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EXECUTIVE SUMMARY
Dr. Carol A. Tomlinson, Advisor

Students who are traditionally overlooked in acadesattings (e.g. poor, Black,
Hispanic American, Latino/Latina) are not likelyhave educational experiences that
reflect equity in access to excellence in educafimam, Miller-Cribbs, & Van Horn,
2007; Giroux & Schmidt, 2004; Kozol, 1991; Rubi®03; Worthy, 2010). These
students regularly encounter challenges that rtefl@oor educational fit and their key
needs are often overlooked in traditional schotiiregs. These challenges include
background factors such as poverty (Arnold & Doatipr2003; Case, Fertigl, & Paxson,
2006; Rouse & Fantuzzo, 2009) and cultural diffeesn(Bourdieu, 2008; Delpit, 2006;
Garcia & Guerra, 2004; Jaeger, 2011; Lareau, 20@8rison, Robbins, & Rose, 2008;
Rothstein-Fisch & Greenfield, 2000; Sternberg, 28Q007), as well as greater
systemic inequalities such as funding (Biddle &IBer, 2002; Condron & Roscigno,
2003), inequitable schooling experiences (Framle¥iCribbs, & Van Horn, 2007;
Giroux & Schmidt, 2004; Kozol, 1991), low teachergpectives and expectations
(Armstrong, 2010; Delpit, 2006; Garcia & GuerraP2}) and low-quality curriculum
(Baker, 2005; Freire, 2009; Garcia & Guerra, 2004} lacks cultural relevance &
responsiveness (Banks, 2006; Ladson-Billings, 1995)

Despite these challenges, classrooms can suppoty @gaccess to excellence in
education for traditionally overlooked students(byholding high expectations of all

students while simultaneously providing high lev@isupport (e.g. Delpit, 2006;



Howard, 2001; Ladson-Billings, 1992; Morrison, Roidy) & Rose, 2008; Swartz, 2009),
(2) affirming and capitalizing on student culturelastrengths, and (3) developing student
efficacy and sense of empowerment (e.g. Banks,;2B&@son, 2003; Ladson-Billings,
1992; Martinez, 2009; Matczynski, Rogus, Lasley]deph, 2000; Morrison, Robbins,
& Rose, 2008; Richards, Brown, & Forde, 2007; RuimsFisch & Greenfield, 2000;
Seidl, 2007; Sternberg, 2010; Sternberg, Gringave&kBundy, 2001; Swartz, 2009).
Such efforts require a foundation of best educatipractices (Hattie, 2009), and
Tomlinson’s model of Differentiation (Sousa & Tonmdbn, 2011) is a highly useful
frame for considering both best educational pradiicd the needs of traditionally
overlooked students. This is because it is a mibdelis grounded in research-based
approaches in all areas of classroom practiceerdttan being a formula or collection of
strategies, it is an approach to thinking abouthesy and learning where teachers
“proactively modify curricula, teaching methodssearces, learning activities, and
student products to address the diverse needsliefdnal students and small groups of
students to maximize the learning opportunity factestudent in a classroom”
(Tomlinson, Brighton, Hertberg, Callahan, Moon,Bijoin, Conover, & Reynolds,
2003, p 121).

The school site | partnered with for this capstprgect had a significant
population of traditionally overlooked studentg (40% or more of students were
considered to be from backgrounds of poverty) agirdd support in addressing the

needs of both this group of students as well fostadents. This capstone project was



conducted with a practical action research desygmadl and an ethnographic approach to
data collection and analysis. After spending digant time observing teachers, it was
clear that the site lacked a crucial foundationwarall best practices that should serve as
a foundation from which the more specialized ned#dsaditionally overlooked students
could be met. The purpose of the project was tberehe increase of building-level
capacity of faculty to identify and implement bedticational practices as a foundation
from which the needs of students from backgrourigmweerty could be met. Data were
collected through extensive observations, voluntaltgw-up interviews, and informal
meetings with the leadership over a period of steks. A Guide to Thinking and
Analysis to Educational Practice was developedtoi$ observations and guide data
analysis. This guide represented a synthesissefbreh and literature on best educational
practice for all students as well as research idiure support in addressing the key
needs of traditionally overlooked students. It weganized around the framework of
Tomlinson’s model of Differentiation. Data was bzad for patterns and regularities in
school-wide practices relative to the researchlidcture synthesized in this guide.
School-wide needs emerged during the process afatwtlysis according in six areas of
classroom practice: curriculum, learning objectjasd content; use of assessment;
learning tasks; use of grouping; overall responsstident needs; and the learning
environment. These needs were synthesized ingstara of best practices that included

the following chief recommendations: (1) lay a fdation of substantive and meaningful



learning goals; (2) design and use effective assests; (3) proactively and intentionally
plan for student learning; and (4) create safesagbortive learning environments.

Three products were designed to address school+weeds and fulfill the
purpose of the project: a school profile, a han#tbaad series of staff development
workshop protocols. The school profile provide@ $eadership and faculty with a clear
and concise report of school-wide practice relato/best educational practice and
described key needs for growth toward a systenesf practices. The handbook served
as a teacher-friendly guide for understanding amglementing a system of best practices
with content, support tools, and recommended regsurlt also served to provide
leadership with tools and resources that coulddes @o sustain continued growth toward
best educational practice. The staff developmestbpol contained a series of six
workshops that served as a springboard for “fiegps’ toward best educational practice
and focused on how to develop key areas of besta¢idnal practice. Both the
handbook and the staff development protocol layumdation of overall best practices

from which the more specialized needs of traditiyraverlooked students can be met.



Department of Leadership, Foundations, and Policy
Curry School of Education
University of Virginia
Charlottesville, Virginia
APPROVAL OF THE CAPSTONE PROJECT
This capstone project, “Effective Educational Practice: A Crucial First Step in
Addressing the Needs of Traditionally Overlooked Students,” has been approved by the

Graduate Faculty of the Curry School of Education in partial fulfillment of the
requirements for the degree of Doctor of Education.

(e Smates —

Carol A. Tomlinson, Advisor

CashonplUiN~

Catherine M. Brighton, \Cpmmittee Member

hwld—

Stephanie D. van Hover, Committee Member

@/go’% Hel 3
J 7 7

Date



DEDICATION

To God alone belong all glory, honor, and praise.

Vii



ACKNOWLEDGEMENTS

First and foremost | praise my Lord and Savioruse&shrist, who alone has
brought about more than | could ever ask or imagmeis the source of all that is good
and worthy in my life. This journey has proveddamd wonderful and difficult; not one
of the steps | have taken along the way — eitheillson great — would have happened
without His faithfulness, love, and provision.

| am beyond grateful for the large and small wexysnany people have invested
in who | have become as a person and professidghusband, John, took on not just
the challenges of a first year of marriage, butfost year of marriage with all the
insanity of completing my capstone project and papte has encouraged, supported,
and loved me in ways that | most needed. Durieddht leg of this journey, when |
often felt mentally expired, he was there to speron, bring me treats, proof-read my
writing, and encourage me to complete this workddn years before | had the privilege
of knowing him.

| thank my family for their love and encouragemeRtom a young age my
parents, Jim and Laura, encouraged me to pursweaoin and work toward excellence.
My sister, Noelle, was one of my biggest encoursgand modeled steady, constant,
hard-work towards her law degree in such a wayltfelt like | had a partner during this
“nose-to-the-grind” time. So much of who | am tgd@mes from being a part of such a

family.

viii



| cannot begin to thank my academic adviser, Choohlinson, enough. She has

generously poured out wisdom, encouragement, andehng valuable time during the

course of these six years. She has been a sdugo@ance, insight, and support when
needed it most. Likewise, | am so very thankfuiiyp other committee members for
their generosity of time and insight. My facultgntor, Catherine Brighton, has
provided rich and meaningful learning experientesugh my work at the Institutes on
Academic Diversity and has been a voice of reasonpaacticality during key moments.
Stephanie van Hover so willingly joined my comnettgter just meeting me, providing
fresh and useful insights from which | was so dtdte benefit. My capstone project is
stronger and better because of the insights oéttledicated professors.

| could not have maintained a sense of sanityouitimy two communities in
Charlottesville. My fellow Curry doctoral studemtgre sources of friendship,
encouragement, and thousands of learning expedehaehappened outside of
coursework or classroom. My church community hesnban unfailing source of
encouragement, provision, deep and lasting friepdshand the balance | so desperately
needed in my life.

Finally, I want to thank the school who was so wglto partner with me for this
project. So many teachers and leaders willinglgneaal their doors and allowed me to sit
in a corner and scribble notes. Without your supand flexibility, for which | am truly

grateful, I could not have completed this project.



TABLE OF CONTENTS

DEDICATION ... ettt e st e ettt e e e e e ee e e e aeesas e s essaesreneneseeeeeeeeeneeenes Vi
ACKNOWLEDGEMENTS ..., viii
LIST OF TABLES ... .. e Xi
LIST OF FIGURES ... e e Xil
CHAPTER
l. PROBLEM OF PRACTICE .....ccoiiiiiiiiiii et
Il. REVIEW OF LITERATURE .....ootii e
Il METHODOLOGY ..ot e s 33.
V. SUMMARY OF FINDINGS......cciiimnssnsssssssssssssnes 45
V. RECOMMENDATIONS, DECISIONS, & FINAL PROJECTS......cccovunae 63

V1. DISCUSSION: CONTRIBUTIONS, LIMITATIONS, &

RECOMMENDATIONS....... s sssssssssaas 77
REFERENCES ..o e 83
o = NI s 91



LIST OF TABLES

TABLE Page

Descriptive Chart on Chapter 1 of the Handbook...................c.cccce 68
Descriptive Chart on Chapter 2 of the Handbook.....................ccccc 69
Descriptive Chart on Chapter 3 of the Handbook.......................ccco 70
Descriptive Chart on Chapter 4 of the Handbook.....................ccccc. 71

Descriptive Chart on Components Present in Aly@ters of the Handbook....72

Xi



1.

LIST OF FIGURES

FIGURE Page

Tomlinson’s Differentiation MOE .........coomniieeieie e

Xii



EFFECTIVE EDUCATIONAL PRACTICE

CHAPTER 1
PROBLEM OF PRACTICE
Addressing a Need for Effective Educational Practie

Standardized tests have become the instrument mhwle measure student
achievement, and concern has grown regarding 8pauiy of scores between poor and
racially diverse students and White students amdiesits from middle and higher
socioeconomic classes (Braun, Chapman, & VezzW);Bdun, Wang, Jenkins, &
Weinbaum, 2006). While research suggests thatgrettion of achievement gap data
has been faulty (Murphy, 2009), it is true thatsthetudents often encounter challenges
that impede achievement in school. Challenges t&an om student backgrounds, such
as poverty (Arnold & Doctoroff, 2003; Case, FertiglPaxson, 2006; Rouse &
Fantuzzo, 2009) and differing cultures (e.g. Boeugd2008; Delpit, 2006; Garcia &
Guerra, 2004; Jaeger, 2011; Lareau, 2003; MorriRobpins, & Rose, 2008; Rothstein-
Fisch & Greenfield, 2000), in addition to inequitie schooling experiences (e.g. Biddle
& Berliner, 2002; Condron & Roscigno, 2003; Frami|ldi-Cribbs, & Van Horn, 2007,
Kozol, 1991).

Theory and research suggest there are educatippadaches that can support the
academic achievement of poor and racially diverséents. These include: providing
students with high levels of support in reachinghrcademic expectations (Howard,
2001; Morrison, Robbins, & Rose, 2008; Richardsvidr, & Forde, 2007; Swartz, 2009)

capitalizing on student strengths (Sternberg & @egko, 2004; Sternberg, Grigorenko,
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& Jarvin, 2001; Sternberg, Torff, & Grigorenko, B)%ternberg & Zhang, 2005),
culturally relevant content and pedagogy (Bank§62elpit, 2006; Matczynski, Rogus,
Lasley, & Joseph, 2000), promoting student selzaffy and sense of empowerment by
positioning them as co-contributors in the classrieng (Freire, 2009; Morrison,
Robbins, & Rose, 2008; Patchen & Cox-Petersen, @@l helping students recognize
and work toward social change (e.g. Banks, 20@8sBn, 2003; Ladson-Billings, 1992;
Martinez, 2009; Morrison, Robbins, & Rose, 2008a8w, 2009).

These approaches are not entirely specializedreuteflective of greater
principles of best educational practice. Best peastthat support student achievement
include: clear and meaningful learning goals, socasgkessment practices, understanding
student needs and how to address them effectinegningful systems of support (e.g.
feedback and scaffolding), and learning environsémt promote growth (Hattie,
2009). Therefore, the first step in addressingkéheneeds of poor and racially diverse
students is to begin with best educational prasti€arol Tomlinson’s model of
Differentiation is based on best educational pcastrelated to all areas of classroom
practice: curriculum, instruction, assessmenteastrengths and needs, student
grouping, and the learning environment (Sousa & lrgan, 2011). Tomlinson’s model
is the theoretical frame through which the key seafdooor and racially diverse students
are addressed in this capstone project.

Finding a Suitable Site

Given the problem of practice, for the purposethidf capstone project | sought a

site that (1) desired support in addressing thesieéits students through classroom

practice and (2) had a significant population abmpar racially diverse students it was
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interested in better serving. My goal was to supoproved overall practice and
provide additional insights into how these pradican be used to address key needs of
poor or racially diverse students.

In the current 2012-2013 school year, Rural VirgiBlementary School (RVES,
school and district names have be given pseudonlyetsn its third consecutive year
under a district- and state-mandated school impnave plan. This plan was enacted
because the school had not reached the state’slameasurable objectives (AMO) in
reading and mathematics on end-of-year standardéstsl In the last four years, the
school has experienced significant change in lshgeand subsequent reform
initiatives, including three changes in principaistially, | met with the superintendent
of Rural County School Disrict (RCSD); he suggested RVES's principal would
likely be interested in partnering with me on tpisject. Both the superintendent and the
principal requested that | support the faculty HS in learning to address the academic
needs of students from low-income backgrounds,Estaof supporting effective
educational practice for all students. Prior t@ thitiation of contact, | had no connection
or relationship to the principal, school, or schdistrict. My interest was purely to
provide support to a school, organization, or distn use of effective educational
practice to address the academic needs of poaraarally diverse students.

Meetings with both the district’s Director of Studé\chievement and Accountability
and RVES's principal provided useful backgrounainiation on the district and school.
Covering over 150 square miles, Rural County hagpalation of approximately 18,400,
and serves close to 3,000 K-12 students. The bxads in the Rural County School

District (RCSD) include three elementary schoote middle school, one high school,
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and one technical education center. Rural Virgilementary School and the primary
school that feeds it are the district’s two Titlechools. While the official count of
families receiving free and reduced lunch at RV&Bdatween 41% and 45%, the
principal has stressed that this number may neiclbarate due to families’ discomfort
with receiving “handouts.” RCSD has long servedifees who have lived in rural
poverty, and the current state of the economy kasezbated the economic
disadvantages for a number of the county’s resgdénany of these families include
former RCSD students who have had less than pestiiooling experiences; often,
such experiences caused them to drop out of semabhegatively impacted their
perspectives on schooling for their own childrenadldition to these broader concerns,
RVES has experienced frequent and recent chargghool leadership and subsequent
change initiatives.
A History of Recent Changes

The school leadership has turned over twice idabefour years. With each new
principal, there has been a different style of apph to school change and a variety of
different school initiatives. | began meeting wite 2011-2012 principal in the spring of
2012. This principal shared his desire to improsrecational practice to meet the needs
of students, yet suggested that teachers had &diggth the change this required. This
principal suggested that his predecessor was hgjidguraging to teachers, yet lacking
in high standards and support in necessary chahgepromote student achievement. In
his two years as principal, he implemented commanrpng time, structures for teacher
collaboration, and a partnership with a Virginiaci's T/TAC program (Training and

Technical Assistance Center, a program focusednpnaving educational opportunities
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for students with disabilities). He reported thee faculty reacted positively to the
benefits of collaborative planning, yet were slistant to change in many ways.
Teachers’ expectations towards economically disaidgged students concern the
superintendent and school principal. Increasinggi llemands from the State of
Virginia regarding student test performance ar¢éi@@dar concerns for some teachers,
and likely contribute to their resistance to change

The summer before | began working in the schoetas informed that the principal
was leaving the school and district for anothecg@haent. The district’s Director of
Student Achievement and Accountability would bgpteg in as interim principal for
the year. After meeting with the new interim pripal, he assured me that he desired the
previously agreed upon support. | began to condiiservations and meet with the
principal on an ongoing basis to further refine gloals for how the capstone project
might serve the school’s plans for improvement. Qlie course of these meetings, the
principal shared with me that the former principapproach to change had created a
school environment that potentially hindered prsi@sal growth. His desire was to
create a team mentality among faculty and a sirtelam mentality among teachers and
students in classrooms. During this current schieal, the teachers were working on
adopting Co-Teaching practices (inclusion apprdagpecial education where
classroom teachers and special education teacbiabarate to address the needs of
students with IEPs in the regular classroom), tetfl Virginia Writing Project through
the University of Virginia (a program that suppdgachers in writing practices, most

notably writer's workshop), and the Daily Five {@lacy approach that promotes
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immersion in reading through five different routds)addition, teachers were continuing
weekly collaborative planning with fellow grade-dadliscipline-based teachers.
The Process of Establishing a Concrete Plan

The former principal and | had established a pringaral of addressing
educational practices within the school, partidyléor students from economically
disadvantaged backgrounds. Those long-term goats agefollows:

Effective use of assessment to collect studenttdatgorm curricular and

instructional decisions

* Use of student data to inform curricular and instianal decisions

* Increased use of student-centered approaches

» Building supportive classroom environments to prtergtudent growth and
achievement (i.e. teacher expectations and studanher relationships)

* Improving initial classroom instruction as a meahdecreasing overuse of
remedial approaches and excessive referrals faiagdmelucation services
During this meeting, the former principal also gtarequired school

improvements established in the district- and sta@@dated school improvement plan.
These goals broadly relate to sound educationatipea which aligns with the capstone
project’s support in addressing the goals outlimeitie school improvement plan.
Therefore, as the school participated in the caygspooject, they were simultaneously
demonstrating progress in their improvement pldre dverlapping goals of the plan
included:

» Develop standards-aligned units of instruction.
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» Units of instruction will include pre- and post-assments to assess student
mastery.

* Use student learning data to assess strengths eaichesses of the curriculum
and instructional strategies.

* Review assessment results to make decisions am®gutriculum and
instructional plans and determine student needs.

» Differentiate assignments in response to studezdse

* Promote student engagement.

» Professional development for teachers will inclotservations related to
indicators of effective teaching and classroom rganzent.

After several meetings with the current princiged,assured me that he desired to
maintain the partnership forges with the originahgipal. He also reiterated his concerns
regarding teacher instruction and expressed hisedesworking to improve teacher
instruction as well as to continue to address theal improvement plan.

Following several weeks observing at the schoel $idlso perceived the need to
help teachers see all the separate initiativeswsg working towards as part of a
greater system of best practices. Teachers shodlerstand that learning occurs not as a
result of the use of specific strategies or apgreacbut when teachers understand how
and when to use different strategies to effectiaelgiress student needs (Hattie, 2009). In
other words, effective educational practice istbanl best practices that support student
learning and achievement. This was also reinfolgenhy belief that, given the many
changes RVES teachers had experienced, it seemeseuto simply leave the faculty or

leadership with a list of recommendations for hovinbprove practice. Instead, | would
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provide tools that would help them (1) understaim@éng school-wide practice is relative
to best practices, (2) insight into how to begid aostain growth toward best practices,
and (3) direction for how to take those first stepsard best practices.

For the purposes of this project, Carol Tomlinsantel of Differentiation
provided a strong framework for assessing and stipgdeachers’ use of effective
educational practices for three reasons. First,lihson’s model is rooted in best
educational practices that support learning fostaltients in diverse classrooms, and is
therefore an effective way of assessing and suimgoieacher practice. Second, research
and literature on best practices that support aehient of poor and racially diverse
students parallels the framework of this modelalyn the model provided a basis for
framing recommendations and selecting support tmolthe school leadership and
faculty within a cohesive system of best practi@sassessing teacher and school needs
relative to effective classroom practices, and jliog support tools aligned to those
needs, this project responded to the school lehgésgoals for improving classroom

practices in ways that support student achievement.
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CHAPTER 2
REVIEW OF LITERATURE
Poor Educational Fit for Poor and Racially DiverseStudents
Students from poor and racially diverse populat@amsnot likely to have
educational experiences that reflect equity in sst¢e excellence in education (Fram,
Miller-Cribbs, & Van Horn, 2007; Giroux & Schmid2004; Kozol, 1991; Rubin, 2008;
Worthy, 2010). These students regularly encounperaa educational fit and their key
needs are often overlooked in traditional schottirsgs. In 2001, Congress enacted the
No Child Left Behind act in an effort to “ensurattall children have a fair, equal, and
significant opportunity to obtain a high-qualityusétion and reach, at a minimum,
proficiency on challenging state academic achieverse&ndards and state academic
assessments” (US Department of Education, 2002 payg The Act assumes that
students who perform well on standardized testg lgained essential knowledge and
skills, and that students who perform poorly ackilag basic skills and knowledge
necessary for academic success. Despite comprebestsiool reform initiatives,
research indicates that poor and racially divenséents consistently score lower on
standardized tests than do White students andrggittem middle and higher
socioeconomic classes (Braun, Chapman, & VezzW);Bdun, Wang, Jenkins, &
Weinbaum, 2006; US Department of Education, 2088)dents who are traditionally
overlooked in academic settings (e.g. poor, Blatikpanic American, Latino/Latina)

often encounter challenges that impede achievemesthool. Background factors such
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as poverty and cultural differences can creatdemgéds in school settings, yet greater
systemic inequalities contribute to an overall pdassroom fit for poor and racially
diverse students.

