Determine how you will evaluate progress towards your goal. Be sure the goal is measurable and that you can actually
support the student in his or her efforts
towards achieving the goal.
3. Be sure the goal is achievable. Do you have the resources necessary to assist the student in achieving the goal?
4. Realistic goals are achievable. Unrealistic goals are just dreams.
5. The due date for goals to be achieved is on or before the June 2011 MAPS meetings. Create action steps (objectives)
for each participant that will support the
student in achieving his/her goal.
6. Share student goals with your teammates.
7. Assemble what you need to meet your objective for the students’ goals.
8. Reward students who accomplish their goals.
Other reminders:
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Give your schedule to your team and Pam Haley. Inclusion teachers should try to meet with children on Ed Plans so their
plan may dovetail MAP goals.
The teacher describing what he/she can do to support the goal first is very helpful, inspires the parent and kid help the kid

and parent to be specific about what each will do to help achieve the goal should be a student goal, so work toward buy-in;
kids are very good at articulating their areas of strength and where they are challenged doing a pre-meeting activity that
helps kids think about the goals/objectives is very helpful.
Don’t agree to do anything that isn’t good practice.
Advisory teachers work with teammates to identify students who might need particular goals, and develop goals outside
your content area
Goals should be aligned with MCCPS Mission: intellectual, artistic, social, emotional, or physical
The MAP meeting is not a traditional “parent meeting” - stick to the purpose of the meeting
Watch the clock so you stay on time.
Integrated arts teachers will be invited to meetings for students who desire an IA goal. They will attend whenever possible.
Advisors may revised/adjust objects during the initial meetings.
A new goal should be established each year. An old goal may be revised, extended.
One goal per student. When this is accomplished, the achievement will be celebrated, and a new goal may be established.

Sample Goals and Objectives
MAP Goal Sample Science

Marblehead Community Charter Public School
17 Lime Street Marblehead, MA 01945
Tel: 781-631-0777 Fax: 781-631-0500
Web: marbleheadcharter.org

My Achievement Plan 2014-2015
Name
Student Name

Grade
6th

Date
10/8/14

Student Goal: STEM; Wind Generator
● Student will research, design, and build a wind generator. Student will
capture the steps of the project to showcase the experience. (Possibly in
similar fashion as to those seen at instructables.com) Student’s project will
be displayed at Exhibition III.

What evidence will demonstrate that this goal has been achieved satisfactorily?
The following items will be presented as evidence;
● Calendar of Due dates for review
Collection of research/ Journal of progress
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Chapter 1

What Is Service Learning?
Simply put, service learning connects school-based
curriculum with the inherent caring and concern
young people have for their world—whether on their
school campus, at a local food bank, or in a distant
rain forest. The results are memorable, lifelong lessons
for students and foster a stronger society for us all.
This is what service learning can look like:
• A teacher reads Before You Were Mine aloud to
her first graders to prepare for a field trip to the
local animal humane society. The trip is a central
part of their studies about “our community.” After
discussing the need to care for pets responsibly, the
first graders decide to write and illustrate a booklet
called “Taking Care of Your Pet” to hand out to
students at their school and a nearby preschool.
• On a visit to a local elementary school, high school
students demonstrate garden tool safety and soil
preparation as they act out The Ugly Vegetables for
second graders. During the next visit, the older
and younger students work together to plant
vegetables in a community garden, using math
skills to measure and place the seeds appropriately.
Follow-up visits include tending the garden and
reading How Groundhog’s Garden Grew. The
students collaboratively design and paint a garden
mural to keep the plants “blooming” year-round.
The harvested food is gratefully received by a local
food pantry.
• Before students from a middle school English class
tutor first through third graders in literacy skills,
they read Thank You, Mr. Falker. Using the book
as a springboard, the class discusses the feelings
young children may have when they don’t read
as well as their peers. The students write personal
stories in their journals before and following
tutoring sessions.
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• In a civics class, students read The Curse of Akkad:
Climate Upheavals That Rocked Human History as
they develop a proposal for their school district
to reduce the carbon footprint and save much
needed dollars. They discuss how populations

across the globe are being displaced, the
interconnection of our societies, and how being
informed creates opportunity for constructive
social change. Their resulting proposal to the
school board is accepted.
• As part of a school-wide program to eliminate
bullying and name-calling, all elementary classes
read Toestomper and the Caterpillars, The Bully
Blockers Club, or The Misfits. After various learning
activities, students develop peacemaking strategies
to create a safe school environment for everyone as
part of National No Name-Calling Week.
• A teen youth group decides to learn ballroom
dancing and recruits several experienced dancers,
men and women who attend a nearby senior
activity center. After mastering the basics of the fox
trot, waltz, and east coast swing, the young dancers
meet with the senior center staff and discuss ways
to show their appreciation and gratitude for the
lessons. The group plan and host a “Senior Senior
Prom” attended by over sixty dancing seniors.
NOTE: Annotated descriptions of all books listed
can be found in subsequent theme chapters.
This chapter is designed to give you an overview
of service learning from common terms to the criteria
that ensure success. An FAQ section will answer key
questions to help you get started. You’ll be introduced
to the process that constitutes the foundation of all
service learning activities and how you can maximize
student success. You may find that questions in this
chapter and their answers help you reflect on what
service learning means to you and what forms it can
take for the young people you work with. For example,
you may find yourself considering the meaning of
community and how it will need to be defined to best
serve your ideas. Or you might think about what forms
of service will be most appealing or effective in your
classroom. Of all of these questions, perhaps the most
fundamental is: “What exactly is service learning?”

