
Best Practices Continuum 
(Adapted from Building the Local Accountability System, West Ed, 2000) 

 
Indicate your perception of your school’s performance, by marking “Starting, Progressing, Approaching, etc.” for each area. 

 

 Starting Progressing Approaching Full Implementation Outstanding 
Implementation 

Instruction 

Differentiated 
strategies used in 
few classrooms 
 
Varied strategies and 
flexible pacing used 
in few classrooms 

Differentiated 
strategies used in 
some classrooms 
 
Varied strategies and 
flexible pacing used 
in some classrooms 

Differentiated 
strategies used in 
many classrooms 
 
Varied strategies and 
flexible pacing used 
in many classrooms 

Differentiated 
strategies used in 
most classrooms 
 
Varied strategies and 
flexible pacing used 
in most classrooms 

Differentiated 
strategies used 
school-wide 
 
Varied strategies and 
flexible pacing used 
school-wide 

Using  
Data  

Results 

Assessment data is 
regularly submitted 
to the Data Entry 
Person 
 
Data is not used to 
make informed 
instructional 
decisions 
 
There is not plan for 
monitoring student 
learning at any level 

Assessment data is 
regularly submitted 
to the Data Entry 
Person 
 
Data is used in some 
classrooms to make 
informed 
instructional 
decisions 
 
Monitoring of student 
learning occurs in 
some classrooms; 
may have an 
inconsistent focus 

Assessment data is 
regularly submitted 
to the Data Entry 
Person 
 
Data is used in many 
classrooms to make 
informed 
instructional 
decisions 
 
Monitoring of student 
learning for required 
groups occurs in 
many classrooms 

Assessment data is 
regularly submitted 
to the Data Entry 
Person 
 
Data is used in most 
classrooms to make 
informed 
instructional 
decisions 
 
Monitoring of student 
learning for required 
groups and individual 
students occurs in 
most classrooms 

Assessment data is 
regularly submitted 
to the Data Entry 
Person 
 
Data is used school-
wide to make 
informed 
instructional 
decisions 
 
Monitoring of student 
learning for all 
groups and individual 
students is a school-
wide focus 

Interventions 

Some extra help is 
offered, but not 
always strategically 
planned based on 
need 

Some strategic 
interventions offered, 
but no intensive 
interventions area in 
place 

Some strategic and 
intensive 
interventions offered 

Strategic and 
intensive 
interventions offered, 
aimed at 
accelerating learning 

A wide variety of 
strategic and 
intensive 
interventions offered, 
with accelerated 
learning results 
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Why Do We Need to Address Diversity? 
 

As more and more students from diverse backgrounds populate 21st century classrooms, and 
efforts mount to identify effective methods to teach these students, the need for pedagogical 
approaches that are culturally responsive intensifies. Today’s classrooms require teachers to educate 
students varying in culture, language, abilities, and many other characteristics (Gollnick & Chinn, 2002). 
To meet this challenge, teachers must employ not only theoretically sound but also culturally 
responsive pedagogy. Teachers must create a classroom culture where all students regardless of their 
cultural and linguistic background are welcomed and supported, and provided with the best opportunity 
to learn.  
 

For many students, the kinds of behaviors required in school (e.g., sitting in one’s seat and only 
speaking when called on) and types of discourse (e.g., “Class, what is the title of this book?”) contrast 
with home cultural and linguistic practices. To increase student success, it is imperative that teachers 
help students bridge this discontinuity between home and school (Allen & Boykin, 1992). Moreover, a 
culturally responsive instructional environment minimizes the students’ alienation as they attempt to 
adjust to the different “world” of school (Heath, 1983; Ladson-Billings,1994). This brief defines culturally 
responsive pedagogy and explains how it might be used effectively to address the instructional needs 
of a diverse student population. 
 

What is Culturally Responsive Pedagogy? 
 

Culturally responsive pedagogy facilitates and supports the achievement of all students. In a 
culturally responsive classroom, effective teaching and learning occur in a culturally supported, learner-
centered context, whereby the strengths students bring to school are identified, nurtured, and utilized to 
promote student achievement. Culturally responsive pedagogy comprises three dimensions: (a) 
institutional, (b) personal, and (c) instructional. The institutional dimension reflects the administration 
and its policies and values. The personal dimension refers to the cognitive and emotional processes 
teachers must engage in to become culturally responsive. The instructional dimension includes 
materials, strategies, and activities that form the basis of instruction. All three dimensions significantly 
interact in the teaching and learning process and  
are critical to understanding the effectiveness of culturally responsive pedagogy. While all three 
dimensions are important, because of space limitations only a few points will be made about the 
institutional dimension. This brief focuses on the two most relevant for teachers’ work: the personal and 
instructional dimensions. 



 
The Institutional Dimension: What Must the Educational System Do? 

 
The educational system is the institution that provides the physical and political structure for schools. 
To make the institution more culturally responsive, reforms must occur in at least three specific areas 
(Little, 1999):Organization of the school—This includes the administrative structure and the way it 
relates to diversity, and the use of physical space in planning schools and arranging classrooms. 
School policies and procedures—This refers to those policies and practices that impact on the delivery 
of services to students from diverse backgrounds. Community involvement—This is concerned with the 
institutional approach to community involvement in which families and communities are expected to find 
ways to become involved in the school, rather than the school seeking connections with families and 
communities.  
 

Although all three areas in the institution must become more culturally responsive, a particular 
concern is the impact of school policies and procedures on the allocation of resources. As Sonia Nieto 
(1999, 2002/2003) noted, we must ask the difficult questions:  

 
Where are the best teachers assigned?  
Which students get to take advanced courses?  
Where and for what purposes are resources allocated?  
 

We must critically examine the educational system’s relationship to its diverse constituents. Not only 
must changes occur institutionally, but personally and instructionally as well. The remainder of this brief 
addresses necessary transformations in the personal and instructional dimensions. 
 

The Personal Dimension: How Do Teachers Become Culturally Responsive? 
 
Teacher self-reflection is an important part of the personal dimension. By honestly examining their 
attitudes and beliefs about themselves and others, teachers begin to discover why they are who they 
are, and can confront biases that have influenced their value system (Villegas & Lucas, 2002). Because 
teachers’ values impact relationships with students and their families, teachers must reconcile negative 
feelings towards any cultural, language, or ethnic group. Often teachers are resistant to the notion that 
their values might reflect prejudices or even racism towards certain groups. When teachers are able to 
rid themselves of such biases, they help to create an atmosphere of trust and acceptance for students 
and their families, resulting in greater opportunity for student success. Another important aspect of the 
personal dimension is exploration. It is crucial that teachers explore their personal histories and 
experiences, as well as the history and current experiences of their students and families. With 
knowledge comes understanding of self and others, and greater appreciation of differences. When 
teachers are unbiased in their instruction and knowledgeable about themselves and their students, they 
can  
better respond to the needs of all their students.  
 

Specific Activities for Becoming a Culturally Responsive Teacher 
(Gay, 2002; Villegas& Lucas, 2002) 

 
1. Engage in reflective thinking and writing: Teachers must reflect on their actions and interactions 
as they try to discern the personal motivations that govern their behaviors. Understanding the factors 
that contribute to certain behaviors (e.g., racism, ethnocentrism) is the first step toward changing these 
behaviors. This process is facilitated by autobiographical and reflective writing, usually in a journal.  
 
2. Explore personal and family histories Teachers need to explore their early experiences and 
familial events that have contributed to their understanding of themselves as racial or nonracial beings. 
As part of this process, teachers can conduct informal interviews of family members (e.g., parents, 



grandparents) about their beliefs and experiences regarding different groups in society. The information 
shared can enlighten teachers about the roots of their own views. When teachers come to terms with 
the historical shaping of their values, teachers can better relate to other individuals.  
 
3. Acknowledge membership indifferent groups. Teachers must recognize and acknowledge their 
affiliation with various groups in society, and the advantages and disadvantages of belonging to each 
group. For example, for white female teachers, membership in the white middle-class group affords 
certain privileges in society; at the same time being a female presents many challenges in a male-
dominated world. Moreover, teachers need to assess how belonging to one group influences how one 
relates to and views other groups.  
 
4. Learn about the history experiences of diverse groups. It is important that teachers learn about 
the lives and experiences of other groups in order to understand how different historical experiences 
have shaped attitudes and perspectives of various groups. Further, by learning about other groups, 
teachers begin to see differences between their own values and those of other groups. To learn about 
the histories of diverse groups, particularly from their perspectives, teachers can read literature written 
by those particular groups as well as personally interact with members of those groups.  
 
5. Visit students’ families and communities. It is important that teachers get to know their students’ 
families and communities by actually going into the students’ home environments. This allows teachers 
to relate to their students as more than just “bodies”  
in the classroom but also as social and cultural beings connected to a complex social and cultural 
network. Moreover, by becoming familiar with students’ home lives, teachers gain insight into the 
influences on the students’ attitudes and behaviors. Additionally, teachers can use the families and 
communities as resources (e.g., classroom helpers or speakers) that will contribute to the educational 
growth of the students.  
 
6. Visit or read about successful teachers in diverse settings. Teachers need to learn about 
successful approaches to educating children from diverse backgrounds. By actually visiting classrooms 
of successful teachers of children from diverse backgrounds and/or reading authentic accounts of such 
success, teachers can gain exemplary models for developing their own skills.  
 
7. Develop an appreciation of diversity To be effective in a diverse classroom, teachers must have 
an appreciation of diversity. They must view difference as the “norm” in society and reject notions that 
any one group is more competent than another. This entails developing respect for differences, and the 
willingness to teach from this perspective. Moreover, there must be an acknowledgment that the 
teachers’ views of the world are not the only views.  
 
8. Participate in reforming the institution The educational system has historically fostered the 
achievement of one segment of the school population by establishing culturally biased standards and 
values. The monocultural values of schools have promoted biases in curriculum development and 
instructional practices that have been detrimental to the achievement of students from culturally and 
linguistically diverse backgrounds. Teachers need to participate in reforming the educational system so 
that it becomes inclusive. As the direct link between the institution and the students, teachers are in a 
pivotal position to facilitate change. By continuing a traditional “conform-or-fail” approach to instruction, 
teachers perpetuate a monocultural institution. By questioning traditional policies and practices, and by 
becoming culturally responsive in instruction, teachers work toward changing the institution. 
 

The Instructional Dimension: How Does Instruction Become Culturally Responsive? 
 

When the tools of instruction (i.e., books, teaching methods, and activities) are incompatible with, or 
worse marginalize, the students’ cultural experiences, a disconnect with school is likely (Irvine, 1992). 
For some students this rejection of school may take the form of simply underachieving; for others, 
rejection could range from not performing at all to dropping out of school completely. Culturally 



responsive pedagogy recognizes and utilizes the students’ culture and language in instruction, and 
ultimately respects  
the students’ personal and community identities.  
 

Specific Activities for Culturally Responsive Instruction 
(Banks& Banks, 2004; Gay, 2000; Ladson-Billings, 1994; Nieto, 1999) 

 
1. Acknowledge students’ differences as well their commonalities While it is important for teachers 
to note the shared values and practices of their students, it is equally incumbent that teachers 
recognize the individual differences of students. Certainly, culture and language may contribute to 
behaviors and attitudes exhibited by students. For example, some cultures forbid children to engage in 
direct eye contact with adults; thus, when these children refuse to look at the teacher, they are not 
being defiant but practicing their culture. However, for teachers to ascribe particular characteristics to a 
student solely because of his/her ethnic or racial group demonstrates just as much prejudice as 
expecting all students to conform to mainstream cultural practices. Moreover, because each student is 
unique, learning needs will be different. Recognizing these distinctions enhances the ability of the 
teacher to address the individual needs of the students. The key is to respond to each student based 
on his/her identified strengths and weaknesses, and not on preconceived notions about the student’s 
group affiliation.  
 
2. Validate students’ cultural identity in classroom practices and instructional materials 
Teachers should, to the extent possible, use textbooks, design bulletin boards, and implement 
classroom activities culturally supportive of their students. When the school-assigned textbooks and 
other instructional materials perpetuate stereotypes (e.g., African Americans portrayed as athletes) or 
fail to adequately represent diverse groups (e.g., books containing no images or perspectives of Native 
Americans, Latinos(as), and other non-Anglo Saxons), teachers must supplement instruction with 
resources rich in diversity and sensitive in portrayal of individuals from different backgrounds. By 
utilizing images and practices familiar to students, teachers can capitalize on the strengths students 
bring to school. The more students experience familiar practices in instruction and are allowed to think 
differently, the greater the feeling of inclusion and the higher the probability of success. For example, in 
some communities, members work together in a supportive manner to accomplish many tasks in their 
daily lives. Reflecting these home practices in instructional approach, such as the use of cooperative 
learning (Putnam, 1998), increases the likelihood of success for these students.  
 
3. Educate students about the diversity of world around them As the “village” in which students live 
becomes more global, they are challenged to interact with people from various backgrounds. When 
students are ignorant about the differences of other groups, there is a greater probability of conflicts. 
Particularly in the classroom where student diversity is increasing, students need the skills to relate to 
each other positively, regardless of cultural and linguistic differences. Teachers need to provide 
students with learning opportunities (e.g., have students interview individuals from other cultures; link 
students to email pals from other communities and cultures) so that they might become more culturally 
knowledgeable and competent when encountering others who are different. Furthermore, students will 
develop an appreciation for other groups when they learn of the contributions of different peoples to the 
advancement of the human race. A word of caution, this requires active research and planning by 
teachers so that cultural stereotypes are not inadvertently reinforced.  
 
4. Promote equity and mutual respect among students In a classroom of diverse cultures, 
languages, and abilities, it is imperative that all students feel fairly treated and respected. When 
students are subjected to unfair discrimination because of their differences, the results can be feelings 
of unworthiness, frustration, or anger, often resulting in low achievement. Teachers need to establish 
and maintain standards of behavior that require respectful treatment of all in the classroom. Teachers 
can be role models, demonstrating fairness and reminding students that difference is normal. Further, 
teachers need to monitor what types of behaviors and communication styles are rewarded and praised. 



Oftentimes these behaviors and ways of communicating are aligned with cultural practices. Care must 
be taken so as not to penalize a student’s behavior just because of a cultural difference.  
 
5. Assess students’ ability and achievement validly The assessment of students’ abilities and 
achievement must be as accurate and complete as possible if effective instructional programming is to 
occur. This can only be accomplished when the assessment instruments and procedures are valid for 
the population being assessed. In today’s schools students possess differences in culture and 
language that might predispose them to different communication practices and even different test-
taking skills. Hence, assessment instruments should be varied and suited to the population being 
tested. When this does not occur, invalid judgments about students’ abilities or achievement are likely 
to result. Further, tests that are not sensitive to students’ cultural and linguistic background will often 
merely indicate what the students don’t know (about the mainstream culture and language) and very 
little about what they do. Thus, the opportunity to build on what students do know is lost.  
 
6. Foster a positive interrelationship among students, their families, the community, and school 
When students come to school they bring knowledge shaped by their families and community; they 
return home with new knowledge fostered by the school and its practitioners. Students’ performance in 
school will likely be affected by the ability of the teacher to negotiate this home-community-school 
relationship effectively. When teachers tap into the resources of the community by inviting parents and 
other community members into the classroom as respected partners in the teaching-learning process, 
this interrelationship is positively reinforced. To further strengthen their bond with the students and their 
community, teachers might even participate in community events where possible. Moreover, everyone 
benefits when there is evidence of mutual respect and value for the contributions all can make to 
educating the whole student.  
 
7. Motivate students to become active participants in their learning Teachers must encourage 
students to become active learners who regulate their own learning through reflection and evaluation. 
Students who are actively engaged in their learning ask questions rather than accept information 
uncritically. They self-regulate the development of their knowledge by setting goals, evaluating their 
performance, utilizing feedback, and tailoring their strategies. For example, by examining his or her 
learning patterns, a student may come to realize that reviewing materials with visual aids enhances 
retention, or that studying with a partner helps to process the information better. It is important, 
therefore, that teachers structure a classroom environment conducive to inquiry-based learning, one 
that allows students to pose questions to themselves, to each other, and to the teacher.  
 
8. Encourage students to think critically A major goal of teaching is to help students become 
independent thinkers so that they might learn to make responsible decisions. Critical thinking requires 
students to analyze (i.e., examine constituent parts or elements) and synthesize (i.e., collect and 
summarize) information, and to view situations from multiple perspectives. When teachers provide 
opportunities for students to engage in this kind of reasoning, students learn how to think “outside the 
box.” More important, these students learn to think for themselves. These students are less likely to 
accept stereotypes and to formulate opinions based on ignorance. To foster these skills, teachers might 
devise “what if” scenarios, requiring students to think about specific situations from different viewpoints.  
 
9. Challenge students to strive for excellence as defined by their potential All students have the 
potential to learn, regardless of their cultural or linguistic background, ability or disability. Many students 
often stop trying because of a history of failure. Others, disenchanted with a low-level or irrelevant 
curriculum, work just enough to get by. Teachers have a responsibility to continually motivate all 
students by reminding them that they are capable and by providing them with a challenging and 
meaningful curriculum. Low teacher expectations will yield low student performance. It is important to 
engage students in activities that demonstrate how much they can learn when provided with 
appropriate assistance. As students progress, teachers need to continually “raise the bar,” giving 
students just the right amount of assistance to take them one step higher, thereby helping students to 
strive for their potential.  



 
10. Assist students in becoming socially and politically conscious Teachers must prepare 
students to participate meaningfully and responsibly not only in the classroom but also in society. 
Meaningful and responsible participation requires everyone to critically examine societal policies and 
practices, and to work to correct injustices that exist. Students must be taught that if the world is to be a 
better place where everyone is treated fairly, then they have to work to make it so. This is their 
responsibility as citizens of their country and inhabitants of the earth. To foster this consciousness, 
teachers might have students write group or individual letters to politicians and newspaper editors 
voicing their concerns about specific social issues; or students might participate in food or clothing 
drives to help people less fortunate. 
 

What Are the Implications of Culturally Responsive Pedagogy? 
 

Teachers have a responsibility to all their students to ensure that all have an equal opportunity to 
achieve to the best of their ability. If instruction reflects the cultural and linguistic practices and values of 
only one group of students, then the other students are denied an equal opportunity to learn. Instruction 
that is culturally responsive addresses the needs of all learners. The educational system plans the 
curriculum for schools, and teachers as their “institutional agents” transfer the prescribed content to 
their students. This daily contact with students provides teachers with a unique opportunity to either 
further the status quo or make a difference that will impact not only the achievement but also the lives 
of their students. Indeed, teachers must recognize their “power” and use it wisely in teaching other 
people’s children (Delpit, 1988). Although the curriculum may be dictated by the school system, 
teachers teach it. Where the curriculum falls short in addressing the needs of all students, teachers 
must provide a bridge; where the system reflects cultural and linguistic insensitivity, teachers must 
demonstrate understanding and support. In short, teachers must be culturally responsive, utilizing 
materials and examples, engaging in practices, and demonstrating values that include rather than 
exclude students from different backgrounds. By so doing, teachers fulfill their responsibility to all their 
students. 
 



 
Education through the Arts in Secondary Schools 

by  Stephanie B. Perrin  

In 1992 the US Department of Labor published a document called "What Work 
Requires at School for Workers in the Year 2000." They identified three 
categories. "Basic Skills" incorporates skills such as reading, writing, 
mathematics, and speaking. The second category, "Thinking Skills" includes 
creative thinking, the ability to problem-solve and make decisions, the capacity to 
reason and "see things in the mind's eye" (which I take to mean imagination), and 
knowing how to learn. Finally, under "Personal Qualities" they are seeking 
workers who are responsible, sociable able to work with others--have a sense of 
self-esteem, and integrity, are honest, and skilled at self-management.  

This report suggests that a technological, service-based and international 
postmodern culture requires workers who are flexible, creative, question- askers, 
able to take action on behalf of themselves and others. People who are 
imaginative and critical thinkers, self-aware and able to work effectively on their 
own or with others. Postmodern workers need to be able to function in changing 
an ambiguous situations and be able to envision new realities and solutions to 
problems and act with confidence on their ideas.  

Fundamentally, workers in postmodern society will be required to learn all their 
lives. From Wall Street to the garage down the street, those habits of mind and 
heart that support lifelong learning are what is needed and what schools must 
help students to develop. In the "old days", one learned math and, as a byproduct, 
may have learned critical thinking. What schools must do now is teach not only 
content but also the process of learning so that students emerge knowing what 
they learned, and, crucial to life- long learning, how they learned it.  

We in America have known for some time that the old models of schooling are 
not adequate and that school reform is necessary to meet the demands of this 
new age. The only skills from the DOL list developed in the schools of much of the 
last hundred years have been, with the exception of "speaking," those in category 
one: "Basic Skills." If schools are to truly develop other skills and attitudes, then 
school reform on all levels is necessary if we are to prepare students for the world 
of work in the 21st century.  

Many models are being tried and evaluated and it may well be that no single 
model will emerge. Rather, perhaps a variety of educational approaches will be 
found to work, just as we now know that people learn and must be taught in a 
variety of ways.  

http://www.newhorizons.org/
http://www.newhorizons.org/strategies/arts/cabc/perrin2.htm#author#author


However, when one thinks of educational reform, schools for the arts do not 
immediately leap to the minds of the American public; quite the contrary, the arts 
are disappearing from public schools at a rapid rate. However, I want to suggest 
that such schools do offer a model that does work for many students, educating 
them both as artists and as citizens, and that this model may, in some form, work 
for more students then one might think, not only the "talented."  