Student Background Factors that Create EducationaChallenges

Poverty holds a significant influence over poodstuts’ educational experiences
(Arnold & Doctoroff, 2003; Case, Fertigl, & Paxs@06; Rouse & Fantuzzo, 2009).
These influences include indirect factors suchesdthcare (Haas, 2006), home, and
community resources (Alexander, Entwisle, & OIspdQ1; Downey, Hippel, & Broh,
2004; Leventhal & Brooks-Gunn, 2000), as well asdifactors such as parental
involvement (Bemak & Cornely, 2002), prior “schoeadiness” (Haris & Robinson,
2007), likelihood of retention and suspension (Ro&id-antuzzo, 2009), and higher rates
of mobility (Mehana & Reynolds, 2004; Temple & Relas, 1999). In addition to
poverty, cultural differences between traditiomaginstream school culture and poor and
racially diverse students can contribute to chagksnin school settings (Bourdieu, 2008;
Delpit, 2006; Garcia & Guerra, 2004; Jaeger, 2QBteau, 2003; Morrison, Robbins, &
Rose, 2008; Rothstein-Fisch & Greenfield, 2000rriterg, 2004 & 2007).

The impact of poverty on school experience¥arious factors tied to
socioeconomic status both directly and indireatipact students’ academic
achievement. Educational attainment and achievearerdtrongly inhibited by poverty
(Arnold & Doctoroff, 2003; Case, Fertigl, & Paxs@Q06; Rouse & Fantuzzo, 2009).
This effect compounds as students progress irgo $ahool years or continue to live in
poverty (Brooks-Gunn & Duncan, 1997; Sirin, 200@preover, poverty can increase the

likelihood of retention and school suspension (Ro&d-antuzzo, 2009). Poverty
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disproportionately affects ethnically or racialliyerse populations, further contributing
to academic risk among minority children (Arnoldd®ctoroff, 2003), and achievement
in schools is negatively correlated with a highexportion of minority and impoverished
students (Valadez, 2010). Indirect factors detritaeto academic achievement of poor
and racially diverse students include neighborhsmzioeconomic status (Leventhal &
Brooks-Gunn, 2000), high rates of school mobilfefana & Reynolds, 2004; Temple
& Reynolds, 1999), and poor childhood healthcaraa®] 2006). While some current
research indicates school-year gains that arevelaequal across SES levels, non-
school factors can cause achievement “gaps” tagpdos students from marginalized
populations (Alexander, Entwisle, & Olson, 2001 vey, Hippel, & Broh, 2004).

The role of culture in schooling experienceulture plays an important role in
schooling experiences. Culture shapes the valegaste of certain types of knowledge,
understandings, and skills, as well as expectafimmnisehavior and interactions with
others (Sternberg, 2004; Sternberg, 2007). In addetting, cultural exchanges can take
place in the classroom environment, between theacfamily, and community,
between teachers and students, and even amongist@arcia & Guerra, 2004).
Culture also shapes expectations regarding theofdeachers, parents, and students in
academic contexts (Garcia & Guerra, 2004), andpeets/es on the ways in which
learning and community ought to function (Morris&gbbins, & Rose, 2008; Rothstein-
Fisch & Greenfield, 2000).

Culture is especially influential in regard to “tiuial capital.” Cultural capital
refers to the knowledge, skills, and attitudesgnaitted through a cultural group that

provides a social advantage to those who possésutdieu, 2008). Possession of
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cultural capital provides students and their fagsilvith understandings of norms of
school culture and strongly influences academiceseiment (Bourdieu, 2008; Delpit,
2006; Jaeger, 2011; Lareau, 2003). Culturally acthlly diverse students often possess
cultural capital that is drastically different framainstream norms (Howards, 2003;
Sternberg 2007) and school systems tend to previtdgidren who have been
acculturated to the mainstream culture in resgedtsteraction with authority, use of
language, and other cultural norms (Lareau, 2003).

Past literature has indicated that poor and ractillerse students lack necessary
prior academic skills (Haris & Robinson, 2007) guadental involvement in school
related situations (e.g. Bemak & Cornely, 2002)y&eer, such views assume parents
have the resources (e.g. time and money) and pagdreliefs that fit with the socio-
cultural norms of the institution (Lareau, 2003)rtRer, for students whose differences
in language usage are not valued, or are evenlpgthed, school culture can be
detrimental (Armstrong, 2010; Dudley-Marling & Lig;&009). Finally, for many poor
or racially diverse children regularly confrontedttwsocietal inequalities, working hard
and succeeding in school may seem futile (Oka@&Ki1).

Systemic Factors that Contribute to Poor Fit

When families and students are confronted on aaegasis with systemic
inequalities, it's understandable that a sensatdity regarding school achievement
results (Okagaki, 2001). Funding in public schastretts often reflects social and racial
stratification (Biddle & Berliner, 2002; CondronRoscigno, 2003), and poor and
racially diverse students encounter inequitiehéndchooling experiences themselves

(Fram, Miller-Cribbs, & Van Horn, 2007; Giroux & Bmidt, 2004; Kozol, 1991). In
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addition, the standardized tests that are commasuanes of student learning are often
ineffective measures of culturally or racially dise students’ capabilities (Baker, 2005;
Garcia & Guerra, 2004; Sternberg, 2007) and sulesgtyupromote misguided

responses, especially heavy remediation (Armstrd@4Q; Bomer, Dworin, May, &
Semingson, 2008; Boykin, 1985; Gorski, 2007 & 2008dy, 2003; Rogalsky, 2009).
Further, despite a school system that has beeratketd,” the effects of tracking and
ability grouping are still present today as poad eecially diverse students are often in
low-level classes that are lacking in quality leagexperiences and high expectations
for achievement (Rubin, 2008; Worthy, 2010). Finalhese students encounter an
overall lack of cultural equity in school settirgs they are expected to adopt to
traditional, mainstream school cultures that offen’t possess the same values or norms
as their own homes and communities (Lareau, 2008)an mistakenly create a sense of
“otherness” of diversity (Swartz, 2009).

Funding inequities in public education.While economic and cultural
characteristics disadvantage poor and raciallyrdezetudents, systemic inequalities
ensure that these students remain educationaiigkatUnequal educational funding is
common in the United States; there are fewer weitieéd schools than poorly funded
schools (Biddle & Berliner, 2002). Well-funded scits are largely found in affluent,
suburban communities, and poorly-funded schoolsikely to be found in places where
poverty is considerable (Biddle & Berliner, 200@jithin district spending may exhibit
patterns of racial and class stratification as tpghierty schools receive less local
funding than do schools with students from high@amonomic backgrounds (Condron

& Roscigno, 2003). Thus, federal financial supmtms not make up for local



EFFECTIVE EDUCATIONAL PRACTICE

inequalities in the distribution of resources (Camd& Roscigno, 2003). Further,
students from poor and racially diverse populatiaesmore likely to be in schools that
lack adequate funding for basic materials, faetlifiand even adequately trained or
certified teachers (Kozol, 1991). Children in sdsasith ethnic minority populations are
more likely to encounter teachers with less expegeor certification, lack adequate
materials, and have classmates with lower readiitig §Fram, Miller-Cribbs, & Van
Horn, 2007).

The impact of standardized testing on educationalxperiences.lronically,
while the goal of reform initiatives that rely hdgwon standardized tests was intended to
reduc inequalities, emphasis on high stakes testimyginstead exacerbate them. These
initiatives fail to account for teacher inexperientack of school and community
resources, and poor learning environments of maippverished urban and rural
students (Giroux & Schmidt, 2004). Standardizetstefien fail to provide opportunities
for poor and racially diverse students to demotsstifzeir advanced potential (Sternberg,
2007), may be culturally biased, often lack in gyabnd do not accurately measure how
or what minority or disadvantaged students havenegh(Baker, 2005; Garcia & Guerra,
2004). Addressing pervasive systemic inequalitissism, and racism that are
perpetuated or reinforced in schools is ultimatetyre equitable than continuing to
respond to test score discrepancies with increesegreparation and focus on basic
skills (Armstrong, 2010; Bomer, Dworin, May, & Sergson, 2008; Boykin, 1985;
Gorski, 2007 & 2008; Lundy, 2003; Rogalsky, 2009).

The long-reaching effects of trackingTracking has a long history of publicly

sorting students into groups according to perceatstities, often along lines of racial or
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economic stratification, limiting access to quabtyrriculum for students placed in lower
tracks (LaPrade, 2011). Perhaps most pernicioisspthctice often prevents these
students from changing tracks despite growth odrfeaPrade, 2011). Regrettably,
forms of tracking still exist in supposedly “detkad” schools or with ability grouping.
Teachers’ conceptions of student characteristidsn@eds, often result in curriculum,
pedagogy, expectations, and goals that are difféoerstudents from urban communities
than more affluent schools (Rubin, 2008; Worthyl@0 In some cases, these detracked
classrooms provide limited opportunities for urlséudents to gain access to higher level
learning experiences (Rubin, 2008). Inclusion and tetracking requires that teachers
understand broader structural inequalities faceddntain groups of students, otherwise
they'll resort to ingrained societal understanditigg focus on values and competencies
of students’ families’ and communities’ rather tlmnfactors that can be changed in an
appropriately supported academic setting (EI-Hé&dbin, 2009).

Lack of cultural equity. Furthermore, social inequalities are reinforced nvhe
individuals from backgrounds of poverty are expedtebe acculturated to the norms of
the dominant culture (Lareau, 2003). While efféotpromote diversity and cultural
acceptance in schools exist, they can perpetuatal seequality by positioning
“diversity” outsidethe mainstream white, middle-class culture (Swa®09). This
position maintains a hierarchy of human worth, withinstream white culture at the top
(Swartz, 2009). Even adopting a “color-blind” apgeh can maintain a subtle form of
racism, because it supports the view that, regssdiérace or social status, an

individual’s circumstances are only a result ofdnider choices (Martinez, 2009). This
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view fails to address the structural and systessaes that are an ingrained part of
society in general (Martinez, 2009).
School Personnel Factors

In the classroom there are challenges that mal@otiog experiences a poor fit
for poor and racially diverse students. These ehgks include low teacher expectations
and poor quality educational experiences. Teaabfezs fail to recognize or comprehend
non-traditional strengths of poor or racially diseistudents (Sternberg, 2004, 2006, &
2007), and instead adopt deficit perspectivesuafesit characteristics (Armstrong, 2010;
Garcia & Guerra, 2004) rather than gaining an wstdeding of student needs and
capitalizing on their strengths (Delpit, 2006). flaulum experienced by these students
often fails to reflect best practices, is low-qtya{Baker, 2005; Freire, 2009; Garcia &
Guerra, 2004), and lacks cultural relevance & rasp@ness (Banks, 2006; Ladson-
Billings, 1995).

Inaccurate assessment of student strengths and neslgéads to low
expectations.School personnel often fail to recognize nontradgi forms of
intelligence due to socially- and culturally-devedal perspectives of intelligence and its
manifestations (Sternberg, 2006, 2007). Teacherkimgwith students from cultures
that differ from the mainstream school culture mayfully comprehend the strengths
and needs of these students (Sternberg, 2004, .Z88iWre to recognize student
strengths prevents teachers from understandingstuteds and capitalizing on their
strengths as a means of responding to those nBetfst( 2006). Teachers and
educational leaders may hold pervasive deficitgeatves concerning student

characteristics and capabilities (Armstrong, 2@A8rcia & Guerra, 2004).
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Characteristics that are traditionally perceivedeiicits include: school readiness of
students from impoverished backgrounds, limitedlEhgroficiency, and minority
status (Garcia & Guerra, 2004).

Educational responses based on deficit perspeaiv@sident characteristics
often include heavy reliance on remedial approaghearriculum and instruction and a
failure to recognize and capitalize on the resaieze knowledge of all children and
their families (Garcia & Guerra, 2004). With thesbef intentions, many educators
unconsciously communicate lower expectations far pmd racially diverse students’
achievement, when emotional support is emphasigeldeachief response to student
needs rather than provision of culturally respoasjuality curriculum and instruction
(Garcia & Guerra, 2004).

Poor curriculum and lack of relevant learning experences.Teachers working
with poor and racially diverse students often wemtionally adopt a “Banking Model of
Education” (Freire, 2009). Within this model, teachare the source of authority and
knowledge, and students are passive recipientdeBts are required to integrate into the
dominant culture through a passive process of veggand storing knowledge deposited
by teachers, a process that ultimately disempostedents, preventing them from
learning how to become social change agents (Fi20@9). When poor and racially
diverse students who score poorly on standardiestd aire provided with remediation
that replaces rich, high-quality curriculum andtiastion, and critical thinking and
problem-solving (Baker, 2005), it positions thendisempowered, passive roles as
learners (Freire, 2009). Finally, academic settingguently fail to affirm the life

contexts, learning styles, and cultures of poorractally diverse students, often leading
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to learning experiences that are devoid of meaanthrelevance (Banks, 2006; Ladson-
Billings, 1995).
Addressing Traditionally Overlooked Students’ Needs

The implications of this literature may seem daugptt first, considering the
implicit need for large-scale changes to systemegjualities; however, much can be
done within classrooms to support equity in actesscellence in education for poor
and racially diverse students. Teachers can suppademic achievement of poor and
racially diverse students by (1) holding high expgons of all students while
simultaneously providing high levels of supporg(éelpit, 2006; Howard, 2001;
Ladson-Billings, 1992; Morrison, Robbins, & Ros808; Swartz, 2009), (2) affirming
and capitalizing on student culture and strengthd, (3) developing student efficacy and
sense of empowerment (e.g. Banks, 2006; Bensoi3, 2@@son-Billings, 1992;
Martinez, 2009; Matczynski, Rogus, Lasley, & Jos&}fl00; Morrison, Robbins, &
Rose, 2008; Richards, Brown, & Forde, 2007; Rothgtesch & Greenfield, 2000; Seidl,
2007; Sternberg, 2010; Sternberg, Gringorenko, &dt12001; Swartz, 2009).

High expectations and high levels of supporfPoor and racially diverse students
face many disadvantages that necessitate higrslefsupport; nevertheless, it is vital
high expectations accompany that support. Carpdor and racially diverse students,
both academically and personally, must not traas@atower academic expectations
(Garcia & Guerra, 2004) but to strong support ecteng academic excellence and
achievement (Howard, 2001; Morrison, Robbins, & &@008; Richards, Brown, &
Forde, 2007; Swartz, 2009). Teacher belief thagtallients can and must succeed is,

along with efforts to guarantee success of eadestyimperative (Ladson-Billings,
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1995). Learning experiences should respond to stadedividual needs for support
(Ladson-Billings, 1995), be academically demandi@gborne, 1996), and provide
explicit instruction for meeting expectations (Dgl@006). Curriculum needs to be
rigorous (Morrison, Robbins, & Rose, 2008), richd aupportive of student work toward
meaning and transferable understandings and ¢&itls Ladson-Billings, 1992; Leiding,
2007; Patchen & Cox-Petersen, 2008).

The learning environment should be both suppodaivé demandingStudents
should be consistently presented with intellectirallenges, required to hard work,
provided with a safe place to fail, constructivedkack, and growth-focused support
(Dweck, 2006). Students should be challenged tornedntellectual leaders and
encouraged to use the funds of knowledge they pstsesupport new learning (Ladson-
Billings, 1992). Ultimately, the goal is to maimaa classroom expectation of individual
and cultural excellence (Swartz, 2009).

Affirmation and capitalization of student culture and strengths.Teaching
students in ways that best fit their strengthsrafidct their cultures is crucial in helping
them to reach their full potential (Sternberg, 208204, 2007). Using a balance of
teaching and assessment approaches provides aaooumte perspective of students’
strengths and needs, and helps students learmkofigxibly and compensate for
weaknesses by capitalizing on strengths (Sternfh&dggorenko, 2004; Sternberg,
Grigorenko, & Jarvin, 2001; Sternberg, Torff, & Gorenko, 1998; Sternberg & Zhang,
2005). Rather than relying on a specific set @tstyies, style, or approach, effective
learning experiences: connect to students’ cultpalitical, and emotional worlds (Seidl,

2007); use content and learning processes thau#ttgally relevant (Banks, 2006;
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Delpit, 2006; Matczynski, Rogus, Lasley, & Jose®®0O0); and reflect an understanding
of how students best learn (Sternberg, 2010). Qultnm and instruction are potentially
powerful means to connect to students' culturakgpeamzinds, help students understand
themselves and others, support students in viethigig own cultures as valuable
resources in learning (Benson, 2003), and fostsitige interrelationships among
students, their families, the community, and scl{drrison, Robbins, & Rose, 2008;
Richards, Brown, & Forde, 2007). In addition torgzulum, the classroom climate
should promote equity and mutual respect for studéferences (Richards, Brown, &
Forde, 2007), positive intercultural interactiodagkson, 1994), and a sense of
community that celebrates students’ cultural diifiees (Ladson-Billings, 1992).
Development of student self-efficacy and sense ahpowerment. Finally,
developing a student’s efficacy and sense of empoeset in the classroom is a powerful
means of supporting academic achievement and ailoigesystemic inequalities.
Fostering self-efficacy and sense of empowermaequires teachers to (1) position
students as co-contributors in the class commuamty(2) cultivate a critical
consciousness for recognizing inequalities ancceffg meaningful social change.
Students are given the opportunity to act as teacred leaders, positioned to share
authority of knowledge, (Morrison, Robbins, & Ro2608; Patchen & Cox-Petersen,
2008). The teacher is no longer the sole authofignowledge, but also a learner in the
classroom community (Freire, 2009; Sternberg, 20€Q)riculum and instruction should
create an opportunity for educators and studentoostruct knowledge through
problem-solving (Freire, 2009; Swartz, 2009). Shideshould be active participants in

their own learning (Freed and Pena, 2002; Rich&dsyn, & Forde, 2007) and
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expected to excel at something and share theirgspélLadson-Billings, 1995).
Ongoing collaboration between students and thénegaghould occur, and students
should beencouraged to take responsibility forrtbein growth and the well-being of
others (Ladson-Billings, 1995; Tomlinson, 2001)clsapproaches promote student self-
efficacy — the belief in one’s capacity to exerasatrol over one’s environment — which
in turn impacts students’ success in learning (fierg, 2010; Sternberg, Gringorenko, &
Bundy, 2001). Finally, curriculum should supporid#nts in addressing social
inequalities in ways that promote a sense of empoweet over their own life
circumstances (e.g. Banks, 2006; Benson, 2003;draBdlings, 1992; Martinez, 2009;
Morrison, Robbins, & Rose, 2008; Swartz, 2009).
Overall Best Practices as a First Step and Differdiation as a Framework
Sustaining high expectations and providing higlelewf support for students,

affirming and capitalizing on student culture atr@sgths, and promoting student
efficacy and sense of empowerment are specific wegtsraditionally overlooked
student needs can be addressed to support acagemevement. The aforementioned
research on these approaches indicate a needdbtiegiin curriculum, instruction,
assessment, and the learning environment that#ieetive of best educational practice,
gualities that are often lacking in educationalexignces of poor and racially diverse
students. Such best practices include (Hattie, 2009

» Clear learning goals

» Awareness of individual student characteristics a@eds that influence learning

» Use of this understanding to inform planning of magful learning experiences

» Provision of appropriate and meaningful feedback



EFFECTIVE EDUCATIONAL PRACTICE 22

* Sound assessment approaches aligned to learnifgy goa

* Evidenced-based assessment of student learning

» Scaffolding and intentional forms of support

» Meaning-focused learning and teaching for undedstanand transfer

» Safe learning environments that support and promaeth

» Use of strategies and approaches to effectivelyesddndividual student needs
Thus, first establishing research-based best pexctn all areas of classroom practice is
necessary foundation for addressing the key nefegisomomically and racially diverse
students.

Carol Tomlinson’s model of Differentiation is basaa best educational
practices. The elements in this model are affirtmgdesearchers in multiple fields of
education, including the recent work of John Hattie® has synthesized over 800 meta-
analyses of evidence-based research regardinggabst impact student achievement
(2008). Differentiation is an approach in whichdieers “proactively modify curricula,
teaching methods, resources, learning activities,student products to address the
diverse needs of individual students and smallgsaf students to maximize the
learning opportunity for each student in a classroromlinson, Brighton, Hertberg,
Callahan, Moon, Brimijoin, Conover, & Reynolds, 30@ 121). Therefore, it is a highly
useful framework for best practices and, withirs tmodel, the key needs of poor and
racially diverse students can be effectively adskds

This model contains five key principles represemtiest educational practice
which collectively and interdependently work to mate student learning. These

principles include: (1) quality curriculum, (2) assment to inform teaching and learning,
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(3) instruction in response to learner needs, ffértve classroom leadership and
management, and (5) a supportive learning enviromifi@mlinson, personal
communication, August 7, 2012).