From The Complete Guide to Service Learning: Proven, Practical Ways to Engage Students in Civic Responsibility, Academic Curriculum, & Social
Action (Revised & Updated Second Edition) by Cathryn Berger Kaye, M.A., copyright © 2010. Used with permission from Free Spirit Publishing Inc.,
Minneapolis, MN; 800-735-7323; www.freespirit.com. All rights reserved.

Chapter 1: What Is Service Learning?

A Definition of
Service Learning
Service learning can be defined in part by what it does
for your students. When service learning is used in a
structured way that connects classroom content, literature, and skills to community needs, students will:
• apply academic, social, and personal skills to
improve the community.
• make decisions that have real, not
hypothetical, results.
• grow as individuals, gain respect for peers, and
increase civic participation.
• experience success no matter what their
ability level.
• gain a deeper understanding of themselves, their
community, and society.
• develop as leaders who take initiative, solve
problems, work as a team, and demonstrate their
abilities while and through helping others.
These important and documented academic and
social results have helped validate service learning as
a valuable, respected, and widely recognized teaching
method. They may be why you’re using service learning already or looking for ways to introduce it into
your classroom, program, or youth group.
Wherever you plan on using service learning, you’re
going to need a solid definition to guide you in your
specific situation. Rather than starting from scratch to
create your own definition, you may want or need to
tailor a general definition of service learning to reflect
the specific needs of your students, curriculum, and
community. While the essential structure and process
of service learning stays the same, the resulting activities
take a great variety of forms. In a school context and
in other learning situations, service learning can be
defined as a research-based teaching method where
guided or classroom learning is applied through
action that addresses an authentic community need in
a process that allows for youth initiative and provides
structured time for reflection on the service experience and demonstration of acquired skills and knowledge. This definition also works in nontraditional, less
formal educational environments such as after-school
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programs and youth groups. In these settings, staff find
meaningful opportunities to infuse the experience of
helping in the community with an acknowledgment of
what is also being learned.

Before You Start:
Frequently Asked Questions
Defining service learning is only the beginning and
often leads to other important questions that need
to be answered before you can start using or refining
service learning. These are some common questions
that are asked during my workshops.
Q: How is service learning different from community
service or volunteer work?
Service learning differs from other forms of community service or volunteer work because the education
of students and young people is always at its core.
Students actively participate in the process of understanding, integrating, and applying knowledge from
various subject areas as they work to improve their
communities. The question “Why am I learning this?”
disappears as students help older people, register voters, or work to restore a fragile ecosystem and see what
they’ve learned in action.
Q: Can service learning be used with everyone?
Or is it only for older kids? Or gifted kids?
Service learning works with kindergartners and college
students as well as every grade in between. Students of
all ages and most ability levels can participate successfully, and almost every subject or skill can be enhanced
through the practice of service learning. Because
service learning can be applied to almost every subject area, this naturally encourages cross-curricular
integration, which can help students grow, retain
what they have learned, and improve in several areas
simultaneously.
Q: How can I interest my students in service learning?
An important aspect of service learning is student participation in the entire process, beginning with identifying the need, researching the underlying issue, and
contributing to plans. When students have a voice in
choosing and designing a service experience, they are
intrinsically more vested emotionally and intellectually. Since the process of service learning often utilizes
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student strengths and talents that may be less apparent
in day-to-day lessons, service learning can motivate
students to impressive accomplishments both in and
out of the classroom. From primary grades through
high school, teachers use this method to do more than
meet educational needs and fulfill academic standards.
Service learning infuses relevance, purpose, and meaning into whatever content is being taught. Students
experience enthusiasm for learning as they build on
personal and collective skills and talents, while applying their abilities to the common good.
Real learning gets to the heart of what it means
to be human. Through learning we re-create
ourselves. Through learning we become able
to do something we never were able to do.
Through learning we re-perceive the world and
our relationship to it. Through learning we extend
our capacity to create, to be part of the generative
process of life. There is within each of us a deep
hunger for this type of learning.
—Peter M. Senge, educator and author

Q: Does service learning mean more work for me?
Initially, as you’re learning to use service learning as a
teaching method and finding ways to integrate more
engaging and youth-driven ideas into your curriculum, you may find that it takes more time than a typical lesson. However, teachers agree that as they become
more adept and confident with the practice, curricular
connections and possibilities for worthwhile experiences and community partnerships appear much
more easily. More than likely, you’ll also find your own
levels of engagement and enthusiasm reflect that of
the young people you work with and guide through
service learning. The academic results and accomplishments in the community well reward the effort
for everyone involved.
Q: Service learning means reaching out to the community. What is community? How do I define it?
Any discussion of service learning is going to include
many references to community. Service learning helps
students build and improve community, yet sometimes
the who or what of community is unclear. Community
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can have different meanings in service learning that are
influenced by geography, culture, situation, and need,
so its definition often depends on the nature of the
service learning activity or who’s doing the defining.
For some schools, service learning activities may be
working toward improving interpersonal relationships
or safety on the school campus, establishing crossage tutoring programs, or beautifying the grounds.
Community in this case may be defined as the school
campus and population, which includes the immediate surrounding area, parents, and any outside agencies assisting with the issues being addressed.
Other schools extend their communities geographically and socially to include the surrounding
neighborhood, city, or region. Some communities are
international in nature, even if students never leave
the school grounds. Examples of off-site locations for
service learning include: a local watershed to help with
plant restoration, a refugee center where students assist
with child care during adult English language classes,
or a radio station where students record public service
announcements. In these situations, community usually includes agency partners.
Whatever is included in your definition of community, students engaging in service learning will come
to know that community develops and builds through
interaction, reciprocal relationships, and knowledge of
people, places, organizations, governments, and systems. Through service learning, the often elusive idea
of “community” takes shape and has a more tangible
meaning for all involved. Recognizing and becoming
active in a community builds a true foundation for
civic responsibility that lasts well beyond school years.
Q: I understand what service learning means, but
what does service mean?
In the context of service learning, “service” is the
implementation of a plan, designed or influenced by
students, that combines classroom learning with meeting an authentic community need. In some cases, the
need is apparent and even urgent—for example, when
elementary students rescue duck eggs from a rice field
just prior to harvest. In other cases, the students may
be supplementing or supporting a larger community
effort—for example, by taking dictation of letters for
elders in a residential facility or mapping an emergency
evacuation route for a rural area. In all cases, service is

