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Introduction
Since block scheduling begins in a different place for every teacher
and school, this book is written with an awareness that readers will
need to begin in different places and that the information presented

does not necessarily need to be read from cover to cover. In some schools,
teachers have been involved in decisions relating to the block schedule
from the time the idea became part of the conversation. These teachers
may be most interested in the chapters on how to revise curriculum and
vary instruction for extended class periods (see Chapters 3 and 4). At
the opposite end of the spectrum are teachers who hear the announce-
ment about block scheduling in the final days of the school year (or even
in the back-to-school letter in August, as we have seen happen in sev-
eral schools). These teachers may need to temporarily bypass curricu-
lum revision and start with the discussion in1Chapter 4 on structuring
lesson plans and varying instructional methods. Still other teachers may
have heard about a decision to move to block scheduling, or may have
been part of the decision, and are ready to begin making the changes
necessary for implementation. The first chapter of interest to these teach-
ers might be Chapter 1, "Planning and Preparing: Getting Ready for the
Block."

The story of one school's process as it moved from a traditional
schedule to the block is described throughout the book as a way to blend
theory with practice. Critical areas of preparation for block scheduling
are identified and discussed in each chapter section that is followed by
reflections titled "What We Learned." Since our process was not per-
fect, we hope that others can learn from our learning by considering our
reflections and suggestions on how we would alter or revise our pro-
cess were we to prepare for block scheduling again.

When the first change, which led to many others, was made,
Mundelein High School (MHS), located in a northwest suburb of Chi-
cago, was a school of about 1,500 students and stood in contrast to the
wealth and lack of diversity in surrounding suburban school districts.
MHS was named a Blue Ribbon School of Excellence by the U.S. Depart-
ment of Education for the 1992-93 year. Highlighted in the Blue Ribbon
report as an innovation that made our school deserving of this award
were the detracking efforts that had eliminated our system of placing
students in high-, average-, and low-level English classes. Many factors
influenced our decision to detrack. The makeup of our low-tracked
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Introduction

classes matched our minority population, which was primarily His-
panic, and we weren't seeing any movement out of the low tracks over
the four years students were with us. These divisions of students were
just as evident outside classrooms when students congregated in the
hallways, ate lunch, and participated in extracurricular activities. An-
other change and accomplishment that was working in our school was
the efforts we had made to reach out to community members by ask-
ing them about their concerns, interests, and questions, and by creat-
ing monthly parent workshops around these issues.

When the English department made the decision to detrack, we
knew we could no longer deliver the same curriculum in the same ways.
Our research in the year leading up to detracking focused on how we
would need to change our practices. One area of change was to provide
more choices in materials and topics of study as a way to accommodate
the various "ability levels" in the same class. Other major changes we
made included assessing students in more authentic ways through
written and verbal responses to literature; highlighting the reading and
writing processes in our instruction, rather than attending to the end
products of reading and writing by testing reading comprehension and
collecting final drafts of final papers; and using portfolio assessment.
Interestingly, these are the same curricular and instructional changes that
most of the literature recommends to schools and teachers preparing
for block scheduling. For the most part, then, we went to the block sched-
ule because extended class periods supported both our needs and our
ideas about the instructional approaches we were using in our detracked
classrooms.

Initially the request to form parent groups came from students
who saw a need for their parents to understand how school had changed
since they (the parents) were adolescents. When the groups were first
formed for each grade level, topics of concern or curiosity were identi-
fied and teacher-leaders arranged monthly meetings with guest speak-
ers. Many topics were dependent on age and grade level. Sophomore
parents wanted information on teenage driving, while first-year parents
were concerned with dating and homecoming activities. Junior parents
wanted to know how to begin the college application process, and se-
nior parents thought they should learn more about life without their
adolescents.

All four groups were interested in the curricular and instructional
changes that were occurring, so each year the month of May was ear-
marked for a state of the curriculum address by the superintendent. She
shared highlights of the year, along with directions for the future, but
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Introduction xi

most important was her use of this time with parents as an opportu-
nity for instruction: all of the changes being implemented and consid-
ered were explained in terms of what educators were learning about
learning. The work we were doing with these parent groups also con-
tributed to the Blue Ribbon award, but, more important, it laid the
ground work for involving parents in informed decision making related
to school reform. They better understood the needs of their children and
the constraints that existed within the system, such as traditional sched-
uling. They began to conclude that if we continued to maintain the same
structures in some areas of schooling while trying to make changes in
others, learning would be shortchanged.

Another change that facilitated our decision to go to block sched-
uling started when we were feeling even more inundated with tests than
usual. In our frustrated conversations we lamented that testing was
driving nearly everything we did. Somehow we were inspired to turn
that conclusion into a positive by wondering, What might happen if we
changed the assessments we were using in our classrooms? The next
school year was earmarked to investigate and experiment with nontra-
ditional forms of evaluating learners. Since we had just detracked our
English classes, we worked now to figure out how to grade process and
growth in students' work. We also wanted to look at ways in which we
could assess students as readers, and, in particular, ways in which we
could evaluate literature discussions. Since we were using journaling
and other methods of having students respond to their reading, we
wanted not only to determine how we could grade these works, but also
to figure out how the grading criteria could be used to improve the
quality of student responses.

These changes may or may not ring familiar to readers of this
book, but they are recounted to make the point that moving to the block
schedule will be easier if a research-experimentation perspective and
the support necessary for teachers to engage in that type of work is put
into place. As an English department, we agreed upon changes we all
believed in (detracking and alternative assessments) and we creatively
found ways to engage in the learning necessary to begin restructuring.
One way we did this was to change the focus of department meetings,
and one of the first changes we made in this regard was to read an ar-
ticle for a thirty-minute discussion at the beginning of each meeting. This
pushed the "announcement" type of agenda items to the end of the
meeting, and eventually these items simply appeared in a memo. De-
partment meetings thus became a time for learning and figuring things
out. Eventually our staff development days were organized in much the
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same way, with teachers finally being given the time and resources that
we were giving students when we expected them to learn from their
research; we were reading, talking with each other, visiting other class-
rooms, and revising our instruction based upon our learning. Many
teachers took their research into their classrooms, so while students were
doing their research, teachers began to use this time to model the pro-
cess by engaging in their own.

What was lacking when we were doing our research on how to
move to block scheduling was information on the topicspecifically,
literature on how to teach English on the block schedule. We found a
few articles and books with general ideas about teaching on the block
and then worked together to transfer these ideas to English or to make
connections to other methods we were using or had heard about. This
book, in turn, will provide some specific ideas to help English teachers
know what to do in their classrooms for ninety minutes and will de-
scribe a process with which teachers might begin their investigations.
While some of the methods described here will be more readily trans-
ferable than others to any given classroom, we hope that teachers can
take pieces of ideas to use as a springboard for revisions as they adapt
methods to their own unique teaching situations.
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1

1 Planning and Preparing:
Getting Ready for the
Block

The literature on methods for preparing to move to a block sched-
ule recommends involvement by representatives from all groups
who will be affected by the change (Canady and Rettig 1996; Gee

1997; Hackman 1995; Illinois State Board of Education Superintendent's
Bulletin 1997). School board members, teachers, students, administra-
tors, and parents should all have a voice in the process. Like other school
reform efforts, the decision to change to the block schedule should not
be a top-down decision. As we've heard from teachers visiting our
school, however, this is all too often the case; a building principal makes
the decision, for example, and the school community is forced to make
adjustments to accommodate the decision. This chapter addressees two
issueshow to involve interested others in the decision-making pro-
cess from inception to implementation and how to facilitate the ongo-
ing or newly created (in the case of a top-down mandate) adjustments
and changes needed in a school to make the block schedule work.

School/Community Decision-Making Process
In the years leading up to our decision to implement the block sched-
ule, our superintendent established community action teams which
were charged with determining ways in which the yearly goals of the
school could be achieved. In general, the purpose of these action teams
was to answer this question: What do we want for the learners in this
school? Action teams were established based on key topical areas re-
lated to the goals, such as technology, curriculum and instruction, and
school climate. Teams were made up of members representing parents,
the school board, students, teachers, and administrators. Their work
over the first several months of the school year was to learn more about
where the school was in relation to the goal, determine where they
wanted to be in the next two to five years, and examine possible actions
that could be taken to achieve the goals with which they were charged.
Teams read literature that addressed issues related to the goals, and
guest speakers met with groups to present information directly. Some
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2 "What Do I Teach for 90 Minutes?"

teams made visits to other schools that had implemented changes or
that were known to have exemplary programs related to issues or pos-
sible actions the group was considering. The research and learning cul-
minated at the end of the school year with each group presenting its
recommendations to the other action teams. Administrators and school
staff serving on action teams presented recommendations to the faculty,
and we implemented the recommendations over the summer and dur-
ing the following school years.