Five key principles of Tomlinson’s model of differatiation. Tomlinson’s key
principles represent best practices across alt§axfeclassroom practice and are therefore
a useful frame for addressing the needs of pooraridlly diverse students (see Figure 1
for an illustration of the model components, Torsiin, personal communication, August
7, 2012). Each of these principles is exploredpwefollowed by an examination of how
recommended practices for supporting academic aement of poor and racially diverse

students parallel those principles.

| Differentiation |

is a teacher’s proactive response to learner needs I

shaped by mindset
and guided by general principles of differentiation
N Rl P g
Environment Teaching and to Student the classroom
i Variance
Teachers can differentiate through
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Leaming/Interest Centers ... RAFTS._ ... Graphic Organizers ... _Scafolded Reading/Writing. .. Intelligence
Praferences. .. Tiersd Assignments.. .. Leaming Contracts.. Menus.. .. Tic-Tac-Toe ... Choice of Activities.. ..
Independent Projects..... Expression Options..._Samall Group Instruction......etc

Figure 1.Tomlinson’s differentiation model. This figure ifitrates the five key principles

and various components of Tomlinson’s model ofedéhtiation.
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Quiality curriculum. Quality curriculum has five important charactedst{Sousa
& Tomlinson, 2011). First, it is organized arours$ential content goals that include
understandings, skills, and knowledge. Learnindggslaould clearly articulate what
students should understand, know, and be able & the end of a unit or lesson of
study. Second, learning goals, assessments, amihig@&xperiences should be aligned.
Third, it is meaning-focused and propels studeswsatd developing deep and
transferable understanding. Fourth, quality cuttiouis engaging, highly relevant,
pertinent, purposeful, interesting, and usefulttmlents. Finally, quality curriculum is
authentic. It is grounded in the essential undediteys, methodologies, skills, and
content of a discipline or field of study. It retgs students to step into the roles of
problem-solvers and constructors of knowledge eratiian to merely consume or
regurgitate knowledge. In short, quality curriculpnomotes “teaching up,” requiring all
students to work as thinkers and problem solvehdevgupporting them individually in
ways that best achieve that end.

Ongoing use of assessment to inform decisio@sgoing use of sound
assessment is vital to ensure teachers have threnafion they need to make strong
decisions that best support student learning (S&usamlinson, 2011). Sound
assessment is aligned to the essential knowlecgkerstanding, and skills stated in the
curricular goals. Such assessments state — inlelegmage — expected targets and goals,
expectations for quality performance, and informafior students on what was or was
not demonstrated in learning. Effective assessnartappropriate for their intended use
and are tailored to the learning goals they arentnigameasure. Effective assessment

practices include a variety of formal and inforrapproaches and include pre-
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assessments, formative, and summative measuréasdehs needs and learning relative
to learning goals. Such assessments maximizekdiéhibod that students can
demonstrate their learning and are useful to teadmd students for sustaining growth.
Responding to student needs and “teaching ugEffective instruction is based
on student needs. Such instruction is determineaasing assessment information to
inform instructional and curricular decisions am$@es students arrive at the same
worthwhile learning goals through varied, but reths, learning tasks that utilize
flexible instructional grouping (Sousa & Tomlins@911). Respectful learning tasks
take into account that students are individuals@mhect content to students through the
most effective and engaging means possible. Tlas&s aire equally engaging and
interesting to all students and support studentsiakers and problem-solvers.
Respectful learning tasks attend to student diffees in the areas of readiness,
interest, and learner profiles. Readiness refeassimident’s proximity to curricular goals,
as measured by the degree of match between the gioéilthe student’s current level of
understanding, knowledge, and skills. Interestsimied tasks connect curricular goals to
student interest to promote engagement and mativatiearner profiles describe how
various aspects of student learning are impactestumlents’ learning styles, intelligence
preferences, culture, and gender. Educators canmeddo student characteristics by
modifying the ways in which students (1) make sefsmntent (process), (2) access
information (content), and (3) demonstrate tharméng (product). That all students
work to develop and attain the same understandgkijts, and base content knowledge,

regardless of the task, is implicit in this prideip
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In order to effectively address the myriad needstadlents, instructional
grouping should be dynamic, changing in responseatmer needs and interest as
informed by assessment data. Students shouldXiblfleggrouped to address particular
needs within a learning sequence. Flexible instvaet grouping is dynamic and stands
in stark contrast to static forms of tracking otligbgrouping. Flexible instructional
grouping changes continually to support studentswgh and needs related to content,
interests, and learner characteristics are takerconsideration. The purpose of
grouping is to support effective learning and eaabldents to see themselves and their
classmates in varied contexts, allowing them t@mbecaware of their own and others’
strengths.

Leading and managing safe and supportive learningveonments.Effective
classroom leadership is an essential componeheddifferentiation model. Teachers are
leaders who work to maximize the capacity of trdvidual learners of their classrooms.
These teachers “motivate, lead, and direct studentaderstand, contribute to, and
participate in a classroom that is designed to tadceaccount the individuals and group”
(Tomlinson & Imbeau, 2010). Management aspecthisfrhodel encompass the use of
physical space, routines, and procedures to proleateing and community-building.

A safe and supportive classroom environment isngisgdor supporting optimal
student growth and learning (Sousa & Tomlinson,120Teacher expectations for
students are high, yet students are provided witing support. In such environments
there is a pervasive expectation of growth. Teachelieve that students can learn most
things if they exert effort, and that their roleaselicit such effort and promote student

self-efficacy. Growth in learning as a result dbetf and hard work is valued and
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celebrated. Each learner is valued, accepted, cespechallenged and supported.
Students feel a sense of affiliation and are eragred to take risks and contribute to the
learning community.

Addressing key needs of traditionally overlooked sidents within the frame
of differentiation. Collectively, the principles of differentiation pride a strong basis
for holding high expectations and providing highdis of support, for affording
opportunities for affirming and capitalizing on turke and strengths, and for developing
efficacy and sense of empowerment for traditionallgriooked students.

Best practices as a means for holding high expeictas and providing high
levels of supportHigh standards for student academics are convéyeddh meaning-
focused, rigorous, authentic curriculum that reggiinigher-order thinking skills. This
requires high levels of support for students swchxlicit communication of
expectations, scaffolding, and building on studemntsd of knowledge. In order to do
this effectively, intentional and proactive collect and use of assessment data to provide
students with needs-based support is crucial.

Curriculum that reflects best practices in educatind addresses the needs of
poor and racially diverse students is authentiqleasizes and develops meaning and
understanding, and develops higher order thinkkilgs scritical consciousness, and
social action. Authentic curriculum mirrors real#iebthinking: students have the
opportunity to develop and apply technical knowkedgrealistic ways (Sternberg,
2003), utilize the latest technology (Haberman,1)98nd begin to work like a
practitioner in the field (Tomlinson, et. al., 2008tudents engage in multi- and

interdisciplinary explorations, interact with gldligsues, and work to solve problems
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that are future-oriented to develop transfer ofvidedlge and understanding (Borland,
Ed., 2003; Shore, Cornell, Robinson, & Ward, 199&arning is driven by real-life
problems that require students to learn to thiek|,fand do what is common for
practitioners (Haberman, 1991; Renzulli, 2000). Wlealge and skills are not learned in
isolation, but subsumed under deeper, transferatderstandings, to support meaning-
focused learning (Erikson, 2002, & 2006; Wiggind/&Tighe, 2005) that reflects the
understandings, concepts, methodologies, and dokriewledge of a given discipline
(Tomlinson, et. al., 2008).

Such curriculum provides ongoing opportunitiesdeveloping critical and
creative thinking skills such as: inquiry and conmieation skills, current technology
skills, planning and goal-setting, communicatioilskproblem solving, meta-cognitive
skills, scholarly habits, and leadership skills KBa 2005; Borland, 2003; Davis &
Rimm, 2004; Neihart, Reis, Robinson, & Sidn2§02; Patchen & Cox-Petersen, 2008;
Richards, Brown, & Forde, 2007; Shore, Cornell, Rebn, & Ward, 1991). Students are
asked to solve open-ended, inquiry-based problemsnerate assumptions, define their
own problems (Sternberg, 2010), ask their own goest search for their own answers
(Ladson-Billings, 1992) and engage in substantisestoom discourse (Patchen & Cox-
Petersen, 2008).

Rigorous curriculum should be paired with “interesmodeling, scaffolding, and
clarification” to ensure student success (Morrigeabbins, & Rose, 2008, p 435). Gaps
in basic skills and knowledge indicate the needhiore scaffolding or bridges to ensure
student success (Ladson-Billings, 1995). Scaffgidinstead of watered down

curriculum, provide support in the developmentkiidwledge and skills each student
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already possesses, while at the same time addimdsmewledge and skills to that base”
(Delpit, 2006, pp 67-68) by utilizing students’estgths as instructional starting points
before moving on to more challenging areas (Mormj$®obbins, & Rose, 2008). This
approach to scaffolding should build on studenisads of knowledge (Morrison,
Robbins, & Rose, 2008) and encourage them to seeallie in the funds they possess
and use outside of school that can enable thesato kcurrent content successfully
(Hefflin, 2000). Explicit communication of expedtats, in conjunction with structured
routines, supports students in meeting those eapens (Morrison, Robbins, & Rose,
2008).

Providing effective levels of support to help stoidereach high expectations is
contingent upon intentional, proactive collectiomaise of data to inform decisions
related to learning. This information should pravidsights into how children best learn,
their strengths, characteristics influenced byrtbeiture, families, and communities,
learning needs, and interests. Support should édsagpecific, avoid positioning some
students above others, support multiple ways ofwmg (Swartz, 2009), and include
multiple instructional strategies (Patchen & CoxePgen, 2008).

Best practices afford opportunity for affirming andapitalizing on student
culture and strengthsBest educational practices provide a substantideflarible
foundation for affirming and capitalizing on studlenlture and strengths. When learning
is conceptually-focused, it enables educatorsdorporate balanced perspectives of
various racial and ethnic groups, which help sttsldevelop understanding of
generalizations through specific cultural contéskson, 2002, Haberman, 1991;

Leiding, 2007). Flexible use of a varied balancéeafhing and assessment approaches
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(Sternberg & Grigorenko, 2004; Sternberg, Grigocer& Jarvin, 2001; Sternberg, Torff,
& Grigorenko, 1998; Sternberg & Zhang, 2005) injooction with culturally relevant
content and learning processes (Banks, 2006; Depi6; Matczynski, Rogus, Lasley,
& Joseph, 2000) that reflect an understanding of imdents best learn (Sternberg,
2010) ensures that students will be successf@daming situations. Finally, by searching
for and utilizing insights from a student’'s homel@ommunity cultures (Jackson, 1994;
Ladson-Billings, 1992; Rothstein-Fisch & Greenfie2®00; Seidl, 2007), and by
engaging their communities and families in learremgeriences (Swartz, 2009), teachers
can discover useful information on approachesdmieg that powerfully connect to
students’ lives.

Providing students with materials that presentechperspectives promotes
cultural relevance within quality curriculum. Thigludes materials that document
historical and societal contributions by persondigérsity, represent perspectives of all
people groups or cultures involved in historicaépbmena, and contain rich and accurate
representations of various racial, ethnic, anducaltgroups (Banks, 2006; Ladson-
Billings, 1995). Utilizing texts that “relate tougtents’ lived lives,” and use of literacy
activities that enable students to “visualize thelves as a part of a larger discourse
community” (Patterson & Speed, 2007, pp35-36) niag make learning experiences
more valuable for other students.

Approaches that are informed by an understandirsgguafents’ culture and unique
strengths is essential in learning experiencesegsstudent achievement is more likely
when key skills relate to real-life situations (&teerg, 2006), and teaching and

assessment that matches students’ strengths dddeexperiences increases
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achievement (Sternberg & Grigorenko, 2004; Stempb@rigorenko, & Jarvin, 2001,
Sternberg, Torff, & Grigorenko, 1998; Sternberg Bafig, 2005). Incorporating
culturally relevant approaches is also importardtdvials and methods that reflect the
norms and practices of students’ lives (HefflinD2Pand use of instructional styles that
mirror interaction styles of students’ communit{psorrison, Robbins, & Rose, 2008)
can make learning more relevant and effective tisgents.

Active learning, peer collaboration, and directlskihstruction may be more
effective for traditionally overlooked studentshitgaditional instructional styles (Delpit,
2006). Active participation in making meaning anblic response to questions may be
more effective for students from communities whankectivism is strongly valued
(Rothstein-Fisch & Greenfield, 2000). On the othand, some students may need
opportunities to demonstrate knowledge without putérformance (Osborne, 1996).
Other strategies include: using students’ natingul@ages to secure subject
comprehension, (Patchen & Cox-Petersen, 2008y flse of instructional time at an
unhurried pace (Osborne, 1996; Patchen & Cox-Rate008), and explicit instruction
to linguistically diverse students for translatimgcode switching (Seidl, 2007).

Students’ social, cultural, and personal lives (ltef2002), prior experiences
(Benson, 2003; Patchen & Cox-Petersen, 2008), reyleind language are assets and
tools for imparting knowledge, skills, and attitsde learning and instruction (Ladson-
Billings, 1992; Richards, Brown, & Forde, 2007).choring learning experiences to
knowledge of culture, frames of reference, styfegesformance, and images and
practices familiar to students make learning meftevant and encourages student pride

in ethnic or cultural identity (Benson, 2003; Riddt& Brown, & Forde, 2007). When
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students’ real life experiences are a part of ffieial curriculum (Ladson-Billings,
1992), learning is more likely to be germane aridrafstudent identities (Morrison,
Robbins, & Rose, 2008).

Best practices as a basis for developing studefitaty and fostering a sense of
empowermentUltimately, educators can then use these typesashing experiences to
promote social action and foster a sense of empuowmrfor poor and racially diverse
students. Educators can connect student learnibgptaer social contexts (Patchen &
Cox-Petersen, 2008) and ask them to examine stiffieddlences that go beyond physical
appearance, customs and celebrations of variotiwresli(Leiding, 2007). Students
should be taught to critically examine content, §8w, 2009) and recognize systemic
power within and outside of school contexts (PatckeCox-Petersen, 2008).

Curriculum and instruction that develops a studeatitical consciousness asks
him or her to critically reflect on social injusti, question inequalities in the world
(Benson, 2003), critique human behavior, the emvirent, cultural norms, values,
mores, and institutions, to become aware of saeeguities and how they are produced
and maintained (Ladson-Billings, 1992; Malloy & Mat, 1998). It promotes
examination of contradictions and inequities thasten students’ local community and
the larger world (Ladson-Billings, 1992), suppatelysis of perspectives presented in
texts and resources, and encourages evaluatioatefials that reflect principles of
cultural equity (Morrison, Robbins, & Rose, 200Ban be a means of making explicit
the rules of the culture of power (Delpit, 2006; fiMson, Robbins, & Rose, 2008), and
help students address the unique struggles antegalf poverty or discrimination they

encounter (Ginwright, 2000).
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CHAPTER 3
METHODOLOGY
Understanding & Addressing the Needs of All Studerstfor Effective Educational
Practice

School-wide best practices that address the legumaeds of all students are
crucial for addressing the key needs of poor antitg or culturally diverse students.
Ultimately, the purpose of this capstone projecs veasupport growth in educational
practices that address the needs of traditionakylooked students. After spending time
at the site, it was clear that the school needad@al foundation of overall best
practices from which these needs could be addre$bedefore, the purpose established
for the project widened to include the increasbuwlding-level capacity of faculty to
identify and implement best educational practicesrder to more effectively address the
needs of students from backgrounds of poverty.

A capstone project of this nature and approachepteseveral benefits to those
working to improve classroom practice in order toreneffectively address the needs of
traditionally overlooked students. First, it pretsetie opportunity to study a school-wide
culture of educational practice that either proreateinhibits student achievement in
general, but also highlights the specific waysai promote or inhibit achievement for
poor and racially or culturally diverse studentsc&d, it provides the opportunity to
explore the “first steps” that can be taken towamieased best practices that promote all

students’ academic achievement. Finally, it prosidéaseline consideration for how to
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continue to support ongoing professional growth sthool community committed to
working toward an overall system of best practi&sh insights have the potential to be
useful in similar school settings (i.e. rural elenay schools with significant populations
of students from low-income backgrounds). Therefthre benefits of this capstone
project are: (1) to increase building-level capaoitfaculty to identify and implement
best educational practices that effectively addilessieeds of all students and the base-
line needs of students from backgrounds of povairty; (2) to add to literature related to
the emphasis of best educational practices asral&ion for promoting the academic
achievement of students from backgrounds of poverty
Site and Participants

The school, faculty, and leadershipRural Virginia Elementary School (RVES)
was one of three total elementary schools in teeidi, one of the district’s two Title 1
schools, and was deemed a “focus school” by the.stéith approximately 400 students,
grades three through five, the school was arrangedhree grade-level pods. In total,
there were 33 educators and educational lead®S¥EBS (19 classroom teachers, one
math-only teacher, three special education teacheesinstructional coach, three reading
specialists, five specials teachers, an assistartipal who also served as the school’s
intervention specialist, and one principal) whogeah from 23 to 65 years of age. Five
were male and 27 were female.

General structure of the school dayWith the exception of two teachers, all
teachers taught a homeroom class and either (A)ngawriting, and spelling, or (B)
math, and science and social studies “units.” &ttglbegan each day with their

homeroom teachers and stayed in their classebdm@ubjects taught by that teacher.
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Around mid-day, students changed classes to attenslubjects not taught by their
homeroom teachers before returning to their honmasofor dismissal. The two
exceptions include a third grade teacher who taaljlsubjects due to an odd number of
third grade classes and a math-only teacher wightaemedial math classes for all three
grades.

Remediation and enrichment decisionsThe school had been working to
implement co-teaching and inclusion, so speciatation teachers spent most of their
time in several classrooms in which their studeet¢gived instruction. A school-wide
remediation program was also in place where tead®nt students to various teachers
for a period of 45 minutes to receive remedialringtion in reading or math. Some
students received enrichment classes during this. tRemedial groups were determined
by the students’ Qualitative Reading Inventory (R&1d Stars (a standardized
computer-based test that aligns with SOLs in soewgeak) scores. Teachers were
provided with these scores, assigned a group désts, determined general group needs
based on these scores and provided support fog tieseral needs during the 45 minute
block. Special education teachers worked with thdents on their case-loads during this
time, and reading specialists worked with the Titlgtudents. | was told that these
assignments could be reevaluated based on digtidetbenchmark tests given
throughout the year.

Expectations of the principal. The principal at the time of this project worked on
creating a team mentality among the faculty. Hedgkachers to write and submit
weekly lesson plans that follow the Madeline Humtedel (SOLs, hook, direct-

instruction, guided practice, and independent pr@ctaind include goals or lessons for
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the week on their teacher pages online. Teachems iwstructed to adhere to district-
wide pacing guides that outline which SOL the tescteeds to teach for a given period
of time, sometimes a matter of a few days, sometiwithin a given quarter, primarily
for a period of about one to two weeks. The priakghared with me that the teachers
could “rearrange” the order of the content presgtotethe pacing guide with his
approval. The intent of these measures was to petremsparency and accountability
between the school faculty, leadership, and panighat was happening in
classrooms.

Current initiatives for improving student learning. The school adopted a
number of initiatives related to student learningrathe course of the last three years. |
was able to observe two presentations on co-tegdiyirLisa Norris and Kandy Grant of
James Madison University’s T-TAC program, the lisohe Practices focus area. This
was the second year they had been working with RMESSIpport teachers in developing
co-teaching practices that support inclusion. lditah, the school had just begun
working with Jane Hansen, from the University ofg#nia, to adopt the Central Virginia
Writing Project. Dr. Hansen visited the school dagy to provide feedback on language
arts teachers’ work with implementing writers’ wehlop in their classrooms.
Furthermore, teachers incorporated the Daily 5 é&ork (Boushey & Moser, 2006) for
structuring the development of students’ daily teabf reading, writing, and working
independently. As a part of this framework, languags teachers were expected to
incorporate three structures into their literacytioes: students read to themselves,

students read to others, and students learn spéirough Daily 5 word work program.
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Finally, the current principal maintained the pieebf weekly grade-level, content-area
collaborative planning meetings.
Data: Instruments, Collection, & Procedures

Instruments used for data analysisTwo instruments were used to support
useful data collection for this capstone projet):g Guide to Thinking and Analysis of
Educational Practice and (2) an interview protdseke Appendix A for guide and
Appendix B for interview protocol).

The guide was developed as a tool to promote oggmiofessional growth. It
served as a tool to help me focus on crucial aspgatlassroom practice and provide a
frame for my own data analysis. It will further geras a tool | will give to the school
leadership to provide them with a common languéagijtate discussion, provide a
cohesive way to target various aspects of eduadtjnactice in professional
development efforts, and to guide teacher work tde/dest educational practice.