From The Complete Guide to Service Learning: Proven, Practical Ways to Engage Students in Civic Responsibility, Academic Curriculum, & Social
Action (Revised & Updated Second Edition) by Cathryn Berger Kaye, M.A., copyright © 2010. Used with permission from Free Spirit Publishing Inc.,
Minneapolis, MN; 800-735-7323; www.freespirit.com. All rights reserved.

Chapter 1: What Is Service Learning?
meant to evoke the spirit of caring in those involved
as well as provide a constructive context for their
knowledge.
Q: Are there different kinds or categories of service?
Service can take many forms. Usually, though, the
“service” in service learning can be classified as direct
service, indirect service, advocacy, or research.
• Direct Service: Students’ service directly affects
and involves the recipients. The interactions
are person-to-person and face-to-face, such
as tutoring younger children or working with
refugees. Students engaged in direct service learn
about caring for others who are different in age
or experience, develop problem-solving skills
by following a sequence from beginning to end,
and see the “big picture” of a social justice issue.
Interacting with animals is also included in direct
service, as is on-site environmental work, such
as restoring a wetland area or constructing park
benches.
• Indirect Service: With indirect activities students
do not see the recipients, however, their actions
benefit the community or environment as a whole.
Examples can include stocking a food pantry,
donating picture books to a preschool literacy
program, collecting clothing for families living in
a shelter, or creating a newsletter for a retirement
community. Students engaging in indirect service
learn about cooperation, working as a team, taking
on different roles, organizing, and prioritizing.
They also gain specific skills and knowledge that
relate to academic content reinforced through
application.
• Advocacy: The intent of advocacy is to create
awareness of or promote action on an issue of
public interest. Central to the word is voc, which
is Latin for voice. Through advocacy students
provide a voice for an issue, particularly when
members of a population may not be able to speak
for themselves. Related activities include writing
letters, sponsoring a town meeting, performing
a play, public speaking. Student advocates learn
about perseverance and understanding rules,
systems, and processes. They also experience civic
engagement and working with adults.
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• Research: Research activities involve students
finding, gathering, and reporting on information
in the public interest. For example, students
may develop surveys or conduct formal studies,
evaluations, experiments, or interviews. They
may test water or soil, check the speed of cars
passing by their school, or conduct environmental
surveys. The students in the Introduction who
surveyed local elms for Dutch elm disease
are a good example of this kind of service. By
participating in research-based service learning,
students learn how to gather information,
make discriminating judgments, and work
systematically. This leads to enhanced skills in
organization, assessment, and evaluation.

We need your service, right now, at this moment
in history. I’m not going to tell you what your
role should be; that’s for you to discover. But I am
asking you to stand up and play your part. I am
asking you to help change history’s course.
—President Barack Obama, upon signing the
Edward M. Kennedy Serve America Act, 2009