Mundelein High School's decision to move to the block schedule
was the result of a recommendation by a community action team which
found that traditional ways of using time during the school day were
inhibiting what could be done for students. We had been changing the
delivery of curriculum for three years before the decision to move to a
block schedule, due to our previous decision to detrack most of the first-
year and sophomore-level academic areas, and the instructional changes
we had made as part of detracking helped lead us toward block sched-
uling. Students were examining, investigating, and discussing topics of
study in their work to reach final benchmark projects, exhibitions, and
portfolios, and, while it was possible to fit the types of experiences that
would lead to these assessments into fifty-minute time periods, longer
class periods offered more instructional flexibility and learning conti-
nuity.

Of course, other factors were also considered in the action team's
decision to recommend block scheduling. Academics were consuming
most of our students' schedules, and a tax cap that spanned several years
combined with increasing enrollment meant possible increases in class
size. The block schedule gave students the opportunity to enroll in more
electives and helped maintain current staff and class size, because teach-
ers using the block schedule teach an additional course each academic
year.

What We Learned

Teams need to meet jointly midway through the school year to
share some of their discoveries and the directions they are con-
sidering. Because of the overlap of issues, a recommendation
or plan of action that one group is considering will sometimes
have an impact on the decisions of other teams. A joint midway
meeting would be a time when teams could see how their plans
are leading in similar directions and/or how a recommenda-
tion that one group is considering may be a solution to a prob-
lem another group is attempting to address.
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Planning and Preparing: Getting Ready for the Block 3

Some decisions like block scheduling were a shock to teachers.
When the new superintendent first formed action teams, teach-
ers didn't realize that the teams would truly have a role in deci-
sion makingthey were not used to committee decisions be-
ing carried outand they didn't necessarily expect that their
voices would be heard. Volunteering for committees was not
something teachers were compelled to do since their previous
experiences with committee work usually spanned several years
only to have the issue disappear or to see other concerns be-
come more important before decisions were made. Most rec-
ommendations were simply forgotten, and many others were
labeled as a nice idea but too costly. If new ways of making
decisions are going to be used or if existing structures are going
to change, teachers need to know, even if initial announcements
are met with skepticism.
With the complexity of making the change to block scheduling,
not all of the implications of block scheduling were considered
before making the decision. This made some departments feel
like block scheduling answered the concerns of teachers on the
committee, while other teachers and departments felt as if this
was a decision that wouldn't have been made had their per-
spectives been considered. Because of the lack of teacher vol-
unteers on action teams, only certain voices were part of the
decision-making process, so teams did not always represent the
ideas or concerns of the majority of the teachers. Some depart-
ments were represented and others weren't, so suggestions for
change sometimes seemed self-serving because of the limited
perspectives that were available during discussions. Therefore,
we recommend steps such as selecting representatives from each
department/division to serve on teams, or creating mechanisms
by which to seek input along the way from teachers who are
not serving on the committees.

Choosing the "Right" Block Schedule
Many schools consider block scheduling a way to help students prepare
for the challenges of the workplace and/or a way to improve school
climate. But whatever reason is driving the decision to move to the block
schedulewhether it's a principal who is attempting to change the way
instruction is delivered, a solution to a state-imposed mandate for in-
creased graduation credits, or teachers finding it difficult to deliver
curriculum that addresses the needs of learners in fifty-minute periods
research on the various forms of block scheduling needs to be done.
Some schedules, for example, address the concern that English teach-
ers have for the large numbers of students they see each day and the
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4 "What Do I Teach for 90 Minutes?"

resulting daily paperwork load, while other ways of organizing the
school day have been created so that there are no large gaps of time be-
tween courses, as can happen, for example, when students have an En-
glish course in the fall of one year and then aren't enrolled in another
English course until the spring of the following school year. A general
description of the most common block schedules follows, but it is likely
that no two block schedules being used in schools today are the same.
Most schools look at sample schedules as a starting point from which
to begin drafting and personalizing a schedule that works for their stu-
dents and teachers. (See the charts in Appendix A for models of how
courses are scheduled in each of the block types discussed below.)

Copernican

Joseph Carroll (1990) introduced the Copernican Plan, named after the
sixteenth-century scholar Nicolaus Copernicus, in the early 1970s.
Carroll suggested a schedule of two 85- to 90-minute required classes
along with one or two electives, all meeting each day for 90 days, after
which time students would demonstrate mastery of course objectives.
Credit for a course is earned when objectives are met, a plan that chal-
lenges the traditional Carnegie-unit-driven schedule of six 50-minute
courses per day for 180 days.

Alternate Day

In this approach (known variously as Block 8, A/B, Odd/Even, or Day
1 /Day 2), students are enrolled in a total of eight 90-minute classes for
the entire school year on an alternative-day block schedule. Each day,
four of the eight classes meet. Many schools use the school colors, say,
red and gray, to designate which classes meet on which day. For ex-
ample, four classes meet on red day and the other four meet on gray
day. Red and gray days alternate throughout the school year. Although
there are day-to-day gaps in instruction with this type of schedule, it
offers the advantage of meeting all year long, and it is easier to enroll
transfer students. A student transferring in November, for example, has
attended approximately forty days of 45- to 50-minute classes at his or
her previous school. When transferring to a school on the alternate day
block, he or she would have missed twenty days of 90-minute classes
at the new school, which is nearly the same amount of instructional time.
Transferring to a school on a 4x4 schedule, however, the same student
would have missed nearly forty days of 90-minute classes, or one full
semester.
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Planning and Preparing: Getting Ready for the Block 5

Four-by-Four Block (4x4)

On the 4x4 block schedule, students are enrolled in four classes that meet
for ninety minutes every day for a "semester" (a time period that usu-
ally needs to be relabeled in schools on this schedule). One year 's work
is thus contained within a traditional-semester time period. Courses that
typically earned half a credit or that met for only half a year on the tra-
ditional schedule would meet for only nine weeks (one term) on this
type of block schedule. Teachers teach a total of six classes during the
year but only three classes each day (Schoenstein 1995).

Trimester Plan (3x5 Trimester Plan)

With the trimester schedule, students are enrolled in five classes for
approximately sixty days, or twelve weeks. Class periods are usually
70 to 125 minutes long. Some electives that need to meet for the entire
year, such as newspaper, yearbook, band, and chorus, meet for 60 min-
utes each day. A typical teacher load is four classes a day, with about
twenty-five students in each class for a total of approximately one hun-
dred students per trimester (Geismar and Pullease 1996).

Examining and Changing the "Nuts and Bolts" of Doing
School

As soon as the Mundelein High School (MHS) action team's recommen-
dation to create an alternative schedule incorporating extended class
periods was announced, the halls, offices, teachers' lounge, staff din-
ing room, and faculty meetings were filled with a host of "what about"
questions: "Well, what about graduation requirements? Couldn't a stu-
dent graduate in three years?" "What about attendance? One day ab-
sent from school would be like missing two days on the block." These
questions revealed the genuine concerns of the people who were going
to be affected by the block, and these concerns needed to be addressed
prior to putting the new schedule in place. Teachers, parents, and stu-
dents at MHS generated the following list of concerns, recognizing that
policies, procedures, and the work we did in relation to these areas
would need to change.

Master schedule
Student schedules

Extracurricular activities
Homework (department policies)

17



6 "What Do I Teach for 90 Minutes?"

Open house and parent-teacher conferences
Flex schedule/compensation time
Teacher evaluation
Deans' and counselors' access to students
First-year orientation program
Advisory period
Graduation requirements
Field trips
Assemblies
Add/drops and suspensions
Grading
Title I

Attendance requirements
Progress reports/semester grades
Final exams
Physical education waivers
Announcements
Failures
Student privileges (parking, lunch, entering and exiting
building)
Student support services
TFC (truant from class) failures

Makeup time
Inhouse substitution

Even though forming committees was generally seen as a negative way
to address school problems at our school, teachers were beginning to
see that committee work could result in action when the principal asked
for committee volunteers to address the list of concerns generated by
the action-team recommendations. He promised that groups would
function for a short period of timeonly long enough to arrive at a
decision or process to address the concern. Committees were established
from a pool of volunteers who indicated their interest in specific issues.
As much as possible, meetings were held during common planning and
lunch periods and before and after school. Some issues, such as the
master schedule and teacher evaluation had a large number of volun-
teers wanting to serve, while first-year orientation and announcements
had fewer numbers of teachers wanting to be involved in the decision-
making process. By approaching committee membership in this way,
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teachers felt like their ideas and concerns were heard, and although
decisions might not have turned out exactly as they had expected when
they arrived at the first meeting, it was the learning they did in arriv-
ing at the decision that made suggested changes acceptable.

Committees approached their decision making from the same
research-learning perspective that the action teams had used. Commit-
tee members read articles, attended conferences, visited schools, talked
to educators with experiences related to the issue(s) they were consid-
ering, and shared and talked with each other about all they were learn-
ing. Rough draft ideas and the rationale used to arrive at them were
presented to the faculty at all-faculty, department, or luncheon meet-
ings and were summarized in follow-up memos. After presenting and
gaining feedback, committees met again to reconsider and revise their
ideas. Once all committees had gone through this process, final presen-
tations were made and policies established.