The guide is based on the key principles of Caoohlinson’s Differentiation
Model (i.e. curriculum, instruction, assessmenbuging, and factors related to the
learning environment). The guide briefly describash principle provides a sample list
of indicators or “look fors” that can be used ttenmpret classroom practice relative to
best educational practice. Tomlinson’s model iglseframe under which the needs of
all students can be addressed, but also buildsisframe to consider the ways in which

the key needs of marginalized student can be asieie3 herefore, parallel to the key

principles of Tomlinson’s Differentiation Model acelumns that address three key needs

of certain groups of students often overlookedanitional classroom settings (i.e.

providing students with a balance of high expectetiand high levels of support;
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affirming and capitalizing on student culture abesgths; and fostering student self-
efficacy and sense of empowerment). Each of thessesacontain a set of “look fors” with
more indicators that specifically consider the rseefdstudents who are often overlooked
in traditional school settings (e.g. culturallypaomically, and racially diverse students).
Collectively, the components of this guide are giaed in research and theory literature
of (1) best educational practices in working spealfy with overlooked student
populations and (2) best educational practicesdfiattively address the needs of all
students, including the key needs of traditionaihgrlooked students. They are intended
to assist educators and leaders in determiningribgence of various qualities related to
best educational practice and in making usefulmenendations.

The interview protocol was based loosely on bbéhguide and on
emerging categories in observation data. It corthemselection of questions (as well as
sample follow-up questions) that were designedoonpt teachers thinking on the
following areas of classroom practice: curriculdearning tasks, use of assessment,
grouping arrangements, response to student nesdi$eaning environment. The
purpose of the interview was to gain clarificatioom teachers into various aspects of
classroom practice observed school-wide.

Sources of data and approaches to collectioBata sources included
observations, formal voluntary interviews with teexs, informal meetings with the
leadership, and feedback given by leadership andtfafollowing presentations to both
leadership and faculty regarding school-wide stiiehignd needs. Observations were
conducted over a period of approximately five weéksn August 29 to October 1,

2012, totaling approximately 92 hours of in-classnoobservation time. Teacher
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interviews were conducted with 15 teacher volurgieeach approximately 20 minutes in
duration, for a total of 5 hours. Informal meetingh the principal or other leadership
occurred when a need arose for clarification orosthrocedures or other information.
Finally, notes were taken following preliminary peatations to leadership and faculty of
school-wide strengths and needs. This allowedogather feedback regarding the
development of the handbook to ensure it was usefile school leadership and
teachers.

My observations were 20-60 minutes in length, aobddderved every regular
classroom approximately five hours each, duringréety of times throughout the days
and a range of days in the week to facilitate aessgntative perspective of each
classroom’s practices. | was able to observe siged@sses (i.e. music, art, PE, and
library) at least once each. During observatiorssught to absorb as much information
as | could about various aspects of classroomipeadaking detailed notes. Because |
refrained from any analysis or evaluative perspestduring observation times, my
usage of the Guide to Thinking and Analysis of Ediomal Practice (see explanation of
guide in the previous “Instruments used for dat@ysis” subsection, also see Appendix
A for guide) was used only to focus my note-takimginteractions and content that were
directly related to classroom practices. My noteguded diagrams of each room with
furniture arrangement and supply locations, cond@rthe walls and on the boards, any
changes of these things throughout the six weekbsdrvations, and observed teacher
and student interactions, including instruction asdistance, as well as student-to-
student interactions. | noted what tasks studepte \@sked to participate in, assignments

they were asked to complete, and any forms of ass# used. When | needed to
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process my thoughts about a teacher’s practiaajid an empty space in the school and
wrote any emerging ideas or thoughts; howevergtudassroom observation time solely
for data collection. Approximately 400 pages ofdhavritten notes and diagrams were
collected during the time of the project. | usedymonyms for any teacher and student
names in my notes, and assigned a code to dissindpgtween observations and
interviews.

It was necessary to occasionally meet with theggad for clarification or other
information. During one meeting | inquired abouwe gossibility of gaining information
about student demographics (e.g. free and redwemth lor Title 1 status). He could not
provide this information for me due to privacy isswand further clarified that the
teachers themselves did not have this informatimugtheir students. At another
meeting regarding the school-wide remedial time thieddistrict pacing guides (both
mentioned in the previous section, “Site and Pigditts”), he provided contact
information for the two T-TAC inclusion specialigteat were working with the school so
that | might obtain permission to sit in on theieetings with the teachers. Other informal
meetings focused on how the project was going asdering any of his questions.

I conducted 20 minute interviews with any teachans volunteered to
participate. The purpose of these interviews wadaofy particular aspects of observed
classroom practices. For each interview, | followaegeneral interview protocol
(described in the previous “Instruments used foa daalysis” sub-section) and recorded
each interview with Audacity, free audio recordsajtware on my password protected
laptop computer. No teacher names were recordeéldese files, and each file was saved

under a separate code.
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On January 6, 2013, | met with the principal antbst leadership to present
preliminary conclusions and recommendations abdud-wide strengths and needs
relative to best educational practice. The leadpnsias receptive to the
recommendations and provided feedback as to whgtwiould like me to include in the
handbook and professional development workshopgooents of the capstone project.
My notes from this meeting informed the creatiorthafse projects. As a result of this
presentation, the principal requested that | mettt thhe school faculty and share the
same material with them. After obtaining permisgimlo so from my academic advisor,
| did so on February 6. As before, | took notesaog requests the teachers had regarding
the handbook or the proposed professional developme

Data analysis.Holistically, this capstone project reflected thpgeoach of both
practical action research (Crewell, 2008) ethndgi@pesearch (Leedy & Ormrod, 2005).
Practical action research takes a systemic loak@tal problem with the intent to
improve educational practice (Creswell, 2008). Mpstone project takes a school-wide
look at educational practice with the intent to m¢@achers towards best educational
practice. Additionally, this project contains cyel elements attributed to practical action
research in two main ways. First, my observatiof@med the interview protocol.
Second, the findings and feedback from leadersmipfaculty informed the emphasis of
the final products.

My data collection and analysis followed an ethapdyic approach. | performed
prolonged observations of day-to-day lives of eelassroom and | conducted one-on-
one interviews with individual teachers (Cresw2008). During the observation, |

sought to identify and understand emerging patteftehavior, regularities, and
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perspectives (Creswell, 2008; Leedy & Ormrod, 20@%ting to educational practice,
which then informed my data analysis categoriesiriguthe data analysis process |
looked for patterns and regularities in classrooattice (Leedy & Ormrod, 2005)

relative to the research on best educational meastimmarized in the Guide to Thinking
and Analysis (Appendix A). The entire data setedram the classroom observations.
During the observation process, six main categoelkeging to classroom practice
emerged. The 400 pages of handwritten notes wéoe @aded to indicate which of the
six areas of classroom practice were representédebgvidence in the data (see samples
from each category in Appendix C). Below, I'velunded the six categories and briefly
described them:

* Curriculum, learning objectives, and content This category included the
building blocks of curriculum such as the standaesrning objectives, and
content that was taught.

* Use of assessmentThis category contained all forms of assessntbats
were used, from informal discussions to traditideats, as well as how those
assessments were used.

» Learning tasks— This category related to what students weredagkeo and
included anything from whole-class discussionswaaotksheets to playing
math games and working with globes.

» Use of grouping- This category contained all forms of groupingediin the
classroom as well as how those groupings wererdeted.

* Response to student needall components of best educational practice (i.e

learning tasks, grouping, assessment, learning@mwient, curriculum)
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should work to address student needs; howevenghiaut the course of
observations and analysis of data, it became apptrat teachers didn’t
understand this principle or how to apply it. ther words, this category
emerged as a result of a pattern of school-widd,metating specifically to
the ways in which teachers responded to studemispeenerged from the
data.

» Classroom learning environment This category was by far the broadest
category and included the use of space, furnitorgjnes, procedures, content
on walls, and materials to create an environmattdbntained safety and
supportiveness, student-centeredness, growth nmedsdand a sense of
community.

| created a separate spreadsheet for each cat@gomntered color-coded data

into electronic spreadsheets, at times in an adiexl/form. For each category, | sub-
categorized and further sub-categorized (with steeption of the “use of assessment”
category which did not need a second sub-catep@sgd on the Guide to Thinking and
Analysis of Educational Practice (see sample datsafsom each category in Appendix
C). As | sorted spreadsheets, clear patterns andamrities emerged regarding school-
wide strengths and needs relative to best pracfidesse patterns were the basis for the
school profile | developed reporting school-widagirces in the six areas mentioned
above. In this document, | described (1) analgbevidence that indicated overall
practice in each area, (2) specific commendati@)sspecific recommendations, and (4)

any other considerations that might be preserdntleided the document with a summary
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of commendations and recommendations. This sumhasyeen included in Chapter 5,
“Recommendations, Decisions, and Final Projects.”

Emerging patterns and regularities were used tonmthe interview protocol,
and the interviews themselves were used to cldatg from the classroom observations.
Central to this project was observable practicéiwieach classroom in order to develop
a comprehensive profile of school-wide practicAs.a result, the interviews were
neither transcribed nor coded; rather they werd tselarify any questions | had as |

was entering data into spreadsheets and selecttagaries and sub-categories.
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CHAPTER 4
SUMMARY OF FINDINGS
School-Wide Needs

As | mentioned in the previous section, | analytexidata based on practical
action research (Crewell, 2008) with an ethnogm@ppproach (Leedy & Ormrod, 2005).
| sought to identify and understand school-widegrat of behavior, regularities, and
perspectives (Creswell, 2008; Leedy & Ormrod, 20@ting to research on educational
practice to systemically understand and improvecational practice (Creswell, 2008).
In order to analyze data and identify of pattenmd gegularities (Leedy & Ormrod, 2005)
relative to the research on best educational pectiused the Guide to Thinking and
Analysis (Appendix A) developed during the propagabe of this project. This
document served to outline “targets” of best edooat practice grounded in theory and
research. The “targets” or goals enabled me tcersakse of what | was seeing in the
classroom and determine recommendations that woakt effectively move teachers
closer to the goals.

Rather than to generate qualitative research, hgoge of this phase was to look
for significant patterns in data and synthesizeé¢heatterns to make useful
recommendations. The key findings generated anthegized from the patterns and
regularities that emerged during the data analysie used to inform the school profile
described in the next section. | present the kedirigs with corresponding

representative examples from data below. | havielell the findings into the categories
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that emerged during the data analysis processidedadn the preceding section: (1)
curriculum, learning objectives, and content; (8¢ of assessment; (3) learning tasks; (4)
use of grouping; (5) overall response to studeatlagand (5) learning environment.
Curriculum, Learning Objectives, and Content.

Quality curriculum is rooted in the essential ursti@ndings, transferable skills,
and content knowledge of a discipline. These wtdadings, skills, and content
knowledge should serve as the learning objectivasftame all tasks and assessments.
Curriculum should be designed to support studentgoirking towards meaning,
understanding, and transfer, and in developingcatiand creative thinking and problem
solving skills.

Throughout the course of my observations, | sawhess work independently
and collaboratively to plan curriculum that is frednby Virginia Standards of Learning
(SOLs). Learning objectives, or goals, were preidately based on SOLs. As a result,
there was an overall emphasis on discrete knowladdeskills, and little to no emphasis
on conceptual learning, making meaning, develodeep and transferable
understandings, or on the understandings, methgesloand content of the discipline
itself.

While most teachers post learning objectives soneesvim the classroom, these
objectives reflect the SOLs from which they wergaleped. Rather than helping
students develop conceptual understanding and tesarsferable skills that reflect those
of a discipline, students were most often presewitidcontent or skills in the form

discrete “steps” of a strategy and then askeddotjme the steps in these skills. The
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following excerpt from my observations illustratbs pattern that emerged during the
data analysis process:
[The teacher] stresses that students should “undetie place [the SOL test
writers] tell you. If they don’t underline it forou, underline it your own dog
gone self.” Next, she takes students through bl@no, sharing with them the
Cinderella strategy. She explains that the nurirbite place to which students
are to round is Cinderella. The number to thetrajhhis digit is her fairy god
mother who has the power to change her gown. Shlaias that students need to
remember to be extra careful about the “firebadlic@l.” She then has students
practice a few problems on their mini white boaré&gmally, she tells students that
“I’'m gonna give you an extra challenging probleRound to the nearest tenths
place,” writing the number 6.97, saying, “And | evenderlined it for you.”
“Remember,” she warns, “Sometimes Cinderella hahitmge someone sitting to
her left occasionally. This is one of those tifié@bservation #919-1040-2-90)
During one occasion only did | observe teachirag @mphasized conceptual
understanding. In this instance, it was the spediacation co-teacher, and she was
merely providing an unplanned “filler” activity fatudents who had completed their
math test and were waiting on classmates to finB#cause the students would be
working on rounding the following week, this teach#roduced the skill by asking a
small group of about four or five students to thalout place value and positioning of a
number on a number line when considering roundiWipen students became “stuck”
during the discussion, she would have them “codtit me” to help them see what might
come next on a number line and where the numbereiasve to the place the number
was to be rounded.
When the students had been dismissed from classptrtial education co-
teacher met briefly with the regular teacher tedss the content for the following week.
The regular teacher explained that she’d like ®aispecific strategy for rounding using

the Cinderella story. The special education teaekpressed concerns with teaching the

students a strategy before first helping them teustand the concept. Because this was
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the first time | had heard a teacher express aaleshelp students develop conceptual
understanding, | followed up on this teacher’s tjias regarding teaching concepts
during an interview. The following excerpt is frony interview with this teacher, after |
had mentioned the earlier discussion and asketbtaarify her thinking:

| just wonder if maybe [...] the required pace isltstltat sometimes [...] it's
easier just to teach them a strategy as to how sndhething as opposed to
teaching them the concept behind it. [...] | juskdree with that. | think it's
important for a kid to understand, ‘What does ranganean?’ ‘What is it?’ and
[...] and ‘What are we actually doing?’ Not that Gamella did something with
her magic wand and [...] some number has the paweo something.” It's
important to start with the concepts first. Notig funny that you mention that,
because there were some children in that math wlasee | started conceptually,
you know, teaching them what rounding really meams what the tens are, and
what the hundreds are, [etc.], and there were d.cquple of kids that even with
a number line didn’t get it. [...] They just weredévelopmentally ready for it,
but they’re gonna see it on the benchmark, theydrena see it on the SOL test.
So, after they didn’t get it conceptually, then dve teach them a different
strategy to use that they could just memorize ttsgegy and apply it to that
number and get the correct answer even thoughdbey necessarily understand
exactly what they're doing. But, you gotta staitwthe concept first, that's my
theory. (Interviewee #5255)

This teacher’s response illustrates two importattgons | have noticed. The first
is that teachers don’t see understanding as a egotiable component of curriculum.
Transfer to SOL testing situations seems to be nmpertant than transfer of skills or
understandings to novel contexts as a way to measudent understanding. The second
is that teachers view certain types of thinking enderstanding as being inaccessible to
certain students. These patterns are not surgrésirieacher planning is guided by
district curriculum pacing guides that provide adkdown of what SOLs should be
taught in a given time frame (e.g. days, week, gunpand most response to student
needs tends to be reactive or remedial, emphasiilygSOLs. While an informal

meeting with the principal brought to light thaathers are asked to adhere to the guides,
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but may “rearrange” them with the principal’s apgb it would seem that teachers
aren’t fully aware that this option is availabletb@m.

Key needs for this area include developing leargiogls that clearly state what
students should understand (transferable undeistgs)dbe able to do (transferable
skills), and know (content knowledge that providesontext for deeper understandings)
as a result of a unit or lesson. Standards shHmiklibsumed under more meaningful and
substantive learning goals, and these learningsggdaduld frame curriculum planning
and assessment development. Curriculum shoulddumded in the understandings,
methodologies, and content of a discipline, refteel world problems and situations,
and require students to think critically, creatiyelnd problem solve. School leadership
and the teachers need to understand that curricplanming tools (e.g. pacing guides)
areguidesor toolsthat may bdlexibly used to gain insight in how organization of
standards might occur. Teachers will likely neeport for how to address state
standards while framing curriculum with meaningdnld substantive goals as they seek
to meet benchmark and state testing requirements.

Use of Assessment.

Sound assessment practice provides insight inttestustrengths and needs relative to
substantive learning goals described in the cuurwsection. They include formative
and summative approaches and are clear measustsgleht learning or needs.
Information gained through assessments should dx tasinform curricular or
instructional decisions to support effective studeongress toward learning goals.

During my observations, | noticed instances ofheas using of a variety of ways

to check or measure student learning, both formdliaformal, unit tests, quizzes, and
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spot checks are used most often. There wasthith® indication that pre-assessments
are used to determine student needs relative toitgpobjectives, and no subsequent use
of such information to make curricular or instroctal decisions other than through
standardized tests that place students in thepentive remedial classes. Formative
assessments were used, primarily in the form dfexds, spot checks, and homework or
worksheets; however, these often seem to be untleasures of student learning and
result in remediation rather than for use in privaty driving planning decisions.

It was not uncommon to see teachers ask studentsnplete “exit cards” or
“exit tickets” that would be unlikely to yield amyseful information regarding student
needs. In one such situation, the teacher ha$iisted directing a whole-class
discussion on homophones for the spelling les&hile she is using a potentially useful
formative assessment tool, she is using it in athayprevents her from gaining any
insight into student needs:

The teacher hands out an index card to each staddrtells them it is an “exit

slip” on which they must write and illustrate orerpf homophones on the index

card. She tells them, “it could be one you thougldnd didn’t get to share or

one that we came up with that's on the board."e¥ fninutes later some students

ask the teacher what they are supposed to be ddimgteacher explains again,

giving the example “see” and “sea” before tellihgrh, “You can’t use see and

sea, but you can use any of them that'’s [sic] erbitard.” (Observation #918-11-

1-69)

This occurs in another classroom where the studes just completed an
economics lesson as a class. The teacher, iresifaghion, obscures any useful insight
into student learning, strengths, or needs:

The teacher instructs students to write “opportuoitst” on an index card, write

the definition, and draw a picture. She tells tHéms is going to help me see if

you really understanding what opportunity cost nséaiWhen a student asks,

“How will we draw a picture of opportunity costtd teacher prompts, “What
did we do today? You could draw a picture of iceaen and candy. You could
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write ‘c’ for choice and ‘oc’ for opportunity costShe asks again, “What did we

learn today?” calling on students to share a setosfls. Finally, the teacher

points to the definition of opportunity cost thaings on the board saying to the

class, “You should try to make [the definition] yaawn, but it's on the board if

you want to copy it.” (Observation #918-1145-75)

These examples illustrate that, while teachersvamae that there are different
ways to assess student learning, they may notdmauaderstanding of sound assessment
practices and how to apply those practices to ifyestident needs in order to inform
curricular and instructional decisions. The kegdeefor the area of assessment is for the
design of assessments, both formal and informat,ate closely aligned to substantive
and meaningful learning goals (what students shontterstand, be able to do, and
know). Teachers should understand how to use torenassessments to (1) determine
student needs relative to these goals, and (2)nmétecisions related to curriculum
planning, grouping, and use of instructional styee, models, approaches, and materials,
in order to insure that student needs are mosttefédy addressed. Finally, there is a
strong need for assessments that provide an ae@mdtunambiguous measure of
student understanding, skill, content knowledgé, @dispositions in ways that are most
effective for students to communicate.

Learning Tasks.

If the curriculum, learning objectives, and contarg the “what?” of learning, the
learning tasks are the “how?” student learning khba designed for maximum
effectiveness. Tasks should support all studentsaching the same worthwhile

learning goals, yet attend to various aspectsunfesit strengths or needs in order to most

effectively support student growth toward theselgoModifications of curricular and

51



EFFECTIVE EDUCATIONAL PRACTICE 52

instructional approaches evident in the learnisgdahould be informed by assessments
described in the previous section.

While | observed teachers asking students to dariaty of tasks, there was an
overall reliance on whole-class direct instructaomd discussion, worksheets, and
activities. Use of application, hands-on, interegtsorting, and scientific investigation
tasks were present; however, these were primatilylevclass and teacher-directed. A
majority of the work done by students was eitheolefclass or independent work.
There was evidence that teachers were trying @tyaof instructional strategies and
learning tasks, yet a heavy reliance on whole-dagst instruction and discussion was
prevalent. Many tasks were teacher-directed akedastudents to practice skills or work
with content knowledge, rather than encouragindestts to develop understanding,
think critically and creatively, and problem solvEinally, in most cases, students were
all required to do the same tasks.