Q: Is one type of service learning better
than another?
Each of the service categories offers unique benefits to
the community and to the students. When the underlying causes and effects of an issue are investigated and
understood, all types of service can provoke questions
that continue to engage students in study and learning. Students involved in service continually apply and
develop their knowledge in ways that meet and enrich
the academic curriculum.
That said, a caution is worth noting related to indirect
service. If students who have the ability to experience all
four forms of service only have indirect opportunities, a
subtle message may be communicated: that we can keep
issues and problems distant or at arm’s length. Research
confirms, particularly with high school students, that
direct service and advocacy have the greatest longterm impact on knowledge gained and personal value
recognized. Also, younger children are developmentally
prone to learning best with concrete involvement.
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Q: What do I do if I’ve been assigned to coordinate
service learning for my grade/school/organization?
Celebrate! Having a coordinator is advantageous in
many ways, particularly since this person (you) can
lead the faculty or staff in becoming better informed
about service learning through professional development opportunities. You can keep service learning
prominent in the minds of administrators and teachers. A coordinator usually provides encouragement,
resources, and collegial conversations that support the
ongoing efforts of teachers, both new to and experienced with service learning.
This book can be your guidebook in this endeavor.
It is designed with numerous activities that can be
used to teach the service learning pedagogy in short
and long interactive presentations. The questions
and responses can be a starting point for ongoing
conversations. The blueprint and forms in chapter 2
and chapter 3 provide tools so teachers can more easily
concentrate on student engagement, and the process
of service learning and youth leadership—the heart
of service learning—can be developed. Curricular
maps, service learning scenarios, and annotated bibliographies within the thematic chapters all give you,
the coordinator, what you need at your fingertips. Part
Three, has numerous ideas and suggestions for coordinators (page 238). Additionally, a Resource section
offers additional ways to connect with and participate
in the growing international service learning community (page 257).
Q: Does service learning develop youth leadership?
Absolutely. A well-designed service learning experience affords ample opportunities for students to
consider their own ideas and those of others, think
critically about what occurs, anticipate possible outcomes, adjust plans, articulate their intentions in both
written and verbal forms, and assess the outcomes of
their endeavors—all essential leadership skills. Every
form of communication is enhanced in the process:
listening, speaking, writing, and calculating, as well
as using symbolism, body language, and interpretation. Through a series of service learning experiences,
the transferable nature of this skill development
becomes apparent, and students accumulate expertise.
Leadership competencies surface, as well as areas for
further improvement and strengthening. At all times,
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it is the role of the teacher or adult facilitator to note
the areas where students need to develop, and to
provide that development. Do students need to learn
interviewing skills? Are students prepared to analyze
a survey that they are soon to complete? Who in the
community can assist youth to prepare a press release
or to contact a school board representative or legislator? Service learning is truly leadership in action.
Q: Does involvement in service learning help
students stay in school?
Research confirms that when asked, a majority of students identified as “dropouts” stated that they would
have stayed in school if their classes included the
process of service learning or pedagogies like service
learning. This makes sense. As students experience the
relevance of the learning process, take on roles and
responsibilities that contribute to successful collective
outcomes, and are depended upon by others, they tend
to want to participate. They stay engaged and involved
in learning. When the process is further enhanced by
students’ ability to use their inherent and developing
skills and talents, the formula for success is strengthened. Service learning fosters engaging teaching practices, and engagement is how students learn best.

A survey in the 2006 study The Silent Epidemic:
Perspectives of High School Dropouts revealed that 81
percent of respondents said that “if schools provided
opportunities for real-world learning . . . it would have
improved my chances of graduating from high school.”

Truly engaged learning utilizes analytical thinking,
creative thinking, and practical thinking. In his article,
“What Is an ‘Expert Student’?”,* psychologist Robert
Sternberg describes these three components to achieving “successful intelligence”: analytical thinking, creative thinking, and practical thinking. Consider how
much class time focuses on analytical thinking alone.
Adding the creative thinking component draws upon
students’ talents and skills, while expanding their base
* R. J. Sternberg, “What Is an ‘Expert Student’?” Educational Researcher Vol. 32,
No. 8 (2003): 5–9.
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of knowledge. Creativity broadens analytical skills by
adding new perspectives and “out of the box” cognitive processes. Practical thinking answers the question,
“Why am I learning this?”, which illuminates purpose.
Practical thinking is also the key to integrating the
analytical and the creative, spurring the learner to
apply his or her knowledge in fresh or new ways.
A pitcher cries for water to carry
And a person for work that is real.
—Marge Piercy, from To Be of Use

Sternberg continues that we can elevate the intent
of education by teaching children “not only to think
well, but also wisely.” Can we move students toward
wisdom? As defined by Sternberg, “Wisdom, the opposite of foolishness, is the use of successful intelligence
and experience toward the attainment of a common
good.” What a great encapsulation of what service
learning can be!
Q: Can service learning inform students of possible
careers?
Students can learn about countless careers through
service learning, which adds an exciting dimension
for our young people that could otherwise be missed.
Most service learning experiences introduce students
to community members from varied backgrounds
who work in government, business, and nonprofit
agencies. Here are some examples: A news reporter
meets with students as they prepare to work in a food
pantry and explains how the press covers the issue
of homelessness. Students who provide tutoring for
children with special needs are introduced to careers
in speech and art therapy. While building a home
with Habitat for Humanity, students work alongside
skilled professionals installing plumbing and electricity. Every service learning experience can also connect
students with government agencies and expose a range
of opportunities for public service, including working with an environmental or agricultural agency or
developing policy that protects our aging community.
I’ve had the great fortune to assist kids in developing leadership skills and exploring career goals
through service learning experiences. As one high
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school participant approached graduation, I asked
what he planned to study in college. James responded,
“Business.” I admit I felt a twinge of disappointment,
because I believed he could make such a meaningful
contribution to the world of social services. Then he
enlightened me by adding, “What’s really great is that
I’ve seen directly how many nonprofit organizations
lack the ability to create good business plans. As a professional I will be able to contribute my time and help
them.” What a pursuit! We need service-minded youth
approaching every profession to continue contributing their breadth of skills and knowledge to our communities. Service learning connects students with a
future rich in meaningful work and civic involvement.

What Makes Service
Learning Successful?
To maximize the value and benefits of the service learning process, understanding the K–12 Service-Learning
Standards for Quality Practice makes all the difference.
Any outstanding recipe calls for the finest ingredients.
As you feed and nurture the service learning process
with these standards, students are better able to reap
the rewards of the experience. Is each standard always a
part of a service learning design? Ideally, yes. Research
has verified that when all of these elements are present as the base criteria for service learning, the likelihood for significant impact on the students is greater.*
However, service learning is a process, and every activity and experience is unique. So depending on the
particular design and what approach you take, some of
these standards may be more evident than others. Still,
the more familiar you, your students, and your community partners become with service learning strategies, the more likely that all of these standards will be
seamlessly integrated into the process. Keep in mind
that the responsibility for infusing these standards
in an activity rests primarily on the teachers or other
adults, while students focus on progressing through
the stages of service learning.