What We Learned

Ideally, membership on committees should include a represen-
tative from each department in the school so that all needs and
perspectives will be considered in arriving at a decision. When
smile of the Mundelein committee decisions were presented to
the faculty, for example, it didn't appear that they had thought
about the decision in relation to the demands on an English
teacher or the approaches that are unique to the teaching of
English. These perspectives (the realities of our unique teach-
ing situations) could have been considered if, as a department,
we had identified one person to serve on each committee.
Some teachers volunteered for committees for personal rea-
sonsto eliminate certain ways of doing things and/or to make
sure certain structures remained the same. For example, some
teachers wanted to eliminate field trips, announcements, and
passes to the deans and counselor's offices altogether. Serving
on a committee with this type of agenda made it important for
groups to agree on purpose(s) as related to the issue before ar-
riving at a decision.

Many teachers and administrators are uncomfortable with the
unknown and need to know that there are firm plans in place
before making educational changes. They want to be certain
that their planning and decisions are going to workthat they
won't be in the middle of carrying out the new plan only to
discover that a different option would have worked better or
that other considerations should have been addressed. The
English teachers felt this way several years prior to block sched-
uling when rewriting the curriculum. We wanted to get it right;
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8 "What Do I Teach for 90 Minutes?"

we wanted to make sure we had thought of everything. When
our anxiety was at its peak, our superintendent asked, "Is it the
best final draft you can create?" The team of teachers responded
with a confident yes, to which she replied, "Then that's all you
can dofinal drafts can always be revised. That will be the work
you do next year as you learn more with your students" (Hanson
1992). The same advice held true for block planningthere
comes a point in time when you've fine tuned your plans as
much as possible. Eventually you have to try them out know-
ing that with experience and learning you will need to go back
and revise.
Too much planning and preparing for the block can lead to anxi-
ety Toward the end of the school year in which we planned, we
found that many teachers were more concerned than they had
been several months beforethey just needed to quit planning
and start teaching.

Committee Decisions
Tentative answers to the "what about" questions that we had during
our 1995-96 planning year can be found in Appendix B. Open forums
were held in the spring of the school year prior to changing to the block
schedule to give parents and students an overview of how school would
be different. New policies and procedures were included in the student
handbook, which was distributed to students and parents at registra-
tion and open house. We discovered that many of the decisions, once
articulated, weren't decisions related specifically to block scheduling;
most were effective ways of working with students regardless of the type
of schedule. For example, calling a parent if a homework problem ex-
istsone of the block scheduling homework "procedures" outlined by
the homework committee as a strategy teachers should useis a strat-
egy that should be used regardless of the type of schedule.

Although all of the issues listed earlier in this chapter and de-
scribed in Appendix B will have an impact on the professional life of
an English teacher, the decisions that were made about homework, Title
I, and field trips are examples of issues that directly influenced the teach-
ing of our English classes. Specific English department procedures on
these issues follow the schoolwide decisions.

20



9

2 Supporting the
Professional
Development Process
Most teachers realize that a change to the block schedule means a
change in instruction. This realization will affect different teach-
ers in different ways. Some will want to know what to dowhat

activities will help them to vary the instruction while teaching the same
content. Others have been trying methods that were difficult to fit into
fifty minutes and thus see the need to change the curriculum to better
serve the new objectives and purposes that go hand-in-hand withnew
methodology. This chapter describes a professional development pro-
cess that can support all teachers in the changes they will need to make
for block scheduling, regardless of what types of instructional methods
they are currently using.

Initially, the questions asked by teachers when they first learn
about a change in schedule deal with the "nuts and bolts" of how the
system will need to change in response to a new way of doing school
(Hackman 1995; Cunningham and Nog le 1996). Once these concerns are
addressed (see Chapter 1, "Planning and Preparing") and the reality of
teaching for extended time periods sets in, concern shifts to the instruc-
tional changes that will need to be made. Much of the available litera-
ture on block scheduling suggestS that teachers should not lecture for
the entire class periodinstruction needs to vary (Canady and Rettig
1995; Fitzgerald 1996; Cunningham and Nog le 1996); instead, common
suggestions include combining of lecture, small group work and/or
discussion, and in-class time for reading and writing. (See Chapter 4,
"Varying Instruction Approaches.") Creating and supporting a research
environment in a school or department as a way for teachers to prepare
for the block schedule can help them see, understand, and decide what
changes can be made in their classrooms (Wyatt 1996; Shortt and Thayer
1997). The specifics of what needs to be done to prepare teachers for
teaching extended class periods will depend on the instructional meth-
ods that individual teachers are already using.

During the professional development time that has been set aside
for block preparation, teachers who approach reading and writing as a
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process may want to examine some of the learning experiences they find
are getting shortchanged on a traditional schedule. One area of inquiry
for such teachers might involve ways to get students to reflect on their
learning and their reading and/or writing processes. Another area of
investigation might involve incorporating more opportunities for speak-
ing and group presentations. Teachers who have been using lecture as
the primary method of instruction might want to find out more about
various instructional strategies that can be used when students are read-
ing required novels, short stories, poems, and essays.

Sources of Information

Site Visits

When we were preparing for the block schedule at Mundelein High
School (MHS), the principal and curriculum coordinator compiled a list
of schools on the block schedule that were willing to work with visi-
tors. Arrangements were made for teams of teachers from each content
area to visit schools on specified days. After each visit, MHS teachers
who had spent a day observing at a school on the block led discussions
during common lunch periods and at department meetings. Being able
to see a block schedule in action was probably the most helpful way of
preparing teachers for teaching English on the block. They were able to
see how teachers structured their time withstudents, and many of their
fears about student inattentiveness in "excruciatingly" long class peri-
ods were alleviated. Teachers whose classrooms they visited were able
to share firsthand the positive aspects of block scheduling, and they also
made suggestions about avoiding various pitfalls.

Guest Teachers
Bringing in teachers from other schools who are teaching English classes
on the block is another excellent way for teachers to get their questions
answered. If these visiting teachers can stay for several days, they might
also teach selected classes using some of the strategies that they have
found to work. In our case, teachers who visited other schools that al-
ready used block scheduling identified teachers they had observed to
spend an inservice day with us. These teachers talked about curricu-
lum revisions and shared lesson plans, but mostly they answered ques-
tions raised by teachers in the department.
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Books and Articles

Resources related to specific instructional changes that need to be made
when teaching for extended class periods can be helpful in preparing
for the block schedule. However, these resources are limited in number
and often aren't specific to the English classroom. We found that turn-
ing to literature on topics related to some of the suggestions for instruc-
tional changesuch as small-group work, literature discussions, stu-
dent inquiry and research, and multiple intelligence projectswas
helpful as long as we were working together to understand and figure
out ways to apply the suggestions to our classroom situations.

Experimenting with Instruction
As teachers observe, hear about, and read about instructional methods
suggested for extended class periods, they should beginto try them out
within the "safety of familiar surroundings while all other factors
classroom, students, time schedule, and materialsremain the same.
They will need to keep in mind that many of the suggested strategies
are more viable when used in extended time periods and that making
dramatic shifts in the way teachers and students operate may affect the
success of new instructional methods. Support from the department
chairwho should also be involved in trying out new instructional tech-
niques and in sharing frustrations, adjustments, and achievementswill
also help teachers see that trying new methods is a messy but reward-
ing endeavor. And collaborating with other teachers who are also try-
ing new methods will give teachers a way to revise approaches so that
the methods work in their particular settings while also providing them
with a colleague who is experiencing similar challenges and successes.

One Teacher's Experimentation

Brad, one MHS English teacher who was already approaching the study
of literature from a reading process perspective, wanted to learn more
about literature discussions and student reflection to prepare for the
block schedule. Since he felt that the new schedule would offer more
opportunities for students to talk in small groups about the books they
were reading, he decided he needed to improve the quality of their in-
teractions and increase his knowledge of how to support this type of
work. But he didn't want literature discussions to be a structure that
was imposed on his students; rather, he wanted students to reflect on
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their discussions and then use these reflections to decide what types of
interactions supported and enhanced their imderstanding of the text,
and which interactions interfered.

During the semester before moving to the block, and while still
teaching fifty-minute classes, Brad secured six tape recorders, and stu-
dents made tapes of their discussions. During the class period follow-
ing these discussions, students created transcripts in their groups by
listening to their own tape and having each person write what he or
she had said. Each comment or question was numbered to show the
order in which the various remarks were made. Next, the students iden-
tified the places where the discussion seemed to "fall apart" and those
places where their talk led to some "great ideas," and these portions of
the transcript were compared to see how they were different. Students'
insights and conclusions were then discussed with the teacher. After
these self-evaluations and process discussions, Brad worked with the
students to set group and individual goals for their future discussions.