The following scenario illustrates the reliancevadmle-class direct instruction,
lack of development of conceptual understandind,absence of meaningful use of
skills that reflect the methodologies of the difio. What might have proved a
powerful opportunity for students to think crititahs scientists was instead a lecture and
note-taking:

The teacher begins the science lesson by remirstlignts, “Yesterday we

studied how scientists divide living things intdegories. How many?” Several

students call out, “Five.” “What do they call tbdsve categories?” prompts the
teacher?” Again, several students call out, “Kimgg.” The teacher replies,

“Good,” and asks students to volunteer the acronyreg came up with during

yesterday’s science lesson to remember the fivgddims. A few students share

examples (e.g. “Parrots Also Fly Many Places,” @ Always Follow Me

Places”). The teacher then spends 2 minutes hatwinlgnts take turns quickly

going around the classroom several times repe#tmjve animal kingdoms in
order. Each student has to say the next kingdoenwle points to them.
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After circling around the room several times, thadher says, “We are going to
do a scientific investigation.” The teacher halgistwo small plastic cups, both
half filled with water and containing a cut stalkceelery. “What kingdom is
this?” he asks. As students call out that thergesefrom the plant kingdom, the
teacher has students open their science notebddksre not gonna just set it in
water, we're gonna add food coloring.” On the SrBarard the teacher has
pulled up a Word document with the steps of thergdic process. He instructs
students to open their science notebooks to afgppage. “Down the left side of
your paper, write the six steps of the scientificgess.” Leave some room so you
can do some writing. Like I've done, go ahead anderline the words
[indicating each part of the scientific proces§o ahead and fill in the first two.”

He reminds them that a hypothesis is an educatessgand asks students, “What
do you think will happen? When do you think itMiappen?” Students write
while the teacher holds the cups and circulatesratdhe room to let students
take a look. The teacher then prompts, “What oerword synonym for
variable?” A few students call out, “Change.” Tteacher nods and tells students
to fill in the experiment section of their noté&Vhat are we doing? And do at
least one variable. What are we changing?” Tlrea,stage whisper, the teacher
hints, “I'm adding blue food coloring.”

The students write in their notebooks silentlyresteacher circulates. The
teacher stops at one point and gives a hint tadest who is missing a section.
After a few minutes, the teacher instructs thesctas'share with at least one
person what your hypothesis is.” The teacher fates and listens during this
share time. He stops after a moment, saying, Abhhearing too many specifics
in your hypothesis. Let me hear some of you siiaue hypotheses.” As one or
two students share, the teacher asks promptindigone®f them to get them to
think about more specific aspects of what they tiypsize will happen. Finally,
the teacher puts five drops of blue food colorimg ithe water of one cup and
stirs. He then has students take a good look wahiking around the room to
show each student, before putting the cups upsé@hation #911-1015-147)

Overall, the data indicates that there is a healigirce on whole-class direct
instruction and discussion. Many tasks were teadhected, and ask students to
practice skills or work with content knowledge h&tthan encouraging students to
develop understanding, think critically and creelyy and problem solve. Finally, in
most cases, students were all required to do tine sasks. Therefore, the chief needs

for growth in this area include: (1) a balanced afse variety of instructional models,
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strategies, and approaches (2) in ways that resjpoindividual student needs, (3) in
order to support varied routes to the same wortlendestination (i.e. substantive and
meaningful learning goals that state understandsigis, and content knowledge). The
emphasis should be on meaning and understandinghandd promote critical and
creative thinking and problem solving for all statke

Use of Grouping.

Grouping, as with all other curricular and instractl modifications, should be
used to address student needs relative to leagaalg and brought to light by
assessments. Grouping arrangements should bdlesiéty, that is student need should
be evaluated on an ongoing basis and groups foameédeformed to most effectively
address those needs.

| observed a variety of grouping arrangements gunstruction and student
work times. Partner and group formations wererdateed in a variety of ways
including teacher assignment, both intentional @mdlom, student selection, and where
students were seated (e.g. table or grouped desKs¢re was an emphasis on whole
class and independent grouping, and most smalpgroupartnerships seemed to only be
grouped intentionally by teachers to meet spesificlent needs during spelling or
occasional literacy groups. There was very lgtl@lence that indicates that any teacher
used flexible grouping arrangements that were méat by assessment data to address
student needs.

While one teacher did indicate in her interviewt tblze used a pre-assessment for
grouping students, most grouping seemed to be maséattors other than student needs.

For example, one teacher divides students into fipeicials groups (classes are split up
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and combined with other classes for their sped¢ssses because of scheduling
constraints) because their specials groups aredhafter Native American tribes and the
content they were exploring related to Native Arcamitribes. Another teacher

explained how the center rotations will work in biass. All students will visit all five
stations throughout the week, receiving a poinefach center they complete. It is
Monday and the teacher spins a wheel to choosemsid/ho get to select the center they
want to complete first. A second spin allows teetrstudents to choose a center, and so
forth. Such use of centers and grouping was common

The primary needs in the area of grouping is ferube of assessment data from
pre-and formative assessments to determine groungeds, and intentionally grouped
students to most effectively address student neAdslitionally, there is a need for
flexibility of these instructional groups; that is, these gsalmuld continually change to
reflect the evolving and multi-dimensional needstofdents. While allowing students to
choose groups or partnerships is one of many patigniseful grouping options, it is
important that teachers understand how to useofitisn intentionally, as a means to
meet student needs.

Overall Response to Student Needs.

Within a system of best practices, all componehtaikl work together to
determine and respond to student needs. In otbetsythings like assessment,
grouping, varied strategies, models, and approaemesquality curriculum are the
means, and response to student needs is the exidthoughout the course of my

observations and analysis of data, it seemed ugefutkate a separate category that
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looked specifically at the ways in which teach&sponded to indications of student
needs.

Teachers responded to indications of student neealsariety of ways. Some of
these were verbal and included answering studesgtiuns, providing clarification or
examples, giving directives, verbally promptingdsnts in discussions. Other forms
included encouraging students to find classmatpatpforming small groups,
modeling, and providing anchor activities for stoi$eto do while waiting on classmates
to finish. Predominately, teachers used the falgwmethods to respond to student
needs: circulating and assisting, providing indistteacher assistance, and verbally
prompting students. These were followed by spedakation support from a special
education teacher or aid, providing opportunit@sstudents to choose tasks or places to
sit around the room, anchor activities, and praxgdiehavioral and emotional support.
There was little use of scaffolding and intentiogaduping or modification of materials
or tasks to address learner variance.

Most responses to student needs were reactivet iS[tzs needs arose, teachers
addressed them through circulating and assistiajyidual teacher assistance, and
verbal prompting, rather than proactive and intardl plans to address student needs.
There were several instances where students wsezvaa waiting on others or their
needs remained unmet. For example, in the follgwlastration one teacher guesses,
based on the previous class’ encounter with aquéati worksheet, that her second block
will struggle as well.

Students are seated at their tables with theinseigext books opened in front of

them. Students are called on by the teacher tbakad from the book. The

teacher stops to guide students in filling in thenks on a worksheet that
corresponds to the passage they are reading. showing you how to go about
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finding information in your text bookas you're readingso you don’t have to go
back and reread,” she tells them. They continwpotthis as a class, the teacher
calls on students to read a portion of the texdntshe helps students fill in the
blanks on the worksheet. An instructional aidesgaya student who has not
filled an answer in on his sheet, “Why aren’t youtiwg? Do you want to lose
recess?” He writes the answer she indicates iodhrect spot.

“When you find the answer [in the text],” continuég teacher, “put your finger

on it and raise your hand.” The teacher and amltate and check each student’s

paper to make all have found the answer. The stadeho have already found
the answer sit and wait. To the whole class, ¢aehlier asks, “If you have [the
answer written] down, put a thumbs up.

While students are filling the answer into the llan their worksheets, the
teacher comes up to me to explain that students hewver done and activity like
this before [in her class], and that she triechmlast class block to have students

work with partners to filling the worksheet afteey had read together as a class,

but “they were lost.” So with this group, she &sishe is working to take

students step-by-step through the process of caimgline worksheet while they

read the passage. (Observation #925-12-3-154)

The chief needs for this are a stronger and mibeeteve use of pre- and
formative assessments to determine student needstr@amgths relative to meaningful
and substantive learning goals before planninglessr activities. In addition, lesson
and unit planning should be proactive; that isuging, materials, varied strategies and
tools, should be utilized in ways that insure @lastudents are simultaneously
challenged and supported. This includes insuhag $tudents who either generally
struggle or excel at tasks are provided with appatg scaffolding and challenge within
the task itself, rather than providing all studenith the same tasks and reactively
responding to student needs during periods of work.

Learning Environment.

Along a spectrum of safe and supportive learningrenments, my observations

indicated a wide range of a practice. This aspeclassroom practice is broad and

57



EFFECTIVE EDUCATIONAL PRACTICE

complex, and was therefore considered in the fobraseas: safety and support, space,
routines and procedures, and student-centeredness.

Presence of safety and supportThis sub-area considers the extent to which
students’ need for acceptance, affiliation, conititn, respect, and support are
addressed. This includes whether there are pueagfiportunities for building
community, a pervasive emphasis on growth andteffather than performance), and the
extent to which students are encouraged to taks.ris

My observations indicated that many teachers hawéed to create an
environment that addresses students’ needs faysaid support. These teachers have
developed behavior management plans that encoatadents to “change their day
around” when they make a mistake or earn a conseguallowing them to move their
clips or magnets up, etc. They tend to addresesirable student behavior by speaking
privately to students, correcting behavior with etiny and care as well as firmness and
high expectations. In these classrooms, studeatsrecouraged to “give your best”
attempts at challenging tasks or problems, oretth other “you can do it,” and there is
regular, ongoing verbal encouragement and affimnatiThere are often posters or
sayings on the wall that emphasize effort, learfiiogn mistakes, and growth. In these
classrooms, students are expected to (and mostadieinteract respectfully with one
another. Other evidence observed includes regldas meetings where students share
their thoughts or feeling or experiences with onether, class jobs that invite students to
be contributing members of their communities, aladsroom expectations that have

been developed collaboratively with the teacheragréed upon by all students.



EFFECTIVE EDUCATIONAL PRACTICE

Conversely, there were times where the level adtgaind supportiveness were
lacking. In these classrooms, students often itizeltb no opportunities for “turning
their day around,” teachers spent frequent timeagegy behavior, which often included
negative reinforcement and the threat of conseggenin many cases, these
consequences or ways of addressing behavior ceutditsidered humiliating or
embarrassing for students. Work was often perdoige-oriented, emphasizing a good
grade or score rather than growth or effort.

Use of spaceThis sub-area considers how space is used in éissrdom,
including what is on the walls, furniture arrangemaccessibility to materials, and
spaces that invite student use.

Many teachers have used space in a way that isrgteentered and conveys a
sense of community and collaboration. Studentsatadss to community supplies, sit
grouped together in tables, pods, or desk groupsrys were encouraged to use the
materials and spaces in ways that promote indepeedelhere were designated areas
for gathering or other activities (e.g. classrodmalry) with which students were
familiar. Schedules, learning goals, and classrempectations were posted, and often
there was space devoted to sharing student work.

In other cases, classroom space seemed to be eaateet-directed. For
example, the teacher seemed to be the gatewaytesialmand supplies, students
primarily sat at desks, facing the teacher, antketheere no designated areas for

gathering or other activities for groups or indivéds.

Use of routines and proceduresThis sub-area considers the use of routines and

procedures that support flexible, need-based, stuzbntered communities, including
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signals to gain students’ attention and signal®otines and procedures that help
students transition between classes or work indigo@ty at an acceptable noise level.

Most teachers have worked to help students legmals for gaining attention or
silence from them, routines that help studentssiteom smoothly and relatively
independently between classes and activities, evmkgdures for taking care of bathroom
or drink needs. In many cases, teachers have @alikgently to help students meet
expectations for how they are to be working durimdgpendent writing or reading
periods, as well as how to listen and respondudestts who share their writing with
their classmates.

In other cases, there doesn’t seem to be scaffplalimoutines in place to help
students know how to work during independent olatalrative work times.
Subsequently, teachers often respond by warningatining consequences, or giving
students consequences.

Overall student-centerednessMuch the same as the “Response to Student
Needs” chart, this sub-area is an end where thefusgace and routines and procedures
are the means, but bears considering independentlig area considers questions such
as: Do the routines and procedures promote stuni@ependence? Is the class a
community where the teachers and students coll&btryanake important decisions?

As indicated in the previous sub-areas, there wbserved instances where
teachers promote student-centeredness in the atesghrough use of materials and
spaces that are accessible to students, procatiatdselp students know what to do
during given moments of the day, or when and hotake care of bathroom or drink

needs. In several other cases, the classroonmsiararily teacher-directed or controlled.
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Identifying concrete needs for all teachers wasiqdarly complex for the area
of the learning environment. Teachers and leadees to understand that helping
students to feel heard, respected, and a contgpp&rt of a community is critical to
academic success. Behavior management shoulcedeassa tool to help student learn to
function as a part of a respectful community. BEgpace and routines should maximize
student learning and emphasize that the spacedsetorthe students as much as the
teacher, to be used responsibly for learning andtioning as a community. Building in
regular opportunities for collaboration and comntybuilding (e.g. regular class
meetings, creating a shared vision, student inpul@ssroom decisions) would be a
positive step towards building a stronger senssofmunity within the classroom. This
area of classroom practice presents the widesedegfrvariance among teachers and,
subsequently, a wide range of growth needs. Toe¥ebne aspect of the chief needs in
this area should include a way to address thisauaé by providing teachers with needs-
based support. In other words, teacher differeirceased should be considered when
developing ways to support teacher growth in thesa Variance of teacher needs in
different facets of this area notwithstanding, @llaneeds include: identification of and
proactive steps in addressing classroom need4 Y@afety and supportiveness and (2)
emphasis on growth and effort.
A System of Best Practices.

These findings indicate chief needs for school-vgdewnth towards best
educational practice in six key areas. The chéefds for each of the six areas were
synthesized into four key needs that were preseanttiee school profile and were used to

develop both the handbook and staff developmenkstap protocols. The four key
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needs indicate an emphasis on a system of besigesaand are described, along with

the individual components of the project, in thikolwing section.
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CHAPTERS
RECOMMENDATIONS,DECISIONS,FINAL PROJECTS
A Need for Support in “First Steps” and Tools for Ongoing Growth
I began this project with the intent to specifigalpport the key needs of
traditionally overlooked students; however, | qiyaiealized that the most significant
need was for school-wide growth toward best prastio general. Best practices in all
areas of classroom practice are vital in addregi@geeds of all students, and
addressing the specific needs of poor and racmalbulturally diverse students cannot
happen without a foundation of best practices at@! Therefore, the project emphasis
or scope widened to one of addressing the neepisasfand racially diverse students
througha system of best practices. The school profilerie=t these needs for growth
towards a system of best practices, and both theéldmok and the staff development
protocol focuses on how to develop these areassifgractices, while providing basic
support in meeting specific needs of students fpor and racially or culturally diverse
backgrounds.
School Profile Recommendations.

Based on the data collected and analyzed of tlsrdam observations, interviews,
and meetings with school leadership, | developschaol profile. The purpose of the
school profile was to report to the leadership wershool-wide practices are in relation
to the six areas mentioned above (curriculum gaadscontent, learning tasks, use of

assessment, use of grouping response to studeds,regel classroom learning
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environment). The profile briefly shares the pracegth which this school profile was
developed, provides the Guide to Thinking and Asialpf Educational Practice as
reference, and then reports specifically on eadhesix areas of classroom practices
with a chart delineating: (1) analysis of evidemadicating overall practice in each area,
(2) specific commendations, (3) specific recomménda, and (4) any other
considerations that might be present. The schadilprconcludes with a summary of
commendations and recommendations. The chief reemdations highlight a need to
focus on a system of best practices with four inexbly connected components. They
are as follows:

e Lay a foundation of meaningful & substantive leamg goals— It is essential
that all lesson and units plans contain clear legrgoals that articulate what
students should know, understand, and be able &s @oresult. While current
plans and objectives all appear to address Virdgbtgendards of Learning (SOLS),
these goals do not support the movement of studewtrds more substantive
and meaningful goals that emphasize understandiddgransfer. All learning
plans and assessments should align with thoseihgagoals. SOLs addressed
within a lesson or unit should be subsumed undeseiyoals.

¢ Design & use effective assessmentgVell-designed assessments, used in an
ongoing manner and aligned to the aforementionauhieg goals, are crucial for
accurately diagnosing student needs and makingt{iveaintentional learning
plans designed to move students towards substdativeing goals. These

assessments should:



EFFECTIVE EDUCATIONAL PRACTICE

Be closely aligned to the learning goals. Thathsy should measure
student understanding, skills, and content knowdeaiticulated in the
learning goals.

Have strong degrees of validity and reliability.ats, they should
accurately measure student understanding and kdge/lelative to the
learning goals, regardless of student charactesititiat are tangential to
these goals (e.g. family resources, reading lemet®mprehension,
writing strengths).

Provide information on both students’ needs as asHtrengths.

Be Ongoing. It is important to collect information student strengths,
needs, and growth with a variety of formats, battmfal and informal, in
both formative and summative ways. This informasbould then be used
proactively and intentionally to plan for effectiseudent growth toward

substantive learning goals.

Proactively & intentionally plan for student learmig — When a clear destination
has been determined (i.e. learning goals thatdatie what students should
understand, be able to do, and know), and studsdshave been diagnosed
relative to these goals through effective asses@ntren it is time to proactively
address student needs. Through intentional useapmg, materials, strategies,
models, approaches, and scaffolding, learningsgdéiould map out the most
effective and appropriate routes for students tiveat the same worthwhile

destination. These plans should:

Be aligned to substantive learning goals.
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» Be informed by the information collected througfeefive assessments.

* Use a variety of “tools” in ways that most effeeliy address student
needs in helping them arrive at the same worthwedening goals. These
tools include flexible grouping arrangements, sadfhg, curricular or
instructional models, strategies, and approachesuae of varied
materials.

* Find ways to address student needs but also adapital student
strengths.

* Incorporate activities, tasks, and products thaire students to (1) use
critical content and skills to arrive at or extengpbortant understandings,
(2) develop and use critical and creative thinking (3) problem solve.

e Create safe & supportive learning environmentdVhen students feel safe and
supported in a learning environment, it enablemtte switch into learning mode
(Sousa & Tomlinson, 2011). This component of aesysdf best practices is
essential to ensure the other three recommendatrersuccessful. Safe and
supportive classrooms use space, routines andguoee and deliberate
community building measures to create an environme is student-centered,
growth focused, collaborative, and meets studer@sds for acceptance,
affiliation, contribution, respect, and support.

A Handbook to Support Growth Towards a System of Bst Practices.
The design of the handbook was based on the neatierherged during the data
analysis, as indicated by the school profile. dswailored to the “season” in which this

school finds itself. Many teachers are workinggdihitly to incorporate the various
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initiatives that are happening at the school anet lread to adapt to frequent changes in
leadership. Rather than to add to a list of divedtj it seemed most effective and
beneficial overall to support the teachers anddesadf the school in understanding how
all efforts to support student growth should figeéther within a system of best practices.
Considering the finite duration of this projecte goroduct should not only provide useful
“first steps” for growth towards best practices also serve as a tool for ongoing support
after the conclusion of the project. During the@epment process | considered how to
make this handbook practical, useful, and respersithe expressed requests from the
leadership and faculty (i.e. self-assessment teaksmples of these areas in practice,
inclusion of recommendations for special educasimalents, and tools and resources).
Thus, the emphasis for the handbook is threefaldta focus on the four components of
the aforementioned system of best practices, witl-im recommendations for
addressing the needs of poor and racially divers#ests, (2) to provide practical support
for beginning professional growth in the systenogrfareas through recommended
resources, tools for self-assessing and reflectind,ideas for application ideas to their
own classrooms, and (3) to serve as a guide tetshib for ongoing support of teacher
and school-wide growth toward best practices.

The handbook is meant to be a guide and resoureersfore, it is not
comprehensive. It provides enough teacher-friebdlskground and useful tools to
increase the likelihood that it will be useful eathers and leaders. It reflects requests
from faculty and leadership (self-assessment taotsresources) and references the other
initiatives the school is undertaking so teachars see these as a part of a system of best

practices. The handbook begins with a brief infidin that introduces the system of
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best practices, provides a rationale for why susitséem is important, and describes

recommended uses for the handbook. The chartd éd#es 1 through 5) on the

following pages describe the various componentsidedl in each chapter of the

handbook.
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Chapter 1: Building a Strong Foundation
This chapter emphasizes the importance of devejogear learning goals that articulate
understandings, skills, and content knowledgeshatents should develop as a result pf
a unit or lesson. It stresses that addressing atdads necessary, but should be subsu
under more meaningful and substantive learningsgoal

med

Understanding
Goals

This section explains what an understanding legrgoal is and
provides a rationale for the importance of deveigghese and using
them to design quality curriculum. It briefly memtis how they might
be used in a classroom setting.

Skill Goals

This section explains what a clear skill learnimglgs and provides a
rationale for the importance of developing thes# asing them to
design quality curriculum. It distinguishes betweetivities or
context-bound skills and “pure” skills, and deseslithe importance of
making sure skills are “pure.”

Content Goals

This section explains where content goals and statelards fit into

& State designing learning goals, emphasizing the necesteyldressing
Standards standards that are subsumed under substantiveriga@oals.
Getting Started| This section provides teachers with suggestiongétting started
Writing writing their own understanding learning goals. &exe writing
Understand understanding learning goals is often challengorgdachers, these
Goals directions provide structured approaches to sugpadhers’ initial
efforts in crafting them.
Learning This section provides two sets of sample learnmggthat address
Goals in SOLs based on those teachers in this school wautdsponsible for
Action addressing. These particular sets of learning goalsevisited in both
the assessment and the planning chapters.
Support Tools | This section provides a clear learning goals de#feker and a list of
for Building a | concepts that can be used when writing their onderstanding
Strong learning goals.
Foundation

Table 1.Descriptive chart on chapter 1 of the handbooks Tdble describes components

unique to the first chapter in the handbook.
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Chapter 2: Assessment Practices that Maximize StudelLearning
This chapter emphasizes the need for sound assatsgraetices and the use of a variety
of assessment data to inform decisions pertaimrggudent learning.