* S. H. Billig. “Does Quality Really Matter? Testing the New K–12 Service-Learning
Standards for Quality Practice.” In B. E. Moely, S. H. Billig, and B. A. Holland
(Eds.), Advances in Service-Learning: Vol. 9. Creating Our Identities in ServiceLearning and Community Engagement (pp. 131–157). Charlotte, NC: Information
Age, 2009.
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K–12 Service-Learning Standards for
Quality Practice*
What are the elements that ensure a successful service
learning experience? (See form on page 47.)
1. Meaningful Service. Service learning actively
engages students in significant and personally relevant service activities. Students identify, investigate,
learn about, and articulate a genuine, recognized
community need. This need is often verified through
the media, surveys, observation, or interviews with
informed community partners. With well thought-out
plans, students can see their actions having verifiable
consequences as they learn and apply academic skills
and knowledge. When a service experience has meaning and students see the purpose, engagement and
action are sure to follow.
2. Link to Curriculum. When service learning is
employed as a teaching method to meet designated
content and skills, academics come alive. Knowledge is
applied with transparency, allowing students to make
explicit connections between subject matter and application within the context of community. This stimulates
an intrinsic desire in students to learn the content and
skills needed to be effective. While the subject matter
and social context may change, the skills learned and
practiced by students are transferable. Ideally, the learning and the service weave together and reinforce each
other, with the service informing the curriculum and
the curriculum informing the service.
3. Reflection. Through service learning, students participate in systemic processes that integrate cognitive
thinking—related to social issues and their lives—
with empathetic response. This blend of affective
and cognitive thought deepens the service learning
as students apply and transfer new understandings of
themselves, others, and the world around them. If we
want to cultivate deep thinkers—young people who
are able to personalize what they learn and see, take on
a challenge with consideration of self and others, and
recognize the need to hit the pause button on a regular basis in this fast-paced world—then reflection is
* From the K–12 Service-Learning Standards for Quality Practice, National Youth
Leadership Council, www.nylc.org.

essential. While all of the standards have importance,
“reflection” is a word oft repeated in this book. Many
examples of approaches and prompts to reflection are
included to show that it is an imperative in all education methods today.
4. Diversity. Imagine all the possible ways service
learning can expose young people to the concept of
diversity. Whether it involves interfacing with a community partner, an elder in a retirement community, a
veteran just returning from war, a recent immigrant,
or a government official, participation in service learning provides exposure to a range of backgrounds, perspectives, and ways of thinking and solving problems.
Rather than examine the human condition from a textbook, students learn the way they learn best: through
experience, which replaces stereotypes with accurate
information, opens the mind, and creates memorable
events. The term diversity takes on a deeper meaning
and relevance. Social and cultural boundaries lessen as
relationships resonate with mutual respect.
5. Youth Voice. Young people need ample opportunities to express their ideas and opinions, and to
make constructive choices and see the results. Service
learning enables students to take initiative, make decisions, interact with community representatives, learn
about the role of government in social issues, develop
critical-thinking skills, put their ideas into action, and
assess and evaluate what happened. Students meet
significant age-appropriate challenges with tasks that
require thinking, initiative, problem solving, and
responsibility in an environment safe enough for
them to make mistakes and to succeed. Responsibility
means being “response-able,” or “able to respond” to
local and global issues that matter; responsibility is
what develops an active populace. When young people
recognize their vital role in improving society, working for social justice, and caring for the environment,
then they truly understand the concept of democracy.
These abilities, when strengthened through repeated
service learning experiences, amount to youth leadership. Students recognize how participation and the
ability to respond to authentic needs improves the
quality of life in the community, which may lead to a
lifelong ethic of service and civic participation.
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6. Partnerships. Students participate in the development of partnerships and share responsibility with
community members, parents, and other students, as
well as with people from organizations, business, and
government. These relationships give students opportunities to interact with people of diverse backgrounds
in diverse settings. Through these dynamics, students
and community members learn about each other and
gain mutual respect, understanding, and appreciation.
There is an exchange of information, ideas, and skills
among all participants in the service learning experience. Reciprocity exists when each person sees the
other as having something to share, when roles and
responsibilities stay clarified, and when a shared vision
moves the group forward.

Service learning is about moving forward with purpose, while allowing for flexibility, inevitable detours,
and unexpected occurrences that are inherent to “real
world” participation.

7. Progress Monitoring. “Did our service learning
matter? Did we make a difference?” Even the best
service learning intentions can fall flat or require a
makeover. Since the service learning experience typically takes place in a youth group or classroom, which
are laboratories for learning and efficacy, if something
goes awry benefits may still occur. For example, students can learn about the need for perseverance, or
find a better strategy to turn a good idea into a city
policy. And of course some service learning outcomes
appear to be stellar; in fact, everyone may agree. In
both circumstances, how are the students to know
for certain this outcome? With progress monitoring,
students set a baseline of what the status quo is when
they begin the process and learn the skill of comparing this with the results. Along the way they observe,
report, and calculate to have a sense of where they
are headed, allowing for modifications even while in
process. When community partners are also engaged
in progress monitoring, students can improve their
methods as they capture the voices of community.

The Process of Service
Learning: The Big Picture

8. Duration and Intensity. How long should the service learning process last? As long as necessary for a
quality experience. A sufficient duration allows the
participants to move through the Five Stages of Service
Learning—investigation, preparation and planning,
action, reflection, and demonstration—with ample
time to authenticate and address identified community
needs and achieve learning outcomes. The emphasis is
on process rather than aiming for a premeditated goal.