During this time, Brad was also reading articles on literature dis-
cussions and observing the ways in which other teachers, who were also
experimenting with small group discussions, were approaching this
instructional strategy. He used ideas from his research when meeting
with literature discussion groups to help them set group and individual
goals. By the end of the semester, Brad felt that he was more prepared
to incorporate discussion into his instructional plans for the block sched-
ulean activity that he sometimes avoided on a regular schedule be-
cause of time constraints and lack of experience and success with them.

Another Teacher's Experimentation
Teachers whose primary method of instruction has been lecture may
want to experiment with approaches such as student inquiry and re-
search, writing process, and infusing speech into the curriculum. An-
other teacher in our department, Susan, examined ways in which stu-
dents could conduct their own research on literatwe they were studying.
Along with providing class time for mini-research-projects, she began
experimenting with having students give presentations rather than write
papers on the information they had gathered.

One approach that started out small was to have students list
questions about the literature they were reading on a special sheet she
had devised for this purpose. As students neared the end of their read-
ing and were preparing to move into the writing portion of the unit,
Susan had students turn in their question sheet, and she then compiled
a class list of questions from which each student would choose one. Once
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all students had a different question, she took them to the library for a
day of research. The following day, students shared the answers to their
questions in brief, impromptu speeches.

These presentations became a new class activity and eventually
formed the basis of a speaking assessment once Susan started teaching
on the block. Later, as she began to feel more comfortable with these
changes, she altered the ways in which students chose topics for research
papers by having them generate their own questions in relation to the
literature, authors, themes, and time periods being studied, rather than
having them choose from her predetermined list of topics. Like Brad,
Susan was reading books and articles, and talking and discussing with
other teachers, as she tried new ideas and worked to refine the instruc-
tional approaches she was using with students.

Planning for Instruction
As teachers see ways that they can change instructional methods, they
can begin to plan for two days of instruction on a traditional schedule
as if it were one. For example, one of my literature lessons on Monday
involved students in reading, journal writing, and whole group shar-
ing of ideas for discussion. This lesson was followed by small group
discussions, large group sharing and lecture, and written reflections on
learning the next day. In my lesson plan book, I drafted a plan for how
I might structure the same lesson for one class period on the block. I
tried to use the same procedure with my Wednesday and Thursday
plans and continued using this type of experimentation throughout the
remainder of the school year preceding the move to a block schedule.
One of my writing lesson plans began with revising rough draft pieces,
followed by computer lab work. The next day, students shared their
drafts in small groups to gain ideas for revision, and the class period
ended by having students revise their drafts. Again, I created a block
schedule version of the same lesson so I could get a feel for how to struc-
ture an extended lesson. (See Appendix C for lesson plan outlines illus-
trating time management.)

What We Learned

Teachers volunteering for visits to schools that were already
operating on theblock were often the teachers who felt excited
about block scheduling and were already experimenting with
changes in their classrooms. Their reports back to the department
tended to address or have answers for teachers with similar
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approaches and attitudes. Teachers using more traditional meth-
ods in their teaching were affirmed in their belief that block
scheduling was not a good idea, either because they still didn't
know what to do for ninety minutes or because the ideas being
shared didn't seem feasible. Sending groups of teachers with a
wider range of approaches would have helped more teachers
to see where changes in instruction could be made in relation
to where they were.

Site visits by more than one person provide for processing time
as teachers travel to and from sites and meet to plan how to
present the information they gathered from teachers at the
school(s) they visited. In addition to allowing teachers to share
varied perspectives on some of the same observations, such dis-
cussion allows them to brainstorm ways that an idea they saw
or heard about might work in their unique teaching situations.
Looking at professional development as time for teachers to
read, talk, and plan for instructional experimentation changes
traditional inservice and staff development models. It also
changes the money needed for such programs. In the year in
which we prepared to move to the block, teachers applied to be
released from their supervisory period. This time was then used
to do the research and work that needed to be done to try out
new methods. Paraprofessionals were hired to do supervisory
tasks while we were still on the traditional schedule at a cost
less than what was typically spent for outside speakers in pre-
vious staff development budgets.
We spent a lot of time searching for books and articles about
how to teach English for extended time periods, and when we
couldn't find them, we spent an equal amount of time whining
about the information we needed and the lack ofresources avail-
able. Finally, after much valuable time was lost, we went to re-
sources describing some of the general methods suggested for
teaching on the block: reading as a process; writing as a pro-
cess; integrating reading, writing, speaking, and listening; and
inquiry-based learning strategies. For example, Nancie Atwell's
In the Middle (1987) was a great source for teachers who were
unfamiliar with teaching writing as a process, and Reading Strat-
egies and Practices: A Compendium (Tierney, Readence, and
Dishner 1995) contained, as the title suggests, page after page
of reading strategies that support a process approach to read-
ing. Several teachers used Daniels's Literature Circles: Voice and
Choice in the Child-Centered Classroom (1994) to learn more about
structures for small group discussion. Ken Macrorie's The I-
Search Paper (1988) and Tom Romano's Clearing the Way (1987)
were books that addressed questions teachers had about inte-
gration, inquiry-based learning, and choices as they related to
writing. Once we became familiar with and actually practiced
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some of the methods we were learning about in these sources
for example, structures for small-group discussion; group re-
search and presentations; and strategies to support reading com-
prehension (which also promoted writing and discussion)we
were better prepared for the block schedule. As we think back
on our learning, moving to the block schedule gave us the op-
portunity to learn about, experiment with, and begin practic-
ing all of the methods we had been reading and hearing about
but had never found the time to try on a traditional schedule.
Having teachers identify issues that they want to study will
give them a starting point for change relative to where they are.
Approaching staff development as research, with teachers be-
ing given an overview of some of the instructional changes rec-
ommended for block scheduling, will give each person an en-
try point from which to ask questions related to their beliefs
and strengths and the areas they've identified as goals for
change.
It was helpful to team up teachers with similar areas of experi-
mentation. There was more of a sense of "being in this together"
and less fear of doing it "wrong."
Locating resources and arranging visits to other classrooms
while teaching a full load will shortchange the teacher learning
time that is needed to prepare for the block. Department chairs
and curriculum coordinators can best support teachers by lo-
cating important articles and strategy descriptions, and by find-
ing ways for teachers both to observe instructional approaches
and get feedback on their own.
Preparing for the block schedule through individual research
and experimentation creates teacher experts in areas of investi-
gation. Time for sharing and celebrating individual learning
with other English teachers in the department (and ideally with
teachers throughout the school) will help teachers to see their
progress while providing new information for colleagues to
consider for their own classrooms.
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3 Examining and Revising
the Curriculum

Realistically in terms of the time available to prepare for the block,
curriculum revision may need to wait. However, our experience
would lead us to believe that teachers will eventually need to

spend time revising the curriculum as they continue to learn and try
new instructional approaches while teaching on the block. In most
schools the existing English curriculum was written with the knowledge
that the primary method of instruction would be lecture, with students
being assessed through the papers they write and the exams they take.
Given the limited time that teachers have with students, and the amount
of material they are responsible for seeing that students learn, lecture
and whole class discussion are methods that best fit into the fifty-minute
(or less) class period (Canady and Rettig 1995). And the assessments that
best match this type of instruction are those in which students show that
they have learned the materialtrue/false, multiple choice, and essay
exams are the formats that can best be used within the same limited time
structures, and they most closely match the instruction provided and
content that has been taught.

Thus curriculum, instruction, time, and assessment all influence
each other in complex ways. When new ideas for instruction are intro-
duced to teachers who have only fifty minutes with students, a com-
mon question is, "How would I have the time to do this?" Conversely,
when extended class periods become a reality, teachers typically ask,
"What am I going to do with students for ninety minutes?"

Changes in instructionwhat is taught and how it is taughtwill
make changes in assessment a necessity. My own realization of this came
one semester at final exam time when I needed to write an exam for my
students. It was easy to write questions for the core (required) novels
that all students had to read. However, in my effort to incorporate more
choice into my lessons, students had also been responsible for reading
free-choice novels that either related to the themes and topics of a core
novel we had read or were written by the author of a core novel. For
the free-choice novels, I was limited to an essay question asking stu-
dents to compare the themes in the texts of the different authors they
had read, or, if they had read several works by the same author, to ana-
lyze the author's writing and discuss common elements. I wrestled with
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how I could I justify only one question for work that had been such an
integral part of what we had done all semester, and how differences in
content could be assessed on a traditional test. In this same class we had
also spent time experimenting with various strategies to support read-
ing comprehension and to facilitate literature discussions. I couldn't fig-
ure out how to assess students' understanding of their reading process
and the effective group processes they had learned. Without realizing
it, my use of new instructional methods had created the need to find
new types of assessments.

Less Is More?
Along with the realization that block scheduling necessitates changes
in instructional approachesto incorporate such methods as literature
discussions, writing in response to reading, peer responses to writing,
research, and individual and group presentationscomes the realiza-
tion that the amount of literature students read and the number of pieces
of writing they produce will need to be reduced (Wyatt 1996). Many
teachers question giving up some of the literature students are reading,
and they wonder if varying instructional methods is worth the cost in
terms of the literature students examine. They begin to feel that block
scheduling "waters down" the curriculum.