Consider, for example, that in cities such as Dallas and Washington the arts 
magnet high schools, even those that do not require an audition for entrance, 
when compared to other high schools in the district, have consistently high 
retention rates, low absenteeism and among the greatest number of graduates 
going on to further training after graduation. The reason for this is that these 
schools are able to engage students by capitalizing the student's own passion and 
desire to learn. Students in these schools want to go to school and to stay in 
school. They want to learn what the adults have to teach. Without that 
motivation, that "wanting," engaging students in their own education is difficult. 
The arts provide the motivation. The school builds on it to educate.  

Intensive arts training, far from being impractical and elitist, can prepare 
students for life and work by developing in them the general skills and attitudes, 
the habits of heart and mind they need to prevail in postmodern society no 
matter what career they chose. Intensive arts training in high school increases, 
not decreases, options. If you want a motivated, organized, hardworking, flexible, 
smart, creative worker, able to work well alone or in groups, hire a young 
violinist.  

Further, the philosophy and process of arts training, a far older system of 
education then that of American schools, also mirrors the motion of many 
current educational reform movements and addresses recent educational 
concerns such as: the need for standards; the concepts of student as worker, 
teacher as coach of the Coalition of Essential Schools movement; the 
development of character; coping with diverse learning styles; meaningful 
assessment; and the importance of responding to multiculturalism in schools.  

Education through the Arts 

How are students educated through the arts? How will arts training help develop 
in them the skills and attitudes they need to flourish in the next millennia? Here 
are some observations from the field.  

Ownership of the work is a driving force in arts training. The student has 
chosen this path and knows he will stand or fall based on his own effort. He 
challenges himself to succeed at a task he has set. He takes his work seriously and 
knows that true motivation comes from within. He understands that he must 
sustain himself when the going gets rough. He understands that hard work and 
discipline are required if he is to succeed. If it takes six hours of practice a day, 
that is what he does. He is the keeper of his own vision.  



Students in the arts develop the capacity to integrate many aspects of the 
self and translate that integrated self into action. They learn by doing, truly 
active learning. It is impossible for a student to learn to play the piano by 
watching her teacher. She learns to play by playing and her "doing" involves her 
body, her mind, and her spirit. Further, she has to put herself out in the world, to 
perform, in order to progress and that takes courage and a willingness to risk. 
You can't cheat in the arts. You can't send someone else to play your recital.  

Arts students are able to use failure to learn. A pianist must make mistakes if 
she is to improve. Error is an indication of where the work is. Going too fast in a 
passage means "slow down," not "you are a failure." Schools have often not 
looked at failure as a teaching tool, yet it is the most powerful corrective in life if 
it is used as a part of learning, not as a punishment. These students also have to 
be critical thinkers and judges of their performance. Ongoing assessment, by the 
student as well as the teacher, is a part of learning in the arts.  

Arts training develops in students an understanding that learning is an 
ongoing process, and therefore, unlike the Thanksgiving turkey, one is never 
"done." The goal is not to find the right answer; rather it is to ask the next, best 
question. Students often speak of having "had" history after a course. The study 
of the violin does not end at graduation.  

Arts students have high ideals and strive for excellence, admiring and wishing 
to emulate their teachers. They have the gift of heroes and role models such as 
Yo Yo Ma and Meryl Streep, while Madonna consistently tops the charts of people 
most admired by teenagers. Such positive and respectful engagement with adults 
is something all adolescents long for and need, no matter how many studs they 
may have in their noses and ears. This faith in accomplished adults helps young 
people be eager to grow and join the adult world.  

Passion is a concept that is very real to young artists. They are deeply focused 
and intense about what they do and what they believe. They are sometimes 
skeptical, but seldom cynical. They believe that their lives and work matter and 
that caring deeply about your work is essential.  

The capacity to persist over time in order to reach a goal is developed in 
intensive arts training. Training in ballet, for example, begins as early as five 
years old. A young dancer knows she has to work for years to develop enough skill 
and technique to support her own artistry. Success is not a matter of a lucky 
break or a quick fix as the media would have young people believe. Respect for 
hard work and a self-motivated capacity to stick to the task are qualities needed 
in the working world.  

Young artists have the gift of a positive sense of identity based on what they 
do, not who their family is or what clique they hang out with. The young dancer is 
a dancer, and she belongs to the world of dancers, one that includes her, Suzanne 
Farrell and Barishnykov. Arts training develops in students an understanding 



that her work is taken seriously by herself and her teachers, something that 
seldom happens to adolescents these days. Her self-esteem and self-confidence 
comes from accomplishment.  

Young artists are big thinkers. They work with their whole selves, and they are 
able to see the whole of a piece, a concept, a piece of work, as well as the details.  

Arts students learn to work well with others. The high level of 
responsiveness, sensitivity to others, and coordinated interaction is very clear in a 
theater piece or a string quartet. All members of an ensemble know that the 
success of the whole depends on the productivity of each member. Age, sex, 
country of origin, or ethnic group doesn't matter; the quality of the work does. 
This aspect of art training is mirrored in the recent interest in cooperative 
learning in the classroom as an effective way for heterogeneous groups of 
students to learn.  

In this context it is interesting to note that educators who have studied schooling 
in Japan, often cited as an example of the efficacy of rote learning, have suggested 
that the most important skill Japanese children learn in school is how to work 
together for the success of the group. This ability has allowed Japan to emerge as 
an economic power in the world and is certainly a crucial attribute for a 
postmodern, internationalist culture where the capacity to work together for 
common goals is a necessity.  

Peer pressure is a powerful force in schools, often having more influence over 
how a student behaves then any other group. It is often spoken of negatively but 
can work both ways. For example, Asian students experience peer pressure to do 
well in school. Inner city African-American students often experience the 
opposite. In schools for the arts, peer pressure is focused around high 
achievement and seriousness of purpose. The worst crime in a school for 
the arts is a lack of seriousness about the work. Students who want to "be artists," 
as opposed to actually producing, are quickly frozen out.  

Students of the arts must develop their imagination to a high degree. One of 
the primary tasks of the artist is to imagine new realities, new forms and new 
interpretations; to make something where there was nothing. The unknown is, 
paradoxically, familiar and exciting territory for young artists, an advantageous 
attitude for the 21st century.  

The study of the arts teaches students to be communicators of their thoughts, 
feelings, and ideas. If the audience doesn't "get" the character of Macbeth, then 
the actor isn't doing his job. Art students communicate, perform, and exhibit. 
They put themselves and their ideas out in the world. They act.  

It has been said that studying to be an artist is a failure to face the facts of stiff 
competition for the few, low-paying jobs available. However, to fail to encourage 
young people to pursue their highest aspirations is counter- intuitive and, finally, 



counterproductive. The ambitious and visionary part of young people needs to be 
developed and if, in the end, they do not pursue a career in the arts, they will have 
had the experience of an education that, among other things, taught them all the 
skills they need to follow any career path, and did so by taking their dreams 
seriously. And they will never have to say, at 50, "if only I had..."  

The writer Donald Murray suggested that, of all citizens, artists are the most 
capable of engaging with the 21st century. He said we need to educate people who 
can "discover meaning in confusion, pattern in chaos, instruction in failure, and 
vision in doubt ... they have to believe while questioning and have faith that 
beauty and order exist in confusion and ugliness." He suggests that schools teach 
arts as the main curriculum, with "math appreciation" in the afternoon.  

Having suggested that intensive arts training develops habits, attitudes and skills 
useful for life in postmodern society, I would like to suggest how such training 
mirrors some of the current issues in school reform.  

Education Through the Arts and School Reform 

Coalition of Essential Schools -- Many of the concepts that inform Coalition 
Schools are seen in the process by which students have been trained in the arts 
for centuries. For example, the notions of student as worker and teacher as coach 
are reflected in the relationship between the young artist and her teacher. She 
learns by doing--by playing the violin. The teacher teaches by coaching and by 
demonstration. The concepts of outcome-based education and assessment by 
portfolio or demonstration are also part of the process of arts training. Students 
are judged on what they can do at a given moment in time. In music training such 
demonstrations are called juries and are the basis upon which progress is judged. 
Finally, the idea that the process, as well as the content, of learning should 
support lifelong learning is also seen in the study of the violin. Such study is 
never done, and such skills, once learned, become part of the fabric of the 
individual.  

Standards --The theory behind the press for standards is that, if we want 
students to achieve at a high level, we must establish high national standards in 
all disciplines and hold schools and students accountable to those standards. 
High standards in the schools are seen as important not only in measuring 
achievement but also in motivating students. Studies have consistently indicated 
that high expectations, coupled with expert teaching, leads to high achievement.  

In recent years there has been much discussion about the nature of "motivation" 
in students. The complexity of this issue has led some, sadly, to conclude that 
some children cannot respond to high standards, therefore lowering expectations 
and getting, predictably, low achievement. Low expectation leads to low 
achievement. The recent self-esteem movement in schools appears to suggest 
that children be told they are doing well even if they are not, because they will do 
better if they feel better about themselves. The result of this seems to be happy 



students who can't spell and who are not good judges of the true quality of their 
work.  

Arts training, on the other hand, has never lost sight of the importance of high 
standards nor of what it take to achieve them. There is no quick and easy way to 
learn to play the violin. Arts training has followed the same principles for 
millennia: respect your teacher, work hard, and always aim to be the best you can 
be. High achievement is the result of some talent, good coaching, and a great deal 
of hard work. Further, these standards must be internalized by the student if he 
wishes to progress. Standards then become an aspect of character, not something 
externally imposed.  

The discussion of standards also raises, again, the issue of assessment. In the 
arts, the final judge of a student's achievement is a master practitioner who sets 
the standard. To be assessed, the student periodically demonstrates his mastery 
by playing. More accomplished, artists assess him according to his own goals and 
a professional standard. Such assessment is a longer and much more 
individualized process then paper and pencil tests, but has the crucial element of 
not only telling students how they are doing in their discipline, but also of 
teaching them the process of assessment so that it can be used later in any 
situation.  

Talent -- An (understandably) common perception is that intensive arts training 
is only for the gifted and talented few, rather then as perhaps an opportunity for 
learning that should be offered to all children from the earliest grades. We do not 
assume that only "talented" children can be taught to read, write, and figure, yet 
we call ability in the arts "talent," not intelligence, and assume that very few 
children possess this mysterious commodity.  

The question is often asked as to why there are so many Asian musicians in 
American conservatories and orchestras. The explanation for the emergence of so 
much Asian talent is that in countries such as Korea, China, Taiwan and Japan all 
children are taught from the earliest grades to play an instrument, to draw and to 
sing. The issue of "talent" is set aside until later in schooling because it places too 
much emphasis on individual differences. It is assumed that all children can and 
should be taught to play, sing, dance, and draw to a high degree of proficiency 
just as Americans assume all children can be taught to read, write, and figure. 
Furthermore, proficiency in the arts in Asian culture is considered an important 
characteristic of an educated person. It is assumed that knowledge and ability in 
the arts is necessary to fully participate in one's culture.  

This is in sharp contrast to the American experience where the arts are 
considered "nice" but not essential. If you ask American children at the age of five 
if they can dance, sing, and draw, they will reply enthusiastically "YES!" When 
asked the same question in middle school, they say "NO." These skills appear to 
be unlearned in American schools.  



It is also well documented that the number of students who report participation 
in the arts drops from about fifty percent in first grade to below five percent in 
middle school, when, apparently, it is time to buckle down and study "real" 
subjects like math and science. Talent in America is not rare; it is un-nurtured 
and unidentified. How many songs remain unsung by American children because 
their society and their schools, unlike Asian society, separates the arts from other 
areas of human experience considered an essential element of a civilized culture. 
This is particularly ironic when one considers that it is often only through the 
artistic achievements of past cultures that we know what mattered to those who 
preceded us.  

Varieties of Learning Styles -- These observations about talent and the arts 
are related to an area in educational research where we have gained much greater 
understanding in recent years; how children learn and, therefore, how should we 
teach. We now understand that every child learns differently: some are visual 
learners, others aural; some cannot focus on one thing for more then a minute or 
two or must be in motion to pay attention; others appear to think in the linear 
fashion favored by old- fashioned schools, and some seem to start in the middle 
of a concept and work their way out.  

Until relatively recently, schools, particularly secondary schools, were structured 
to accommodate only the "linear" learner. Students who could sit still, write from 
the blackboard, keep their books in order, and listen without fidgeting to 
someone talking for a long time, did well. (What they learned is another 
question). Students who did not operate in this way were often labeled stupid, 
rebellious, or mentally ill (and if they weren't when they started, they were by the 
time they had suffered through years of being told they were bad because they 
didn't understand).  

Happily, we now understand that children learn in a variety of ways and that the 
task of teachers is to ascertain how each child learns and works to teach to her 
strengths while helping her strengthen her weaknesses. This is not easy; it was 
much simpler to assume that all children learned in the same way. However, the 
more complex view is essential if we are to educate children as opposed to just 
keeping them in school.  

Related to our increasing understanding of the true complexity of learning styles 
are the theories of Howard Gardner about the nature of intelligence. Gardner 
suggests that there are seven "intelligences," not just the two -- logical-
mathematical and linguistic -- addressed in traditional schooling. He suggests 
that schools should strive to identify and develop all intelligences in children, 
including those he calls bodily-kinesthetic, musical, spatial, interpersonal, and 
intrapersonal. Different children will have different arrays of "intelligences" and 
schools need to teach to the particular child, using a variety of methods, and 
allow a variety of means of expression of such "intelligences."  



He also raises the interesting point that we call logical-mathematical and 
linguistic abilities "intelligence" and label the rest, such as musical ability, as 
"talents." This distinction suggests that we view such intelligences as rare, 
particular to a few, not "real" ways of learning and therefore out of the realm of 
schools. Further, it is a radical notion in schooling to assert, as Gardner and 
others do, that the senses are direct forms of cognition and understanding.  

Clearly, a school for the arts is able to offer to students many more opportunities 
to develop more "intelligences" then does a school which does not include work 
with the body, with music, with developing the understanding of self and others 
required of the good actor or the ensemble musician. Gardner's work makes it, 
once again, clear that, in removing the arts from the schools, many children lose 
access to modes of learning which are as valid in terms of developing essential 
general skills as the study of any of the traditional academic disciplines, and 
which may be a more effective match with their learning styles. The opportunity 
to teach the whole child is diminished.  

Multiculturalism in Schools -- Multiculturalism in schools, especially in 
urban areas, has become a concern in recent years. According to the Carnegie 
Commission Report on Adolescence, one-third of American adolescents today are 
of non-European descent, coming from a wide variety of religious, ethnic, and 
national backgrounds. By the year 2050, close to 50% of the American population 
will be non-Caucasian. At present, in 26 California cities, there is no single racial 
ethnic majority. Learning to live peacefully while respecting diversity will be a 
major task for adults in the 21st century, adults who are at present adolescents in 
our schools.  

Under these circumstances, creating a school community that recognizes 
differences yet supports commonly accepted goals and values is a challenge. High 
schools, where peer groups are the coin of the realm, are particularly vulnerable 
to cliques, mistrust and hostility. Further, the fact that students come from 
families who also often have widely differing values and experiences in the 
society adds to the difficulty of creating community within schools. This is not 
just a problem of inner city black-white-Latino conflict. Anyone who has heard 
Caucasian students in wealthy suburban schools talk with envy and derision 
about the superior performance of Asian students--"grinds"--understands that 
such wounding and divisive stereotypes are found everywhere.  

In a school for the arts, the identity of students is based on their arts discipline 
and their merit judged on how serious they are in the pursuit of their work. 
Students are dancers, musicians, artists, actors and writers, not rich kids, poor 
kids, nerds, jocks, blacks, Asians or Latinos.  

It is a cliché to say that art is a universal language, but it is my observation that 
students from many cultures are able to appreciate not only the content of the 
arts cross-culturally but also the process and aspirations of other young artists no 
matter what their individual background. A school where one can communicate 

http://www.carnegie.org/reports/great_transitions/gr_exec.html
http://www.carnegie.org/reports/great_transitions/gr_exec.html


by playing an instrument, singing, dancing, and painting is a school where there 
are many opportunities for all students to be seen in the fullest sense by their 
peers. For example, placement in a string quartet is based on skill level not age or 
nationality. It is therefore not uncommon to find players from 12 to 18 years old 
and from three or four different countries in one group relating and learning 
under the best possible circumstances; because they must if they want to play. 
Their common goals, techniques, and training help them overcome, in a natural 
way, the barriers that would normally separate them. They come to see and 
understand each other through the work, not the usual eat-the-food national-
costume "international days," common in more many school settings.  

The relevance for postmodern society in students coming to such an 
understanding through experience is obvious. True mutual understanding comes 
through working together in an endeavor that has meaning for all, using a 
"language," in this case music, common to all. It is experience and 
understanding, changed feelings, growing from that experience, that bind people 
together and break down the stereotypes that keep them apart, not rhetoric, rules 
or the pleas of school administrators to "get along." New experience changes 
perception and leads to new understanding. The arts offers a natural venue for 
such experience and therefore such understanding.  

Moral Education -- One of the most difficult issues that our society and 
schools have to struggle with is the role of schools in the moral and ethical 
development of adolescents. In this secular and multicultural society there are no 
easy answers. In fact, we can't agree on what moral education is, let alone offer a 
"curriculum." However, addressing the question of how we support the 
development of good character in students is essential. A bright, well-educated 
and talented young person who has no moral center, who does not have the tools 
and understanding to lead an ethical life concerned with the meaning of actions 
and committed to the good of others as well as to himself, is ultimately useless 
and often dangerous.  

Postmodern culture is characterized by conflicting values and notions of what it 
means to be "good." Schools must share with families and other social 
institutions the responsibility of helping young people sort out these values and 
provide them with tools for making ethical choices in a world that will continue to 
present them with fluctuating and often competing values.  

Most young people want to be good, want to behave in an ethical way, want to be 
respected and respect others. It is up to adults in schools and elsewhere to foster 
that impulse toward health and goodness that is, admittedly, buried very deep in 
some.  

Schools need to assert that what kind a person you are is as important as what 
you know and can do. Education does not equal goodness, and the importance of 
goodness needs to be made explicit wherever and whenever one can. Nor does 
goodness, like any true accomplishment, come from a timid failure to take risks 



thereby avoiding censure, mistakes and, incidentally, any growth. Goodness, like 
playing the violin well, does not come by default.  

Schools need to teach young people that what we call our conscience, our 
awareness of right and wrong, resides within and not in a set of external rules and 
laws, important as these are to a civilized society. Young artists are asked all the 
time to listen to themselves, know themselves, and take responsibility for 
themselves. No one else can learn an actor's lines or appear for him in Macbeth. 
No one else can practice alone night after night.  

The development of character means encouraging students to be true to their 
own beliefs and truths and acknowledging how hard that can be, especially when 
there is great pressure to betray the self for others. The study of the arts is about 
clarifying and being true to oneself, to ones own vision, even when there is little 
apparent support for that vision.  

How is all this "taught"? Not in ethics classes. Morality is embedded in life, not 
separable into a discipline. Students learn what it means to be an ethical human 
being by working with and observing adults who strive to live an ethical life and 
accept responsibility for fostering that in students. Students learn about morality 
by observing how adults act, how they treat each other in the hall or cafeteria as 
well as in the classroom and studio. Adults are always under the scrutiny of the 
unforgiving adolescent eye and, although they deny it, adolescents imitate what 
they see, not what they hear. Arts students have an advantage in that they are 
quite ready to honor and follow their teachers, and their teachers consider it part 
of their teaching responsibilities to foster the development of a reflective self 
because art is the product of such a self.  

Related to the issue of helping young people develop their ethical and moral 
selves is the trickier one of spirituality. "Spiritual" experience in postmodern 
America ranges from Born Again Christians to Timothy Leary's cult of LSD. The 
only area about which there seems to be any agreement is that there is a common 
concern about the fact that spiritual life for many people, especially adolescents, 
is not a meaningful part of daily life. No easy answer is apparent. What is clear at 
this time in our history is our collective longing for meaning and the seemingly 
frantic search for it.  

William James said that all persons have a will to faith," a desire to believe in 
something greater then themselves. Certainly, one of the most positive 
characteristics of adolescents is their idealism and desire to seek greater meaning 
in life. Arts schools have an advantage in this realm because the study of the arts 
naturally leads students to questions and experiences that I would define as 
spiritual. The arts strive to make visible the invisible, to allow us to see and 
experience what we "know" but cannot see.  

The study of the arts demands that students look for and talk about concepts such 
as '"truth," "meaning," and "beauty." Performance can allow both participant and 



viewer the experience of transcendence rarely felt in schools or society at large. 
Think of the effect of the opening notes of the Messiah or of watching Laurence 
Olivier as Macbeth. These experiences go straight to the soul and express and 
engender feelings that cannot be apprehended in any other way. An 
accomplished singer once remarked that what he was searching for in his work 
was the feeling he had as a small child when, as a member of a gospel choir, he 
opened his mouth and sang the first note. He called this experience "a state of 
grace; being in the presence of God." That ecstasy of being fully part of something 
larger and deeper then oneself, that glimpse into the transcendent, can come 
through the arts.  

Spiritual life is concerned with the meaning of things, of events, of ideas. It is 
important to spiritual development to seek meaning and to be able to articulate 
that meaning to oneself and to others. Young artists are asked all the time to 
search for and articulate the deeper meaning of the work, to find the impulse that 
inspires creation.  