Together these constitute a process that is key to
students’ effectiveness and critical to their learning
transferable skills and content. Even though each
stage is examined separately, keep in mind that they’re
linked together and often experienced simultaneously.
Visualize how overlays are used in an anatomy book
to reveal what is occurring in the human body system
by system. Each stage of service learning in action is
like one of these overlays, revealing one part of an
interdependent whole. As you read on, you will find

No one is born a good citizen; no nation is born
a democracy. Rather, both are processes that
continue to evolve over a lifetime. Young people
must be included from birth. A society that cuts
itself off from its youth severs its lifeline.
—Kofi Annan, Former Secretary-General,
United Nations

At this point, you’ve thought about what service
learning means, how you may choose to define community, what forms of service might work best for
your students, and the standards or ingredients that
lead toward impactful experiences. Now it’s time to
look at the actual process, the sequence the students
follow. It is the basis of every service learning activity.
If we are keeping in mind that the standards are the
ingredients, these Five Stages of Service Learning are
the recipe. The essential and interdependent five stages
of successful service learning are:
• Investigation
• Preparation and Planning
• Action
• Reflection
• Demonstration
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elaboration of each of these stages along with reproducible documents to use with your students as they
progress from ideas to accomplishment.

Investigation
Nothing has such power to broaden
the mind as the ability to investigate
systematically and truly all that comes
under thy observation in life.
—Marcus Aurelius, Roman Emperor

All service learning begins with investigation: 1) investigation of the resources within the student population,
called a “Personal Inventory,” and 2) investigation of the
community need. A personal investigation is of great
value, during which students interview each other to
identify and consolidate an inventory of each person’s
interests, skills, and talents. This list, often kept in a
visible location in the classroom, is then referenced,
employed, and developed while going through all
service learning stages. Next, young people identify a
community need of interest and begin their research to
authenticate this need. During this process, often called
“social analysis,” they assess the need by designing a
survey, conducting interviews, using varied media such
as books and the Internet, and drawing from personal
experience and observation. Students then document
the extent and nature of this need, and establish a
baseline for monitoring their progress in meeting it.
Community partners are often identified in this stage.
If a community partner indentifies the need, students
still investigate to authenticate and document this need.

Preparation and Planning
I cannot predict the wind but I can have my
sail ready.
—E. F. Schumacher, author

Preparation and planning cover a wide variety of
activities, as teacher and students set the stage for
learning and social action. Having recognized their
interests, skills, and talents, and identified the need

to be addressed, students now learn more about the
topic. As this occurs, teachers and students begin to
note what skills need to be acquired or improved to
have greater effectiveness. Students explore, research,
and discuss the topic by using books and the Internet,
by interviewing experts—which exposes young people
to various careers—and often by going on field trips.
They examine primary source materials (such as a
school electrical bill if their intent is to reduce the
school’s carbon footprint). They may enact role plays
or more complex simulations (such as turning the
classroom into an Ellis Island waiting room in preparation for a focus on immigrants). In this process of
active learning and critical thinking, students grow to
understand the underlying problem as well as related
subject matter. Analysis, creativity, and practicality
lead to plans for action. Here again, the class draws
upon their personal inventory of skills, talents, and
interests to shape the service to come. Students may
also find and establish partnerships with other teachers and classrooms, local agencies, colleges or universities, or national groups that offer resources.

Action
If you need a helping hand, you will find one
at the end of your arm.
—Yiddish proverb

Action is the direct result of preparation and planning. Solid preparation enables students to confidently carry out their plan of action, applying what
they have learned to benefit the community. Perhaps
they plant flowers to beautify school grounds, collect
school supplies to send to students in a local shelter
and or to an orphanage in Africa, or create a recycling
campaign—the possibilities are limitless. Always, this
action is intended to have value, purpose, and meaning as students continue to acquire academic skills and
knowledge. These unique experiences have real consequences and offer a safe environment to learn, make
mistakes, and succeed.
The plan may be carried out over the course of an
academic year, a semester, two weeks, or a single day.
The action may move sequentially from initiation to
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completion, or students may implement the initial
stages during a semester in high school, for example,
and a new class may resume the process, adding their
own ideas. This allows for continuity, which may be
necessary to address a complex or time-consuming
need. In all cases, the duration of involvement needs
to be sufficient for depth of learning and totality of
experience. As the students put their plan in motion,
they come to recognize vividly how classroom lessons
fit into their daily lives and shape the lives of others.
During the action stage, students continue to
develop knowledge and skills. In fact, the action stage
often illuminates a piece of information or skill that is
missing, and the students eagerly work to learn what is
needed to be more effective in their community action.
Also the idea of “resources” takes shape as students
learn about and contact government and community
agencies, interact with new people in new ways, and
gain a novel perspective on their environment. Over
the course of the experience, students raise questions
that lead to a deeper understanding of the societal
context of their efforts. They witness the real results of
their actions and observe their strengths and attributes
in relation to those of others, which can give them a
new appreciation of their classmates and of people
they meet who have varied roles and responsibilities.
By taking action, young people identify themselves
as community members and stakeholders and, over
time, learn how to work within social institutions.
Transforming plans into action enables them to use
what is inherently theirs—ideas, energy, talents, skills,
knowledge, enthusiasm, and concern for others and
their natural surroundings—as they contribute to the
common good.