The usual response to this concern is the "less is more" adage. As
an English department, we had trouble accepting this belief at face value
and discovered that for us a better way of saying it was this: Students
are not learning less; they're learning "different." And it was articulat-
ing the "different" that helped us to see that our curriculum was de-
manding more of students in terms of critical thinking and metacog-
nition and in the written work and presentations we were requiring. For
example, using the curriculum in the way it was written on a traditional
schedule, American literature students read a Steinbeck novel and three
of his short stories, wrote an analysis paper, and took an essay test.

When the same unit and content was revised for the block sched-
ule, various instructional methods suggested for longer class periods
were incorporated. Students still read and discussed the novel in small
and large groups. However, on the block schedule, small group discus-
sions were a more integral and structured portion of the instruction than
they had been on the traditional schedule. After completing the novel,
rather than reading all of the required short stories, teachers gave a brief
description of each story, students ranked them in order of interest, and
groups were formed around each story. Students then studied their story
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and organized a presentation for the rest of the class. In many classes,
students used information from the group presentations to analyze
Steinbeck's craft and discuss and/or write a paper about common themes
found in Steinbeck's writing.

As the Steinbeck example shows, students read fewer short sto-
ries, but the "different" was that they studied one story in depth (with
most students going to outside sources in their analysis); collaborated
on the information gathered and the meanings they made of the text;
synthesized the important aspects of their learning to share with the rest
of the class; and planned, prepared, and gave a group presentation. In
this example, the "different" learning experiences we added are ones
that have always been highly valued in English classrooms. But these
experiences and demonstrations require extended time that is less avail-
able on the traditional schedule. So students are reading less literature,
but they are learning about the literature from others and doing more
with what they are reading by developing and practicing valued skills
that typically get shortchanged in shorter class periods.

With such a shift in instruction, students are no longer covering
as much content in terms of the number of books and short stories they
read, but they are learning about the dynamics of group discussion and
collaboration, practicing various approaches to group presentations, and
gaining experience in various kinds of speaking-to-learn situations (e.g.,
discussion) and in ways to inform or persuade others (e.g., in formal
speeches). A common complaint of teachers who are teaching in fifty-
minute or shorter class periods with curriculum written for that type
of schedule is that, because they are so busy covering the material,
there's no time for students to be thoughtful about what they're learn-
ing and how they're learning it. The block schedule offers teachers and
students the opportunity to reflect on the content of the course and the
processes they are using (and need to use) in order to be successful learn-
ers (Canady and Rettig 1995). Time for daily reflection on the strategies
that are helping them to learn, and those that are interfering with learn-
ing, helps students to understand their learning processes.

So, if we can't deliver the curriculum in the same ways, what do
we do? This is the question that typically begins the curriculum revi-
sion process, and if your English department is anything like ours was,
the next question to be asked would sound something like this: What
pieces of literature should our students read? The problem with this
question is that it doesn't address the major shift in thinking that goes
along with block scheduling. With extended class periods, students have
the opportunity to be actively engaged in their learning, which would
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include individual research, cooperative and collaborative interactions
with classmates, and demonstrations of understanding, i.e., perfor-
mance assessments (Fitzgerald 1996; Canady and Rettig 1995; Wyatt
1996). If students are engaged in learning in these ways, then the ques-
tion that English teachers should ask is, What do we want our students
to be able to do and understand?

Articulating Goals and Outcomes
When I first started my work as department chair at Mundelein High
School (MHS), I inherited an office packed with curriculum binders and
a storage room filled with textbooks and novels. Typically, my first task
would have been to dust and arrange these binders in some order that
made sense to me, but I didn't have time for that. I was scheduled to
meet with a new teacher to discuss the curriculum and materials she
would be responsible for teaching in the classes that had just been as-
signed to her. We began our work with the ceremonial handing over of
the curriculum binder, but what we discovered was a curriculum that
was nearly thirty years old. With the exception of the required novels,
the curriculum had been written to match the textbooks that teachers
were using at that time; as a result, the curriculum had in fact become
useless as soon as the textbooks were discarded. We had novels, but
when we looked closely at the curriculum goals and objectives, they
were specific to the suggested textbook activities; we couldn't find a
purpose to guide the reading or teaching of the novels.

The new teacher and I asked several of the teachers who had
taught first-year English in the past what the focus was for teaching Great
Expectations (Dickens 1998), only to discover that each teacher we asked
stated different purposes. One teacher focused on methods of charac-
terization and the author's craft, another had students examine the struc-
ture of the story as a way to discover how this genre typically unfolds,
and still another spent the majority of the time contextualizing the piece
in relation to the time period in which it was written and the life and
beliefs of the author.

This experience had a great impact both on my own teaching and
on my work with teachers. It was at this moment that I realized that
materials (and in most cases in English classes, this means the litera-
ture) are not as important as purpose. I also became aware of the need
for teachers to articulate and come together in their thinking on what
purposes should be guiding their teaching. Is it any wonder that we
often feel students enter our classrooms unprepared? This sense may
in fact derive more from the presence of differing teacher purposes and
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values than from a problem of teachers simply not preparing students
and students simply not learning. Our experience with this curriculum
binder also shows that a textbook-driven curriculum is outdated as soon
as new materials are purchased, unless it's grounded in a clearly articu-
lated purpose. It's possible that a curriculum can continue to guide
teachers in their instructional decisions regardless of the materials be-
ing used, if teachers have agreed upon their goals and determined out-
comes.

Ask English teachers to articulate one goal that guides their teach-
ing, and most would say that they want students to commtmicate ef-
fectively in written and spoken language. This goal could then be made
more specific for each grade level, beginning with the "exiting class,"
by asking, What do we want seniors to know and be able to do in rela-
tion to this goal? Once that question is answered, teachers could ask
what juniors would need to be able to do in relation to this goal in or-
der to be ready to accomplish the senior outcomes. This questioning
process should continue for all grade levels for each goal that is identi-
fied. (See Figure 1 for an example.)

Again, if the English teachers at MHS were typical of most En-
glish teachers facing the block schedule and curriculum revision, then
the feeling of "We don't have time for these types of discussions; we
just need to figure out what we're going to do!" will surface often dur-
ing this portion of the discussion and planning process. Eventually,
though, we were able to see how addressing these questions gave us a
framework and knowledge base from which we could determine the
changes we needed to make in the curriculum before moving to the
block schedule. And once we determined what we wanted students to
know and be able to do by the end of their senior year, junior year, and
so on, we could see instructional changes that would help students
achieve the goals and outcomes. It was then that we were better able to
plan for instruction on the block schedule. Once these questions are
answered for each goal at each grade level, teachers have a curriculum
document with a well-articulated and agreed-upon purpose to guide
the decisions they are making about the writing students will produce,
the speeches students will give, the instructional strategies that will
support them, and the materials that will be used.

Determining Assessments
Thinking about curriculum in terms of what we want students to be able
to do (performances or outcomes) at each grade level, along with mak-
ing changes in the type of work students will do to get to those outcomes
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Goal: Students are using reading, writing, speaking, and listening for learning
and interacting with others.

Objective

What do students need
to know in order to
achieve the goal?

Writing
Demonstrations/
Assessments
What do we want
students to be able
to do as writers?

Speaking
Demonstrations/
Assessments
What do we want
students to be able
to do as speakers?

Seniors Supporting generaliza-
tions about various
forms of expression
using appropriate
literary devices

Literary criticism Panel presentation

Juniors Considering opposing
viewpoints in argument

Expository essay Persuasive speech

Sophomores Using concrete
examples to support
generalizations

Character analysis Informative speech

First-Years Using details to
describe people, places
and events

Personal narrative Introduction

Figure 1. Sample objectives and assessments for one curriculum goal.

(e.g., small-group discussion, group presentation, and individual re-
search) creates the need for assessments that look different from those
English teachers have traditionally used (Wyatt 1996; Wiggins 1989).
Since the performances that would demonstrate what students can do
and what they understand cannot be fully accommodated in traditional
assessments, this is the area of the curriculum that will need the most
dramatic change prior to going to the block schedule. And, more than
anything else, decisions related to assessment will determine how to
vary instructional methods for the block.

When the English teachers at Mundelein established goals for
reading (more specifically, goals for determining whether studentswere
using reading for learning), we asked ourselves how we would know
if students were accomplishing this goal. Students could demonstrate
this skill, we thought, in their writing and in their talk. As a result, our
assessments for this goal and for the related objectives included writ-
ten responses to reading (journals, written conversation, bookmarks,
and so on) and literature discussions. (See Chapter 4 and Appendix D
for descriptions of these strategies.)