In this sprawling and hard-to-define area of school life called variously moral 
development, ethics, spiritual life, another of the advantages of a school for the 
arts is that it is not only all right, it is necessary, to talk about love and passion. It 
is not cool for a young artist to be "cool" in the sense of being truly indifferent, a 
stance towards life that many adolescents cultivate rather then allow their fears 
or vulnerability to be seen.  

We do not talk enough about love in our schools. We talk about sex, drugs, about 
relationships and responsibilities, as indeed we should because these are 
important aspects of living. But it is also the task of schools to teach about 
passion, about love, about the growth of the spirit because it is that part of young 
people that moves them toward greater dreams and wider worlds.  

Finally, I have not even addressed in this paper the new research we are seeing 
concerning the relationship between arts and learning. Some research indicates 
that the study of music from a very early age alters the very structure of the brain. 
Another study suggests that merely listening to music allows students to perform 
better on tests. And the complexities of the relationship between musical and 
mathematical ability is only beginning to be explored. I would suggest that, with 
regard to our understanding of the developmental process in human cognition, 
we are, in 1996, roughly where medicine was in 1896. We will learn much in the 
next few years, and may begin to see arts training, especially among young 
students, in a different light.  

Summary  

I have suggested that the process of intensive training in the arts teaches young 
people the general skills and attitudes they will need to contribute in a 
postmodern world. Far from being irrelevant, it is one of the most effective 



methods of educating a young person I have observed, and one that finds itself in 
concert with many current ideas in the school reform movement.  

Many schools are seeing that the process of teaching as the master musician has 
taught since the Greeks -- learning by doing, the teachers as coach, building on 
the desires of the student, working in groups, evaluation as part of learning, and 
assuming that learning never stops-is an effective educational process. Education 
through the arts is not the only model that uses these concepts, but I would argue 
it is a powerful one and one that could be utilized much more widely.  

Postmodern society, service oriented, technologically sophisticated, and full of 
unknown opportunities, needs people who are artists and people who think like 
artists; people who are creative and critical thinkers, risk-takers, workers, 
imaginative and inventive, able to work alone or in groups, self- motivated, and 
open to new experience. It requires people who have faith in themselves and the 
future, and who want to be involved. This new century is not about specific 
training for specific lifetime jobs. It is about flexible skills and attitudes, yet with 
a firm grounding in the self, confidence built on a sense of agency in the world 
and in one's ability to ask the right questions and find this moment's answer. 
Artists are not afraid of what they don't know. In fact, it is what is unknown that 
is most inviting, the most challenging to the artist.  

In American these days we see everywhere the signs of poverty and decay that 
afflict many citizens. What one cannot so easily "see" is the poverty of soul, of 
meaning, the loss of hope that we seem to be up against. One place where we can 
"see" it is in the teen suicide rate, in increased drug use, in killings in the street, 
and in the values promoted in and reflected by the media. We see it in the 
Carnegie report on adolescents which speaks of their loneliness and longing for 
family and for meaningful recognition.  

It is the lack of a common civic and spiritual vision that leads to hunger, poverty, 
and the dead-end world of drugs, not the lack of resources or technology. 
America has resources and wealth that far surpass any other country in the 
world. As John Frohmayer remarked: "We are not in an economic depression; we 
are in a depression of courage."  

America needs a greater vision for itself and faith in its own capacity for right 
action. We need to use what we have learned from our past experience and 
revision the future in a way that leads us forward to the future rather then 
remaining, as we sometimes seem to be, stuck in ennui, cynicism, and a 
dysfunctional nostalgia for what was (and it was not all that good. America in 
1960 was great for Beaver Cleaver but not for Eldridge Cleaver). Artists -- and 
those who live and think like artists -- can provide that vision and can 
demonstrate the value of acting on one's beliefs, on the power of faith. Artists 
expect their work and lives to have meaning and importance. They follow their 
hope and not their fear, and America needs to do the same.  
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C

What are the 
three basic 

trigonometry 
functions? 

 

sin opposite legA
hypotenuse

=

 
sin A = _____ 
 
sin B = _____ 

cos adjacent legA
hypotenuse

=
 

 cos A = _____ 
 
cos B = _____ 

tan opposite legA
adjacent leg

=

 

tan A = _____ 
 
tan B = _____ 

c 

b 
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How        
Can You  

Prove 
Triangles 

Congruent? 

       SSS 

       SAS 

      ASA 

      AAS 

        HL 
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 3x2 – 16x = 0 
 
     a =         b =        c =         
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What is the Quadratic Formula? 
 

It gives the solutions of the equation ax2 + bx + c = 0. 
2b b 4acx

2a
− ± −

=
 

 6x2 – x – 15 = 0 
 

     a =         b =        c =         

 2x2 + 6x – 5 = 0 
 

     a =         b =        c =         
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Find and plot the x-
intercepts and the vertex  

b cx
2
+

=  

Intercept Form 
f(x) = a(x - b)(x – c)  

Find and sketch the 
axis of symmetry 

Make a table of values 
using two values of x 

higher than the vertex. 
Plot these points. 

f(x) = 0.5(x+5)(x–4) f(x) = -½(x–3)(x+1) 

 
 

x

y

                                                    

x

y

        

http://www.sw-georgia.resa.k12.ga.us 

Using symmetry, find two 
other points on the curve 

and plot them. 

Connect the points with 
a smooth curve. 
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Find and plot the vertex 

2
bx
a
−

=  

Standard Form 
f(x) = ax2 + bx + c 

f(x) = -½x2 – 2x + 1 f(x) = 2x2 – 4x - 6 
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x

y

Find and sketch the 
axis of symmetry 

Make a table of values 
using two values of x 

higher than the vertex. 
Plot these points. 

Using symmetry, find two 
other points on the curve 

and plot them. 

x

y

Connect the points with 
a smooth curve. 
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Vertex Form 
f(x) = a(x-h)2 + k 

f(x) = -½(x – 3)2 + 1 f(x) = 2(x + 5)2 – 4 

Find and plot the vertex 
(h, k) 

Find and sketch the 
axis of symmetry 

x

y

Make a table of values 
using two values of x 

higher than the vertex. 
Plot these points. 

Using symmetry, find two 
other points on the curve 

and plot them. 

Connect the points with 
a smooth curve. 

x

y
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  What Is the Order of Operations? 
 
 
 
 
 

 

Please 

P 

 
Excuse 

E

 

My Dear 

M 
D 

 

Aunt Sally 

A 

S 
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When Two Parallel Lines Are Cut By a Transversal, What Angle 
Pair Relationships Exist? 
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1 

m 

n

l 

 
4 2 

3 
5 

8 6 
7
 

 

Alternate 
Exterior 

 
 
 
 

Alternate 
exterior 
angles 

Alternate 
Interior 

 
 
 
 

Alternate 
interior 
angles 

Corresponding Angles 
 
 
 

Same Side Interior 
or Consecutive 
Interior 
 
 
 

Same side interior 

Same Side Exterior 
or Consecutive 
Exterior 
 
 
 

Same side exterior 

Vertical Pair 
 

Vertical angles are __________. 
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Linear pair of angles are _______. 
 

Linear Pair 



What verbal phrases should you look for to translate 
these operations into algebraic expressions? 
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Addition 

Division
Multiplication 

  Subtraction
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What Are the Basic Geometry Symbols, and 
What Do They Mean? 
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Geom
t

• P 

AB 
AB 

≅ 

AB 
∠A 

m∠A AB p→q 

 

 

q→p 

~p→~q
 

p↔q 
 

~q→~p 
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Write your answer 
ropriate with the app

variables. 
3rd

  

Set up the 
chart. 1st

Multiply and 
add. 2n

4 38 6 8
2

4 x

3 22 3 10 7
3

x x x

x
x x

−

+

x

− −
+

−
− +  

How do you divide using 

 



What are the properties of the Real Number System? 
 

PROPERTY ADDITION MULTIPLICATION 
CLOSURE   

COMMUTATIVE   

ASSOCIATIVE   

IDENTITY   

INVERSE   

DISTRIBUTIVE   
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Name ____________________ 

 
Give One – Get One 

 
First, write down 5 things you learned in the chapter.  Then, talk with other students in 
the class.  With each person, give that person one thing you learned so they can add it to 
their list, then get one thing from them to add to your list. 
 
In this chapter, I learned:  (Give one) 
 
1. _____________________________________________________________________ 

2. _____________________________________________________________________ 

3. _____________________________________________________________________ 

4. _____________________________________________________________________ 

5. _____________________________________________________________________ 

 

My classmates learned: (Get one) 

 

6. _____________________________________________________________________ 

7. _____________________________________________________________________ 

8. _____________________________________________________________________ 

9. _____________________________________________________________________ 

10. _____________________________________________________________________ 

11. _____________________________________________________________________ 

12. _____________________________________________________________________ 



Differentiation-How To 
 
Does effectively teaching 30 students in one classroom require teachers to develop 30 lessons, one 
tailor-made for each student? Or should teachers “aim for the middle” and hope to reach most students 
in a given lesson? The answer is not simple. 
 
While most would agree it is impractical to try to individualize every lesson for every child, research has 
shown that teaching to the middle is ineffective. It ignores the needs of advanced students, often 
leaving them unchallenged and bored, while it intimidates and confuses lower functioning learners. Best 
practice suggests an alternative: differentiated instruction. Differentiated instruction is an approach that 
assumes there is a diversity of learners in every classroom and that all of those learners can be 
reached if a variety of methods and activities are used. 
 
Carol Tomlinson (2000), a noted expert on differentiation, points out that research has proven that 
students are more successful when they are taught based on their own readiness levels, interests, and 
learning profiles. This newsletter examines the characteristics of differentiation and offers suggestions 
for how teachers can use it to improve student achievement. 
 
What Is Differentiation? 
Simply stated, differentiation is modified instruction that helps students with diverse academic needs 
and learning styles master the same challenging academic content. 
Although it might seem like a daunting task, designing and applying a variety of strategies within one 
classroom can be done at a variety of levels. Teachers can differentiate instruction with an individual 
student, within a small group, or with a whole class. Differentiating does not mean providing separate, 
unrelated activities for each student but does mean providing interrelated activities that are based on 
student needs for the purpose of ensuring that all students come to a similar grasp of a skill or idea 
(Good, 2006). 

 
How to Start 
Four planning steps set the stage for effective differentiated instruction. First, teachers must have a 
thorough understanding of the academic content or skill they want their students to learn. Second, they 
must determine how much their students already know—and what they do not know—about that 
content. Then they must decide which instructional methods and materials will most successfully 
address those needs and, finally, design ways to adequately assess student mastery of what is taught. 
 
• Teachers who effectively reach all of their students stay focused on teaching 
challenging academic content but vary the materials and strategies they use.  
 
Taking stock of student knowledge and understanding is a key first component of successful 
differentiation. While end-of-year tests provide some information that can help differentiate instruction, 
regularly used, classroom-based assessments are much more effective in achieving this purpose. 
These assessments help teachers accurately measure their students’ academic strengths, 
weaknesses, and interests on a day-to-day basis and provide a roadmap for next steps in instruction. 
An initial skills assessment can be conducted at the beginning of the school year, but teachers also 
should gauge student knowledge and needs before introducing a new concept, starting a new unit, or 
when developing lessons to review or expand on topics already covered. These assessments can be 
formal, such as diagnostic tests that evaluate specific skill levels, individual student performance 
notebooks in which teachers keep track of objectives or skills the student has or has not mastered, or 
student surveys and questionnaires that determine interests and preferences. But skills assessments 
also can be informal. Teachers can review existing student work such as writing samples or test results, 



conduct conferences with students, or observe them to get a sense of their current skill level. (See The 
Center’s December 2006 newsletter, Using Classroom Assessment to Improve Teaching, at 
www.centerforcsri.org/files/TheCenter_NL_Dec06.pdf for more information.) Formal or informal, the key 
to the successful use of these assessments is keeping track of the findings and using them to design 
instructional strategies tailored for the individual student. Figure 1, created by differentiation expert 
Tracy Hall, illustrates the process of planning and implementing differentiated instruction. 
 
Vary Materials 
Author Joyce Van Tassel-Baska (2003) suggests that the selection of materials for use in the 
classroom is a crucial next step to effective differentiated instruction. For instance, students in a third-
grade class might be learning how to determine main ideas as a part of the language arts curriculum. A 
variety of materials can be used to support instruction in that concept, including the following:  
• Nonfiction and fiction, written at a variety of reading levels. For struggling readers, the text might be 
accompanied by a spoken version. The use of leveled materials challenges accomplished readers but 
does not intimidate students who are less skilled. 
• Pictures that invite students to identify the visual “main idea.” 
• Video clips. 
• Newspaper or magazine articles that reflect student interests or cultural backgrounds. 
The use of varied materials will encourage these students to understand the concept of “main idea” not 
only within language arts but in other settings as well. 
 
Vary Process 
When teachers differentiate instruction, they vary not only the materials students use but also the way 
students interact with them. Varying instructional activities allows all students to learn the same 
concepts and skills with varied levels of “support, challenge, or complexity” (Tomlinson, 2000, p. 2). 
And differentiating does not mean teaching students one by one. Good (2006) suggests that teachers 
plan “several activity options, not one for each student. Instead of generating isolated tasks, on any 
given day the teacher may work with the whole class, small groups, individual students, or a 
combination of all three” (p. 14). When introducing new content, for example, the teacher might address 
all students but make use of graphs, pictures, or artifacts in addition to lecturing. At another time, 
teachers might ask most students to work in pairs or independently while they assist a small group of 
students, using questioning that encourages critical thinking or assesses the students’ level of 
understanding. For literature instruction, small groups can be arranged by achievement level, but they 
also can be grouped by a common interest in the subject matter even if materials at varying reading 
levels are used (Willis & Mann, 2000). Teachers can differentiate even in their one-to-one work with 
students, teaching the same concept but using an interview with one student and flashcards with 
another. As always, the keys to choosing the “right” strategies are capitalizing on student strengths and 
possessing a clear understanding of students’ current academic needs.  
 
Vary Assessment 
Teachers who effectively reach all of their students stay focused on teaching challenging academic 
content but vary the materials and strategies they use. They also give students options when it comes 
to demonstrating their mastery of that content, and these options allow for another form of 
differentiation. Teachers might vary the length of time a student has to complete a task or allow a 
written essay rather than an oral presentation. Making use of rubrics—guides that identify the criteria 
for demonstrating mastery of assigned work—can empower students to choose how they will show 
what they know and also provide them with a way to assess the quality of their own work. Willis and 
Mann provide concrete examples of how to differentiate the means by which students demonstrate 
mastery, from creating a newsletter in which students write stories on a topic of their choice to staging a 
mock trial to demonstrate their understanding of the concept “beyond reasonable doubt.” 
 
Conclusion 



Differentiating instruction alone will not automatically improve student performance. Tomlinson (2000) 
points out that efforts to differentiate are most successful when they are combined with the use of a 
high-quality curriculum, research-based instructional strategies, well-designed activities that address 
the needs and interests of students, active learning, and student satisfaction with the lesson. Tomlinson 
(1999) also notes that moving from traditional instruction to this approach takes time and recommends 
that teachers introduce differentiation strategies gradually. Schools and districts can support teachers in 
learning these new skills by designing professional development activities that “provide clear models 
for…differentiated instruction in action” (p. 115). The consistent, effective use of differentiated 
instruction also requires considerable amounts of practice and feedback. To increase their repertoire of 
skills, general education teachers also can consult with colleagues with specialized training in 
differentiation, such as special education teachers and teachers of gifted students. Keck and Kinney 
assert that once teachers learn the needs of their students and incorporate strategies to meet those 
needs into their instruction, differentiation ensures “equity in the learning process” (2005, p. 15). 
Although it requires attention, skill, and commitment to its use, differentiated instruction is a practical 
and attainable method of facilitating learning and academic growth in all students. 
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Teachers Have Choices Too 
 

Lo-Prep 
Differentiation 

Hi-Prep 
Differentiation 

 
 

• Tiered activities 
• Tiered products 
• Alternative assessments 
• Compacting 
• Spelling by readiness 
• Personal agendas 
• Literature Circles 
• Games and tournaments 
• Think-Tac-Toe 
• Choice boards 
• Simulations 
• Interest groups 
• Independent research and 
projects 
• Multiple texts 
• Stations 
• Leveled rubrics 
• Learning contracts 
• Multiple intelligence options 
• Group investigations 
• Interest groups 
• Varying organizers for 
instruction 
 

• Choices of books 
• Homework options 
• Use of reading buddies 
• Varied journal prompts 
• Varied anchor options 
• Goal setting with students 
• Work alone/together 
• Flexible seating 
• Design-the-Day 
• Varied supplementary materials 
• Think-Pair-Share by  
     readiness,  
     interest,  
     learning style 
• Open-ended activities 
• Jigsaw 
• Mini workshops to re-teach  
   or extend skills 
• Let’s Make a Deal projects 
• Varied product choices 
• Explorations by interest 
• Use of collaboration for  
various activities 
 
CTomlinson 1999 NAGC 
 
 

 
 



Promoting Academic Engagement through 
Insistence: Being a Warm Demander 
by Ross, Dorene D,   Bondy, Elizabeth,   Gallingane, Caitlin,   Hambacher, Elyse  

If educators are to bridge the black/white achievement gap, they must find a way to engage low-income and 
minority youth in academic learning. While ample evidence indicates that some teachers are highly effective in 
engaging students (e.g., Bempechat, 1998; Corbett, Wilson, & Williams, 2002; Irvine, 2002; Ladson-Billings, 
1994), the persistence of the achievement gap suggests that most are far less effective at engaging African 
American students. A positive psychological environment characterized by respectful interactions, a calm tone, 
minimal student resistance, and a clear academic focus (Patrick, Turner, Meyer, & Midgley, 2003) will help 
achieve increased student engagement and decreased task avoidance. One key strategy in creating a positive 
psychological environment is the teacher's capacity to "insist" that the students meet established academic and 
behavioral standards. This paper describes the purposes, structure, and tone of insistence, with examples from 
three low-income, predominantly African American classrooms on the first day of school. The teachers-one white 
(a 3rd-grade teacher, "Ms. Third"), one black (a 2nd-grade teacher, "Ms. Second"), and one Asian (a 5th-grade 
teacher, "Ms. Fifth")-were novices, with fewer than five years of classroom experience, who were selected based 
on observations during the previous year. Each was observed to set high academic and behavioral expectations 
and then insist firmly yet respectfully that students meet those expectations. Some have referred to this kind of 
teacher as a "warm demander" (Irvine, 2003; Kleinfeld, 1975).  

THE PURPOSES OF INSISTENCE  

The primary purpose of teacher insistence is to create a supportive psychological environment that scaffolds 
student engagement and achievement. Literature on positive classroom environments (Patrick et al., 2003), the 
development of resilience (Benard, 2004), culturally relevant pedagogy (Irvine, 2002, 2003; Ladson-Billings, 
1994), and culturally relevant classroom management (Brown, 2003; Weinstein, Tomlinson-Clarke, & Curran, 
2004) reveals four attributes of classrooms that scaffold high achievement:  

* A strong, caring, respectful relationship between each student and the teacher  

* Caring, respectful relationships among peers, creating a culture in which everyone feels safe enough to take 
risks  

* A task-focused, calm environment that enables everyone to concentrate and learn  

* High and clear expectations for academic performance.  

Through their daily interactions with children, teachers who create such psychologically supportive environments 
communicate that they know and value the children, their families, their cultures, and their communities. In 
addition, the classrooms are characterized by a strong commitment to student learning and a pervasive belief in 
the children's strengths and capabilities.  

In examining teachers' use of insistence, it is critical to remember its purpose. Teachers who are warm 
demanders model and insist on a culture of achievement, equity, and mutual respect. They insist that children 
treat the teacher with respect, treat one another with respect, and participate in ways that give every child an 
equal opportunity to learn. They insist that children try hard, encourage others to try hard, and give their best 
effort every day. Most important, they work tirelessly and consistently to ensure that children's efforts are 
successful. Just as they insist that children never give up on themselves, these teachers never give up on 
children. As such, the teachers illustrate Noddings' (1984) view of care as actions focused on the needs and goals 
of those who are being cared for-namely, the students.  

Clarifying the difference between the authoritative insistence on effort and appropriate behavior and the 
authoritarian use of power is important in understanding the purpose of "insistence." Delpit (1995) notes that 



students of color respond to authoritative classroom management, because they expect a teacher to act with 
authority. She describes the authoritative teacher as exhibiting personal power, earning respect rather than 
demanding it, setting standards and pushing students to meet them, and believing all students can learn. In 
contrast, an authoritarian teacher is indirect in expressing expectations and expects obedience from students 
without justification.  

Delpit further argues that the authoritative teacher holds students' attention by using a communicative style that 
appeals to affiliation rather than authority to maintain order, and believes it unnecessary to use coercive means to 
control behavior. The teacher avoids an authoritarian atmosphere that communicates "because I said so" and 
finds ways to allow students to vent frustrations and disagree with school- or teacher-imposed constraints, while 
building a community that works together to find a solution acceptable to all. Insistence for its own sake or in the 
service of rules that are not linked to creating a psychologically supportive environment in which students can 
succeed would create a culture focused on teacher power and control, a non-supportive environment that would 
increase student resistance and undermine engagement and achievement motivation (Patrick et al., 2003).  

THE STRUCTURE OF INSISTENCE: WHAT DOES IT LOOK LIKE?  

Insistence begins from the first moment of the first day of school. Through insistence, the teacher conveys her 
expectations, her authority, and her intention to be consistent. The teacher is neither authoritarian nor heavy-
handed. She simply conveys through actions and words that students WILL meet her expectations. Let's look at 
some of the different ways that teachers insist.  