Reflection
To look backward for a while is to refresh
the eye, to restore it, and to render it more
fit for its prime function of looking forward.
—Margaret Fairless Barber, author

Reflection is one of the standards in service learning
as well as one of the five stages. It is a vital and ongoing process that integrates learning and experience
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with personal growth and awareness. Using reflection,
students consider how the experience, knowledge, and
skills they are acquiring relate to their own lives and
communities. The academic program is often so jampacked that it’s easy to miss the meaning behind the
details or within the experience. Reflection is a pause
button that gives students the time to explore the
impact of what they are learning and its effect on their
thoughts and future actions.
In the course of reflecting, students put cognitive,
social, and emotional aspects of experience into the
larger context of self, the community, and the world.
This helps them assess their skills, develop empathy
for others, and understand the impact of their actions
on others and on themselves. To really work, reflection
must go beyond students simply reporting or describing what they are doing or have done. When students
can compare their initial assumptions with what they
have seen and experienced in the real world, reflection
can be a transforming experience. They can ask questions and probe deeper into an issue, leading the class
to further levels of investigation and understanding.
They can use poetry or music to express a change in
feelings that occurred or their appreciation of a classmate. They can also consider what they would change
or improve about a particular activity.
While reflection in service learning is structured,
with the times and activities usually established by
the teacher, reflection also occurs spontaneously,
stimulated by a student comment or class discussion
of a newspaper article. Reflection may occur before,
during, and after implementation through the use of
different approaches and strategies. Final reflections
may include ways to gauge results that further understanding and synthesis. Community partners and others involved in this reciprocal exchange may also share
their reflections. In all cases, feedback from adults
helps students use reflection to elevate their ability
to observe, question, and apply their accumulated
knowledge to other situations. To be effective, adults
who interact with the students must model reflective
behaviors. You’ll find that soon, students can devise
their own strategies for reflection and lead each other
through the reflective process.
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Demonstration
The job of an educator is to teach students to
see the vitality in themselves.
—Joseph Campbell, author

The fifth stage of service learning is demonstration,
or what I often call “The Big Wow!” During this
stage, students make explicit what and how they have
learned and what they have accomplished through
their community involvement. They exhibit their
expertise through public presentations—displays,
performances, letters to the editor, photo displays,
podcasts, class lessons—that draw on the investigation, preparation, action, and reflection stages of their
experience. Presenting what they have learned allows
students to teach others while also identifying and
acknowledging to themselves what they have learned
and how they learned it—a critical aspect of metacognitive development. Students take charge of their own
learning as they synthesize and integrate the process
through demonstration.
What about celebration and recognition? Descriptions of service learning often list celebration as a
key part of the service learning process. Celebrating
accomplishments and good work is definitely valuable,
but demonstration is more in keeping with the intentions of service learning because students confirm
what they have learned and continue the process. It is
a significant achievement for students to demonstrate
what they’ve learned clearly and publicly, and celebration can be interwoven within the demonstration. For
example, students can invite community members to
see their new hiking trail at a nature preserve and also
plan a picnic and songfest. Celebration, when planned
with thought, can benefit service learning.
The idea is to celebrate in a spirit of shared experience and accomplishment—not to focus on “winning.” Infusing a competitive element into the service
learning puts the emphasis on an extrinsic reward.
This displaces the deep value of service learning as a
means to benefit from intrinsic motivation. Students
want and need to be taken seriously for their efforts
and action. While the emphasis should remain on

the intrinsic benefits of learning and the satisfaction
of helping to meet community needs, recognizing
student accomplishment in a public way may show
students that the school and community members
understand and appreciate their contribution. For
many students, this may be the only time their school
success is acknowledged.