It was at this point in our discussion that we created the frame-
work for curriculum. We structured it the way we did because we were
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Goals/Objectives Demonstrations of
Learning/Assessments

Strategies Materials

Novels
Short stories
Poetry
Essays
Speeches
Children's books
Drama
Art
Music
Movies
Videos
CD-ROMs
Audiotapes

Figure 2. The framework for curriculum.

determining our goals and objectives first. (See framework in Figure 2.)

It also occurred to us that many of the instructional methods (strategies)
suggested for teaching on the block schedule that we had been using
and reading about could also be used as assessment instrumentsfor
example, our use of the reading strategy of written conversation. With
this strategy, our students wrote notes to each other about the literature
they were reading as a way to help them better understand the text
(writing to learn). What we discovered was that these products were
also assessments of their learning. In this way, we began to see that,
oftentimes, assessment and the products of our instructional methods
could go hand in hand, and in many instances were one and the same.
In other words, when instructional methods change, the products (as-
sessments) of student learning will also change. Conversely, when the
assessments change, instruction will change in order to support learn-
ers in their work to achieve the performances and demonstrations that
constitute those assessments.

We were able to fill in the first two columns of the curriculum
framework by using the decisions we had made about what we wanted
students to be able to do (goals/objectives) and how we would know if

they could do it (demonstrations/assessments). For the goal "Students
are using reading, writing, speaking, and listening for learning and in-
teracting with others," one of the objectives we identified was, "Students
are identifying and analyzing social, historical, and cultural informa-
tion in various forms of texts." (For other objectives related to this goal,
see the "Goals/Objectives" column in the sample curriculum document
shown in Figure 3.) For assessments that would show us that students
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had achieved these objectives, we decided on literature discussions,
journals, written conversations, and a strategy called Most Important
Word, wherein students identify a word that best captures the essence
of the text. (See the "Demonstrations of Learning/Assessments" column
in Figure 3. See Chapter 4 and Appendix D for descriptions of these strat-
egies.)

Identifying Strategies
When our curriculum teams met, we somehow got off on a tangent
probably the most enlightening learning experience in my teaching ca-
reer, one that continues to guide my instructional decisions today, and
one that I found particularly helpful when planning for instruction on
the block. It was a discussion about the difference between a strategy
and an activity. Several teachers defined a strategy as something you
teach students so they can comprehend their reading. Others saw it as
the way teachers approach the teaching of certain skillssomewhat
synonymous with a teaching method. One teacher disliked the term
because it was used mostly in the context of war and he hated to think
of learning as a warlike endeavor. The remaining teachers were irritated
with the rest of us for splitting hairs over words, I'm sure, but eventu-
ally everyone participated in making a distinction between the two
terms.

We decided that a strategy can be used to support and enhance
the construction of understandings; it can also be individualized for spe-
cific student goals and/or difficulties, and it can be applied to new learn-
ing situations. In contrast, an activity is something that teachers might
plan into a lesson to create interest in a topic or to change the pace of a
lesson, but the student would not be expected to transfer the activity to
another learning situation as a method to support learning. The key
distinction between these terms in relation to block scheduling is that
strategies can be applied to new learning situations, whereas activities
are more or less specifically designed for the moment. A teacher who
understands and is comfortable working with a repertoire of strategies
can make adjustments and create variations to fit the contexts of spe-
cific classes, to meet the needs of learners as well as to generate contin-
ued interest.

An example of a strategy that Mundelein teachers use with first-
year students on the opening days of school is to have each student in-
terview another student in the class, organize the information he or she
learned about the person in a cluster or web, and then introduce that
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person to the rest of the class. Students learn that interviewing is a valu-
able source of information and that researchers (learners) don't always
have to turn to books to learn. The students also use clustering as a way
to pull the pieces of information gathered into some type of organiza-
tional structurea strategy that can be used both in gathering informa-
tion from various sources and in presenting information, whether in
writing, speaking, or other formats where ideas need to be organized.

Another way some teachers approach the same opening day is
to have students sit in a circle. The first person says his or her name along
with an adjective. The next person says his or her name with an adjec-
tive and repeats the first person's name and adjective. The same repeti-
tion continues around the circle with a new name and adjective being
added with each person who shares. Using our definitions, this would
be considered an activitysomething that is fun and creates interest,
but not an instructional method that could be used to support student
learning.

As stated in the previous section, most strategies can also be
assessed. They can demonstrate a student's understanding and skills.
In the interview and introduction example, the cluster could be an as-
sessment related to a student's listening and organizational skills, and
the introduction could be an assessment of a student's ability to use lis-
tening to learn as well as the student's strengths as a speaker.

With these definitions in place, we then asked ourselves what
strategies would help students to make progress toward the assessments
we had identified. One strategy that teachers identified as helping first-
year students prepare for their personal narrative was freewriting. (See
Appendix D for a description.) While reading Annie Dillard's An Ameri-
can Childhood (1998), M. E. Kerr's "Where Are You Now, William
Shakespeare?" (1983), and selected chapters from Maya Angelou's I
Know Why the Caged Bird Sings (1983) and Sandra Cisneros's The House
on Mango Street (1984)all are personal narrativesteachers had stu-
dents write about some of their own experiences. These freewrites of-
ten related to events that were similar to what students were reading
about, or to personal stories they had thought about while reading. Stu-
dents who had trouble thinking of something to write about were di-
rected to go back to their introduction clusters for stories that emerged
during the first-day interviewing strategy.

After completing the required readings, teachers had students go
back into the literature to deterinine some of the common characteris-
tics of the stories they had just read. By analyzing common structures
in the personal narrative genre and approaches the authors had used
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to craft their stories, students developed criteria for writing an effec-
tive personal narrative and then used these criteria when going back to
one of their freewrites to create a rough draft (Cleland and Wirt 1995).

In sophomore English classes, the strategy of written conversa-
tion was used to provide students with the experience of writing to an
audience, in this case their reading partners, which gave them a reason
to use examples to support their opinions about the texts they were read-
ing. And, when teachers instructed students to focus on characters when
they wrote to their partners, the students were practicing much of what
they would do later in their character analysis essays. Curriculum revi-
sion can be another way in which teachers prepare for block schedul-
ing. For example, in the case of our English department, a list of instruc-
tional strategies and alternative forms of assessment that we had read
or heard about became topics for individual inquiry. After nearly two
months of research, each teacher reported back to the group, and deci-
sions were made about the types of strategies (see Appendix D for a list
of strategies) that would best support students in achieving the assess-
ments and/or goals we had settled on. We also considered our major
concern with moving to the block when considering and later choos-
ing strategies: Would the strategy help us to vary instruction while teach-
ing extended class periods? Strategies that seemed as if they would
support students in achieving the assessments and goals were added
to the "Strategies" column of the unit (see Figure 3).

Choosing Materials
Finally, we got to the place in our curriculum revision and writing where
we had wanted to be all along. We were ready to examine the content
and materials in the existing curriculum documents to determine what
would best help students to achieve the goals and performances we had
identified for the curriculum we would use on the block. We were now
looking at materials in a more purposeful wayas "vehicles" for help-
ing students to achieve the identified assessments (Tafel 1992). Since
much of what we were reading and hearing about teaching on the block
related to covering less in terms of the literature read, this was an espe-
cially helpful decision-making consideration. With this new lens
through which to look at materials, we were able to decide that some
texts should remain in the new curriculum document and some needed
to be discarded to make room for new content and materials.

By expanding our resources to include nonprint texts, we discov-
ered that we could create more opportunities to vary instructional ac-
tivities on the block schedule. Using speeches (written and recorded),
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music, children's books, artwork, live performances, video, CD-ROMs,
and the Internet as sources of information required different instruc-
tional approaches and in some cases different settings which helped
break up the ninety minutes. The music and videos identified in the
sample unit "How Does the World Work?" (Figure 3) created variety in
instruction, for example, when teachers began the class period by play-
ing the tape recording of the song "Your Time Will Come" and having
students follow along with the printed lyrics. Students then underlined
portions of the lyrics that indicated what the musicians might be say-
ing about how the world works and then wrote interpretations in the
margins. Viewing the video "Separate But Equal" provided the students
with an alternative text from which to construct an answer to the unit
question, and, by stopping the video periodically and using the Say
Something strategy (wherein, after a portion of the text is read (or, as in
this example, viewed), two or more learners stop to say something to
each other), students were discussing the information being presented
on the tape.

The materials that were chosen served as a source of information
related to the unit questions, but, as described earlier with the first-year
personal narrative, most of the written texts students were reading were
also chosen because they were models of the types of writing that stu-
dents were going to be required to produce. These pieces of literature
served as models that would help students to analyze and see the dif-
ferent approaches that authors used to write the types of pieces we were
expecting them to create. Using the literature as a model for some of
the writing that students would do helped them to develop a set of cri-
teria for the components of effective essays of the types they would be
writing. For example, since students would be writing personal narra-
tives, the autobiography Black Boy and several short-story personal nar-
ratives were chosen as required readings (see sample curriculum docu-
ment in Figure 3). Students used journal writing, written conversation,
and freewriting to make personal connections during and after their
reading, and these responses to literature became sources of topics for
the personal narratives they would write later.