Make Expectations Clear  

Being explicit about expectations is a standard recommendation from the literature on classroom management 
(Bohn, Roehrig, & Pressley, 2004; Emmer, Evertson, & Anderson, 1980). However, it is easy to underestimate 
how many times a teacher must communicate expectations before they are clear to students. In addition, it can be 
hard for novice teachers to understand the level of detail required before expectations are "clear." For example, a 
teacher might state, "When I give the signal, get in line." While this statement is direct, it is not detailed enough to 
make the teacher's expectation clear. If the teacher's only strategy were this statement, it is unlikely every child 
would demonstrate appropriate behavior.  

The three teachers focused on here do more than "state" expectations; they make sure students hear them, 
understand them, and practice them. Also, they use varied strategies so that students stay engaged during 
instruction about expectations. Note the use of detailed and direct language and the varied format and purposes 
of the following communications:  

The teachers clearly state their expectations.  

* The rule is going to be that once Ms. Second starts talking and giving directions, you are not allowed to get up 
and go get water and go to the rest room, so do that first thing in the morning. (Ms. Second)  

* Every time you're in here and my door shuts, your eyes should be following where I am. (Ms. Fifth)  

* When I call your name, you may either say "Here" or you may raise your hand. (Ms. Third)  

The teachers provide demonstrations or examples.  

* I have a question for you, and raise your hand to give me an answer [raises own hand]. (Ms. Fifth)  

* Give me an example of good manners... and another ... and another. (Ms. Second)  

* Put your papers in one pile on your table. So we have one pile here, one pile here, one pile here [designating a 
spot for papers at each table]. (Ms. Third)  



* You know, . . . just then I said I hope none of you like Pokémon. It's an opinion of mine, but I should be very 
careful when I voice my opinion because I could hurt someone's feelings. So we can learn from that,... I make 
mistakes, too. (Ms. Fifth)  

The teachers provide negative examples, thereby enabling them to demonstrate appropriate behavior with humor 
and to help students anticipate possible instances of inappropriate behavior:  

* [Our next rule is] work quietly and do not disturb others. Okay, let's say, for example, Keon was absent and we 
took a test, and he comes back, and he needs to make up the test, and he goes over to this area to make up his 
test. If you are finished [with] your work, should you be snapping and singing? No, because it will throw him-
AAGGG [he'll say], I can't think! So make sure you are courteous when people are working. (Ms. Second)  

* When we are in line, do we talk? ... So do you think you should be standing next to someone that you know you 
would talk to? (Ms. Fifth)  

* Let's say we are working in groups and three [vote] to use the purple marker and Dwight wanted to use blue. 
Should he sit there and look like this [she pouts]? No, he shouldn't. He should say, "Oh well, I didn't win that time, 
but maybe next time." (Ms. Second)  

The teachers also require student restatement of expectations and that students practice the appropriate 
behavior:  

* My hand goes up, your hand goes up [waits to see every hand is up]. (Ms. Fifth)  

* Now, I want you to put up your markers. What do I want you to do? [Students respond chorally-"Put up the 
markers!"] (Ms. Second)  

* If you have a question, raise your hand [teacher raises her hand]. Let me see everyone raise their hand. Oooh, I 
see two people [who] don't have hands. (Ms. Second)  

Note that in these last examples the key word is "require." The teacher not only states the expectation and 
models it, but she also makes it clear that she expects each student to practice the appropriate behavior. And the 
teachers wait until the appropriate behaviors are demonstrated. In some cases, this means practicing behaviors 
repeatedly. For instance, all three teachers require students to practice the lining up procedure multiple times until 
student performance matches the teacher's expectation. And the teachers make it very clear that "almost" is not 
good enough. "Almost" means practice again!  

Repeat, Remind, Reinforce  

In most elementary classrooms, one can observe numerous instances of one or more students ignoring the 
teacher's first (or even second) request. Our teachers respond to these students firmly and respectfully. One kind 
of response is to calmly repeat their request or remind students of the relevant expectation. Ms. Second often 
used repetitions. These often-verbatim repetitions are delivered matter-of-factly. The repetition is delivered in the 
same tone of voice as the initial request and continues until students comply. It almost sounds like a broken 
record:  

* Eyes on Ms. Second. Eyes on Ms. Second. Eyes on Ms. Second.  

* I want everyone to stand, pushing in your chair. Stand and push in your chair. Stand and push in your chair. 
(Ms. Second)  

* What happens when my hand goes up? What does that mean, Sean? What happens when my hand goes up? 
Yes, and your hand goes where? (Ms. Fifth)  

Another way to respond when students ignore a teacher request is with a reminder:  



* What kind of folder is this? Does it come back to me? (Ms. Fifth)  

* If you have a question, raise your hand. Let me see everyone raise their hand. (Ms. Second)  

* Charles, which way should you turn in line? There you go. Thank you. (Ms. Fifth)  

It is important to note that throughout the first two or three weeks of school, our teachers' initial response to 
student lapses is repetition, re-teaching, and reminding. Not all reminders are verbal. Sometimes, a teacher 
reminds by miming the appropriate action (e.g., raising her hand when students forget to raise theirs). Often, the 
teachers use their physical presence as a way to remind. They may move close to a forgetful student, which often 
serves as sufficient reminder of the appropriate procedure or encourages more focus on an academic task. Being 
insistent does not mean being punitive. Being insistent simply means using varied strategies to communicate that 
the teacher means what she says-always.  

Additionally, the teachers pepper their classrooms with reinforcement. While reinforcement looks different in the 
lower and upper elementary classrooms, all three teachers use reinforcement to increase appropriate behavior 
and encourage academic effort-in Ms. Fifth's word, to reinforce "making right choices." In addition to repeatedly 
using words like, "That's right," "Excellent," "Exactly," "Good thinking," "Great example," and "Thank you," 
teachers also use explicit praise to reinforce behaviors that demonstrate core purposes:  

* That shows a lot of respect, right? You show each other lots of respect, right? Right! (Ms. Fifth)  

* See, that's a time when you don't laugh and you guys didn't laugh; good job! (Ms. Fifth)  

* I like how you are being quiet and waiting for me to finish with my visitor. (Ms. Second)  

Unfortunately, students sometimes continue inappropriate behavior despite reminders. An additional insistence 
strategy used by these teachers is the implementation of consequences.  

Responses to Continued Inappropriate Behavior  

The biggest challenge to any teacher is the student who repeatedly violates classroom rules and procedures. Our 
teachers respond in two ways. First, they do not hesitate to use consequences to reinforce their expectations; 
second, they view repeated infractions as a puzzle to be solved.  

Using Consequences To Reinforce Expectations. Although the tone of the three classrooms is very positive, the 
teachers do not hesitate to use consequences when necessary. When one of Ms. Second's students resisted 
standing and looking at the teacher (a part of the lining up procedure), she reminded, repeated, and referenced 
the possibility of a consequence by saying, "Everyone should stand up nice and tall and your eyes should be on 
me. Eyes on me. I would hate to move a clothespin." She was referring to her "stoplight" system in which a 
student's clothespin could be moved from green light (ready to learn) to yellow (caution) to red (loss of privileges 
or parent notification). When the student continued to resist the procedure, she moved the student's clothespin. 
Similarly, when one of Ms. Third's students continued talking as the teacher was talking, she looked directly into 
his eyes and said, "Who's talking? Hmmmm, am I going to have to move somebody on the first day?" And when 
the talking continued, she calmly led the student to another desk.  

Viewing Misbehavior as a Puzzle To Be Solved.  

For those students whose behavior gives the teacher concern, the teachers adopt a wait-and-see stance that 
includes observation and data collection. Before taking action, the teachers want to understand better the nature 
and extent of the problem. Ms. Third explained, "You know, I don't really know [what's going on with him], so I'm 
going to play it by ear for the rest of the week and just kind of monitor things, keep a log of different things that 
happen and different things that might concern me." Similarly, Ms. Second decided on the first day of school that 
she would find opportunities to talk privately with one of her students in an effort to understand her better. 
Although the teachers agreed with Ms. Third's assertion that it is important to "nip [a problem] in the bud in the 



very beginning of the year," they also agreed with her approach of studying the problem in order to determine 
appropriate action. They believed more information would help them solve the puzzle of a student's misbehavior.  

THE TONE OF INSISTENCE  

Insistence definitely means "demanding" appropriate behavior. However, the tone of insistence, although difficult 
to convey in a written format, is more important than the structure. The tone in these classrooms conveys the 
"warmth" that comes with mutual respect and a caring relationship between teacher and students. Insistence is 
authoritative, firm, and respectful, and never authoritarian, punitive, sarcastic, or demeaning.  

One striking characteristic of these classrooms is that the teachers calmly, respectfully, and directly communicate 
their expectations and reminders, and even the consequences for misbehavior. The following teacher comments 
about interactions in their classrooms capture the tone of all three classrooms:  

* I don't put on a façade. I'm just myself and, um, maybe they could just feel the genuineness. (Ms. Second)  

* [I decided to have them sign a letter of commitment] because I think if they take ownership of something like a 
document, they truly understand what it means. (Ms. Fifth)  

* I was real positive with the kids, and I think that's important because if they see that they are in a positive 
environment, they act positively ... as long as I had structure, and I had structure. (Ms. Fifth)  

* When the kids come in I will say good morning to each [one] just so they feel that "someone knows I am here; 
someone knows who I am; it means something that I am here." (Ms. Third)  

The teachers note that their management system is grounded in the personal relationships they develop with the 
children, but they also communicate verbally and nonverbally a view that children are children and teachers 
therefore must be authoritative adults who teach and insist on appropriate classroom interactions. Ms. Third 
articulated the dilemma:  

I build a relationship with them and [I would like for them to do what is right] just out of respect, . . . but during the 
first week of class they don't know me yet and there are kids who want to push buttons and there are kids [who] 
want to get away with everything.  

These teachers are not saints, and they are annoyed with student behavior at times. Yet a tone of anger or 
frustration almost never can be heard in the classroom. In fact, the pervasive tone in each classroom is respect 
and care. As Hall and Hall (2003) noted, an effective management system is grounded in gentle intervention that 
is respectful of student dignity and therefore "interrupts" misbehavior. In contrast, they noted, anger escalates 
inappropriate behavior.  

Insistence is an important component of culturally responsive classroom management, but it is not a stand-alone 
component. We have focused on insistence because a common problem for novice teachers who struggle in 
urban classrooms is that they incorporate many characteristics of culturally responsive pedagogy yet fail to 
demonstrate authoritative insistence. For example, Patrick et al. (2003) found clear distinctions among teachers 
who create supportive, ambiguous, or non-supportive environments. In ambiguous environments, the teachers 
are sometimes supportive and may set high expectations, but they fail to connect to students in a personal way 
because they are inconsistent in demanding effort and respect. In this way, they undercut their own efforts. The 
problems of many beginning teachers may be grounded in good intentions but result in the creation of ambiguous 
psychological environments.  

The research of Patrick et al. (2003) clearly shows that inconsistent teachers fail to support achievement 
motivation. This is a particularly salient point for young, white, female teachers who have been socialized to speak 
softly and to be non-direct and non-assertive, and therefore may be perceived to lack authority by African 
American youth (Thompson, 2004). For this reason, it is especially important to help novice teachers learn the 
strategies of insistence that will help them convey their expectations to students. At the same time, we do not 
want to imply that insistence is the only strategy.  



Using the strategies of insistence within a framework of culturally responsive pedagogy holds great promise for 
teachers and their students. It is especially encouraging to note that teachers with little teaching experience and 
who are of diverse cultural backgrounds can be warm demanders. As Irvine (2003) pointed out, the purpose of 
insistence is not to demand compliance. Rather, teachers insist that students are respectful and hardworking 
because respect and hard work create an environment in which academic engagement and success can flourish. 
In fact, insistence may be viewed as the teacher's expression of care for students who have no time to waste-
students who "not only can learn but must learn" (Irvine & Fraser, 1998, p. 56).  

 

INSISTENCE: CREATING THE CONDITIONS FOR SUCCESS  

The literature on culturally responsive pedagogy and management emphasizes the critical role played by 
insistence in scaffolding the success and achievement motivation of students of color. By clearly and consistently 
communicating expectations and insisting that students meet them, the teachers lay the foundation for a 
classroom in which task engagement can be maximized and task avoidance minimized. Given the clear links 
between task engagement and achievement (e.g., Connell, Spencer, & Aber, 1994; Furrer & Skinner, 2003), 
strategies that promote engagement certainly deserve teachers' attention. Interestingly, the teachers described 
here behave as warm demanders from the first moments of the school year. This is a critical period, note Patrick, 
Anderman, Ruan, Edelin, and Midgley (2001) and Patrick et al. (2003), because classroom psychological 
environments take shape quickly and remain stable over time. What teachers do first matters.  

Insistence is an important component of culturally responsive classroom management, but it is not a stand-alone 
component. We have focused on insistence because a common problem for novice teachers who struggle in 
urban classrooms is that they incorporate many characteristics of culturally responsive pedagogy yet fail to 
demonstrate authoritative insistence. For example, Patrick et al. (2003) found clear distinctions among teachers 
who create supportive, ambiguous, or non-supportive environments. In ambiguous environments, the teachers 
are sometimes supportive and may set high expectations, but they fail to connect to students in a personal way 
because they are inconsistent in demanding effort and respect. In this way, they undercut their own efforts. The 
problems of many beginning teachers may be grounded in good intentions but result in the creation of ambiguous 
psychological environments.  

The research of Patrick et al. (2003) clearly shows that inconsistent teachers fail to support achievement 
motivation. This is a particularly salient point for young, white, female teachers who have been socialized to speak 
softly and to be non-direct and non-assertive, and therefore may be perceived to lack authority by African 
American youth (Thompson, 2004). For this reason, it is especially important to help novice teachers learn the 
strategies of insistence that will help them convey their expectations to students. At the same time, we do not 
want to imply that insistence is the only strategy.  

Using the strategies of insistence within a framework of culturally responsive pedagogy holds great promise for 
teachers and their students. It is especially encouraging to note that teachers with little teaching experience and 
who are of diverse cultural backgrounds can be warm demanders. As Irvine (2003) pointed out, the purpose of 
insistence is not to demand compliance. Rather, teachers insist that students are respectful and hardworking 
because respect and hard work create an environment in which academic engagement and success can flourish. 
In fact, insistence may be viewed as the teacher's expression of care for students who have no time to waste-
students who "not only can learn but must learn" (Irvine & Fraser, 1998, p. 56).  
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FOREWORD 
 
During the last decade, this country’s attention has been focused on improving reading education. 
This focus led to the generation of reports, reviews, revised curricula, redesigned professional 
development, and the provisions of the Reading First initiative.The recent interest in reading, 
however, directed attention almost entirely to early literacy—that is, to reading in the primary 
grades, defined as word recognition. Somewhat neglected in those various efforts was attention to 
the core of reading: comprehension, learning while reading, reading in the content areas, and 
reading in the service of secondary or higher education, of employability, of citizenship. It is clear 
that getting third graders to read at grade level is an important and challenging task, and one that 
needs ongoing attention from researchers, teacher educators, teachers, and parents. But many 
excellent third-grade readers will falter or fail in later-grade academic tasks if the teaching of 
reading is neglected in the middle and secondary grades. 
 
In 1950, when opportunities to achieve economic stability and a middle-class standard of living 
were open to those without a high school diploma, students unable to convert their third-grade 
reading skills into literacy levels useful for comprehending and learning from complex, content-
rich materials could drop out of high school and still hope to achieve a reasonably comfortable 
and successful lifestyle. In 2004, however, there are few opportunities for the high school dropout 
to achieve a comparable way of life; jobs, welfare, and social safety nets will no longer be 
available as they once were. Educators must thus figure out how to ensure that every student gets 
beyond the basic literacy skills of the early elementary grades, to the more challenging and more 
rewarding literacy of the middle and secondary school years. Inevitably, this will require, for 
many of those students, teaching them new literacy skills: how to read purposefully, select 
materials that are of interest, learn from those materials, figure out the meanings of unfamiliar 
words, integrate new information with information previously known, resolve conflicting content 
in different texts, differentiate fact from opinion, and recognize the perspective of the writer—in 
short, they must be taught how to comprehend. 
 
Ensuring adequate ongoing literacy development for all students in the middle and high school 
years is a more challenging task than ensuring excellent reading education in the primary grades, 
for two reasons: first, secondary school literacy skills are more complex, more embedded in 
subject matters, and more multiply determined; second, adolescents are not as universally 
motivated to read better or as interested in school-based reading as kindergartners. This is, 
therefore, not a problem with a simple solution. But we have research-based as well as practice-
based knowledge to bring to it. Reading Next: A Vision for Action and Research in Middle and 
High School Literacy charts a route for using that knowledge optimally, while at the same time 
adding to it. It is a call to researchers in this area to exchange a bit of their self-determination in 
the service of producing more interpretable findings, and a call to funders interested in 
educational reform to forfeit a bit of their programmatic autonomy to increase the returns on their 
investments. If both groups heed the call, adolescent readers and the teachers dedicated to their 
success will benefit. 
 
 
 
 
 



EXECUTIVE SUMMARY 
 
The Issue 
 

American youth need strong literacy skills to succeed in school and in life. Students who do not 
acquire these skills find themselves at a serious disadvantage in social settings, as civil 
participants, and in the working world. Yet approximately eight million young people between 
fourth and twelfth grade struggle to read at grade level. Some 70 percent of older readers require 
some form of remediation. Very few of these older struggling readers need help to read the words 
on a page; their most common problem is that they are not able to comprehend what they read. 
Obviously, the challenge is not a small one. 
 
Meeting the needs of struggling adolescent readers and writers is not simply an altruistic goal. 
The emotional, social, and public health costs of academic failure have been well documented, 
and the consequences of the national literary crisis are too serious and far-reaching for us to 
ignore. Meeting these needs will require expanding the discussion of reading instruction from 
Reading First— acquiring grade-level reading skills by third grade—to Reading Next—acquiring 
the reading skills that can serve youth for a lifetime. Fortunately, a survey of the literacy field 
shows that educators now have a powerful array of tools at their disposal. We even know with a 
fair degree of certitude which tools work well for which type of struggling reader. However, we 
do not yet possess an overall strategy for directing and coordinating remedial tools for the 
maximum benefit to students at risk of academic failure, nor do we know enough about how 
current programs and approaches can be most effectively combined. 
 
The Approach 
 

To help address this problem, a panel of five nationally known and respected educational 
researchers met in spring 2004 with representatives of Carnegie Corporation of New York and the 
Alliance for Excellent Education to draw up a set of recommendations for how to meet the needs 
of our eight million struggling readers while simultaneously envisioning a way to propel the field 
forward. The resulting paper was reviewed and augmented by the Adolescent Literacy Funders 
Forum (ALFF) at its 2004 annual meeting. Although this report originally was targeted to the 
funding community, it offers information that will also prove invaluable to others, including 
researchers, policymakers, and educators. 
 
 
The Recommendations 
 

The Fifteen Elements of Effective Adolescent Literacy Programs 
This report delineates fifteen elements aimed at improving middle and high school literacy 
chievement right now. a  

1. Direct, explicit comprehension instruction, which is instruction in the strategies and 
processes that proficient readers use to understand what they read, including summarizing, 
keeping track of one’s own understanding, and a host of other practices  
 

2. Effective instructional principles embedded in content, including language arts teachers 
using content-area texts and content-area teachers providing instruction and practice in reading 
and writing skills specific to their subject area 
 



3. Motivation and self-directed learning, which includes building motivation to read and learn 
and providing students with the instruction and supports needed for independent learning tasks 
they will face after graduation 
 

4. Text-based collaborative learning, which involves students interacting with one another 
around a variety of texts.  
 

5. Strategic tutoring, which provides students with intense individualized reading, writing, and 
content instruction as needed.  
 

6. Diverse texts, which are texts at a variety of difficulty levels and on a variety of topics.  
 

7. Intensive writing, including instruction connected to the kinds of writing tasks students will 
have to perform well in high school and beyond. 
 

8. A technology component, which includes technology as a tool for and a topic of literacy 
instruction. 
 

9. Ongoing formative assessment of students, which is informal, often daily assessment of how 
students are progressing under current instructional practices. 
 

10. Extended time for literacy, which includes approximately two to four hours of literacy 
instruction and practice that takes place in language arts and content-area classes  
 

11. Professional development that is both long term and ongoing 
 

12. Ongoing summative assessment of students and programs, which is more formal and 
provides data that are reported for accountability and research purposes  
 

13. Teacher teams, which are interdisciplinary teams that meet regularly to discuss students and 
align instruction.  
 

14. Leadership, which can come from principals and teachers who have a solid understanding of 
how to teach reading and writing to the full array of students present in schools. 
 

15. A comprehensive and coordinated literacy program, which is interdisciplinary and 
interdepartmental and may even coordinate with out-of-school organizations and the local 
community. 
 

Since implementation of only one or two of these elements is unlikely to improve the 
achievement of many students, this report recommends that practitioners and program designers 
flexibly try out various combinations in search of the most effective overall program. 
Furthermore, any combination should include three specific elements: professional development, 
formative assessment, and summative assessment. No literacy program targeted at older readers is 
likely to cause significant improvements without these elements, because of their importance to 
ensuring instructional effectiveness and measuring effects. However, they should not be seen as 
sufficient in themselves to address the wide range of problems experienced by older struggling 
readers; rather, they act as a foundation for instructional innovations. 
 