An Example of Putting It All
Together: Service Learning
Meets the Canned Food Drive
So what happens when you put all of the pieces
together? A good illustration is to take an activity that
you’ve probably been involved in at some point: a
canned food drive. The average canned food drive may
be community service, but it isn’t service learning.
Typically, the way a canned food drive is run ranges
from general public-address announcements, such as
“Bring in cans of food and put them in the box by the
school office,” to a contest in which the class contributing the most cans wins a pizza party. Regardless of
the form it takes, the motivation to participate is weak
and student learning is negligible. In the end, students
are no more informed about the issues of hunger in
the community than when they began, and the cans
collected often don’t meet the needs of the receiving
agency or the community members who depend on
the food bank.
An elementary teacher, “Mr. Baker,” describes how
a student made a huge difference in one school canned
food drive by accidentally introducing the concept of
service learning to his school:
For years, the same procedure had been followed. An announcement on the loud speaker
asked students to bring in their cans and place
them in the box by the office. Being new to the
school, I was placed in charge of delivering the
boxes to a local food bank. Jamal, a student
known as a “troublemaker,” was asked to help
me cart the all too few boxes to my car. Jamal
looked inside at the assorted foods: lima beans,
pesto sauce, and water chestnuts. Jamal had
one comment, “This food stinks.” I agreed, and
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asked him, “What do you think we should do
about it?” Jamal broke into a huge smile and
told me his idea. The result? Rather than delivering the boxes, we hosted a luncheon to thank
the teachers for helping with the canned food
drive. The menu? You guessed it! And Jamal and
his friends—the “unlikely” leaders—came and
led the teachers in a much-needed conversation.
After seeing the poor selection from the food
drive offered as a meal, and with impetus from
the students, the faculty revamped the canned
food drive and considered real learning connections in every classroom. Kids began reading books on hunger, doing research about our
community, talking with a representative from
the local food bank, and creating all sorts of
persuasive written materials that got everybody
eager to participate. With ideas and leadership
from Jamal and other students, we established
our most productive and meaningful canned
food drive ever. Communication between
students and teachers improved as we talked
about what we accomplished and shared our
experiences and future plans with parents and
community partners. Unexpectedly, we found
additional ways to collaborate with the food
bank throughout the school year.
The new kind of food drive at “Mr. Baker’s” school
provided opportunities for learning and applying skills
that resulted in significant benefits to the community.
During a follow-up discussion, teachers noted that a
new group of students had emerged as leaders and that
a partnership had been established with a community
organization. Student interest in community matters
generated classroom conversations about additional
local needs and ways in which students could plan and
participate. The process of service learning became
clear through experience.
What follow are more examples of real-life activities used in effective and meaningful canned food
drives. While grade levels are noted, much of the
material studied, the resources used, and the actual
methods employed are relevant or easily adapted for
many grade levels.
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First Graders and Uncle Willie
While studying “community,” first graders read Uncle
Willie and the Soup Kitchen to identify the many ways
people participate in meaningful service. The class
takes a field trip and assembles sack lunches for a local
agency that delivers meals to people in need. Back at
school, the students plan a drive to collect food that
will help this agency prepare balanced, healthy meals.
With assistance from their fourth-grade buddies,
they make posters and flyers, which are given to each
class; sort collected food into categories, keeping track
of quantities on a large graph; and check cans for
expired dates and damage. Together, they write reflective stories with illustrations of their experiences and
compile the stories into a book. A copy is presented
to the school library at an assembly and one is sent
to the partnering agency. Upon receiving it, the food
bank requests more. They want to send a copy of the
book to every school that donates food to the agency
to improve what students learn and what they receive.

Fourth Graders and The Long March
A fourth-grade teacher reads aloud Feed the Children
First: Irish Memories of the Great Hunger, a book
describing the potato famine, and The Long March:
The Choctaw’s Gift to Irish Famine Relief. The class
learns that in 1847, the Choctaw tribe sent $170 (the
equivalent of more than $5,000 today) to help the
starving Irish. For homework, students ask an adult
to describe how people in need of food were helped
in times past. As the students continue their study of
American Indians, they examine the parallel of Native
Americans’ loss of lands and displacement onto reservations with the experience of people who lose their
homes today because of poverty. When the school’s
annual canned food drive occurs, students make a
presentation to every class about the Irish and their
distant Choctaw friends, including information about
the meaningful canned food drive. Students keep journals that become part of their portfolios.
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Seventh Graders Learn
About Social Services

American History Gets
Nickel and Dimed

A middle school social studies teacher reads a newspaper article aloud that describes the increased unemployment in the region and the growing strain on local
social service agencies, including food banks. Most
students are unfamiliar with social service agencies,
and this realization begins their research. Students
generate questions regarding what social services are
available, what circumstances can lead to the need for
assistance, and what organizations help in their community. They want to know: Who receives this food?
What foods are the staples of this population? Does
this population have supplies to open cans and cook
the food, or are prepared foods preferred? What nutritional foods or food groups are in short supply? Teams
of students take on specific research tasks, including
contacting food banks for lists of foods that are needed
to meet current demands. They collaborate with the
student council to inform the student body about
hunger in their community and what they can do to
help. At Back-to-School Night, students create a display and serve as docents showing parents and other
guests their full program, from research to deliveries
to the food bank. The students sign up the families of
students to volunteer directly with the food bank during the summer months.

An American history class reads Nickel and Dimed: On
(Not) Getting By in America and draws quotes from the
book for discussion. The students are inspired to continue their investigation of poverty in the community
through student-designed projects. To learn more,
student committees contact local social service agencies to determine their needs and find out about policies that affect low-income and poor people in their
community. They discuss the term “food insecurity”
and realize that even some people with jobs and homes
may not know where their next meal is coming from.
At the end of three weeks, building on their interests
and talents, students present an original video at a
chamber of commerce meeting. The video presents
their analysis of local, state, and national policies
toward homelessness and hunger, and outlines agency
needs and possible community responses. A newspaper runs a student editorial on the class’s research and
findings. Many letters are printed in response thanking the students for educating the community.

High School Health
During a ninth-grade health class, students review the
foundations of a nutritious diet. They follow up with
a guest speaker from the local food bank to learn more
about issues of malnutrition, especially how childhood hunger can affect physical growth, learning, and
the ability to function. They use online resources to
compare the statistics on childhood hunger in their
region with other locales, including other countries.
Students then develop a school-wide marketing plan
to promote participation in the canned food drive
and emphasize foods that are healthy for kids. They
culminate their activities by creating an original coloring book about fruits and vegetables to give to children
through the food bank.

High School Electives Participate
• A drama class responds to an agency request to
write a theatrical adaptation of the book The
Can-Do Thanksgiving for elementary school
assemblies to launch a citywide canned food drive.
• Photography students capture images related to
the need for food donations. They create a photo
display with personal comments that is displayed
both at school and at the local public library.
• A choral concert astounds the audience when, in
the middle of singing a song about homelessness,
students show photographs from their community
depicting its needs, and hand out informational
brochures about how to become involved.
• In a computer class, students create a pamphlet
entitled, “Easy Steps to Improve Your Canned
Food Drive,” post it on a Web site, and send it to
all local schools and many agencies.
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