What We Learned

Grade-level teams need to talk to each other throughout the
curriculum writing process. Even though we had created what
we came to call a backward map of the outcomes at each grade
level, we had first-year teachers revising first-year curriculum,
sophomore teachers revising sophomore curriculum and so on.
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If teachers are sharing their thinking throughout their planning
and writing, then they can make decisions about unit themes
(or, in the case of our curriculum, unit questions), instructional
strategies, and materials in a connected and coherent way. We
discovered that sophomore teachers were considering more of
a world literature focus with their question "How does the
world work?" whereas junior teachers were going to stay with
their American literature focus by using the question "What is
democracy?" These decisions had an impact on what first-year
teachers considered for their unit question and the types of lit-
erature they would consider for their units. First-year teachers
had been using a strategy called Authors' Circle (see Appendix
D) for helping students during the revision process and they
listed this in their curriculum document. To stop using this strat-
egy during the subsequent years, once students had become
familiar with the procedure and had developed a common lan-
guage around it, would be to discard skills and knowledge that
students were bringing to the next grade level.
As English teachers, we tell our students that there is no such
thing as a true final draftwe can always go back into a piece
of writing and make changes. We find it difficult, however, to
allow ourselves the same flexibility with our curriculum writ-
ing. As our superintendent reminded us, curriculum will never
be "perfect"at best it is a well-revised "draft" that will un-
dergo further revisions as teachers learn more about block sched-
uling, alternative assessments, and various approaches to in-
struction.
The type of curriculum revisions that will need to be made prior
to moving to the block can take place on early dismissal days
or on an inservice day here or there, but this would not ideally
support the in-depth discussions that are needed. We recom-
mend doing curriculum revision work during the summer prior
to block scheduling and doing further revision during the sum-
mer following the first year of teaching on the block. Many
school districts apply for grants in the beginning stages of pre-
paring for the block so that teachers can be paid for this work
outside of the school day /year. Other districts see this type of
work as staff development and use their budget to pay teach-
ers for curriculum revision rather than paying for inservice guest
speakers.
Clerical support is essential. Our curriculum planning and writ-
ing sessions were initially planned for full days, but we quickly
discovered that we were less than productive after four hours.
Our brains seemed to match the scribblings, notes, and papers
that were scattered all over our worktable. During the first sum-
mer in which we revised curriculum, one of us always took our
notes home to type and make sense of our ideas. These fresh
drafts were the starting point for our next planning session.
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Later, once we had the framework (see sample curriculum
framework in Figure 2), we were better able to focus our dis-
cussions, and we budgeted for clerical help to do the typing of
units and support materials. As the curriculum development
progressed, there were other needs, such as: typing descrip-
tions of strategies; photocopying selections of stories and po-
ems from our classroom sets; creating files of materials for each
unit; assembling curriculum binders for each teacher and for
the district office; and ordering and processing new supplies
(e.g., some strategies required the use of newsprint, markers,
colored pencils, and other supplies that had not been previously
used in most English classrooms), professional books, and vid-
eos, posters, music, and other nonprint materials (where print
sources used to be our only core materials, these new items were
now part of the required curriculum). This type of support
helped teachers to focus on the other work that ended up on
our "To Do" list. For example, one teacher chose to find more
music with lyrics to add to our enrichment list. Another teacher
read several collections of short stories by multicultural authors
and reported back to the group on titles that best matched our
units, and still another teacher investigated the multigenre pa-
per (Romano 1987)something several teachers had heard of
and thought might work well with the sophomore curriculum.
Without clerical support, we wouldn't have had the time for
this much-needed work.
The ideal curriculum for the block schedule can't be created in
the first year, even if the teachers are knowledgeable in the use
of diverse methods and alternative assessments. There just isn't
enough time to gather and organize all of the materials from
various sources, change assessment instruments, and so on.
Once the curriculum is planned for the block schedule (actu-
ally, this recommendation also applies to curriculum that has
not undergone revision), it should be roughly mapped out on a
calendar. This was particularly true with the 4x4 block sched-
ule, where a full year of English is taught from August through
December or January through June. One teacher said that, in
the traditional mode, she usually got through the first novel
and all of the short stories by Homecoming. On the block sched-
ule, Homecoming approached and she thought she was mov-
ing through the curriculum just as she should until she realized
that she should have been halfway through the whole "year."
The research paper was usually a project that was introduced
before spring break, and now she had to begin it before Thanks-
giving. This is not to say that each day should be planned with
precise activities for the entire course, but we discovered that
certain major events in the school year had become guideposts
indicating where we needed to be. By placing major demon-
strations/assessments on a calendar, we were better able to see
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where we needed to be at a given time. See Appendix E for a
sample of how the sophomore curriculum shown in Figure 3
was mapped, beginning with December and working our way
back through to August.
Divide by two! The type of mapping suggested above helped
us to see that our love of literature and our need to hang on to
all of our favorite stories, poems, and novels creates a curricu-
lum that needs to be divided by two!
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4 Varying Instructional
Approaches

Teaching the literature of various time periods, authors, genres, and
themes, and providing experiences and assistance with the struc-
tures for writing and speaking, encompass most of what an En-

glish teacher does. As a result, deciding how to vary instructional meth-
ods in the teaching of content and skills related to these materials and
assessments will be the primary concern and focus of English teachers
when they prepare for block scheduling. A list of methods, along with
descriptions of activities, would help teachers prepare for instruction
on the block in the short term, but once these activities are used over a
period of time teachers and students will become bored. And if the ac-
tivity doesn't connect to a bigger picture, it will seem like just some-
thing to do to break up the class period but not necessarily very pur-
poseful or connected to the what or why of the content or skills being
studied. This chapter, then, will provide suggestions and ideas for de-
veloping focused instructional strategies to use on the block schedule
within a framework that will be generative of new approaches.

Looking at reading, writing, and speaking as processes where
students create meaning and demonstrate their skills and the under-
standings they've constructed creates a context from which to vary in-
structional approaches. Framing instruction around what learners do
when they approach a text (one they're reading or one they're creating)
can be a guide for choosing methods. Making the "things" that read-
ers, writers, and speakers dothe strategies they use to make sense of
textmore visible, even making them an explicit part of the lesson
allows teachers to vary instruction in a way that will continue to pro-
duce ideas for new approaches while supporting students in their learn-
ing of the content and skills of the English classroom.

One reading strategy that most English teachers are aware of and
use with students is KWLwhat I know, what I want to know, what I
learned (Ogle 1986). This strategy highlights some of what readers do
while reading, and I used it often during the first months of teaching
on the block schedule, because the steps involved in using the strategy
incorporate a variety of instructional approaches that could be com-
pleted in one class period. As a way to introduce some of the short sto-
ries in the unit "How Does the World Work?" (see Figure 3 in Chapter

4 4



32 "What Do I Teach for 90 Minutes?"

3), I had students brainstorm all they knew (K) about the difficulties that
immigrants have in fitting into the mainstream American culture, a topic
related to some of the texts they would be reading. (Of course, in our
brainstorming, we also had to define what the mainstream culture was.)
Students worked in small groups and listed their ideas on newsprint to
share with the rest of the class. Another option would be to have them
work as an entire class to generate the ideas while you record them on
an overhead or on newsprint.

Next, students generated a list of questions about the topic, re-
lated to what they wanted (W) to know. Again, I had students generate
these questions in small groups, but I could have done it with the en-
tire class working together. I instructed the students to use the ques-
tions they'd recorded to guide their reading of one of the short stories.
They should be looking for answers to their questions, I told them, re-
alizing that not all questions would be answered and that some new
ones would arise. Students recorded the answers they found, along with
new questions (and answers), on a chart I had devised for this experi-
ence, but they could have just as easily done this work in their journals.

After reading the short story, students shared their answers
what they learned (L)in small groups, but again, this sharing could
have been done with the entire class. At the end of the ninety-minute
class period, students wrote a journal entry in which I asked them to
reflect on their learning about the immigrant experience and on how
the KWL strategy had worked for them.