 
Balancing Purposes 
This report also stresses that improving the literacy achievement of today’s and tomorrow’s youth 
requires keeping action balanced with research. The report outlines a balanced vision for 
effecting immediate change for current students and building the literacy field’s knowledge base. 
Stakeholders should select programs and interventions according to the inclusion or exclusion of 
the fifteen elements—thereby creating a planned variation—and evaluate implementation using 
a common process to allow for comparisons across programs. In line with this recommendation, 
outcomes and procedures for evaluation are detailed to promote cross-program comparisons. By 



collecting data according to the recommended design, public and private funders, districts, and 
researchers will be able to disaggregate students and describe the different sources of their 
difficulty and the differentiated effects of programs and program components. Such 
disaggregation will provide a rich base for experimental research. 
 
The Relevance  
 

We believe that if the funding, research, policymaking, and education communities embrace these 
recommendations, the literacy field will make significant strides toward the goal of meeting the 
needs of all students in our society, while also strengthening our understanding of exactly what 
works, when, and for whom. We will thereby strengthen the chances for striving readers to 
graduate from high school as strong, independent learners prepared to take on the multiple 
challenges of life in a global economy. 
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FOREWORD 
 
 
Around the world, from the cave paintings in Lascaux, France, which may be 25,000 years old, to 
the images left behind by the lost Pueblo cultures of the American Southwest, to the ancient 
aboriginal art of Australia, the most common pictograph found in rock paintings is the human 
hand. Coupled with pictures of animals, with human forms, with a starry night sky or other 
images that today we can only identify as abstract, we look at these men’s and women’s hands, 
along with smaller prints that perhaps belong to children, and cannot help but be deeply moved 
by the urge of our ancestors to leave some permanent imprint of themselves behind. 
 
Clearly, the instinct for human beings to express their feelings, their thoughts, and their 
experiences in some lasting form has been with us for a very long time. This urge eventually 
manifested itself in the creation of the first alphabet, which many attribute to the Phoenicians. 
When people also began to recognize the concept of time, their desire to express themselves 
became intertwined with the sense of wanting to leave behind a legacy, a message about whom 
they were what they had done and seen, and even what they believed in. Whether inscribed on 
rock, carved in cuneiform, painted in hieroglyphics, or written with the aid of the alphabet, the 
instinct to write down everything from mundane commercial transactions to routine daily 
occurrences to the most transcendent ideas—and then to have others read them, as well as to read 
what others have written—is not simply a way of transferring information from one person to 
another, one generation to the next. It is a process of learning and hence, of education. 
 
Ariel and Will Durant were right when they said, “Education is the transmission of civilization.” 
Putting our current challenges into historical context, it is obvious that if today’s youngsters 
cannot read with understanding, think about and analyze what they’ve read, and then write clearly 
and effectively about what they’ve learned and what they think, then they may never be able to do 
justice to their talents and their potential. (In that regard, the etymology of the word education, 
which is to draw out and draw forth—from oneself, for example—is certainly evocative.) Indeed, 
young people who do not have the ability to transform thoughts, experiences, and ideas into 
written words are in danger of losing touch with the joy of inquiry, the sense of intellectual 
curiosity, and the inestimable satisfaction of acquiring wisdom that are the touchstones of 
humanity. What that means for all of us is that the essential educative transmissions that have 
been passed along century after century, generation after generation, are in danger of fading 
away, or even falling silent.  
 
In a recent report, the National Commission on Writing also addresses this concern. They say, “If 
students are to make knowledge their own, they must struggle with the details, wrestle with the 
facts, and rework raw information and dimly understood concepts into language they can 
communicate to someone else. In short, if students are to learn, they must write.” It is in this 
connection that I am pleased to introduce Writing Next. As the report warns, American students 
today are not meeting even basic writing standards, and their teachers are often at a loss for how 
to help them. In an age overwhelmed by information (we are told, for example, that all available 
information doubles every two to three years), we should view this as a crisis, because the ability 
to read, comprehend, and write—in other words, to organize information into knowledge—can be 
viewed as tantamount to a survival skill. Why? Because in the decades ahead, Americans face yet 
another challenge: how to keep our democracy and our society from being divided not only 
between rich and poor, but also between those who have access to information and knowledge, 
and thus, to power—the power of enlightenment, the power of self-improvement and self-



assertion, the power to achieve upward mobility, and the power over their own lives and their 
families’ ability to thrive and succeed—and those who do not. 
 
Such an un-crossable divide will have devastating consequences for the future of America. Those 
who enrich themselves by learning to read with understanding and write with skill and clarity do 
so not only for themselves and their families, but for our nation as well. They learn in order to 
preserve and enhance the record of humanity, to be productive members of a larger community, 
to be good citizens and good ancestors to those who will follow after them. In an age of 
globalization, when economies sink or swim on their ability to mine and manage knowledge, as 
do both individual and national security, we cannot afford to let this generation of ours or indeed, 
any other, fall behind the learning curve. Let me bring us back to where we began: For all of us, 
the handprint must remain firmly and clearly on the wall.  
 
 
Vartan Gregorian 
President, Carnegie Corporation of New York 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



EXECUTIVE SUMMARY 
 

A Writing Proficiency Crisis 
 

Writing well is not just an option for young people—it is a necessity. Along with reading 
comprehension, writing skill is a predictor of academic success and a basic requirement for 
participation in civic life and in the global economy. Yet every year in the United States large 
numbers of adolescents graduate from high school unable to write at the basic levels required by 
colleges or employers. In addition, every school day 7,000 young people drop out of high school 
(Alliance for Excellent Education, 2006), many of them because they lack the basic literacy skills 
to meet the growing demands of the high school curriculum (Kamil, 2003; Snow & Biancarosa, 
2003). Because the definition of literacy includes both reading and writing skills, poor writing 
proficiency should be recognized as an intrinsic part of this national literacy crisis. 
 
This report offers a number of specific teaching techniques that research suggests will help 4th- to 
12th-grade students in our nation’s schools. The report focuses on all students, not just those who 
display writing difficulties, although this latter group is deservedly the focus of much attention. 
The premise of this report is that all students need to become proficient and flexible writers. In 
this report, the term low-achieving writers is used to refer to students whose writing skills are not 
adequate to meet classroom demands. Some of these low-achieving writers have been identified 
as having learning disabilities; others are the “silent majority” who lack writing proficiency but 
do not receive additional help. As will be seen in this report, some studies investigate the effects 
of writing instruction on groups of students across the full range of ability, from more effective to 
less effective writers, while others focus specifically on individuals with low writing proficiency. 
Recent reports by the National Commission on Writing (2003, 2004, 2005) have helped to bring 
the importance of writing proficiency forward into the public consciousness. These reports 
provide a jumping-off point for thinking about how to improve writing instruction for all young 
people, with a special focus on struggling readers. Reading Next (Biancarosa & Snow, 2004), 
commissioned by Carnegie Corporation of New York, used up-to-date research to highlight a 
number of key elements seen as essential to improving reading instruction for adolescents 
(defined as grades 4–12). Writing Next sets out to provide guidance for improving writing 
instruction for adolescents, a topic that has previously not received enough attention from 
researchers or educators. 
 
While Reading Next presented general methods and interventions that several of America’s most 
respected adolescent literacy experts found to be useful for improving reading instruction, 
Writing Next highlights specific teaching techniques that work in the classroom. It does so by 
summarizing the results of a large-scale statistical review of research into the effects of specific 
types of writing instruction on adolescents’ writing proficiency. Although several important 
reviews of research on writing instruction exist (e.g., Langer & Applebee, 1987; Levy & 
Ransdell, 1996; MacArthur, Graham, & Fitzgerald, 2006; Smagorinsky, 2006), the special 
strength of this report is its use of a powerful statistical method known as meta-analysis. This 
technique allows researchers to determine the consistency and strength of the effects of 
instructional practices on student writing quality and to highlight those practices that hold the 
most promise. 
 
 
 
 
 



The Recommendations 
 

Eleven Elements of Effective Adolescent Writing Instruction 
 
This report identifies 11 elements of current writing instruction found to be effective for helping 
adolescent students learn to write well and to use writing as a tool for learning. It is important to 
note that all of the elements are supported by rigorous research, but that even when used together, 
they do not constitute a full writing curriculum. 
 
1. Writing Strategies, which involves teaching students strategies for planning, revising, and 
editing their compositions. 
 
2. Summarization, which involves explicitly and systematically teaching students how to 
summarize texts. 
 
3. Collaborative Writing, which uses instructional arrangements in which adolescents work 
together to plan, draft, revise, and edit their compositions. 
 
4. Specific Product Goals, which assigns students specific, reachable goals for the writing they 
are to complete. 
 
5. Word Processing, which uses computers and word processors as instructional supports for 
writing assignments. 
 
6. Sentence Combining, which involves teaching students to construct more complex, 
sophisticated sentences. 
 
7. Prewriting, which engages students in activities designed to help them generate or organize 
ideas for their composition.  
 
8. Inquiry Activities, which engages students in analyzing immediate, concrete data to help them 
develop ideas and content for a particular writing task.  
 
9. Process Writing Approach, which interweaves a number of writing instructional activities in 
a workshop environment that stresses extended writing opportunities, writing for authentic 
audiences, personalized instruction, and cycles of writing.  
 
10. Study of Models, which provides students with opportunities to read, analyze, and emulate 
models of good writing. 
 
11. Writing for Content Learning, which uses writing as a tool for learning content material 
The Writing Next elements do not constitute a full writing curriculum, any more than the Reading 
Next elements did for reading. However, all of the Writing Next instructional elements have 
shown clear results for improving students’ writing. They can be combined in flexible ways to 
strengthen adolescents’ literacy development. The authors hope that besides providing research-
supported information about effective writing instruction for classroom teachers, this report will 
stimulate discussion and action at policy and research levels, leading to solid improvements in 
writing instruction in grades 4 to 12 nationwide. 
 



SDAIE Strategies: A Glossary of Instructional Strategies 
 
Anticipatory Chart - Before reading a selection, hearing a selection or viewing a video students are 
asked to complete the first two sections of the chart-"What I already know about ...." and "What I would 
like to find out about ...." After the information has been presented students complete the "What I 
learned..." section. Responses are shared with a partner. This is also known as a KWL Chart 
 
Anticipatory Guide - Students are given a series of statements that relate to a reading selection, 
lecture, or video. Students indicate AGREE or DISAGREE. After the information has been presented, 
students check to see if they were correct. 
 
Brainstorming - Students work as a whole group with the teacher, or in small groups. Begin with a 
stimulus such as a word, phrase, picture, or object and record all responses to that stimulus without 
prejudgment. Prewriting or INTO strategy. The students give ideas on a topic while a recorder writes 
them down. The students should be working under time pressure to create as many ideas as possible. 
All ideas count; everything is recorded. More ideas can be built on the ideas of others. 
 
Carousel Brainstorming - Each small group has a poster with a title related to the topic of the lesson. 
Each group uses a different colored marker to write 4 to 5 strategies/activities that relate to their topic. 
Students rotate to all the other posters, reading them and adding 2 to 3 more strategies. Students 
discuss the results. 
 
Character Matrix - In groups, students create a grid, which lists the characters horizontally on the left 



 
Cooperative Graphing - This activity involves graphing information based on a survey. Each group of 
four will take a survey of how many countries each has visited (or other teacher-determined 
information). A bar graph is then developed. Each person in the group is responsible for one aspect of 
the graph, and signs his/her name on the chart along with their area of responsibility. Jobs are: survey 
group members and record results, construct the graph, write names and numbers on the graph, write 
title and assist with graph construction. Each person in the group describes his/her part of the graph to 
the class. 
 
Corners - Cooperative activity used to introduce a topic. The teacher poses a question or topic along 
with four choices. On a 3x5 card students write their choice and the reasons for it. Students go to the 
corner of the room representing their choice. In their corner, students pair up and share their reasons 
for selecting that corner. The topic is discussed. For example, the corners could be labeled cone, cube, 
pyramid, and sphere with information about each figure provided. Students go to the corner, learn 
about the figure, and return to teach other team members. 
 
Directed Reading-Thinking Activity This is a group activity to get students to think about the content 
of a fiction or non-fiction reading selection. The steps are 1) Students predict what they will read and 
set purposes for reading. 2) Students read the material. 3) Students discover if their predictions and 
hypotheses are confirmed. 
 
Famous Person Mystery - The name of a famous person, living or deceased is placed on the back of 
each student. Without looking, students try to guess who the person is by asking questions that require 
only yes/no answers. 
 
Graphic Organizers - Graphic organizers are charts, graphs, or diagrams, which encourage students 
to see information as a component of systems rather than isolated facts. Students may complete these 
as they read or view a presentation. There are a variety of ways to use graphic organizers, including 
the following: semantic word map, story chart, Venn diagram, spider map, network tree, word map, and 
KWL chart. Other examples of graphic organizers are listed below. 
Comparison-Contrast Matrix-Students determine similarities and differences between two people, 
things, solutions, organisms stories, ideas, or cultures. 
Branching Diagrams -Organization charts, hierarchical relationships systems, family trees. 
Interval Graphs-Chronological order, bar graphs, parallel events, number value. 
Flowcharts - Sequential events, directions, decision making, writing reports, study skills. 
Matrix Diagram-Schedules, statistics, problem solving, comparisons with multiple criteria. 
Fishbone Diagram-Cause and effect, timeline. 
 
Group Discussion, Stand Up and Share, and Roam the Room - After the teacher asks a question, 
students discuss and report their group findings to the class. Teams can share their best answer, 
perhaps on the board at the same time, or on an overhead transparency. When an individual student 
has something important to share with the class, he or she stands up. When one person from each 
group is standing, the teacher calls on one of these students for a response. If others have a similar 
response, they sit down. Students move around the room to view the work of other teams. They return 
to their teams to Round Robin share what they have learned. 
 
Hot Topics - Students title a sheet "Hot Topics". This sheet is kept in an accessible place in their 
notebooks or portfolios. Students brainstorm with the teacher on possible topics of interest related to 
the content of the course. Each student writes down at least ten Hot Topics and adds to the list 
throughout the year. Students occasionally choose one Hot Topic and write in depth on the topic as a 
class assignment or as homework. These may be included in their portfolios. 
 
Idea Starts -Use a prompt for writing, such as a quote, a photo, words from a vocabulary list, an article, 
a poem, opening lines to a story, an unusual object, a film, or a guest speaker to get students started. 



 
Image and Quote with Cooperative Poster - Groups of four are formed. Students read a selection. 
Each chooses a quote and an image that have impact for them. Round Robin share. Groups come to 
consensus on favorite image and quote. Each student takes one colored pen. With all members 
participating, and each using their chosen color, they draw the group image and write the group quote 
on a piece of butcher or easel paper. Each member signs the poster with his or her pen. Posters are 
shared with the class. 
 
Inside-Outside Circle - Students are arranged into two equal circles, one inside the other. Students 
from the smaller inside circle face those in the outer larger circle and vice versa. Students ask each 
other questions about a review topic. These may be either teacher or student generated. Students from 
one of the circles rotate to either the left or right. The teacher determines how many steps and in which 
direction. Another question is asked and answered. 
 
Interactive Reading Guide - Working in groups, students write down everything they know about a 
reading selection topic. Then, they write three questions they want to have answered by the selection. 
Each student reads a short first section silently; then students retell the information with a partner. Next, 
the first ___pages (teacher's choice) are read aloud in the group, each person taking a turn to read. 
Then, the group predicts four things that will be discussed in the next section. The groups finish reading 
the chapter silently. Each person writes four thinking questions for a partner to answer. (Why do you 
think ? Why do/did ____ ? How does ____relate to your life or experiences? Compare ____to __. What 
if____? Predict _____) Papers are exchanged and answers are given to each other's questions. 
Finally, with a partner, a chart or diagram is drawn to illustrate the main points of the chapter. 
 
 
 
 
In-Text Questions - Students answer teacher-constructed questions about a reading selection as they 
read it. Questions are designed to guide students through the reading and provide a purpose for 
reading. Students preview In-Text questions first then answer them as they read the article. Students 
review their answers with their small group, then share them with the whole group. 
 
Jigsaw - 4-6 people per "home" team. Name the teams. Within each team, number off 1-4. All ones 
form an "expert group," as do twos, threes, and fours. Each expert group is assigned a part to read (or 
do). Experts take 15 minutes to read, take notes, discuss, and prepare presentations. Return to home 
teams. Each expert takes 5 minutes to present to home team. 
 
Journals -Students keep questions and ideas in a journal. These may be used later to develop a 
formal piece of writing. 
Key Words Story Prediction - In their groups, students using key words listed by 
 
Language Experience Approach - This is a reading strategy based on a common experience. The 
students dictate a story to the teacher, who then records the story. The teacher then uses the reading 
as a practice on word recognition, sentence patterns, and vocabulary items. 
 
Learning Logs - Double-entry journals with quotes, summaries, notes on the left and responses 
reactions, predictions, questions, or memories on the right. 
 
Line-Ups - Line-ups can be used to improve communication and to form teams. The entire class lines 
up according to a specific criteria (age, birthday, first letter of name, distance traveled to school, etc.). 
The end of the line can move to the head of the line and pair up until each person has a partner. This is 
called "folding the line." Teams of four members can then be formed from this line-up. 
 
Multiple Intelligences Inventory  Given a list of preference statements organized according to the 



eight multiple intelligences, students place checks next to those that are true for them. By totaling the 
number of checks per intelligence students are able to determine areas of strength and weakness. 
 
Novel Ideas - Groups of four are formed. Each group member has a sheet of paper with the team 
name or number in the corner. Each person writes, "We think a story/selection entitled (insert 
appropriate title) might be about ..." Each person then has one minute to list what he or she thinks the 
story might be about. For example, a story entitled "Eleven" might be about a football team, roll of dice, 
etc. Each person draws a line. Members Round Robin share their lists. As each member shares, other 
members add new ideas to their lists. Groups then take turns standing in a line and reading their 
possible topics for the whole group. Topics may not be repeated. All students add new or "novel" ideas, 
not on their lists. 
 
Numbered Heads Together - A 5-step cooperative structure used to review basic facts and 
information. Students number off I to 4. Teacher asks a question. Students consult one another to 
make sure everyone can answer the question. Teacher randomly picks a number from 1 to 4. Those 
students with that number raise their hand: Teacher randomly chooses one of the groups. The group 
member with the previously-selected number answers the question. After the student responds, the 
other teams may agree with a thumbs up or a thumbs down hand signal. Teacher may ask another 
student to add to the answer if an incomplete response is given. 
 
Open Mind Diagram - Each person in a group of four uses a different colored marker to participate in 
the poster creation. Students draw a shape of a head and, inside the head, write words, quotes from 
the story, symbols and pictures. Words can be made into pictures of parts of the face. 
 
 
 
Pairs Check - Cooperative pairs work on drill and practice activities. Students have worksheets. One 
student answers the first question while a second student acts as the coach. After the coach is satisfied 
that the answer is correct, then roles are reversed. Then this pair can check with the other pair on the 
team. If all agree, then the process continues. If they do not agree, students try one more time to figure 
out the answer, or ask for help from the teacher.  
 
Pantomime-A-Tale - This technique can be used with fiction or nonfiction reading selections. Divide an 
article into sections. Each group prepares their assigned section as a pantomime. There should be one 
group member who reads the section, with appropriate pauses, and three members who act it out 
without using words. Rehearsal is important, so allow time for it. 
 
Pass the Picture -Each person in a group has a visual of a person. A blank sheet of paper is clipped to 
the back. The teacher asks a question (e.g., "What is his/her name?"). Students write the answer in a 
complete sentence on the blank paper. Students then pass the visual and the paper to the student on 
the right. The teacher continues asking questions and students continue writing the answer, then 
passing the visual to the right for 6-8 questions. At the end, each student will have a descriptive 
paragraph for each visual. Each student takes a visual and shares it with the group while reading the 
final paragraph description. 
 
Picture This - This activity is useful as a vocabulary or concept review. A blank paper is divided into 
eight sections. Students draw pictures or symbols to represent words or major concepts. Students are 
not to label the drawings. Students exchange papers with a partner and partners try to correctly label 
each other's drawings. 
 
Pie Graph - Using the results of the Multiple Intelligences inventory students draw a pie graph 
representing how they are smart on a paper plate. Students may color, make designs, or draw symbols 
for each section. Students can determine the size of each section by creating a fraction that represents 
each intelligence. The total number of checks is the denominator and the number of checks for that 



section is the numerator. This fraction can then be changed to a percent by dividing the numerator by 
the denominator. 
 
Posters - As a BEYOND activity students create a poster in small groups. The following list describes 
several types of posters that the teacher may assign.  
Illustrated Timeline Tell the plot or sequence on a timeline, with pictures that depict the events.  
Movie Poster Advertise the content from a lesson by creating a movie poster complete with ratings, 
pictures, actors, descriptions, and comments by a critic.  
Comic Strip Create a 6-paneled comic strip of the lesson content. 
Image and Quote Choose an image and quote from the lesson content that are representative or 
important. Poster should include a title. 
Advertisement Choose an item from the lesson content and make a newspaper or magazine ad for it. 
 
PQRST Study Strategy - Preview: Student skims the title, side headings, pictures and graphics to 
identify writer's generalization. Question: Student identifies questions that the writer is going to answer 
during the reading. Read: Student reads to obtain answers to the questions and takes notes. 
Summarize: Student summarizes the information regarding each question posed. Test: Student tests 
the generalization against the supporting information to see if the author has enough information to 
support the generalization. 
 