Various Types | This section includes an explanation of how varifmuss of

& Functions assessments can be used to gain a clearer pi¢tstiedent needs. It
of Assessmentsincludes a chart that provides several suggestmrsssessment
opportunities, describes them, and suggests whetbgrare most
useful for pre-, formative, or summative assessment

Assessments in This section revisits the previously developednesy goals and
Action shares, from two fictional teachers’ perspectivesy various pre-,
formative, and summative assessments are seleutieasad to inform
decisions.

Assessment | This tool helps teachers check for various qualitietheir design and
Inspection use of assessments to help ensure the assessneevadichand
reliable, aligned to learning goals, assess uralaigtg, and used to
inform decisions about student learning.

Table 2.Descriptive chart on chapter 2 of the handbooks Tdble describes components

unique to the second chapter in the handbook.
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Chapter 3: Proactive & Intentional Planning

This chapter describes how teachers should usesaseat data to plan for the most
effective routes to the same worthwhile learninglgdor all students. It asks them to
consider teaching to meaning, scaffolding, and n@kure all students are supported
challenged, and describes key elements of qualityotiium.

Teaching for
Meaning &
Understanding

This section helps illustrate the difference betwkew teachers teach
to the SOLs and how it might look if they were ¢acth for meaning. It
provides examples for core and specials subjeitfspan SOLs that

the teachers in this particular school would be@oesible for teaching,

Scaffolding &

This section describes the importance of scaffglamorder to “teach

U7

Support up,” or building in supports and helping all stutsework towards the
same worthwhile, substantive goals. It providesoC&omlinson’s
Equalizer tool and step-by-step instructions fovheachers might go
about using it as a means for thinking throughfetdd for student
support and learning.

Proactive & This section revisits the previous chapters’ leagrgoals and

Intentional assessment plans, through the two fictional teatpencess of

Planning in planning for student learning. It uses Grant Wiggand Jay

Action McTighe’s (2005) WHERTO approach to help guide hess’ thinking
through the process of planning proactively andntionally to addres
learner needs relative to the learning goals.

Support Tools | This section contains two tools. The first is aitl@sson plans double

for Proactive | check” tool that helps teachers self-check theinglfor alignment to

& Intentional | learning goals, teaching to meaning, and attenairgjudent needs

Planning diagnosed through assessments. The second is@ésaf

inspiration” chart that provides recommended resesirdescriptions gf
the resource, and sample lists of tools in theseurees that can help
teachers discover strategies and approaches thaecased to addres
learner needs and plan proactively.

UJ

Table 3.Descriptive chart on chapter 3 of the handbooks Tdble describes components

unique to the third chapter in the handbook.

and
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Chapter 4: Safe & Supportive Learning Environments
The last chapter emphasizes the need for a safeugabrtive learning environment tha
(1) provides students with safety in the form afegatance, affiliation, contribution,
respect, and confidence to take risks, (2) promatgsong sense of community, (3) is
student-centered, and (4) is guided by a growthdseh It provides a rationale for why
these elements are vital for student achievement.

it

Make Sure This section provides a description and rationatdle component of

Your Safety & | safety and support in a learning environment.dludes a check-list

Support for teacher self-assessment, reflection, and growth

“Codes” are

Up to Snuff

Focus on This section provides a description and rationatdle component of

Growth growth mindsets in a learning environment. It imigls a check-list for
teacher self-assessment, reflection, and growth.

Build a This section provides a description and rationatdtie components of

Thriving (1) building community and (2) use of routines,gadures, space, an

Community & | materials to promote student-centeredness in aitegenvironment. It

Strengthen includes a check-list for teacher self-assessmefhction, and growth,

Student-

Centeredness

Sneak a Peek | This section provides narrative scenarios of twterknt class learning

into Two environments, one that is safe and supportive anthar that inhibits

Different student success. It addresses some of the subtitially detrimental

Learning practices that were apparent through my obsenatieithout calling

Environments

attention to particular teachers.

Table 4.Descriptive chart on chapter 4 of the handbooks Tdble describes components

unique to the fourth chapter in the handbook.
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Componentsincluded in All Chapters: These sections were included in each chapter.

Considerations| These sections look at three key “challenges” tifaalitionally

for overlooked students might present to teacherda{llire to meet
Traditionally expectations, (2) missing background informatiokrmwledge, (3)
Overlooked lack of motivation. Charts included in this sect@xplore the
Students difference between a traditional teacher respamsiedse challenges

and an effective teacher response. Each time ttioses revisited, it
considers these needs and responses in light ebitteof the four
areas in a system of best practices.

[...]as a Part | These sections describe how each of the compo(ientiearning
of a System of | goals, assessments, planning, and learning enveot)rwithin the
Best Practices | system of best practices is interdependent witlother three.

Chapter These sections serve two purposes. First, it'syaofi@ecognizing the
Resources sources that informed my thinking of the conterngach chapter.
Second, it provides further recommendations ofditere for leadershij
and faculty to explore on these areas of bestipgact

OJ

Table 5.Descriptive chart on components present in alptdra of the handbook. This

table describes components that were present faulkchapters of the handbook.

For more information about the handbook, contachider Kumpost Dimeo at
jnk7r@virginia.edu.
Staff Development Protocols.

In addition to the school profile outlining schaside needs and the handbook
that serves as a tool for longer-term support ofwtin towards best practices, I've
outlined a series of staff development protocolggéndix D) that emphasize the four
components of a system of best practices. The gos@re meant to be further
recommendations of the types of professional dgmeémt workshops that would be
useful to teachers at this stage. They includeopod$ for (1) experiencing responsive
and respectful learning with an emphasis on growitidsets, (2) recognizing responsive
and respectful teaching and learning, (3) undedétgnand writing clear learning goals,

(4) crafting strong assessments aligned to leargaads, (5) using assessment data to
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address learner needs through proactive and ioteily planning, and (6) managing a
responsive classroom.

The professional development workshop protocolslasiggned to provide
appropriate support needed for the school’s fisgtstowards growth in best practices,
and are reflective of many elements of researckepsofessional development.
Professional development encompasses a varietymoits from district workshops or
conferences, college courses, and conferencesréshaps outside of the district to
other traditional forms of professional developm@esimone et. al., 2002). These are
perhaps the most common, yet the structure andenafuhese types of professional
development are not conducive to active learniofalboration and longevity.

Research indicates that high-quality professioeaktbpment includes a content
focus to increase teacher content-knowledge, mamgact time for longer durations,
multiple and ongoing activities that reinforce dalfiow-up content (e.g. mentoring,
coaching, study groups, observing other teachleas)is-on learning, practice-based
opportunities, provision of specific learning gosimproving student learning through
curriculum and instruction, opportunities for ctiaation with colleagues, and collective
involvement of teachers (Blank, 2013; Briscoll, 80@esimone et. al., 2002; Ingvarson,
Meiers, & Beavis, 2005). Also crucial for effectipeofessional growth is the
development of pedagogical content knowledge, ®utiderstanding and know-how for
teaching content to students (Blank & de las A2889; Van Driel & Berry, 2012).
Finally, while it is important for teachers to hgported in developing deep
understandings of the philosophy and theory beamdducational approach, it is just as

vital that the skills with which to translate theggproaches to practice are provided or
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teachers are liable to return to familiar practi®n confronted with situations that are

beyond their expertise (Theriot & Tice, 2009).

Given the duration of this capstone project, theksioop format used in the staff

development protocols lacks elements of effectiesearch-based professional

development described above (e.g. longevity ardvelp); however, protocols are

designed to support teachers and leaders as tigaythés journey and demonstrate the

following elements of research-based professioaatbpment:

Specific learning goals for improving student leanmg — Each workshop is
aligned to clearly articulated learning goals fadarstanding, skills, and

content knowledge. These goals are designed tmsiutgacher growth toward
best practices, in order to improve student legrnin

Hands-on teacher learning- The workshops are designed to provide teachers
with the opportunity to experience, try out, apggd reflect on elements of
best practices, strategies, and key understandings.

Practice-based opportunities Various workshops include time for teachers to
work independently or with colleagues to apply vebiép understandings,

skills, and knowledge to design their own proddictause in their classrooms.
Opportunities for collaboration with colleagues Workshops provide regular
opportunities for teachers to work in various dodleative grouping
arrangements.

Collective involvement of teacher The protocol is designed for a school-wide

series of workshops.
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» Building pedagogical content knowledgeThe protocol is based on key
school-wide needs relative to best educationaltiseand workshops are
designed to support teachers in the pedagogicaratahdings, skills, and
knowledge necessary to move toward increased HastaBonal practice.

* Provision of philosophy and theory as well as s&iWith which to translate
these approaches to practieeThe handbook provides a summary of the theory
and research behind each component of the systéesbpractices, while
providing examples and tools for understanding toege approaches translate
into practices. The staff development protocol$hierremphasize the need for
these components and support hands-on, experigrdiasfer-focused activities
designed to support teachers in translating thederstandings to the contexts
of their own classrooms.

Planning for Successful Translation to Practice

Ultimately, | intended this project to be relevant useful to the leadership and
educators at this school. With the uncertain lestuprsituation and what seemed to be a
tremendous number of changes the faculty facedregwdar basis, | was unsure how - or
even if - this project would be used. However, rafteeting with the leadership and
faculty to share preliminary thoughts and suggestimased on my observations, | was
encouraged in a number of ways. First, the leagefsh that this project was timely,
that it provided them with a “big picture” of whetleey wanted to go as a school.
Second, the principal, who had agreed to a oneigigaim placement at the school, has
agreed to stay on as principal of the school. Bintdie leadership indicated that they

would like for me to return to the school to pravistaff development in the areas of need
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| shared during the January 6 and February 6 pratsems. This would suggest that the
leadership buy-in and momentum of growth will begamt in the foreseeable future.
Nevertheless, the recommendations and componestsilded within the system
of best practices are complex and will take timebimth leadership and faculty to come
to understand and apply. There are several way Wwark to ensure that these steps
toward best practices translate accurately anatefédy into school-wide practices.
Rather than simply handing the project over tosttigool, | will take the time to meet
with the leadership once more to (1) discuss thealprofile report and provide
clarification, (2) encourage them to develop aondor school-wide growth toward
recommended best practices, including a practizektto five year plan for taking
meaningful steps towards that vision, and (3) disatarious recommendations for
building leadership capacity and supporting teatdemtership development in these
areas. Additionally, | will offer to provide theadt development workshops described in
the protocols and suggest qualified consultants wwld be capable of provided further
staff development in the future. | am also willtmgwork with teachers in understanding
and using the handbook as an ongoing support aridssional growth tool for self-
assessing and reflecting on needs in their owrntipesc And finally, the handbook itself
is meant to help teachers and leaders to see i@itiure” of a system of best practices
as a cohesive system under which all other the atitatives they have worked to
implement can fit. Should the school decide to ptogy offer of providing staff

development, | will further emphasize and clarlistperspective.
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CHAPTER 6
DISCUSSION: CONTRIBUTIONS, LIMITATIONS, & RECOMMENBTIONS
Introduction
The fundamental purpose of this capstone preyastto support growth in

educational practices that address the needsdifitrzally overlooked students. It was
clear to me that the site was lacking in a cruahdation of overall best practices that
should serve as a foundation from which other, nspexialized needs can be met.
Therefore, the purpose established for the preyet#ned to include the increase of
building-level capacity of faculty to identify amehplement best educational practices in
order to more effectively address the needs ofesttgdfrom backgrounds of poverty.

Data analysis provided information on precisely titha school needed for the
increase of this capacity. What resulted was adalgbrofile that provided a clear need
for the provision of an understanding of best pcastas a system of meeting student
needs under which all other endeavors were subsuv@@over, there was a strong
need for support in how to move toward that sysbéfmest practices, at a school-wide
level. Thus, the handbook and the staff developmestbcols became the ways in which
I might address that need. The handbook is a kabldan provide both immediate and
ongoing support for school-wide movement towards peactices. It is a tool for both
teacher work and leadership guidance in providimgoing support, and provides a more
in-depth look at the components of a system of pesttices. The workshops | created

for the staff development protocol are designeprtvide hands-on, experiential,
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transfer-focused support in key areas within thetesy of best practices. The objective of
the protocol is to provide the necessary firststegvard school-wide best practices.
While | believe that ongoing support and continpeafessional development are vital in
sustaining the movement towards school-wide bastatnal practices, | believe this
capstone project will equip this site with the resagy tools to successfully begin this
journey.

Although limited in application, this capstone @djprovides several
contributions to the field of education. The sugjgd contributions, recommendations
for use, and the perceived limitations of this pobjare described in the following
paragraphs.

Contributions of This Project.

This capstone project presents insights for thdse wndertake a similar
approach (i.e. those purporting to conduct actesearch with an ethnographic approach
to data collection and analysis) to identifying audlressing school-wide needs for
practices that support achievement of all studemfsarticular, students who are poor
and racially or culturally diverse. The contributsoto the field of education are perceived
to be threefold. First, it reinforces a need fdraol-wide movement toward educational
best practices. While many reform initiatives hauggested specific ways for
addressing issues in equity and access to excellareducation, the struggle for equity
in these areas is ongoing. Supporting the acadeeads of traditionally overlooked
students must first begin with a foundation of eesh-based practices that support the
needs of all students before looking at specifigsmhese practices can be modified to

address specific cultural or academic needs oesiisdrom these populations. Second,
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the project provides support for school leadersiip wish to move teachers toward best
educational practice. With myriad options for reficapproaches and models, it can be
overwhelming to know where to begin improving pieein ways that address
educational needs of students, both for leadergdundators. This project emphasizes a
system of best practices that are research- ardtlire-based in order to help leaders
begin taking “first steps” toward best educatiopractice. It also provides direction and
resources for ongoing growth in these key areas, & effective way to evaluate staff
need and ideas for addressing those needs thraoughng professional development.
Finally, this project provides a concrete modellé&aders or consultants interested
getting started in large-scale change of practtes educational site by utilizing an
overall action research approach with an ethnogcaggproach to data collection and
analysis. This approach is especially usefuléaders who wish to move away from
evaluative approaches that place high levels ofashehon teachers to change practice
with minimal or ineffective support, and emphasidegynostic approaches that support
teacher growth toward improved educational practice

Limitations of This Project.

This project presents both limitations regardiragnsfer of the project to the wider
system of education as well as site-based limitatid’ve identified two prominent
limitations. First, the nature of this projecinkerently site-based; it was developed to
identify and address the particular needs of adch&/hile the emphasis was on
working toward improved best educational practare] while such a focus has the
potential to benefit most schools, the school pepfiandbook, and professional

development protocol were designed with the pddiaseeds of this school - relative to
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the overall goals of best educational practicemind. As such, the components of this
project should never be used as a “module” thatissferable to all groups of educators
or educational sites. If used, the particular segfcdhe group for which they are intended
must be taken into consideration and appropriaed+based modifications made in
response to those needs. Second, this projeet taite timeline. While | have worked
to provide support for ongoing and sustained graattard best educational practice for
both the leadership and educators at this sitepatély, | will not be able to provide
measures to ensure fidelity to the recommendatioapproaches presented in the
individual project components. Similarly, | wilelunable to provide extensive “trouble-
shooting” support to teachers and leaders in aviogdgashion, an element highlighted
as important in professional development litera(diteeriot & Tice, 2009).
Recommendations for This Project.

Site based recommendations are anchored on sugparomentum and
sustained work towards best educational prac#deng with presenting the site with my
recommendations in the school profile, the handldookise in supporting growth, and
offering to provide the workshops designed to tatige site’s particular needs in the staff
development protocols, | presented a series ofesigus for the school leadership for
how to achieve these goals. This included suggestor how to build internal capacity
and support, discuss potential opportunities forjaling the workshops, and recommend
uses for the handbook. As the school, or any dattampting such an endeavor, moves
towards implementing suggestions in order to prengobwth toward best educational
practices, | recommend a “lather, rinse, repeaptagach. That is, teachers should be

provided with the support and hands-on opportunitiecessary to make sense of these
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practices and approaches in meaningful ways, dbBurg in or application of these
principles and practices. Then, when teachers hadeadequate opportunity to try and
reevaluate and try again, teachers and leaderddstaie a fresh look at gains and needs
relative to goals of best educational practiceothrer words, rinsing away all but what is
useful to provide an honest assessment of streagthseeds relative to goals for
continued growth. Once these needs are diagnapptypriate support and development
are provided and the process begins anew.
Conclusion

A capstone project of this nature seems to poseegotential for bridging the
ideal, “ivory tower” research to the realty of thehool or classroom “trenches.” As
such, this project required me to ask questionk asc

* What are our ideal aims?

* How can we best gain a clear and thorough undetistgrof teacher needs
relative to those aims?

* What makes the most sense, given those needlfind the site see the
“road map” towards those aims?

* How can | most effectively support the site andheas in beginning a
journey toward those aims in ways that respectaaltless the identified
needs?

Literature and research served as the source tileshing the ideal aims. Research design
provided a structure for gaining an understandingysite’s needs relative to the aims. And
literature and research further guided the devetopiraf project components that would be most

appropriate and useful.
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Throughout the duration of my capstone work, thmponents of the project (i.e. school
profile, handbook, and proposed staff developmestbgol) and the conversations I've had with
leaders and teachers have served as a catalysaftar reflection on teacher needs and how to
address those needs. Site leadership have shatdtis project has provided a “big picture”
idea of where they want to go as a school. Ulttyahowever, the momentum and capacity of
the leadership in supporting teacher growth tovtiaede aims — which requires leaders to create a
shared vision, guide faculty through the cycleshange and introspection, support the
development of new understandings and strategiesassist in the transfer of those ideas into

classroom practice — will determine the usefulreéshe work reflected in the capstone project.
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Appendix A
Guide to Thinking & Analysis of Educational Praetic

Guide to Thinking & Analysis of Educational Practice

Developed by Jennifer Kumpost Dimeo

The content contained in the following pages is meant to guide the thinking of teachers and
educational leaders in identifying key strengths and needs related to best educational practices.
It emphasizes best practices in education for all students, and specifically directs educators’
attention to particular needs of student populations that are often overlooked in traditional
classroom settings (e.g. poor and racially or culturally diverse students). The guide is framed by
the five key principles of Carol Tomlinson’s Differentiation Model. The elements in this model
are affirmed by researchers in multiple fields of education, including the recent work of John
Hattie who has synthesized over 800 meta-analyses of evidence-based research regarding
factors that impact student achievement (2008). Therefore, the model provides an effective
frame under which the needs of all students can be addressed, but also builds on this frame to
consider the ways in which the key needs of traditionally overlooked students can be addressed.

The five key principles of Tomlinson’s model are described in the left-most columns under “Key
Principles of Differentiation,” and reflect best practices in education related to curriculum,
instruction, assessment, grouping, and factors related to the learning environment. Each key
principle contains a set of “look fors” in reviewing classroom practice that can assist educators
and leaders in determining the presence of this quality and in making useful recommendations.
These “look fors” are designed to guide classroom practices for all students. To the right of
these key principles and “look fors” are columns that address three key needs of certain groups
of students often overlooked in traditional classroom settings. These key needs are: (1)
providing students with a balance of high expectations and high levels of support, (2) affirming
and capitalizing on student culture and strengths, and (3) fostering student self-efficacy and
sense of empowerment. These contain a set of more targeted indicators, or “look fors,” that
specifically consider the needs of traditionally overlooked students. These key needs are
embedded within the framework of Tomlinson’s Differentiation Model, and are grounded in
research and theory literature of (1) best educational practices in working specifically with
overlooked student populations and (2) best practices in education that effectively address key
needs of marginalized students in general. They are intended to further clarify how best
educational practice can specifically address the needs of the aforementioned subgroups of
students.

It is important to note that this is a guide for thinking and analysis of classroom practice. Itis
not an evaluation rubric for classroom practice, but a tool to promote ongoing professional
growth. It provides a common language, facilitates discussion, provides a cohesive way to
target various aspects of educational practice in professional development efforts, and guides
teacher work towards best educational practice.
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EFFECTIVE EDUCATIONAL PRACTICE 97

Appendix B
Interview Protocol

The purpose of the teacher interviews is to gaanitgl and insight into how teachers are
thinking about key areas of classroom practicee qinrestions provided, below, represent
the following key areas explored in the interview:
» Curriculum (plan for learning, resources and matsnised to create these plans,
the content, goals, and objectives)
» Learning Tasks (what students are asked to accsmpficludes activities,
centers, worksheets, note taking, discussiong, etc.
* Use of Assessments (informal and formal, standaddand performance,
formative and summative, etc)
» Grouping Arrangements (how they are determinedused)
* Response to Student Need (how student needs atdietband addressed)
» Learning Environment (routines and proceduresofispace, mindset fostered
and communicated, community building)

These key areas reflect the principles used ilBts# Educational Practice Guide to
Thinking & Analysis, and are have been informedHhmsy classroom observations
conducted. The following questions represent thdsof questions | will be asking to
gain clarity and insight into teacher thinking retiag areas of classroom practice.
Sample follow up questions are provided as wele Tist of interview questions is not
comprehensive, nor will the interview be formulaithe purpose of the interview is to
probe to gain insight and clarity into teacher usténding and approaches to key areas
of classroom practice.