 
 
Prediction - Students make a prediction about the subject they are about to read by selecting an 
answer to a multiple-choice question. 
 
Question-Answer Relationship QAR) - This program teaches students strategies for answering 
questions. It also points out the sources for different kinds of questions. Here are the three types of 
answers:  
Right There The answer is located directly in the reading 
Think and Search The answer is "between the lines." The reader needs to analyze, make inference 
and/or predict the answer based on the information in the reading. 
On My Own The answer is "beyond the lines." The reader must base the answer on his/her own 
experience. 
 
Quickdrawing - Students sketch ideas that relate to a topic. Prewriting or INTO strategy. 
 
Quickwrite - Pre-reading or pre-writing focus activity. Students are asked to respond to a question in 
writing for 5 minutes. Emphasis is on getting thoughts and ideas on paper. Grammar, spelling, style not 
important. 
 
Quickwriting -Students respond quickly to a prompt without self-editing. If students get stuck they can 
repeat phrases over and over until a new idea comes to mind. Prewriting or INTO strategy. 
 
RAFT -May be used in any content area to reinforce information and check for understanding. 
Individuals or groups of students write about information that has been presented to them The teacher 
determines the role of the writer, audience, format, and topic (RAFT). For example, in a science class, 
students are asked to write using the following RAFT - Role of Writer Cloud; Audience Earth; Format 
Weather report; Topic Explanation of upcoming thunderstorms. 
 
Ranking and Consensus Building - Students individually rank items in a list from least important to 
most important. Each group or pair comes to a consensus on the order. 
 
Read Around Groups -After completing a writing assignment, students are divided into groups of 
equal size. A group leader collects the group's papers then, in a clockwise direction, passes them to the 



next group. Each member of the group receives one paper then reads it. Readers star a line they 
especially like. One minute is allowed for reading and marking each paper. At signal the students pass 
the paper to the person on the right. After reading the papers of one group, the group chooses one 
paper to read aloud to the class. If time allows, groups may continue to pass papers until everyone has 
read all the papers. 
 
Reader Response Chart - Students draw a T-chart on their paper. On the left side they write 3 
interesting quotes from the story and on the right side students respond to the quote with personal 
reactions, memories, questions, compare/contrast, or something to learn more about. 
 
Reading Circles/ Book Clubs Once students choose a book from a selection of 4 to 5 titles, they form 
a group with those reading the same book. Students read and solve the teacher-designed activities that 
relate to their book. The group shares with the class what they have learned from their reading. 
 
 
 
Reading Guide   
1. Headings Read -Around- Students take turns reading the headings of the reading 
2. Prediction Chart- With their group, students choose two headings and predict what will be discussed 
in those sections. Students write their answers on a prediction chart with the following labels: 
"Heading", "Prediction", "Yes or No". In their groups, students take turns reading the first page aloud, 
and finish reading the selection in silence. They write "yes" or "no" on the prediction chart to indicate 
whether or not their predictions were correct. 
3. Thinking Questions- Students write one thinking question (Why..., How..., Compare..., What if...), and 
exchange papers to answer each other's questions.  
 
Reading Log- Students complete while reading a selection. The left-hand side contains topic headings 
for sections of the reading. Students are to briefly summarize each topic. On the right--hand side 
students reflect on the implications of each topic. 
Reciprocal Teaching - Two students work together to read a passage. Each may have a text or they 
may share a text. Student A reads one paragraph aloud, then asks Student B one or two good 
questions. (See QAR below.) B answers or explains why (s)he cannot. A and B discuss questions and 
answers. The process is repeated in reverse. 
Reflections - Students reflect, in writing, on what was learned, what was confusing, and connections of 
this lesson to other lessons/other content areas/real world. Students may also reflect on their progress 
as a student, what to do differently next time, or what was liked about the topic. 
 
Round Robin - Cooperative learning structure in which team members share ideas verbally on a topic. 
Group members share in order, without interruption, comment, discussion, or questions from other 
members so that everyone has an opportunity to share. 
 
Round Table - The teacher asks a question that has many possible answers. In groups, the students 
make a list of possible answers by one at a time saying an answer out loud and writing it down on a 
piece of paper. The paper is then passed to the next student to record another answer. The process 
continues until the teacher tells the students to stop. 
 
Same-Different - In pairs, students sit across from but different, pictures. Their job is to fill out what is 
the same and what is different in their pictures, without seeing what the other sees. Each student has a 
recording sheet. Students alternate recording the similarities and differences they find. One resource is 
Same-Different: Holidays by Dr. Spencer Kagan, Kagan Cooperative Learning 1 (800) WEE CO-OP. 
SDAIE STRATEGIES GLOSSARY 
 
 



 
Send-A-Problem - Each student on a team makes up a review question and writes it on a 3x5 card. 
The writer asks the question of the other members of the team. When everyone agrees on an answer it 
is written on the back of the card. The teams then send their review questions to another team. Teams 
respond by having one student read the first question. Each team member writes down an answer. 
Team members then compare and discuss their answers. If they agree, they turn the card over to see if 
they concur with the sending team. If not, they write their answer on the back of the card as an 
alternative answer. A second student reads the next question, and so on. The stacks of cards are sent 
to a third, then a fourth group until all teams have had a chance to answer all questions. When the 
cards return to the senders, the teacher should provide an opportunity to discuss and clarify. 
 
Startling Statements - Students are told not to look at the startling statement (question) that they have 
on their backs. They circulate asking five others to provide an estimate for an answer. After finding the 
average of the five estimates provided by others, students look at their statements (questions) and write 
their own estimate if they disagree with the average. Actual answers are given after the students share 
estimates with the whole group. 
Tableau - The students form a tableau of characters or scenes or concepts. The teacher directs 
students regarding their positions and facial expressions. Students hold their positions in a brief 
tableau. 
 
Tap-A-Word - Students practice pronouncing words or phrases by using a combination of claps, hitting 
the table, and snapping the fingers the teacher. In Round Table style, each member uses a word from 
the list, in the order given, in a sentence to create a collaborative story. 
 
Think-Pair-Share - When asked to consider an idea or answer a question, students write their ideas on 
paper (think). Each student turns to another student nearby and reads or tells his or her own responses 
(pair, share). This is an oral exchange, not a reading of each other's papers. 
 
Three Step Interview - Group participants letter off A-B-C-D. They use the following interview steps in 
order to share what they have written in a quickwrite until they all have been read. Step 1: A interviews 
B C interviews D Step 2: B interviews A D interviews C Step 3:A interviews C and D about B B 
interviews C and D about A, C interviews A and B about D, D interviews A and B about C.  
 
Verbalizing -Students share with a partner ideas they have on a topic. Pre-writing or INTO strategy. 
 
Visualization - In response to a teacher prompt, students visualize in their mind a particular time or 
place and concentrate on sensory images. (Tell students to "turn on the TV in their minds.") 
 
Vocabulary Cards  Each student selects a difficult vocabulary word fro the story and creates a card in 
the following manner: The word and its definition in the front, and a drawing and the vocabulary word in 
a sentence in the back. These cards are shared with team members, then exchanged with other 
groups. 
 



SUGGESTED EVALUATION TECHNIQUES:  
 
 
 
 
 
 
 
 
 
 
 
 

 
• Assignments completed 
• Class participation 
• CST 
• Directed study 
• Graded discussion  
• Homework 
• In-class essays  
• In-class participation  
• Interactive notebooks  
• Local Assessments 
• Observation 
• Participation 
• Peer Evaluation 
• Portfolios 
• Publications 
• Research papers  
• Rubric assessment  
• Self evaluation  
• STAR testing 
• Student Created Posters/displays  
• Student publications and newspapers  
• Teacher assessment of improvement 
• Teacher developed tests 
• Teacher evaluation of student writing 
• Teacher/student/parent conferences 
• Unit and Chapter Exams  



SUGGESTED INSTRUCTIONAL STRATEGIES: 
 

• Action research 
• Audio-visual aided instruction 
• Computer assisted learning 
• Cooperative Learning Groups 
• Cooperative learning groups:  

response groups for writing;  
response for literature 

• Debates  
• Differentiated instruction 
• Discussion 
• Effective reading strategies  
• Explicit Direct Instruction 
• Field trips 
• Graphic organizers 
• Group conferencing 
• Guest speakers 
• Homework 
• Independent practice 
• Individual and or group projects 
• Individual/group performance level 

activities 
• Individualized instruction 
• Individualized instructions 
• Interactive media 
• Interactive media/“Connections” 
• Interactive slide lectures  
• Internet activities 
• Investigation 

• Jigsaw activities 
• Manipulative activities 
• Meta-cognitive evaluations of processes
• Mini-lessons 
• Modeling 
• Modeling/imitative writing and speaking 
• Multi-media assisted instruction  
• Newspapers in Education 
• Oral presentation  
• Outside guest speakers  
• Pair-share activities 
• Peer teaching 
• Posters/displays  
• Power Point presentations  
• Projects 
• Reciprocal teaching 
• Reflective dialogue coaching 
• Research projects  
• Review and correction 
• Role playing and dramatization 
• Small group activities 
• Teacher/student conferencing 
• Thematic units/connection of concepts 
• Thinking maps 
• Whole Group Instruction and discussion 
• Writing for understanding  

 
 
 
 
 
 
 
 
 
 
 
 
 
 



Tier 1: Universal ELL Interventions 
The following accommodations are provided as suggestions only and are not an exhaustive list of possible Tier I Interventions. 

  
Input 

 Provide clear lesson objectives prior to beginning 
teaching 

 Provide additional or alternate visual aids and realia 
 Provide additional manipulative materials 
 Provide concrete examples of concepts before teaching 

the abstract 
 Teach through multiple modalities 
 Present information using graphic organizers 
 Reduce number of concepts being presented at a time 
 Provide fill-in templates or organizers during verbal 

instruction 
 Provide audio books or information through video 
 Increase use of cooperative groups/partner work/peer 

coaches 
 Pre-correct errors: Anticipate difficulty and pre-teach 

corrections of common errors 
 Create flexible grouping for instruction 

Level of Support 
 Cooperative Learning Groups 
 Peer Tutors 
 Cross-age Tutors 
 Additional small group instruction from teacher 
 EL Assistance 
 Directions repeated and clarified 
 Visual organizers and cues 
 Visual schedules and consistent routine 
 Visual “closure” systems: stars, charts, checklists, etc 
 Front load lessons 
 Check for understanding after each step in multi-step 

process 
 On Task Reminders 
 Daily/Weekly Progress Reports 
 Daily Assignment Sheets 
 Regularly scheduled home contacts 
 Behavior Plan 

Output 
 Allow students to demonstrate knowledge through 

alternative means or  assignments: 
▪ Project Based Learning 
▪ Cassette recorders 
▪ Dictation 
▪ Computer 
▪ Interviews 
▪ Oral Exams 
▪ Hands-On Projects 

 Alternate settings for tests, work space 
 Scribe (peer tutor, partner) records student’s response 
 If goal is mastery of material, then student given multiple 

times to demonstrate mastery and improve grade 
 Assess thought the use of drawings or manipulatives 

Quantity 
 Break assignments into segments of shorter/smaller tasks
 Teacher pre-selects the new problems that will indicate 

mastery. Student does those first, if correct then does not 
need to continue rote practice of known material 

 “Most Difficult First”: if correct, then finished 
 Pretest: Only assign work on those concepts not yet 

mastered 
 Reduce amount of written work 

Participation 
 Allow wait time for processing and opportunity to answer 
 Avoid calling on one person at a time. Use “Every Pupil 

Response” Strategies: 
▪ Choral Response 
▪ Hand Signals 
▪ Think-Pair-Share 
▪ Cooperative Groups 
▪ Whiteboards 

 Use the “10:2 Rule” after 10 minutes of teacher input; 
allow 2 minutes of student processing time. 

 Cue student in advance before calling on him/her 
 Provide private cues to stay on task 
 Preferential seating 

Time 
 Set time limits for specific task completion 
 Use of timer/rewards to facilitate task completion 
 Student involved in setting goals for how long can work 

on task and what will be completed 
 Time on task can often be extended if student is allowed 

to work in different positions 
 “Chunk” assignments so student can break between 

“chunks” 
 Allow more time to complete tasks 

 
 
Difficulty 

 Student tracks own progress toward more difficult tasks 
 Used taped version of content area texts (see input) 
 Simplify directions 
 Allow for poor handwriting and focus on the concepts 

being learned 
 Allow for spelling, punctuation, grammar errors if content 

area concepts are being mastered. 

 
 
Although all areas of intervention can provide support, the most effective to bring change are: Input, Level of Support, Output, and Participation 



 
 
Mathematics, Level 1 

Above Inch Second (time) 

Addition Increasing pattern Set 

Area Inside Shape combination 

Behind Left Shape division 

Below Length Shape pattern 

Between Less than Similarity 

Calendar Lists Size 

Cardinal number Location Sound pattern 

Chance Measuring cup Square 

Circle Minute Standard measures of time 

Clock Model Standard measures of weight 

Coin Money Subtraction 

Corner Near Sum 

Day Number Table 

Decreasing Pattern Number line Temperature 

Difference Numeral Temperature estimation 

Direction Numeric pattern Temperature measurement 

Distance Ordinal number Time interval 

Estimate answer Orientation Triangle 

Foot (measurement Outcome Under 

Graph Outside Volume 

Greater than Pattern Week 

Grouping Pattern extension Whole number 

Guess and check Pound Width 

Height Prediction Year 

Hour Rectangle Zero 

In front Right  
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VOCABULARY TERMS 
 
Mathematics, Level 2 

2-dimensional shape Conservation of area Estimation of height 
2-dimensional shape 

combination Constant Estimation of length 

2-dimensional shape 
decomposition Corresponding angles Estimation of width 

2-dimensional shape slide Corresponding sides Even numbers 

2-dimensional shape turn Cube Event likelihood 

2-dimensional space Cylinder Expanded notation 

3-dimensional shape Data Extreme value 
3-dimensional shape 

combination Data cluster Faces of a shape 

Acute angle Data collection method Factors 

Addend Decimal Flip transformation 

Addition algorithm Decimal addition Fraction 

Angle Decimal division Fraction addition 

Angle measurement tool Decimal estimation Fraction division 

Angle unit Decimal multiplication Fraction multiplication 

Area Decimal subtraction Fraction subtraction 

Associative property Diagram Fractions of different size 

Bar graph Different size units Front-end digits 

Basic number combinations Distributive property Front-end estimation 
Function 

Capacity Dividend Geometric pattern 

Centimeter Divisibility Geometric patterns extension 

Certainty (probability) Division Gram 

Circumference Elapsed time Greatest common factor 

Classes of triangles English system of 
measurement Growing pattern 

Cluster Equation Histogram 

Common denominator Equilateral triangle Horizontal axis 

Common fractions Equivalent forms Identity property 

Commutative property Equivalent fractions Improbability 
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Mathematics, Level 2 (cont.) 

Improper fraction Number of faces Pyramid 

Inequality Number pairs Quotient 

Inequality solutions Number sentence Rectangle formula 

Intersection of shapes Number triplet Rectangular prism 

Invalid argument Obtuse angle Reduced form 

Investigation Odd numbers Relative distance 
Irrelevant information in a 

problem Open sentence Relative magnitude 

Isosceles triangle Order of operations Relative magnitude of 
fractions 

Least common multiple Parallel lines Relative size 

Line graph Parallelogram Relative information in a 
problem 

Linear pattern Parallelogram formula Remainder 

Mass Part to whole Repeating program 

Mean Path Restate a problem 

Measurement Pattern addition Reversing order of operations 

Measures of central tendency Pattern subtraction Rhombus 

Measures of height Percent Right angle 

Measures of length Perimeter Rotation 

Measures of width Perpendicular lines Rounding 

Median Pie chart Ruler 

Meter Positive number Same size units 

Metric system Prime factorization Sample 

Midpoint Prime number Scale 

Mixed numbers Prism Shape similarity 

Mode Probability Shape symmetry 

Multiple Process of elimination Shape transformation 

Multiplication Product Shrinking pattern 

Negative number Proof Sphere 
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Mathematics, Level 2 (cont.) 
Standard vs. nonstandard 

units Time zone Variability 

Studies Trial & error Venn diagram 

Subset Triangle formula Verbal representation of a 
problem 

Subtraction algorithm Truncation Verification 

Surface area Unit conversion Vertical axis 

Survey Unit differences Volume measurement 

Symbolic representation Unlike denominators Volume of irregular shapes 

Tallies Valid argument Volume of rectangular solids 
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VOCABULARY TERMS 
 
Mathematics, Level 3 

3-dimensional shape cross 
section Complex problem Distance formula 

3-dimensional space Composite number Enlarging transformation 

Addition of fractions Congruence Equal ratios 

Algebraic expression Conjecture Equation systems 
Algebraic expression 

expansion Constant difference Experiment 

Algebraic representation Constant rate of change Exponent 

Algebraic step function Constant ratio Exponential notation 

Alternate interior angle Convert large number to small 
number Fair chance 

Angle bisector Convert small number to large 
number Formula for missing values 

Approximate lines Coordinate geometry Frequency 

Area model Coordinate plane Frequency distribution 

Area of irregular shapes Coordinate system Graphic representation of 
function 

Array Counter example Graphic solution 

Axis of symmetry Counting procedure Grid 

Base 10 Cube number Growth rate 

Base 60 Cube root Inductive reasoning 

Benchmarking Cube unit Input/output table 

Biased sample Data display error Integer 

Blueprint Data extreme Intercept 

Box & whisker plot Data gap Intersecting lines 

Certainty of conclusions Data set Irregular polygon 

Circle formula Deductive argument Iterative sequence 

Circumference formula Deductive prediction Large sample 

Combining like terms Defining properties of 
shapes/figures Limited sample 

Complementary angle Dilation Line symmetry 

Complementary event Dispersion Linear arithmetic sequence 
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 VOCABULARY TERMS 
 
Mathematics, Level 3 (cont.) 

Linear equation Number systems Projection 

Linear geometric sequence Number theory Proportion 

Linear units Odds Proportional gain 

Logic ALL Ordered pairs Quadratic equation 

Logic AND Outliers Quadrilateral 

Logic IF/THEN Overestimation Random number 

Logic NONE Parallel figures Random sample 

Logic NOT Pattern division Random variable 

Logic OR Pattern multiplication Range 

Logic SOME Pattern recognition Range of estimations 

Mathematical expression Percents above 100 Rate 

Maximum Percents below 1 Rate of change 

Method selection Perimeter formula Rational number 

Minimum Perpendicular bisector Rectangular coordinates 
Multiple problem-solving 

strategies Perspective Recursive sequence 

Multiple strategies for proofs Pictorial representation Reference set 

Multiplication algorithm Place holder Reflection transformation 

Mutually exclusive events Planar cross section Relative frequency 

Networks Plane Relatively prime 

Nominal data Plane figure Reliability 

Nondecimal numeration Polygon Roman numeral 

System Precision of measurement Root 

Nonlinear equation Prime factor Rotation symmetry 

Nonlinear function Problem formulation Sample selection techniques 
Nonroutine vs. routine 

problems Problem space Sample space 

Number property Problem types Sampling error 
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VOCABULARY TERMS 
 
Mathematics, Level 3 (cont.) 

Scale drawing Solution probabilities Trapezoid formula 

Scale map Spreadsheet Tree diagram model 

Scale transformation Square number Triangle sides 

Scatter plot Square root Underestimation 

Scientific notation Square units Unit size 

Sequence Stem & leaf plot Unknown 

Shrinking transformation Strait edge & compass Variable 

Significant digits Substitution for unknowns Variable change 

Similar proportions Supplementary angle Vertex 

Similarity vs. congruence Table representation of 
functions Volume formula 

Simplification Table representation of 
probability Volume of cylinder 

Slide transformation Tessellation Volume of prism 

Slope Tetrahedron Volume of pyramid 

Slope intercept formula Theoretical probability Work backward 

Solid figure Thermometer Written representation 

Solution algorithm   
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  VOCABULARY TERMS 
 
Mathematics, Level 4 

Absolute error Compound event Equivalent forms of 
inequalities 

Absolute function Compound interest Expected value 

Absolute value Conditional probability Experimental design 

Acceleration Confidence interval Experimental probability 

Add radical expressions Conjugate complex number Exponent 

Addition counting procedure Continuity Exponential function 

Algebraic function Continuous probability 
distribution Factorial 

Angle of depression Control group Factorial notation 

Arc Correlation Fibonacci sequence 

Area under curve Cosine Finite graph 

Asymptote of function Critical paths method Force 

Base e Curve fitting Formal mathematical induction

Binary system Curve fitting median method Fraction inversion 

Bivariate data Decibel Function composition 

Bivariate data transformation Density Function notation 

Bivariate distribution Dependent events Geometric function 

Cartesian coordinates Derivation Global/local behavior 

Categorical data Dilation of object in a plane Imaginary number 

Central angle Direct function Independent events 

Central limit theorem Direct measure Independent trials 

Chord Discrete probability Indirect measure 

Circle without center Discrete probability 
distribution Inflection 

Circular function Divide radical expressions Interest 

Classes of functions Domain of function Inverse function 

Combination Empirical verification Irrational number 

Complex number Equivalent forms of equations Isometry 
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VOCABULARY TERMS 
 
Mathematics, Level 4 

Law of large numbers Natural number Powers 

Law of probability Nature of deduction Precision of estimation 

Limit Negative exponent Probability distribution 

Line equation Normal curve Proof paragraph 

Line segment Number subsystems Protractor 

Line segment congruence Parallel box plot Pythagorean theorem 

Line segment similarity Parameter Quartile deviation 
Line through point not on a 

line Parameter estimate Radical expression 

Linear Parametric equation Radical function 

Log function Periodic function Radius 

Logarithm Permutation Random sampling technique 

Logarithmic function Phase shift Range of function 

Mathematical theories pi Rational function 

Matrix Point of tangency Rel numbers 

Matrix addition Polar coordinates Real-world function 

Matrix division Polynomial Reciprocal 

Matrix equation Polynomial addition Recurrence equation 

Matrix inversion Polynomial division Recurrence relationship 

Matrix multiplication Polynomial function Recursive equation 

Matrix subtraction Polynomial multiplication Reflection in plane 
Minimum/maximum of 

function 
Polynomial solution by 

bisection Reflection in space 

Monitor progress of a problem Polynomial solution by sign 
change Regression coefficient 

Monomial Polynomial solution successive 
approximation Regression line 

Monte Carlo simulation Polynomial subtraction Relative error 

Multiply radical expressions Population Representativeness of sample 

Natural log Postulate Richter scale 
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Mathematics, Level 4 (cont.) 
Right triangle geometry Statistical regression Trigonometric ratio 

Roots and real numbers Statistic Trigonometric relation 

Roots to determine cost Step function Truth table proof 

Roots to determine profit Strategy efficiency Two-way tables 

Roots to determine revenue Strategy generation technique U.S. customary system 

Rotation in plane Subtract radical expressions Unit analysis 

Sample statistic Successive approximations Univariate data 

Sampling distribution Summary statistic Univariate distribution 

Scalar Surface area cone Upper/lower bounds 

Series Surface area cylinder Validity 

Series circuit Surface area sphere Variance 

Sigma notation Synthetic geometry Vector 

Similar figures Systems of inequalities Vector addition 

Sine Tangent Vector division 

Sinusoidal function Term Vector multiplication 

Smallest set of rules Theorem Vector subtraction 

Speed Theorem direct proof Velocity 

Spurious correlation Theorem indirect proof Vertex edge graph 

Standard deviation Transversal  

Statistical experiment Treatment group  
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Vocabulary Instruction 
 
What Does Explicit Vocabulary Instruction Look Like? 
 