» Describe your typical planning process. That @y hlo you typically
plan for what happens in your classroom?

* How do you determine what to teach each day or eek

* How do you develop or determine your learning goalsbjectives?

Curriculum

* How do you determine which tasks students will ddrej the
instructional blocks? Outside of the instructioblalcks? (e.g. during
remediation block, homework, etc)

* What factors do you consider in selecting a giask {(e.g. worksheet,
center activity)

Learning Tasks
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Use of Assessment

What types of assessment do you use?

How do you develop these assessments? Or wheregaome
from?

How do you determine whether or not students unaieds what to
do? the content?

How do you determine whether students have learned?

What do you do if you think a student hasn’'t unteyd? Hasn't
learned the lesson/content/objective?

Grouping
Arrangements

In what ways do you group students? That is, d@sevays you have
grouped students for learning.

What do you see as the benefits of this/these appes?

How do you determine which students will go to whgroups? That
is, what factors do you consider when grouping etis?

Response to Student Needs +

Learning Environment

Describe the strengths and weaknesses your stuagreghat you

believe impact whether or not they are successithl arning or a
learning task.

What do you think is the best way to deal with widdle student

behavior? Why?

Describe the “transition” strategies you use (et students to

quiet, to stop an activity to listen, to move frome lesson to another
etc).

What routines/procedures do you use that you cengour “must
haves” for your classroom?

Sample follow-up

guestions:

Can you clarify for me?

Explain your thinking on for me?

How do you see benefits from something like this?

How did you determine ?

What influenced your selection/decision?

What are classroom practices you would like mofermation,
examples, support, etc. in exploring?
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Appendix C
Sample Data Sets

Class Learning Environment Data Sample

Category Values Details

negative
management reinforcement | doesn't get ticket for forgetting to bring in homework
routines/proce | transition kids walk in and put bags in cubbies and folders in basket on
dures routines t's desk

work
routines/proce | directions message on board with directions for what to do when ss
dures posted come in

relationships

taking personal
interest

t talks with stu about birthday

content on posters w/various content, birthday poster, calendar, and
space walls rules page
relationships engagement encourages ss to enjoy and sing song about math content

verbal

encouragemen
relationships t/affirmation verbal affirmation to students regarding work

performance- | encourages ss to take time and not rush, especially when
growth oriented graded

not student tables all oriented toward front board, all in rows, t's desk in
space centered back

t has student work on making writing bigger, doesn’t check
growth work b/c she says she can't read it
tells ss what to do to transition to next subject, desks and

transitions chairs in tidy rows
routines/proce | community "proper student position" ss sit up, face forward, feet on
dures expectations floor
routines/proce | bathroom/wat
dures er breaks dismisses ss to get bathroom/water break by row

not student tables all oriented toward front board, all in rows, t's desk in
space centered back
routines/proce | transition five rows, ea row "goes first" for certain things on their day
dures routines of the week

transitions

find someone who has something in common with you

relationships

humor/teasing

playfully smacks/taps stu on back of the head "your mama
said | can do that to you - uses other forms of humor

social/cultural

sensitive

mentions "code switch thing"

relationships

humor/teasing

uses silly voices/humor

relationships

humor/teasing

calls ss "bubba" and "doll baby"

negative sharp reminders for behavior - e.g. "you're on the wall" [for
management reinforcement | recess]
expectations extraneous paper w/out a hame - five points off

99



EFFECTIVE EDUCATIONAL PRACTICE

Curriculum & Learning Objectives Data Sample

Category Sub-Category Details

Discrete
Strategy Knowledge place value rap song

Discrete
Objectives Knowledge place value and rounding
Skill subtraction with four and six-digit numbers
Games Splash Math on iPads
Games Reject math game (place value)

Discrete
Strategy Knowledge Mnemonic device for remembering states bordering VA
Discrete
Knowledge Regions in VA, descriptions
Skill Using maps and globes

Venn Diagram to show things that are the same and

Skill different

Discrete
Objectives Knowledge numbers and patterns
Skill Input/output or "number machines"
Discrete
Knowledge Review Prime or composite numbers
Skill Who, what when, where, why
Skill giving enough details, saying things "slowly" (writing)
Games playing a math game on the smart board about place value
Discrete
Knowledge Review Compass rose
Discrete
Knowledge Review Virginia border states

Discrete
Strategy Knowledge Mnemonic device for remembering states bordering VA
Discrete finish the video about how to use symbols, etc, to read
Knowledge How to maps

Discrete
Skill Knowledge learn new ways to show a number

Discrete
Strategy Knowledge place value rap song

Discrete
Objectives Knowledge place value and rounding
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Student Tasks (i.e. what students are asked to do) Data Sample
Sub- Student
Category Category Grouping Details
worksheet independent | math worksheet on rounding
teacher-
problem/s directed independent | math problems posted on board
teacher- review mnemonic device to remember the
discussion directed partners states bordering VA
teacher- venn diagram comparing and contrasting maps
discussion directed whole-class and globes
work with table groups to do an activity
hands-on worksheet groups involving a worksheet and globes
Q&A discussion, ss glue down corresponding
definition of each part of the scientific method
teacher- once it has been properly guessed/answered by
discussion directed whole-class stu volunteers
ss given bundles of g-tips, ss work to form
shapes according to teacher's directions (on
teacher- square, two squares, etc), t writes on board how
hands-on directed whole-class many g-tips used - numbers and patterns
teacher- whl clss + discussing numbers and patters, trying to come
discussion directed grps up with a pattern (w/table groups)
whl clss + solving problems in table groiups, whole class
discussion grps discussion
t tells ss to each come up with a pattern, later
application they will giving it to someone else to see if they
task independent | can crack your pattern
Q&A review discussion on what they went over
discussion review yesterday about prime and composit numbers
read-aloud whole-class t reads to ss during a daily read-aloud time
ss are asked to work on a piece of writing they
already started or start on a new topic from
writer's their list of ideas, 20 mins of independent
workshop independent | writing during writer's workshop
direct teacher demonstrates writing with lots of
instruction whole-class details, "say it slowly"
Reading independent | ss read silently
t has ss find a partner to share what they have
Share partners written
review compass rose and states bordering VA
via the Smart Board - t calls on ss volunteers to
come up to the smart board and answer
Game discussion whole-class questions
ss finish watching the Virginia Trekers movie
about maps and how to use symbols, t stands up
front and points out things on the map,
Video whole-class encouraging student participation
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Use of Assessment Data Sample

Category Values Details
Quiz middle of unit
FOG paper w/out a name - five points off right away
review teacher asks ss questions that will be on the upcoming test
standardized QRI administered to one student
complete puzzle and show teacher, "you know where
everything goes" on map, t circulates and checks puzzle
pieces when the are done, offering praise to ss who have
spot check completed it correctly
on your quiz tomorrow, there will be the states with the
letters and you have to tell me what states the letteres are,
quiz grade quiz tomrrow
quiz timed math test
class transitions to review of border states and regions of
quiz review VA, then they will take "our very first quiz"

standardized

QRI administered to one student

writing prompt

50 min, best personal narrative, small moment story of a
particular time in your life, true story, "Write in a way that
shows me all that you know about how to do this kind of
writing."

assignment reading logs
whole-class
question "Please stand if you think 'hiding' is the subject"
ss writing sentences on white board, teacher has ss hold
spot check them up
spelling test - you have 24 words and you're only getting
test tested on 10 of them and you don't know which ones
see if you can put these in order by place, when you finish,
raise your hand and "SPED t" will come around to see if you
spot check got it right

standardized

QRI administered to one student

during timed multiplication quiz t says to ss "If you guys talk,

quiz FOG you automatically get a zero"
raise your hand if you've finished playing the round up
spot check round down game

discussion/que
stion

you guys understand what we're doing for the reject game?

test units social studies test
quiz middle of unit
FOG paper w/out a name - five points off right away
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Response to Student Need Data Sample

Sub-
Category Category Value Details
Verbal Encourage t and aid encourages a H/LL boy to participate in
Prompting ment Reactive singing math song about place value
Teacher inst aid calls t over to give support to student on
Assistance Reactive worksheet
when five ss turn in completed worksheet, t
announces that ss may read or draw quietly
Anchor Activity | Filler Reactive when they are finished
Circulates &
Assists Reactive circulates and assists
Whole-Class t calls out tips and directions as ss work on
Support Reactive problems
Teacher
Assistance Reactive t works one-on-one w/a student
T has a boy who wrote too small on his problems
Directive Reactive page to work on writing larger
boy who wrote too small presents paper, t tells
him his writing started out okay, then got
smaller and smaller and that he needed to "go
Directive Reactive back and do it the right way"
Verbal clarification questions during whole-class
Prompting Clarification | Reactive discussion
Circulates &
Assists Reactive inst aid walking around and helping individual ss
to a stu who is starting to emotionally "unravel",
Behavioral/Aff | Encourage Dignifies the | the t asks if he wants to go to the calming caddy
ect ment Student and use the tools to self-calm there
Teacher inst asst calls the t over to help a boy at the back
Assistance Reactive table
Teacher back table have continual assistance from
Assistance Reactive primarily the inst asst, and sometimes the t
t allows ss to have a snack on occasion, when
needed, although he doesn't want it to be an
Physical Needs N/A everyday thing
t provides sample patterns and explains
Examples Reactive directions
Circulates &
Assists Reactive circulates and assists
Teacher
Assistance Reactive inst aid helping the back table
Verbal Encourage t and aid encourages a H/LL boy to participate in
Prompting ment Reactive singing math song about place value
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Use of Grouping Arrangements Data Sample

Sub- Group
Category Category Assignment Details

independent worksheet

Student playing games in small groups, based on choice
small groups Selected and which ss finish original assignment first
whole class discussion

Grouped by
small groups Tables table/team
whole class working on an assignment together, Q&A style
whole class discussion

Grouped by
small groups Tables table groups
whole class discussion
whole class discussion - mini lesson type format

teacher Teacher tis working with a small group, the rest of the

independent group Assigned class is working independently

Teacher ss working gin groiups of 3-4 per group, one
small groups Assigned group near the front has six ss - "pods"

Student turn to someone at your table (e.g. turn to your
partners Selected partners, turn and talk)

Student
partners Selected ss choose partners
whole class sharing time, one-at-a-time

ss go to an assigned an assigned teacher to

Random practice writing #s in standard form, three

Teacher groups, random grouping, all doing the same
small groups Assignment task
whole class discussion, Q&A format

Teacher t groups ss in spelling groups according to
small groups Assigned spelling level
independent Worksheet

Student turn and talk, random selection, whoever is
partners Selected sitting near you

Student turn and talk, random selection, whoever is
partners Selected sitting near you

ss go to "rotations" (i.e. centers), all ss do the

Random same rotation, just in a different order, t hands

Teacher out laminated cards in a random fashion to ss to
small groups Assignment determine which group they will be in

Student turn to your partners (random, someone sitting
partners Selected near you) during whole-class discussion

Grouped by
small groups Tables table groups
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Appendix D
Staff Development Protocols

Staff Development Protocol Workshops:

=

Mindset & Using Sternberg’s Triarchic Theory to [Exignce Responsive &
Respectful Learning

Recognizing Responsive Teaching & Learning

Building a Strong Foundation: Understanding andtMgiClear Learning Goals
Crafting Strong Assessments Aligned to Learningl&oa

Using Assessment Data to Plan Proactively & Intevaily

Leading & Managing a Student-Centered Learning Eamment

ogkwnN

Mindset & Using Sternberg’s Triarchic Theory to Experience
Responsive & Respectful Learning

105

Total Estimated Time for Workshop: 2 ¥z hours

Learning Goals:

The learner will understand that:
* Mindsets often determine a person’s response t@atmbmes in a learning
situation.
» Ateacher’s mindset can calibrate students’ petspecand responses to
classroom learning situations.
» Affirming and capitalizing on student differencesai powerful means of helping
students see their important role in the community.

The learner will be able to:
» Identify fixed mindset responses to a given sitraand formulate new growth
mindset responses.
» Reflect on what it means to be a respected learner.

The learner will know:
» Characteristics of individuals with growth mindsets
e Characteristics of individuals with fixed mindsets
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Workshop Component (Estimated Time)

Introduction (10 minutes)

l. Briefly introduce the agenda for this workshop.
A. Explore how mindsets impact teaching and learnindpé classrooms
B. Experience learning that responds to our needsaasdrs
C. Ask teachers to jot down notes regarding theseyshas they go along.
There will be a time for reflection and discussatdrihe end of the
workshop.
Il. Briefly introduce Sternberg’s Theory of Triarchittélligence, this will be
explored in greater depth later.

Determining our Triarchic Preferences/Differences 20 minutes)

I.  Have teachers take the “quiz” and determine threifepences.
Il. Graphing our strengths and differences:

A. Give teachers three standard address label stiakerbave them write their
names on each sticker.

B. Then have them color each sticker to show the gtineof their preference (i.e.
more or less color on a sticker). Use red forathalytic sticker, blue for the
practical sticker, and green for the creative stick

C. Then have teachers place their stickers on thegponding anchor chart
“graphs.”

D. Let teachers look at these graphs. Do a “tabké taiswering the following two
guestions: (1) What do these results say aboutakds of individuals in this
group? (2) If, as the instructor, | was commitieanaking sure what we do in
this workshop addresses those needs, what mightntsen?

E. Have a few volunteers share their thoughts withithele group.

Mindset Triarchic Task (50 minutes)

l. Tell teachers that we are going to switch gearsfiitle bit. We are going ta
delve into growth and fixed mindsets and consitlentays these things can
impact teaching, learning, and the learning envirent overall.

A. Explain that teachers will be reading an exceminfiCarol Dweck’s
Mindset book. They will have approximately 15 nitgsito read and 15 to
do the task.

B. Share the task options for each Sternberg prefefsinength area (i.e.
practical, analytic, and creative).

C. Give teachers permission to work alone, with argartor with a group of
no more than fiveas long as they are working in their strongest
preference area.

Il. Give teachers about 15 minutes to read the exeaexpjot down their
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thoughts.

Il Provide teachers time to work on their tasks, agprate 15 minutes.

IV.  Ask for volunteer groups or individuals that arenfortable sharing their
project with the whole group. Try to get at leaseé share per Sternberg
preference.

V. Post the rubric and learning goals and discussigheofonly one tooto
assess teacher learning because all teachers skexé ta arrive at the same
goals.

Reflection Time (20 minutes)

l. Ask teachers to reflect/journal on the followingegtions:

A. Discuss your experience as a learner. Some qusdtat might be
helpful to consider are: What did you think whem wgaw all of the task
options? What was your reaction to those that weyeur preference
area/s? What about your reaction to those that wetrin your preferenc
area/a? How might this have impacted your engagearel
participation? How might this have influenced ey you processed the
information about mindsets?

B. Discuss your experience as a part of a communityashers. Some
guestions that might be helpful to consider arehatWvas it like to hear
some of your colleagues share their tasks witlgtbap? How did this
impact your overall learning? Why might it be Halgo know your
strengths/preferences as a learner? As a teacher?

C. Discuss your thoughts on growth and fixed minds&#hat are some
ways your thinking has changed about students?utyamir own work as
a teacher? What are some reasons a teacher’saniad@s important
aspect of the learning environment?

Il. Briefly allow teachers to share their thoughtshdy wish.

1]

A\1%

Suggestions for How to Use this Approach in Your @issroom (45 minutes)

l. Share with teachers a bit more background infolonatn the Triarchic
approach, including:
A. Needs of learners with certain preferences
B. Suggestions for use in the classroom
C. Prompt for creating a task

Il. Task evaluation
A. Have teachers form teams with groups of at leasetteachers (1-2
teachers from each strength/preference represented)
B. Give each group a set of prompts. Have them etathe prompts:
1.Do all the tasks ask students to work with theeséearning goals”

]

2.Do all the tasks adequately reflect the learmnefepences as
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described by Sternberg?
C. Discuss.

Share & Final Questions (5 minutes)

Allow teachers to share final thoughts or ask asy uestions.

Recognizing Responsive Teaching & Learning

Total Estimated Time for Workshop: 2 %2 hol

108

Urs

Learning Goals:

The learner will understanding that:

The learner will be able to:

The learner will know:

Responsive teaching is the purposeful and proaptarening and use of tools
(e.g. grouping, materials, strategies) to addremser needs in a way that
promotes maximum growth.

Responsive teaching must begin with quality cutagugrounded in meaning
and understanding.

Identify what differentiation is and is not.

Identify evidence of responsive teaching (i.e. éag to meaning, use of
assessment to inform curricular or instructionalisiens, flexible instructional
grouping, and respectful learning tasks).

Explore the appropriate and effective use of sgiateto teach responsively

“Must haves” of responsive teaching (i.e. teachmgeaning, use of assessme
to inform curricular or instructional decisionsible instructional grouping,
respectful learning tasks)

Vocabulary related to differentiation (e.g. reagmdnterest, learner profile,
formative, summative, and pre-assessment, congeotess, product)
Procedural knowledge of strategies (Graffiti, Fragiagram, Discussion-Tac-
Toe, Sort)

Workshop Component (Estimated Time)

Introduction (10 minutes)

Warm-up activity: In groups, have teachers takemh2utes to do a “stream of

consciousness” list of words, situations, qualitied either they associate with
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differentiation, or are commonly associated wittiedentiation.

Share. Have teachers share what their groups figehti

Segue into understanding what differentiation id smot. We are a part of a
profession that has lots of new things coming dtivenpike, and it's important tq
know what constitutes substantive, defensible diffgation so that we can be
wise consumers of the materials, strategies, aptbaphes that cross our paths,

Considering the Approaches of Three Teachers (e.§lapping a Route to
Differentiated Instruction) (30 minutes)

V.

Group teachers into groups of four or five. Hae@chers read the article
Mapping a Route to Differentiated Instructiday, Carol Tomlinson, keeping in
mind the things they shared in the warm up activity

Teachers will then discuss the article choosingdluf the questions listed on the
Discussion Think Tac Toe (choose three questiomasrow to discuss, everyone
in the group must contribute)

Ask for folks to share any big “aha” insights trggined.

Emphasize that the first two teachers weren't “b@dithers, they were doing
what they thought was best for kids. There wemespositive elements in the
curricular/instructional approaches they took (almnment to goals and
selection of tasks meant to engage students). eEhenys to go about meeting
students’ needs that are more purposeful and eféecEhare Kristina Fulton’s
“aha” insight when learning about differentiati6hthought differentiation was
just using best practices, but it's more than thigs. more proactive.”

Lesson Plan Sort Activity (60 minutes)

Many different things out there with the label fdifentiation” attached. We read
in the last article that substantive, defensibfeet@ntiation efforts are complex.
We want to explore what defensible differentiatiooks like compared to
approaches or strategies that may, at first gldoog,like differentiation or are
labeled differentiation.

Divide teachers into groups of mixed disciplineaarégroup by those who are
newer to differentiation and those who understéedotrinciples and application

of those principles of differentiation accordingtie pre-assessment). Teachers

will complete the “All that Glitters is Not Gold"caivity:

A. Explain that differentiation is not a set of straés.

B. Display slide with group names listed.

C. Hand out activity envelope with directions liste@articipants will sort
activities into categories according to level oélify differentiation
present in each lesson. Those who are newerferetitiation will sort
into two categories; those who are a bit more fiaamtith the concept
will sort into three categories (this is only foy mimformation; the
variations in the two activities will look virtuglidentical).
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Whole group share time about their conclusionsesflans that teachers may
have at this point will also be addressed.

D. Tell teachers they will need to talk about thentieg decisions, making
sure they can defend their choices.

E. When they have finished sorting the lessons, théycamplete a Frayer
Diagram to “make sense of” the key characterisifadifferentiation (or
responsive, need-based teaching).

Graffiti Activity (30 minutes)

Discuss with teachers the common misconceptionstabeearch-based
classroom practices (using lots of strategies,esttglin groups all the time, etc),
Share key ideas of what responsive teaching isndnad it is not (i.e chart about
what differentiation is and what it is not from Tlmson’s book).

Graffiti Activity:

Briefly discuss each poster. Ask questions thatiire teachers to emphasize th
there is no set of strategies or formula. It'swthwoactively, intentionally,
deliberately responding to student needs.

A. Hang for anchor chart with one of four categoristed at the top
(ongoing assessment to inform instructional andicular decisions;
flexible instructional grouping; attention to stud@eeds, strengths and
interests; and teaching to meaning).

B. Have teachers select one of the four good diffeaon lessons from the
previous activity and form a group of their choasin

C. Explain that they will walk around the room to doeent the various way:

teachers used strategies, tools, approachestoet@mcomplish these kinds

(indicated on the anchor chart) of things in thesda.