Teachers should employ a research-based approach to vocabulary instruction. This involves 
explicit teaching of vocabulary words that will appear in the context of student reading. The 
lists that follow in this document represent some of the important words from Marzano’s lists. 
Teachers should select the words they feel will be most relevant to students based on the 
expected reading material (e.g, independent reading books, small-group texts, content-area 
textbooks, research materials) and grade level curriculum standards. Vocabulary word 
selection is typically differentiated to meet the individual needs of each student.  
 
Once the important words have been selected, explicit instruction might proceed in the 
following sequence according to Marzano’s research: 
 
Step 1: Provide a description, explanation, or example of the new term in a whole class, small-
group, or 1:1 setting. 
 
Step 2: Ask students to restate the description, explanation, or example in their own words.  
 
Step 3: Ask students to construct a picture, symbol, or graphic representation of the word. 
 
Step 4: Engage students periodically in activities that help them add to their knowledge of the 
terms in a vocabulary journal or similar tool.  
 
Step 5: Periodically ask students to discuss the terms with one another. 
 
Step 6: Involve students in games that allow them to play with the terms.  
 
 
When Might Teachers Provide Explicit Vocabulary Instruction? 
 
In the balanced literacy model, vocabulary instruction might happen during the following times: 
 

• 15-minute word study block 
• 15-minute focus lesson (e.g., Good readers learn about new vocabulary words they 

encounter while reading.) 
• Small-group instruction 
• Interactive read aloud 
• 1:1 conferring opportunities 

 
In addition, homework assignments might allow students ample opportunity to create drawings 
or graphic representations of words, locate vocabulary in environmental print, or record quotes 
from at-home reading that include new terms. Homework experiences with vocabulary should 
follow explicit classroom instruction.  
 



Are There Suggestions for Tools that Promote Vocabulary Acquisition? 
 
Marzano, as well as other school districts, state education departments, and Internet sites, 
offer a number of ideas that correspond to the six step approach to explicit vocabulary 
instruction. The following represent some of these ideas in no particular order.  
 
Vocabulary Journal Page 
 

 
Word Cards for Paired Practice or Homework Review 
 
 
 
 
 
 
 
 
 
 
 
Twister Vocabulary Game 



 
 
Vocabulary Log 
 

 
 
 
 
WORDO Bingo Game 
 



(Insert the vocabulary words in the WORDO boxes. As you call out the definitions, students 
identify and mark the related terms. You can also put definitions in the boxes and call out 
matching terms.) 

 
 
Clue Card 
 

 
 
 
 
 
 
 
 
 
Train Car Analogies 
 



 
 
New Word Record Sheet 
 

 

Independent Reading Book Dictionary  
 
 
 



Word Maps 

 
 
 
 
 
 
 
 
 
 
 
 
 
 

 



How Should Teachers Assess Vocabulary Knowledge? 
 
Periodically assess vocabulary knowledge in formal and informal ways. The following are 
some examples of approaches to vocabulary assessment: 
 

• Assessing student vocabulary journal pages 
• Recording observations of student vocabulary discussions 
• Asking students to tell you about a term as they encounter it while reading a text with/to 

you 
• Formal vocabulary assessments that require students to describe the meaning of a 

word, match words with meanings or graphic representations, or select appropriate 
definitions from a multiple choice list 
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I. Introduction and Methods 
 
Douglas Gould & Company asked Belden Russonello & Stewart to conduct six 
focus groups among parents, two among teachers, one among principals and 
assistant principals, and one with superintendents, to be followed by a national 
survey among adults 18 and over.  The goal of the research is to advise Douglas 
Gould & Company and the Ford Foundation on message strategies concerning 
integration of the arts throughout elementary, middle and high school curricula 
across the country.  This report includes findings from the group discussions as 
we move ahead with the next phase of the project: the national survey. 
 
The teachers and principals in the groups teach in and direct city public schools; 
the parents in the groups have children in public schools, grades K-12.  The 
superintendents in the focus group head school districts in the Oakland, CA area.  
A composition table of the focus group participants is included below.   
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Composition Table of Focus Group Participants 


 


 Baltimore Berkeley Dallas Washington, DC 


 


 
Elem. 


School 
Teachers 


 


White 
Parents 


Hispanic 
Parents 


Asian & 
White 


Parents 


Middle 
& High 
School 


Teachers 


White 
Parents Principals 


African-
American 


Parents 


         


Total 9 9 9 9 10 8 9 8 
         
         


Race         
White 4 9 -- 5 9 8 2 -- 
African American 5 -- -- -- 1 -- 7 8 
Hispanic -- -- 9 -- -- -- -- -- 
Asian -- -- -- 4 -- -- -- -- 
         
         


Grades Taught / 
Grades of Children         
K-2 3 4 1 5 -- 3 1 
3-6 10 3 5 7 -- 4 3 
7-8 -- 1 2 2 5 1 2 
9-12 -- 3 5 2 6 3 


Elem: 4  
MS: 2  
HS: 3  


4 
         
         


Subjects Taught         
General Educator 9 -- -- -- -- -- -- -- 
English -- -- -- -- 7 -- -- -- 
Math -- -- -- -- 4 -- -- -- 
History/Soc. Studies -- -- -- -- 3 -- -- -- 
Science -- -- -- -- 1 -- -- -- 
Other -- -- -- -- 7 -- -- -- 
         
         


Type of School         
Public 9 9 9 9 10 7 8 8 
Charter -- -- -- -- -- 1 1 -- 
         
         


Income         
$0-24K -- -- -- 1 -- -- -- 4 
$25-50K -- 6 6 2 -- -- -- 3 
$50-75K -- 2 2 1 -- 5 -- 1 
$75-100K -- -- 1 4 -- 1 -- -- 
$100K+ -- 1 -- 1 -- 2 -- -- 
         
         


Gender         
Male 4 6 4 -- 5 7 5 1 
Female 5 3 5 9 5 1 4 7 
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II. Executive Summary 
 
The focus groups in Baltimore, Northern California, Dallas and Washington, DC 
reveal several key points as we look ahead to the next step in our project: the 
national survey. 
 
Key points: 
 


  Arts education is viewed as very important but neglected in schools:  
Throughout the groups, participants see arts education as an essential 
component of K-12 education, but they believe it is not given the priority 
it deserves, and that works to the detriment of students. 


 
Group participants voice numerous advantages for students exposed to 
arts education, including views that it increases students’ knowledge, 
creativity, problem-solving abilities and their ability to discover new 
talents and connect with their personal feelings.   
 


  Take a broad view of arts education:  According to the participants, arts 
education encompasses a range of disciplines, including:  painting, 
drawing, music, band, drama, photography, dance, graphic design, choir, 
art history and speech.  Some group members include foreign language, 
martial arts, writing, auto mechanics, home economics and industrial arts 
in arts education.   


 
  Arts integration will create well-rounded, analytical thinkers who are 


better able to succeed:  Parents, teachers and administrators believe 
integrating the arts into other subjects as a teaching tool will have a 
number of benefits for students, including: providing students with a 
well-rounded education; giving more students a chance to succeed; and 
helping students think, analyze and exercise different parts of their brains.  
More often than not, participants agree that students exposed to an 
integrated arts curriculum will be better prepared for college and the job 
market.  


 
  Challenges of arts integration – teacher training and time:  Most 


participants believe the biggest challenge to implementing a curriculum 
with arts embedded in the teaching is the need for additional teacher 
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training.  Some, particularly the teachers and administrators, also express 
concern about having the funding and the time to integrate the arts, 
considering the current priority is to prepare students for standardized 
tests. 


 
Other benefits include making school more enjoyable and thereby 
increasing attendance; generally improving learning; strengthening social 
skills; and giving students experience working as a team.   


 
  Educating the whole child – within limits:  Parents, teachers and school 


officials are supportive of the reasoning behind arts integration:  the idea 
that incorporating the arts throughout curricula will “educate the whole 
child.”  This endorsement of the “whole child” concept stops, however at 
the “m” word: “moral.”  Use of the term “moral education” is problematic 
because it leads participants to wonder whose morals will be taught in 
schools.  


 
Another red flag appears when participants read a statement asserting 
that teachers are responsible for bringing out individuality in each 
student.  Many focus group participants take this to mean teachers bear 
this responsibility totally, and they say this is unrealistic and 
inappropriate.   


 
  Parents:  The parents in our groups are most likely to say integration will 


be an aid for teachers during instruction.  These participants are quick to 
assert that arts integration was prevalent when they were in school and 
make the connection between the rise of standardized testing and the 
reduction of arts programs in schools.   


 
  Teachers:  The elementary, middle and high school teachers in our groups 


generally support the proposal to integrate the arts, but they express 
concern about the additional training needed for teachers.  Many question 
whether arts integration is realistic given the current testing structure and 
budget concerns.  The teachers cast a wary view on new programs and 
ideas, wondering if arts integration may be a proposal disguised as a 
helpful addition, but when put into practice, will reduce arts instruction 
overall. 


 
  Principals and superintendents:  To these administrators, arts integration 


is a worthy goal, but budget concerns and student achievement on 
standardized tests are at the front of their minds.  The participants reveal 
that integrating the arts is a risky endeavor if scores on standardized tests 
determine pay and job security for teachers and principals.   
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The superintendents voice their concern that the entire educational system 
and curriculum would have to be overhauled in order to institute this 
type of change.  They say they are not opposed to this adjustment.   
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III. Detailed Findings 
 


A.  Initial thoughts and impressions of arts education in schools 
 
Arts education in schools is an important, even essential, component of 
education that is currently short-changed in our public schools.  That is the 
prevailing view of the parents, teachers and school administrators across our 
focus groups.   
 
When asked what is included or should be included in arts education, the 
participants generally give a range of topics, subjects and disciplines, including: 
music, drama, choir, band, painting, drawing, sculpture, graphic and computer 
design, art history, speech, photography and dance.  Less often, some feel 
disciplines such as foreign language, martial arts, language arts and literature, 
writing, auto mechanics, home economics and industrial arts fit under the 
umbrella of arts education.   
 


 
Painting, drawing, exposure to existing forms of art, art appreciation as well as 
producing your own art.  – Mother, Berkeley 
 
I like the art history.  And then they need to experience themselves music, some visual 
arts, theater.  So have a sampling of all.  – Mother, Dallas 
 


 
Most participants say they are dissatisfied with the quality and quantity of arts 
programs in their schools and districts.  Some say the schools offer very little arts 
education.  Others are unsure what arts programs are offered in their children’s 
schools.    
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 B.  The importance and value of arts education in schools 
 
The parents, teachers and school administrators in the focus groups are able to 
list many advantages for students receiving arts education in schools.  According 
to the participants, students enhance their knowledge and skills and become 
better-rounded individuals through arts education.  They learn creativity, 
problem-solving and investigative skills, and how to express themselves.  In 
addition, the participants maintain that students are able to get in touch with 
their feelings and learn about their personalities and interests.  By being exposed 
to the arts, students who are not strong in academic subjects have the 
opportunity to discover new talents and those who may be shy or less social 
have the opportunity to build self-esteem and develop relationships with fellow 
students.   
 


 
If you maybe provide [students] with things that they can become addicted to that are 
good for them – they’re not going to be addicted to math, face it, and reading – but if you 
put a paintbrush in their hand and they have a love of painting, maybe two kids won’t 
end up out on the streets doing things they shouldn’t do. – Teacher, Baltimore 
 
Just to create something and make something with your two hands gives you a sense of 
self-worth and helps build a little confidence.  Of course, it’s going to make them well-
rounded and better in everything they want to do. – Mother, Baltimore 
 
It teaches you to feel; it teaches you to be aware of what you feel.  It also teaches you to 
see out.  All of the different arts teach you how to sort of be in the world and find your 
space and find out what you are feeling and how things look, and what it means to you. 
– Mother, Berkeley 
 
The arts teach kids to work together, to open their minds and look at the world in a 
different way, become less judgmental, to become more of the spirit, teaches them to live.  
They get along better. – Teacher, Dallas 
 


 
Many focus group participants, particularly the parents and teachers, believe arts 
education should be considered equally important as other subjects, such as 
English and math.  These participants say the arts bring balance and diversity to 
the curriculum.  They say arts education should be thought of as a basic 
component and necessity, not just an add-on.   
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I think it’s unfair to put art in the category of something that’s extra or something that’s 
only for the rich.  It helps teach your mind to think in ways that really spill over into 
writing and reading and so many academic things that are not really considered art.  I 
think that’s the most important thing about arts education.  It helps education in general.  
People think of it as an extra and it’s not an extra.  It should be a basic part of education. 
– Father, Baltimore 
 


 
Others also say allowing students to participate in the arts gives them the 
opportunity to feel more personally involved and connected to their schools, 
therefore reducing dropout rates.   
 


 
In some schools, music and art programs are the connectors between the students’ 
academics and finishing school.  I think the arts are as important because they connect 
the students to the schools. – Principal, Washington, DC 
 


 
Many of the principals believe the culture of standardized tests has elevated the 
importance of academic subjects, bypassing the arts.  They say reading and math 
are most important because these skills are vital for the students and with 
standardized testing, teachers and administrators will lose their jobs if these 
skills are not adequately mastered.  They are divided over whether arts 
integration will better prepare their students to do well on standardized tests.  
Right now, they are betting “no.” 
 


 
Reading and math are what’s important to me right now.  That means if my kids score at 
a certain level, we have a job; if they don’t then, we don’t have a job.  If they can’t read 
and can’t count, we have a problem.  When you put those in a line, it’s reading and math 
and to be honest about it, art education is way down the list. – Principal, Washington, DC 
 


 
However, the principals say that compared to other subjects, arts should be as 
important or closely following reading and math on a scale of importance.  They 
believe the arts promote creativity, retention of knowledge and help calm 
behavioral problems.  The principals also note their belief in multiple 
intelligences and the need to permit students to acquire and present knowledge 
in different ways, including through the arts.   
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I think of it more of a circular way.  I’m a believer of multiple-intelligence and to me that 
means that children have different abilities and talents and the way they deliver 
knowledge, depending on what that talent or ability is.  You might have a child who has 
a terrible time with a paper and pencil test, but they can tap it out for you, or sing it out 
for you. . . . For me it’s like a total picture because people can deliver knowledge and 
information in different ways, and we need to allow them to do that. – Principal, 
Washington, DC 
 


 
Virtually all of the participants feel the skills learned in art education are 
transferable to other subjects.  Participants say that students learn problem-
solving skills and acquire the ability to see the world from different perspectives, 
aiding them in math, science and engineering.  The group members feel the arts 
help build self-esteem which will boost performance in academic subjects.  
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 C.  Participants’ reactions to integrating the arts  
 
Most focus group participants believe integrating the arts throughout the public 
school curriculum would be beneficial to students; however, several teachers, 
parents and administrators immediately note the barriers to implementing this 
new system.  In particular, they mention the effort it will take to train teachers, 
the lack of additional funding that would be required and the current focus on 
standardized testing.   
 
Several teachers and parents say arts integration is not a new teaching style and 
is already being done in their schools, or the technique was used when they were 
in school.  These participants say students will enjoy their time in school more if 
the arts are used during instruction; therefore, students will be more eager to 
learn and will retain more information.  In addition, participants say students 
with different learning styles will be able to take advantage of the new approach 
to instruction and students who have discipline problems will be able to channel 
their energy through art, instead of acting out.   
 


 
I think that we’ve been doing it all along. It’s not like it’s something new. It just makes 
sense if you can include it with something you’re studying. You just bring it in, because it 
makes it come alive and makes it more significant. – Teacher, Baltimore 
 
I feel like some children learn better hands on than just opening a book and reading it.  If 
you were in class and it was math and you’re going to be able to do something with clay 
to count, I think you might grasp the concept a little more than with a pen. – Mother, 
Baltimore 
 
Some people learn kinesthetically, they learn through moving.  I think that if you just do 
one kind of educating first of all you lose a lot of kid's interest and second of all you 
deprive kids who learn differently.  In high school if the arts were integrated in high 
school that there wouldn't be such a high drop out rate.  Kids would be more engaged.  
The school would be talking to more people rather than to just the ones that learn in this 
sort of academic way. – Mother, Berkeley 
 


 
When asked whether integrating the arts is realistic, the participants are of three 
minds.  Many participants say it can be done.  These participants, most of whom 
are parents, maintain it will be easier to teach and get students to learn material 
by using the arts.  Several parents say that it may require more teacher training. 
 
Others, especially the teachers and administrators, say arts integration is possible 
and would be a useful teaching tool; however, there are many obstacles to 
implementing this change in the curriculum, specifically obtaining funding for 
arts supplies and providing professional development training for the teachers.   
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Another small number of participants believe integration is unrealistic 
considering the amount of time needed to prepare for standardized testing and 
the shortage of funding.   
 
The participants were asked to hypothetically compare a student from a high 
school with an integrated arts curriculum to a student who attended a high 
school with a non-integrated curriculum.  Most of the participants maintain that 
the student who had arts integrated throughout all subjects will be better 
prepared for college and work.  The participants say the student will be more 
open-minded, will be able to use his or her imagination and will have a diverse 
knowledge base that will help him or her on standardized tests and throughout 
life.   
 


 
[An integrated arts curriculum] would be just a better learning experience; it would 
prepare them better.  It would motivate them, encourage them to learn. – Mother, 
Washington, DC 
 
[Student with integrated curriculum] is going to handle situations in life better that come 
up because he is not just going to be focused on “I got to work this out on a piece of 
paper” or “It has got to be cut and dry.”  He is going to be more open to creative ideas, 
different ways of solving it. – Mother, Dallas 
 


 
Some parents – most of whom only have children in elementary grades – feel 
integration will not help students on standardized tests in high school; however, 
others who have children in high school and who are more knowledgeable about 
standardized tests, see the benefit of arts education on standardized tests. These 
parents say students will possess additional background knowledge and 
vocabulary that may be helpful on the tests. 
 
Some participants, particularly some of the principals, feel many jobs do not 
require abstract or creative thought, so a non-integrated curriculum would be 
better suited to prepare students for those careers.   
 


 
Work is about repetition and it’s about compliance.  Most jobs that are out there do not 
have creativity as a key, defining component. – Principal, Washington, DC 
 


 
One warning about arts integration was raised in Dallas when in the group of 
middle and high school teachers, one teacher voiced her concern that integrating 
the arts throughout the curriculum may be a way to justify the reduction and 
elimination of arts programs in schools, to the nods of many people around the 
table.  Although this view was not heard throughout the groups, it is worthy of 
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note; as teachers, parents and administrators are becoming increasingly skeptical 
of the motivations behind new programs, it is important to explain that 
integrating the arts will not cause a decrease in separate arts courses found in 
schools. 
 


 
It seems like a cheap way to infuse the arts.  That’s what it sounds like to me.  Like it’s 
somebody’s cheap way of doing it instead of providing the funding for offering [arts] 
courses and bringing in the people and the supplies and the training.  Instead, “Oh we’re 
going to offer it in an integrated way, we’re going to have the English teacher infuse art, 
their going to draw little picture of that story.”  It does sound like it’s some politicians 
way of saying, “Oh, we are infusing the arts in our public school curriculum.”  But it’s a 
cheap way.  They need to put the money into really funding the programs and making 
those [arts] classes small. – Teacher, Dallas 
 


 
Toward the end of each group, the participants were asked to give their overall 
opinion of the arts integration plan.  The group members were told to answer the 
following question and record their answers on a sheet of paper along with an 
explanation of their choice: 
  
 Overall, do you think integrating the arts into other subjects is: 
 
 A.  A good idea and doable 
 B.  A somewhat good idea, but not doable 
 C.  An OK idea, but other priorities come first 
 D.  A bad idea 
 
Most of the participants say integrating the arts is a good idea and doable.  They 
say arts integration can improve teaching and help students understand and 
grasp concepts better.  Participants maintain that if the arts are integrated into 
the curriculum, students will be well-rounded and versatile.  They assert that 
implementing the new method of teaching is only a matter of carrying out the 
program. 
 


 
I think it is a good idea.  Because overall it will give kids more help to succeed and make 
better human beings and by developing better human beings, we will have a better 
world. – Father, Berkeley 
 


 
Some participants say arts integration is a somewhat good idea but is not doable.  
These group members maintain that the lack of funding, time restraints on 
teachers and the need for additional teacher training make arts integration 
unrealistic.   
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I really want this to go into effect but feel that with current national and state budget cuts 
there will be no money for teacher training/teacher retention or teacher salary increases.  
In one word – funding.  – Mother (written comment), Berkeley 
 


 
Others say arts integration is a fine idea, but other priorities should come first.  
Those that are of this mindset say other subjects and skills, such as reading, 
writing and math, should be the main priority.  Others, particularly the 
principals, say having students perform well on standardized tests is the chief 
concern because of the consequences of falling short of testing standards.  
 
A few principals modified the choices given above, saying art integration is a 
good idea but other priorities must come first.  They say that with limited 
funding, the basics, such as facilities, salaries and supplies must be taken care of 
first. 
 


 
It’s a really good idea, but other priorities come first in the “real world” right now.  As 
discussed, the school system prioritizes testing, so we must comply.  If the testing piece 
were not the priority, I would have said “Very good and doable.” – Principal (written 
comment), Washington, DC 
 


 
Some of the groups were asked why there is not a bigger push for arts education 
and arts integration in the schools, particularly since arts programs receive so 
much support in the focus groups.  Focus group participants across the groups 
reiterate that with so much focus on testing and funding, arts education seems 
secondary in the minds of some people, even though they view it as important.  
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D.  Possible benefits and drawbacks of arts integration 
 
Benefits 
 
The focus group participants were given a handout with a list of possible benefits 
of an integrated arts curriculum.  They were asked to mark whether they thought 
each benefit was a very good, somewhat good, not very good or bad reason to 
integrate arts into the curriculum.  They were then asked to put a star beside the 
statement they felt was the best reason overall.   
 
The benefits that resonate well with the focus group participants (receiving the 
most stars and “very good” responses) are mainly broad themes concerning 
students getting a well-rounded education and having an opportunity to 
succeed, as well as the idea that arts integration would promote analytical and 
thinking skills and help students use different areas of their brains.   
 


  Provide students with a well-rounded education.  For many participants 
this statement encompasses most of the advantages listed in the other 
statements.  When probed further, the participants say students who are 
well-rounded will be versatile, knowledgeable in all subjects, able to work 
in teams and will become analytical thinkers.   


 
  Give more students a chance to succeed, not just those who do well in 


academic subjects.  Participants say not all students learn the same way, 
and this statement highlights that fact.  In addition, group participants 
point out that students who do not speak English fluently or do not want 
to be in school may be drawn in by the arts.   


 
  Help students think and analyze.  Focus group members say students 


should be able to think critically about the world and their surroundings 
and be able to form conclusions and opinions.  They believe integrating 
the arts will help them think outside the box and develop these analytical 
skills.   


 
 
I think that we live in a social system that is so parasitic, I feel that we need to have 
students, all of us, be able to think critically about the kind of world we live in and the 
haves and the have-nots, globally.  I feel like that a curriculum that is not just about 
receiving information and regurgitating it, and that is helping you to look at formulating 
your own conclusions about things will help people think critically. – Mother, Berkeley 
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  Exercise different parts of the brain.  Participants say students will be 
able to get in touch with their feelings and use their imaginations and 
creativity to learn the material. 


 
Making school enjoyable, generally improving learning, improving social skills 
and gaining experience working as a team receive less support from the group 
members but are still well-received.  Many participants say these benefits are 
“very good reasons” to integrate the arts, but most do not feel any of these are 
the best overall reason to integrate. 
 


  Make school more enjoyable and consequently increase attendance.  
  
  Improve learning generally.  


 
  Strengthen social skills.  
 
  Give students experience working as a team.   


 
 
When you’re in a chorus or something, you have to work along with the other singers.  
When you’re in a dance thing you’re working together with people and meeting kids that 
you wouldn’t ordinarily meet.  When you’re in an orchestra, you’re having to get along 
with that kid in class that you don’t particularly like and maybe you like him better than 
you thought you did. – Father, Baltimore 
 


 
The more measurable benefits of integration – increasing standardized test scores 
and making students more attractive to employers by making them more 
creative – receive noticeably less support.  Virtually no participants say that 
overall these benefits are the best reasons for integration and considerably less 
say it is a “very good” reason.  A number of group members say these are “not 
very good” or “bad” reasons to integrate arts education into the curriculum.  
This does not mean participants do not think arts education could be helpful 
when taking standardized tests or getting a job, just that it is not an important 
reason to support integration.  
 


  Increase creativity, making students more attractive to employers. 
 
  Increase standardized test scores. 


 
 
Most employers want somebody who can follow orders.  They don’t want you to be 
creative.  They want you to do what they tell you.  So [being creative] might be a 
negative. – Father, Baltimore 
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The more it becomes standardized, the less you can use this sort of creativity, the less you 
need the art.  The art is reinforcing the more creative and the standardized tests are 
moving further and further away from creative thought. – Teacher, Baltimore 
 


 
Drawbacks 
 
The focus group participants were presented with a number of possible 
downsides to integration.   
 


  It would distract from core courses, such as English, literature, science 
and math.  Most parents and teachers say this criticism is unwarranted 
and if used correctly, the technique will enhance and deepen the learning 
in the core courses, not distract.   


 
A few principals are skeptical, saying it is possible that the quality of 
education could go down and integration could be risky.  The 
superintendents in California make a similar point, saying it is imperative 
that instruction remain thorough and content is not sacrificed.   


 
  There is not enough time for teachers to incorporate the arts in other 


subjects.  A number of participants believe an integrated curriculum will 
take more time, but regardless, think integration would be helpful and 
worth the investment in time.  Some teachers in Baltimore advocate 
increasing instruction time; however, the teachers in Dallas say time will 
not be an issue if the teacher is well-prepared and uses time wisely.  Some 
participants in the focus groups say if the teachers are trained, time will 
not be a factor.   


 
  Some students are not artistic and it will penalize them.  Most of the 


group members point out that students should not be graded on their 
artistic abilities, but on their comprehension of the concepts being taught.  
In addition, the participants say these activities are worthwhile because 
non-artistic students may develop new artistic talents and learn new ways 
of thinking. 


 
  Most teachers are not equipped to integrate the arts into their lesson 


plans.  Most participants agree that teachers would need additional 
training to handle the change in the curriculum.  Some parents and 
teachers believe some teachers may be too lazy or rigid in their teaching to 
make a change, especially when considering older teachers.   
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  Integrated arts education is just an added feature that is unnecessary 
when schools are struggling to provide the basics.  Most focus group 
members disagree with this statement.  Some say they believe the arts are 
a part of the basics and the arts can help schools teach other subjects.  
Participants also say using the arts as an additional teaching tool can give 
students a chance to act out in positive ways and reach students who are 
in danger of slipping through the cracks. 


 
 
Who decided that music and arts are not really basics?  I think it is so important in my 
opinion.  If my son's teacher is creative and if the class is more fun he learns the best. – 
Mother, Berkeley 
   


 
A discussion with the superintendents in California raised a number of barriers 
to arts integration.  A number of group members mention budget cuts that could 
hinder integration.  Others say teachers will need additional training, 
particularly high school teachers who will be introducing this form of teaching 
into their classrooms for the first time.  Some maintain that money may not 
necessarily be a significant stumbling block, but instead, the entire educational 
structure may have to be rethought and reorganized in order to implement this 
change. 
 


 
There is a lot of professional development that would need to happen. Even more than 
ever I think that there is a huge mindset that has to be overcome. I am not sure it is 
finances, I’m really not.  I don’t believe that there isn’t enough money to do it, but you 
can’t do it as an add on. – Superintendent, Castro Valley 
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E.  Describing the philosophy behind integrating arts education 
 
In Northern California, Dallas and Washington, DC, the focus group participants 
read and assessed three paragraphs taken from Out of Our Minds – Learning to be 
Creative by Dr. Ken Robinson.1  These quotations summarize Dr. Robinson’s 
assumptions of naturalist models of education and describe the philosophy 
behind integration of the arts.  The groups in Baltimore were given only the first 
paragraph, but the remaining groups received all three paragraphs.  This section 
provides a summary analysis of the focus group participants’ reactions to the 
three paragraphs. 
 
Paragraph 1 
 


Educating the whole person.  Education should develop the whole child and 
not just his or her academic abilities.  It should include processes that 
engage their feelings, physical development, moral education and 
creativity.  Having children experience the arts in their education is a 
necessary component to achieve this goal.   


 
The focus group members generally agree with the sentiment in this paragraph.  
Participants especially identify with the idea that “education should develop the 
whole child.”  The mention of “feelings” and “creativity” also resonate well with 
the participants; they say integrating arts education will help students discover 
their personalities and opinions and help develop their creativity and problem-
solving capabilities.    
 
Despite their general praise for the statement, the term “moral education” raises 
a red flag for many participants.  Focus group members say they wonder whose 
morals will be taught in the schools and to some, the word “moral” has a 
religious connotation.  These participants say the phrase “ethical education” or 
“character development” would be more acceptable to them. 
 


 
The moral education.  It is not their responsibility in school.  I mean they can augment it, 
but that is more of a family setting. . . .  That should not be the responsibility of the 
teacher. – Father, Berkeley 
 


 
The African-American parents are the only group members who feel moral 
education should be taught in schools; to these participants, the term is 
synonymous with character education, manners, respect and common courtesy 
and does not necessarily connote religion.   
 
                                                 
1 Dr. Ken Robinson, Out of Our Minds – Learning to be Creative (Capstone: 2001). 
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If you figure kids are in school more than they’re home if they are in [after-school 
programs].  Some kids don’t even have to go to church, so they need somebody to teach 
them ethics.  – Mother, Washington, DC 
 


 
Some parents, teachers and school administrators also question whether having 
the arts in education is “a necessary component to achieve this goal.”  These 
participants say it may be a useful component, but is not necessary.  Others 
maintain that art education is a basic and necessary element of general 
education, and when it is absent, students are denied an essential part of their 
education.   
 
Paragraph 2 
 


Subjectivity and self-expression.  Self-knowledge is as important as 
knowing the outside world.  Exploring and expressing feelings, moods and 
private perceptions are crucial elements.  So too is providing opportunities 
for the exercise of imagination and for self-expression. 


 
Similar to the feelings displayed when reading the first paragraph, the 
participants generally agree with the second paragraph’s sentiment.   
 
The superintendents say this paragraph describes critical skills and activities, 
such as self-knowledge and the ability to express feelings.  They say these areas 
are often neglected in schools and should be attended to more.   
 
Paragraph 3 
 


Drawing out. The teacher’s role is to draw out the individual in every child, 
to provide educational environments to allow the child to grow into his or 
her own unique personality.   


 
Parents, teachers and administrators say the entire responsibility should not be 
placed on the teacher to bring out a child’s individuality and personality; they 
maintain that parents should also play a part in promoting individuality.  Focus 
group members say teachers may not have time to promote individual growth in 
each student.  They maintain that in a perfect world, teachers would be able to 
interact with each individual child in this way, but it is not a realistic 
requirement.  The participants say the statement would place less of 
responsibility on teachers if it began, “One of the teacher’s roles is to help draw 
out the individual in every child….” 
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It just seems to me it sounds almost like therapeutic.  I don’t know that teachers are there to 
be therapists. . . . That is just asking too much of them, and it can be dangerous, too.  To me 
it sounded like something a therapist would do, and teachers are not trained to be 
therapists. – Mother, Dallas 
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In the focus groups, the parents, teachers and school administrators were asked to answer 
the following question:  
 


Overall, do you think integrating the arts into other subjects is: 
 
 A.  A good idea and doable 
 B.  A somewhat good idea, but not doable 
 C.  An OK idea, but other priorities come first 
 D.  A bad idea  
 
Below are the focus group participants written responses.   
 
 
 
Elementary School Teachers - Baltimore 
 
A. Integrating the arts into cross-curriculum subjects is a good idea and doable 
because it allows students a chance to work in groups, use math skills and 
literally explain their projects. 
 
C. It depends on specific needs of students and must be tied into particular 
outcomes. 
 
A. It exposes children to different areas and as a teacher I feel it is my job. 
 
C. Students should be able to accurately read and write before time is spent on 
integrating arts into the learning environment. 
 
A.  Arts can be integrated in subjects occasionally with proper time management. 
 
C.  Elementary-age children require basic skills that give them the opportunity 
for success, and I believe that although integrated arts curriculum would be very 
helpful in achieving these basic skills it is not and cannot be a focus in the 
standardized age of today. 
 
C. An OK idea, but other priorities come first.  The students I teach have greater 
social problems that need to be addressed first to have them succeed not only in 
the arts but also in life/professionally. 
 
A.  A good idea and doable. I think integrating arts into the curriculum is 
possible and would improve the quality of education.  
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B.  I think that it is a good idea but not doable simply because of the lack of 
resources in my school. Also, the students I work with are not able to 
handle/perform on all levels of the arts. 
 
 
White Parents - Baltimore  
 
A.  Because it all comes down to a concept that can help teachers educate their 
students better, help them understand and grasp the concept of what they are 
learning. 
 
A.  A good idea and doable.  Anything is possible in a school if all the required 
needs are put in place. 
 
A.  Integrated arts education can enrich any subject and stimulate new way of 
thinking about it. 
 
A. Integrating arts?  Arts integration is part of learning, not a separate class unto 
itself. 
 
A.  With some creative thinking I believe this is doable. However, I am not a 
“budget” person so my answer is based on theory alone. 
 
A.  This does not really require extra money or time. If kids can be made to grasp 
an idea more easily, this saves time rather than wasting it. 
 
A.  Anything to further a child’s education, I’m for. 
 
A.  Baltimore public schools can and should become an arts Mecca – the well-
implemented, and publicized arts integrated curriculum would attract families 
with middle class aspirations and/or means into the city, would raise property 
values, increase the tax base and contribute to the revitalization of Baltimore, just 
as a real estate development (supported by city subsidies) does! 
 
A.  Creativity can go a long way in teaching someone something.  Just adding 
music to a history class or instrumental music can help children explore other 
creative learning segments. 
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Latino Parents - Berkeley 
 
A.  Good idea because in the overall will make better human beings and will give 
the students a better chance to succeed.   
 
B. Somewhat good idea, but not doable.  This needs to happen at early 
developmental stage, probably starting at elementary and middle school.  
 
A.  Good idea and doable. It could help students. The benefit would be great and 
the cost minimal.   
 
A. Is it possible. Helps everyone learn in different ways by exploring. Possible 
with time and application. 
 
A. It makes sense. 
 
B.  I think it is a good idea and not doable. I think it requires more money for 
training.  
 
A. Yes, I think it is a good idea.  Why is because it gives the child more of overall 
experience in the real world. Can find more ways in learning variable.  
 
C.  OK. Art should be used at the younger grades to help open their minds. 
 
 
Asian and White Parents - Berkeley 
 
A.  Good idea and doable.  It is a good idea because arts integration will involve 
more kids (more inclusive) and cover a broader range of subjects and interests 
that gives kids more chances to achieve and develop self confidence.   
 
A. Good idea and doable in most subjects.  Gives students chance to succeed. 
Gives every student an ability to be more well rounded. 
 
A. Education is what forms the individuals and the collective of a society.  If we 
want people that integrate the arts in their lives and work, then we will integrate 
it in their education.  It’s good and doable for the people who care enough about 
creating people who are well rounded, care about the world around them and 
have a social conscience. 
 
A.  Art is a basic important part of life, not an option and it gives more 
motivation and passion for kids to learn, not just to get good scores. 
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B. Somewhat good, but not doable due to current curriculum, budgets and time 
it would take to accomplish and time it would take to accomplish it’s not doable 
today, but could be change with proper planning for the future. 
 
A.  Good idea and doable.  Integrating the arts into high school curriculum will 
require much time, money and creative effort but with support from those who 
finance and evaluate education.  This is definitely doable and will result in 
happier, healthier and more engaged young people. 
 
A.  Good idea and doable:  Because by doing this we will produce a generation of 
young adults who are passionate, interested and engaged in life, and will be 
better able to contribute in a meaningful way to the world, which will benefit 
everyone.   
 
A.  I believe in this one because it will provide the student broader opportunities, 
for presentations, creativity, problem solving which is essential for the real 
world, conflicts, college and jobs. 
 
B.  I really want this to go into effect but feel that with current national and state 
budget cuts there will be no money for teacher training/teacher retention or 
teacher salary increases.  In one word – funding.   
 
 
Middle and High School Teachers - Dallas 
 
A. Good idea and doable (with support from administration and co-workers; i.e. 
financial). 
 
A. Realistic 
 
C. OK idea, but other things come first.  I think the bottom line depends on the 
subject area the teacher is teaching.  English and Language Arts are extremely 
time consuming and require 24/7 dedication in order to be sufficiently prepared 
for each class period.   
 
A.  Doable, but challenging! 
 
C. “A” is not realistic at this point. 
 
B.  Good idea but not doable (not realistic).  TAKS, expense (lack of budget), 
teacher training, time constraints. 
 
A.  Good idea. 
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A.  Good idea and doable. 
 
C.  OK, but other priorities will come first.  No money, emphasis on testing, too 
many students in need of remediation. “A” is my ideal response but C is my 
reality. 
 
 
White Parents - Dallas 
 
A.  Good idea and totally doable.  It is happening at both my school-aged 
children’s schools. But, we are fortunate, as this isn’t the case in many schools. 
 
A.  Good idea and doable.  The school work is mostly determined in advance 
anyway (workbooks, etc.) just change the approach. Be drastic (in some people’s 
mind). Why would this be so difficult?  Learning was taught this way in the past.   
 
A.  Provides for a broader learning base while increasing actual knowledge as 
well as abstract thought. 
 
A! Please do it now! Our public schools are in great need of healing and change.  
Our children aren’t prospering, they are drowning.  Change isn’t always easy. 
 
A.  Good and doable.  Makes for a better rounded student and it’s just a matter of 
doing it. 
 
A for elementary. I think they already do this at some level.  B for junior high 
and high school.  Class size and elimination of teacher work hour and testing. 
 
A.  It used to be this way and worked.  It would take time and effort on the 
teacher’s part as well as looking at all the emphasis on testing would have to be 
reworked. 
 
A.  Great idea.  Help kids learn better and fun while doing it. Well-rounded 
education.  Makes learning fun and interesting. Bring out different talents. 
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Principals - Washington, DC 
 
B.  Because it has to be a system-wide approach – supported by the school system 
and I don’t think our school system would support this idea. 
 
A.  A good idea and doable.  Creative learning through arts. Why:  Art and music 
is an integral part of my budget. I make it doable.  Teachers make it doable by 
using the arts in the classroom. 
 
A. (With proper funding and resources) Because I believe the arts is extremely 
necessary for every child to focus on their multiple intelligences (whole child). 
 
A and C (Modified). It’s a really good, but other priorities come first in the “real 
world” right now.  As discussed, the school system prioritizes testing, so we 
must comply.  If the testing piece were not the priority, I would have said “Very 
good and doable.”  Of the options mentioned, none specifies arts.  “Creative 
learning through arts” would satisfy me. 
 
A.  Because on different levels I have seen it done and it addresses the aspect of 
producing a well-rounded individual.   
 
A good idea, but other priorities come first.  Exposure to the arts in education is 
always a positive.  End of the year testing drives everything in public education 
today in this age of No Child Left Behind. 
 
A.  Because it makes sense. We’re losing far too many children who are dropping 
out of school.  They’re bored to death and disinterested.  
 
A and C (Modified).  A good idea but other priorities come first. I think 
integrated arts is appropriate.  I think it is a great idea, but limited funding 
necessitate spending on basics at this time: facilities, books, salaries and special 
ed are taking up a lot of funds.  
 
A and C (Modified). A somewhat/pretty good idea and doable.  Pretty good: it 
extends the manner in which students demonstrate understanding and the realm 
of what they are to understand.  Doable: “arts” covers and connects all “core” 
subjects. 
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 African-American Parents - Washington, DC 
 
A.  The child can be very well-rounded in his or her education and life. 
 
A.  Social skills and development. 
 
A. Learning, the more you know, the further you can go.  Tax dollars, if they can 
pay for baseball teams, then they can pay for school and education.  Doable.   
 
A.  A good idea and doable.  Learning more in every subject.  
 
A.  A somewhat good idea, but not doable.  No money. 
 
A.  A good idea because children who don’t believe in themselves or have never 
been given a chance to stand out in the positive aspect can have a chance now.  
Keep hope alive.  Let’s help stop the Attention Deficit diagnosis with art in the 
schools.  
 
A.  I just agree.  Children like to stand out and be recognized. 
 
A.  I think this will help bring out the potential in every child. 
 
 
 