[*)

D

at

Final Thoughts & Questions (15 minutes)

Share with teachers the strategies you have usedgiout the session and
provide a set of ideas for how they can use thesarious ways in their
classrooms to meet student needs. These straiediede:

A. Discussion/Think-Tac-Toe

B. Sort

C. Frayer Diagram

D. Graffitti

Give teachers time to share final thoughts andtopres

Ask teachers to complete the following “exit cartf'you were to spend a
week in three classrooms where the teachers wgpemsive teachers, what
things would you expect to see in all classroongamdiess of the teachers’
personalities or teaching styles?
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Building a Strong Foundation: Understanding and Writing Clear
Learning Goals

111

Total Estimated Time for Workshop: 2 ¥2 hours

Learning Goals:

The learner will understand:
» Understanding goals are vital in developing reléwamriculum that supports
student sense-making.
» Effectively planned curriculum is anchored on deddiely planned results.
* “Unless we begin our design work with a clear ihsigto larger purposes|,]” it i
not likely that understanding will occur (WigginsMcTighe, 2005, p 15).

The learner will be able to:
» Construct clear learning goals that articulate gjé@a understanding, skill
development, and content acquisition.
» Differentiate between understanding, skills, andtent learning goals.
» Generate “understand statements” based on a strafards-related content.

The participant will know:
» Distinguishing characteristics of understanding] sland content knowledge
learning goals

Workshop Component (Estimated Time)

Hook (10 minutes)

I.  Show the chocolate factory I Love Lucy clip
II. Briefly discussion with teachers how this mighttelto the ways we approach
content learning in the classroom.

Introduce Structure of Knowledge (10 minutes)

I.  Go through the structure of knowledge (H. Lynn Esimn) to understand why
teaching to concepts and understanding are maozete# for the ways the brain
stores information.

II.  Briefly explaining what generalizations are (e.gfiition and alternate names -
i.e. essential understanding, big ideas, undersiagaheralizations). These will
be explored in greater depth later.

lll.  Post an example of the generalization. Ask teactwethink about other context
to which this generalization might. What typesohtent knowledge would be
subsumed under this understanding goal?

12}
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Understanding the Distinctions Between Goals (25 mutes)

I. Describe the differences between K, U, & D’s

A. Understand statements

B. Skills (emphasize skills versus activities)

C. Knowledge (emphasize that these primarily come fstemdards)

II. Learning Goals Sort Activity:

A. Explain that teachers are going to sort a seledfdearning goals into either
understanding goals, skill goals, or content go&lave teachers turn to the
Learning Goals Clarity Self-Checker in their handband let them know that
they may use this as a support tool if they wish.

B. Provide participants with the following options fibie sorting activity:

1. Option #1: PK-5 Sort, 6-12 Math/Science Sort, 6Sb2ial Studies Sort,
or 6-12 Language Arts Sort

2. Option #2: Work with by yourself, with a partner,with a small group of
3-4 teachers

C. Let teachers know there is a “key” available ifythveant to check on a specific
goal they have sorted.

D. Circulate & assist

E. When most of the teachers have finished sorting wfatie goals from their
envelope, facilitate a whole group discussion:

1. What was challenging? Confusing? What made sense?

2. Were there any language clues that helped youifgenparticular goal?
What were they?

3. What questions did you ask yourselves as you weirgytto figure out
which was a goal for understanding, skill, or cohtenowledge?

Developing Understandings While Addressing SOLs (2@inutes)

I. Share examples of how to “Dig for Meaning” in therglards to ensure that you ar
both addressing the SOLs but teaching to meaniddgarunderstanding.

[I. THINK ALOUD: Demonstrate how to link two or moremeepts together to form a
generalization. Ask if the generalization hasasered the questions “How?”
“Why?” or “So what?” Tweak the generalization &eded (in the think aloud time).

[ll. Have teachers practice writing generalizationsisgidline specific areas.

A. Teachers can work independently, with a partnewitir a group of no more
than four teachers.
B. Teachers select from a set of pre-selected leagoafs. Have them turn to the

1]

concepts lists in their handbook and use thosenaptete the activity. They may

also use the two-step guide contained in their haoklto prompt their thinking.
C. After teachers have had a chance to come up vgdnaralization or two, have
volunteers from each discipline area share a fet thie whole group.
D. Discuss the challenges of the process and whagthéem most during this
process.
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Hunting for & Distilling “Pure Skills” (45 minutes)

. Teachers then reconvene with their content areapgtacross grade level. The idg

Describe the difference between activities or carlb®und skills and pure skills.
Explain that one of the best sources for writing@fve skill goals is to begin with
the skills and methodologies of a practitionera tield or discipline (e.g. ecologist
botanist, journalist, editor, art historian, phyditrainer, mueseologist, cartographe
Have teachers go on a quick “scavenger hunt” witbraent-area partner. Their tas
is to research the methodologies and skills ofatroner whose work is reflected
the content and skills of the standards they witirass. They will then write down
as skills or methodologies as they can find onrtkernet or come up with on their
own.

is to create a “bank” of ideas from which to deyeld quality skills learning goals.
Finally, share with teachers examples of how tailtdipure skills” from the content
standards, making sure to think about processtaniing skills.
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Practice Workshop Time (30 minutes)

l. Provide participants with time to begin craftingreing goals for a unit they
can use in their own classrooms that addressest@hdards for which they
are responsible.

Il. Teachers may choose to work independently or colilvely in grade level
teams.

M. Direct teachers’ attention to the support tooltheir handbook.

V. Circulate and assist

Share & Final Questions (10 minutes)

I. Provide teachers with time to share final thougintask lingering questions.
Il. Ask teachers to complete the following exit carchalquestions do you still
have about writing clear learning goals?
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Crafting Strong Assessments Aligned to Learning Gda
Total Estimated Time for Workshogbout3 hours

Learning Goals:

The learner will understand:
» Accurate insight into student understanding reguireareful assessment of key
indicators of understanding (e.g. students’ thoygbtess of why they did what
they did, support for the approach or responseyeitettion on the result).
» Use of multiple measures is crucial for assesgingdent understanding.
* Pre- and formative assessments should leverageemprietive rather than
evaluative approach.

» Alignment to learning goals is crucial for effeeimssessment design and use.

The learner will be able to:
» Assess understanding through multiple measuresrorats
» Differentiate between assessing interpretively veesvaluatively.
* Modify assessments to attend to learner needs @ndagnore accurate picture ¢
student strength and needs

The participant will know:
* Ways of assessing understanding
* Ways to modify assessments for student needs

Workshop Component (Estimated Time)

Hook (10 minutes)

l. Show Video Clip: Woman'’s adrenal problems misdiagitbas psychiatric
problem.

Il. Discussion: Lead a brief discussion on how thie@i might connect to
assessment in schools (e.g. importance of knowhnat wou're looking for
and what you're seeing as an assessor, resultsofiaginoses is lack of
understanding about real needs and poor/incomegtment).

A. What was the best that could have happened imihisan’s case, given
the misdiagnosis? What is the worst that mighehaappened?

B. How might this relate to the role of assessmesthools?

C. What's the best that can happen if we misdiagntugtests’ needs?
What's the worst?

D. What are some guiding insights that we might dnaanfthis video
regarding assessment?
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Assessing Understanding Using the 6 Facets of Und&nding (60 minutes)

Jot it down.

A. Ask teachers to think through & jot down what itane to understand
something.

B. Discuss with a partner and share thoughts.

Introduce the six facets of understanding briefithwhe group. Let them

know that they are going to explore these six fat&iough an activity.

Discussion Activity:

A. Facilitate a “Wagon Wheels” discussion with thectesrs. Have teachers

form an inner and outer circle. The outer circié mtate. Prompt
teachers with discussion questions at each rotai@th question
addresses the same “understanding” statement geipts a different
facet of understanding.

B. Discuss this activity:

1.How did this discussion prompt you to think abyporr
understanding of this topic?

2.How might you use this activity to support deyahg student
understanding in your classroom?

Assessing Facets of Understanding Task Activity:

A. Group teachers together into six groups. Provatd group with a task
that corresponds to a different facet of understand Send each group t
complete the task and return to the workshop raofrbiminutes.

B. Have each group share their task prompt and coetptasks. Discuss
this task.

1.Post the understand goal for the task.

2.Ask teachers to discuss the alignment of thetasie understand
goal.

3.In what ways might these approaches provide & mseful
measure of student understandings than a traditiesiaor quiz?

4.In what ways might these approaches support stsidie more
effectively showing what they understand and know?

5.How else might you use these approaches in yass2

C. Provide teachers with a handout containing sang@as about tasks that
develop or assess the six facets of understanding.

D

Student Needs & Misconceptions, the Importance ofre- & Formative Assessments,
Interpretive versus Evaluative Approaches (45 minus)

Give teachers a scenario that mirrors the “Thed®eiWniverse” clip about th
phases of the moon and the distance between thensam, and the earth.

Ask them to ask them how this student might be gplad the traditional way
What might be a traditional teacher’s responskafdtudent was not able to

0]

answer the question properly? (e.g. grade, seéestindents didn’'t do so well
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V1.

teach them the correct answer)

Show “The Private Universe” video clip that lookstudent misconceptions.

Discuss the situation and student’s misconception.

1. What happens when we teach students and fail teesslehisconceptions
2. What role would strong assessment play in thigsin?

Share with teachers the difference between intevpreersus evaluative
approaches in assessment — especially in pre-camdfive assessment.
Turn-to-Your-Partner: Show two or three scenarioa acher’s

guestion/prompt/exit card and the students’ inanresponses. Ask teachefs

to consider the difference between an interpratersus an evaluative
assessment approach in those instances.

Discuss: What kinds of needs are brought to ligki @ither of these
approaches? Which approach provides informatiahdan lead to stronger
instructional responses?

Yes, You're Allowed to Do That! (25 minutes)

V.

Share with teachers the misconception that, im¢ryo be fair to students, wg
tend to embrace the idea that fair is everyonerggthe exact same things
rather than getting their needs met. This happdmen we assess students &
can prevent us from gaining an accurate pictusghaft students need. Shar
with teachers about modifying assessments so tihadests can accurately
express their ideas. This is great for all stusldsgcause there are no such
things as homogenous classes, but is especiafiyfdristudents with special
learning challenges and or those from traditionaltgrlooked populations.
Share a few examples of taking an assessment adiflying it to address
student needs while still being aligned to therésay goals.

Group teachers into small groups. Give teacheesaassment prompt and
the learning goals, then assign them a student e thave them modify the
test so it still assesses the goals, but also gesvihe best/most information
possible about student needs.

Share a few examples. Discuss.
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Practice Workshop Time (25 minutes)
l.
Il.

Have teachers choose to work independently orloaidively in grade level

teams.

Ask them to begin sketching out pre-, formative anmmative assessment

for the learning goals they drafted in the Learn@wals workshop.
SUPPORT TOOLS: Handbook chart in Assessmentstehwith suggested

assessments, descriptions of various types of asgeds that are not obviou

(e.g. GRASPS, double-journal entries, etc)
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Share & Final Questions (5 minutes)

» Allow teachers to share final thoughts or ask asy fuestions.

Using Assessment Data to Plan Proactively & Interanally
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Total Estimated Time for Workshop: 3 ¥2 hours

Learning Goals:

The learner will understand:
» Effective instruction employs the use of groupinterials, and strategies as
means to address learner needs relative to leagoialg.

The learner will be able to:
» Use grouping, materials, strategies, and scaffglthraddress learner needs.
* Modify strategies to address to learner needs)dicdated by assessment data,
while supporting all learners in working toward g@me goals.

The participant will know:
* How to use the Equalizer to modify a task or stat® address learner needs
relative to goals
» Varies strategies that can be modified to atterldamer needs

Workshop Component (Estimated Time)

Hook: Line Up (10 minutes)

l. Hang up the anchor charts from the “RecognizingpBesive Teaching and

Learning” graffiti activity. Ask teachers to draaxconcept map showing the

relationship between the following concepts: stye®, proactive, needs,
assessment, grouping, use of materials, goals.
Il. Discuss the “take away” from that activity doneidgrthat workshop.

N

Discovering & Addressing Needs (80 minutes)

l. LINE UP ACTIVITY:
A. Give each teacher a different profile of needs, @rmight. Let them
know that they will hang on to them and use thentte three next
activities. Give them enough time to read throtighr profile/needs on

their own.




EFFECTIVE EDUCATIONAL PRACTICE

B.

C.

Describe the needs that students have that ofteaineunmet in the
classroom or to which teachers primarily responideadreactive manner.
Share with teachers some proactive ways in whiebetlneeds can be
addressed.

STUDENT NEEDS JIGSAW:

A.

Have teachers line up. Have them share their nsedse will be
“repeats”) as they get into the line.

Read from a traditional lesson plan outline that been summarized intg
parts. Stop after reading each part in the leasoirhave teachers
representing students with certain needs takepaostek or a step forwarg
according to the degree to which the lesson adesdbgir needs. Do thi
until you have reached the end of the lesson. Heaehers look around
which of them are ahead and which are behind.

Have teachers return to their seats and facilgatescussion: Why is it
important to identify and address needs througlgiiee planning ahead
of time, rather than teaching all students the stnmgs and providing
“on-the-spot” support.

Give teachers the pre-assessment information timsgsponds to the
student profile they were given in the last acyivilso distribute a lesso
plan with KUD goals (on teaching students aboutwtinanindsets). Have
them work independently to look back at their shugwofiles and read
through the pre-assessment information and lesson @\sk that they jot
down notes on what they think their student woldddto be successful
with the lesson and work towards the learning goals
Have teachers join their colleagues who have theessiudent profile,
about four or five teachers. Provide a task cdt iustructions for
discussing their student’s need in their groups:
1.Looking at the lesson plan, what areas mighthadlenging or
frustrating for this student based on what you kifimm his/her
pre-assessment?
2.What needs might this student to be able to cetaphe task?
3.How could you address those needs? What waysd goul modify
the original assignment? Or what supports couldiyald in?
What materials would be useful?
Divide teachers into groups of 4-6, all with ditfet student profiles. Ask
teachers to come up with a plan to ensure all ststieeeds were met in
ways that enabled them to work towards the saméwabile learning
goals. Discuss:
1.How does this change what you would do?
2.How would you group these students?
3.How would you modify materials?
4.How would you use varied materials to addressthéents’
needs?
5.What scaffolding or supports can you build irttsat all students
can work towards the same learning goals.
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Debrief and discuss as a whole group:
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1.How does this approach to planning reflect tispoasive teaching

concept maps we did at the beginning of the worg8ho
2.What was the role of pre-assessment in this appfo
3.What does this suggest for how we go about phanleissons or
units?

Selecting Useful Strategies & Modifying to Addres&earner Needs (40 minutes)

V.

A common misconception is that using a varietytadtsgies is good

educational practice. Discuss this and share t@dbhers that it's not about

the strategies themselves, bow strategies are uséd address learner

needs. Explain that the last activity asked thethink about how to addres

learner needs through grouping, materials, andlimgjlin supports. This

activity asks teachers to think about how strategan be used to address

learner needs.

Share with teachers some things to consider (pustrations of yes/no

examples) when selecting a strategy for the legrpian:

A. Is it appropriate to the content and purpose?

B. Will it support the right thinking and process $killevelopment and mov
students toward understanding?

C. Will it promote an authentic learning experience?

TOOLBOX ACTIVITY:

A. Provide teachers with a “tool box” of strategies.(a variety of strategies
or models with detailed description). Each of ¢heategies contains an

example (with accompanying set of learning goads dudresses SOLs
from various 3-5 grade levels and discipline ared$jough the tasks are
aligned to learning goals, it may not be effectivaddressing student
needs.

B. Direct teachers’ attention to the tutorial in thHeémdbook on modifying
tasks using Carol Tomlinson’s equalizer. Walk thbrough an example
using the goals and task from the lesson useckitast activity.

C. Ask teachers to find a partner with a differentstot profile than their
own. Each partnership should select one of thelStaand modify the
example so that there are two other variationsghpport students in
working towards the same goals yet attends to ¢leels1of the students
whose profile they have.

Ask several teachers to share their example, ¥f #ne willing.

Practice Workshop Time (15 minutes)

Have teachers choose to work independently orloaidively in grade level
teams.
Ask them to begin sketching out learning planstierlearning goals and

Uy
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assessments they drafted in the earlier workshops.
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Il Direction their attention to the support toolsheit handbooks (e.g.
scaffolding tutorial and checklists).

Share & Final Questions (5 minutes)

» Allow teachers to share final thoughts or ask asy fuestions.

Leading & Managing a Student-Centered Learning Envionment
Total Estimated Time for Workshop: 2 hours & 15 otes

Learning Goals:

The learner will understand:

* The social and emotional needs of students fundaifeimpact the ways they
engage in learning.

» Effective classroom leadership endeavors to sugbodents in becoming
respectful, responsible, contributing members efdbmmunity rather than
controlling behavior.

» All classroom decisions should point back to stuae®ds and what it takes to
make them successful in all aspects of learningcantmunity.

The learner will be able to:
» Describe the connection between strong leaderstusaiong classroom
management.
» Use classroom management techniques to plan fesrdam needs.
* Explore & discuss methods for creating a safe apgartive classroom
community.

The participant will know:
» Tools for managing responsive classrooms

* Tools to ensure all students remain actively endagéearning during class time

* Ways to modify assessments for student needs

D

Workshop Component (Estimated Time)

Hook: Effective Leadership (15 minutes)

l. Draw a picture or write a description of an ideslder. Think about: What
does strong leadership look like? What are theaderistics of a strong
leader? What is the role of the leader? What didde like for those

working with the leader? Write about it, or dramddabel a diagram or
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picture.

Have teachers share their pictures in small grofipisree to five. Circulate
and jot down notes. Synthesize the thoughts yauihesard, and allow
teachers to add any further insights.

Leadership, Community, and Creating a Shared Visior{50 minutes)

Share principles for effective classroom leadersstigps to take in leading a

classroom, and tools for doing this. Areas to edslinclude:

A. Teacher-student relationships & getting to knovdehis

B. Collaboration: rules, functioning of the classrodrouble-shooting
challenges in the way the class operates together

C. Community building

D. Creating a shared vision

Ask teachers to share ways they've seen thesestlioige really well in their

colleagues’ classrooms, either in this school @tirer schools.

Creating a Shared Vision Jigsaw Activity:

A. Explain that we will be doing a Jigsaw activity, iasihmeans teachers wi
be grouped twice for each of the two stages oattrity. First, they will
be grouped according to their learner preferen@ésy will complete a
task and a discussion. Then, they will be put tatezhing groups, where
they will share their tasks and engage in anothe of discussion and
reflection. They will have a discussion matrix this task to help them
organize their thinking and remember essentialtgoin

B. Give each expertise group their task assignmer ¢dthree: Me Graph,
Trip to the Doctor’s Office, & One-Size-Fits-Allnd materials. Instruct
them to take notes so that they can be reliablshtza when they get to
their teaching groups next. Have them read thrahgin task cards and
complete the task and discussion. It might legulgo start a timer for
completing this task.

C. Teaching Groups: Post the teaching group assigrsnoenthe PPT slide.
Hand out the teaching groups task cards & discogsiatrix. Have each
expertise share their task, while the others {itl their discussion matrix,
then complete the discussion.

D. Bring everyone together for a whole-group discussio ways that you
can create a shared vision in the classroom oragcloonmunity and
considerations for using any of the approaches tlmask cards used if
this activity.

N

Tools for Managing Groups (45 minutes)

Share with teachers several different ways of miagagroups in responsive
classrooms.

Managing Groups Activity:
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* Tell teachers you will post all descriptions of teehnique on your website. Suggest that sonmfeome
each group volunteer to type up the ideas for ithem to share with one another.

A.

D.

Discuss the activity:
A.

B.

Provide teachers with directions for the task@ranfof a Jigsaw grouping
arrangement. Explain that they will be in theipEx Groups
(interdisciplinary) to learn about management tégpines and then discus
with their groups various ways this can be useghich of the types of
classrooms represented in that group. When theebig up, they must
transition to their Teaching Groups (disciplinedxdswhere they will
share their technique and their ideas with the grou

Group teachers into mixed-discipline and mixed-griayel groups.
Assign each group to one of the following categodégroup
management techniques:

. using a variety of grouping arrangements,

. managing centers,

. calling on students,

. giving directions for multiple tasks,

. Starting the day/class,

. ending the day/class

. ensuring all students remain meaningfully endafiging class
time

Have teachers read the explanation for that tecienigndogether

~NOoO o, WNE

brainstorm ways this technique could be used/medlifior the classrooms

represented in the group (e.g. science, sociaiestueading, writing, art,
music, PE).

Have teachers get into larger discipline-level te@md share the
technique and their ideas with each other.

What ideas did you come up with that address a peedhave wanted to
address in your classroom?
Why might these tools be useful in managing a nespe classroom?

)

D

Practice Workshop Time (30 minutes)

Allow teachers to work individually or with theirgde/discipline teams.
Ask them to continue working on their lesson plins the previous
workshops, incorporating strategies learned inwlaskshop. Or they can
map out management plans that will parallel thésuhiey have been
designing throughout the course of these workshops.

Circulate and assist.

Share & Final Questions (5 minutes)

Allow teachers to share final thoughts or ask @y uestions.
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