I have described this strategy for several reasons. First, it shows
how a strategy can guide the planning of a ninety-minute lesson and
provide the basis for varying instruction. Second, this strategy highlights
some of what readers tend to do before looking at the print on a page
or after setting the text aside. Reading isn't something that happens just
while the eyes are moving across the page. By asking "What can I do to
help my students better understand the text before they read?" teach-
ers can begin to find ways to support comprehension and vary instruc-
tion (Crafton 1982). Asking what can be done during and after reading
will guide teachers in the same way. Third, this strategy shows that read-
ing, writing, and speaking are not separate and distinct processes. Al-
though in this case one entire class period on the block was used to read
one short story, the students were also involved in group discussion
(speaking), and they were writing. Fourth, the KWL strategy demon-
strates the approximate thirty/thirty/thirty division of time that is use-
ful when first beginning to teach on the block schedule. That is, in this
example, approximately thirty minutes were used for prereading, thirty
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minutes for reading, and thirty minutes for after-reading discussion.
Breaking instruction into these thirty-minute chunks makes the ninety-
minute period easier to manage when first teaching on the block sched-
ule. Finally, though the KWL strategy was explained in terms of read-
ing, it is a strategy that can also be used with writing and speaking. As
students prepare for research papers or informative speeches, they can
ask: What do I know about my topic? What do I want to know? And,
What did I learn? For example, in my sophomore English class, after
reading Night (Wiesel 1960), The Children's Story (Clavell 1981), "Open
Letter to a Young Negro" (Owens, 1970), poems and artwork created
by children during the Holocaust and collected in I Never Saw Another
Butterfly (Volavková 1993), and a collection of current news articles and
editorials, students chose a social issue that they had read about and/
or were interested in investigating. The first day of research (again I used
the thirty/ thirty/ thirty timeframe for planning) began with students
listing and writing out what they knew about their topic. Next, they
generated a list of questions, and, during the final thirty minutes, stu-
dents went to the library and/or computer lab to locate one source that
might answer some of their questions. During the first thirty minutes
of the next class period, students read from their sources, and they spent
the second thirty minutes writing what they had learned. The final thirty
minutes were set aside for individual choices that included more read-
ing, obtaining another source, revising questions, or continuing their
writing. (This and many other strategies mentioned in this chapter are
discussed further in Appendix D.)

Reading as a Process
Many English teachers recall the moment in a college or high school
English class when they realized from a discussion that there was so
much more to literature than the literal meanings they had previously
been getting from their reading. Invariably, this moment occurs in a class
discussion when several people find special meaning in something that
others hadn't noticed or considered important. Usually a debate of sorts
ensues, with multiple interpretations being offered, which in turn leads
to other connections to the text, comparisons to other texts, and, possi-
bly, what is known about the author. These connections lead to more
debates with even more ideas being generated. Some English teachers
identify this exchange as the moment when they decided to become an
English teacher. It's this passion for the ideas that can emerge from read-
ing that English teachers hope to produce in their classrooms. But this
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type of talk doesn't just happenit occurs because readers have reached
a certain level of sophistication in how they examine and interpret text,
and/or because the teacher has established the conditions necessary for
this to happen by supporting readers in the process.

Usually, the first reading of a text is aimed at understanding. Af-
ter readers develop basic understanding, then they can examine the
piece and study it in ways that allow them to notice, among other things,
the author's craft, compelling story lines, and specifics about charac-
ters. If readers are supported in making sense of the text first, then they
can shift their focus to studying it as a piece of literature that holds many
varied interpretations (Smith 1995). In other words, readers will be able
to see what they couldn't see when they were working to understand.

Many of the reading strategies described below can be used to
support readers in their attempts to understand, and to push them to-
ward more sophisticated thinking. In deciding how to support reading
and vary instruction on the block at Mundelein High School (MHS), we
turned to books and journal articles, suggestions by colleagues at our
school or at conference sessions, and methods we observed other teach-
ers using. Just as many of these strategies, however, derived from ideas
that emerged once we started paying attention to what we did as we read,
and then devising an instructional approach that pushed our students
to do the same thing. By always asking the students how a strategy
helped them, and what they liked or disliked about it, and why, we were
able to revise some approaches, discard others, and create new ones.

Before Reading

When planning a lesson for teaching a piece of literature on the block
schedule, teachers now have time to introduce the piece in any number
of ways. This introduction can be a way to help readers begin to de-
velop art understanding of the text before they read it. This is not a new
idea in teaching literature, but the difference here lies in the fact that
we are using the reading process to guide and help make decisions about
how the text is introduced. For example, readers usually preview a text
in some way prior to reading. This preview may cause the reader to
visualize the setting and some of the events that may take place in the
story. Other elementsauthor's name, the copyright, the genre in which
the piece is writtenalso contribute to the meanings readers make be-
fore actually reading the text. Using this kind of knowledge of how read-
ers work to comprehend can help us develop instructional strategies that
will highlight these processes.
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Seeing the story as it evolves is an important comprehension strat-
egy that can't be tapped if the story is outside the experience of the
learner. That's not to say that if readers haven't been to the place in the
story or experienced the same events in their lives they can't visualize
the text. But, if they've never even seen a picture or can't bring one to
mind, the reading would be similar to the experience of hearing a de-
scription of a friend's trip to a foreign country without being able to look
at pictures of what is being described.

One way to fill this gap is to incorporate artwork, photographs,
and videos, which can help students visualize period dress, geography,
living conditions, and so on. For example, during a social justice unit
titled "How Do We Create a More Just and Equitable World?" we put a
collection of large, black-and-white commercial prints of the Holo-
caustliving quarters at the concentration camps, the gas chambers, the
room of shoes, and the train carson classroom tables prior to the stu-
dents reading of Night (Wiesel 1960). Students examined these visual
"texts" and talked about them with other students at their tables. Groups
of photos were passed from table to table, with students continuing to
talk about what they were seeing and thinking. After examining these
pictures, students were better able to predict some of the events that
might take place in the story, and they said they could see what was
happening as the author described the concentration camp, the living
conditions, and the people.

When reading several essays and short stories about American
Indians, one teacher 's personal video of a drive through the reserva-
tions north of the Grand Canyon helped students to better understand
the perspectives that were depicted in their reading. Being from the
Midwest, they imagined land to be the type that they were used to see-
ingflat, rich black soil filled with row after row of corn and beans. The
poverty of the land and resources on the reservation was something they
couldn't have imagined without pictures.

Brainstorming strategies for situating the text in the historical and
societal time period is another way for readers to begin to understand
the text before reading. Strategies similar to the K portion of KWL tap
into what students already know about a topic. Readers might make a
list or a cluster/webabout, for example, the role of women in society
during the time period in which Kate Chopin wrote or about the time
period in which A Doll's House (Ibsen 1992) was setas a way to begin
thinking about how the characters might be depicted and/or what state-
ments the author might be trying to make in the work. Similarly, many
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students don't get a full understanding of A Separate Peace (Knowles
1985) until they recall and/or learn more about private boarding schools
and the society that typically comprises the population of students at-
tending them. Students could begin a cluster based upon what they
know and then add to that cluster while watching a series of film clips
in which boarding schools are depicted.

By conducting mini-research-investigations prior to reading sev-
eral related pieces or a novel, readers can gain background information
that will support their comprehension. For example, in preparation for
reading Kaffir Boy (Mathabane 1998), a sophomore English class
brainstormed all they knew about South Africaits history, govern-
ment, and people. They discovered that they couldn't recall very much.
Before beginning the book, then, partners chose topics and went to the
media center to find answers. This was truly meant to be a mini-re-
search-project, so the students had thirty minutes to do their research,
and another thirty minutes were spent with partners providing the class
with the answer(s) to each question. Many of the artifacts of this inves-
tigationmaps and pictures, in particularwere attached to the class-
room bulletin board set up for the novel.

Videos and audiotapes can help students hear the language of the
text. Having students watch the video of one of Shakespeare's plays
prior to reading another one of his works is a common way to help stu-
dents who are unfamiliar with the language; at MHS, this was particu-
larly helpful for our second-language students. At the same time, we
knew that if we wanted our students to become better readers, they
needed to read, and showing videos took away from reading time. On
a traditional schedule, watching a video could take nearly four days of
class timetime enough for students to read and discuss two to three
short stories. On the block schedule, however, only one class period
would need to be used, and, even though the video took the same num-
ber of minutes, it felt like we were using less time because it was con-
solidated into one block. In addition, we discovered that we made up
for the lost time once we got to the required readings, because students
weren't struggling so much with the text. After listening to several of
Edgar Allan Poe's works on audiotape, for example, students read other
works by the same author with the voice of the dramatic interpretation
in their head. And once the students heard Luis Rodriguez read some
of his poetry, they were able to read more of his poems with the same
volume, rhythm, and articulation in their minds.

Another way to help readers begin to comprehend the chosen text
before they begin reading is to explore poetry and children's books on
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related themes. We discovered one approach for using poetry and
children's books to introduce a novel in an overwhelming moment when
we were just trying to get bya revised curriculum and a new sched-
ule had left us with little time to gather together these types of resources.
Knowing we wanted to introduce the core novel by reading some po-
ems that were thematically related, but not having time to gather ap-
propriate selections, someone suggested asking the librarian to pull
some of the best collections together and put them on carts. These were
wheeled into our rooms and students spent thirty minutes going
through the books at their tables in search of poems that depicted sev-
eral of the themes identified in the book they were about to read and
marking the ones that seemed to fit. Students then shared their favorite
poems with others at their table and from these chose one that their
group would read to the class. Not only did the students enjoy this strat-
egy (which we continued to use), but also we were able to compile a
list of titles for future reference in much less time than it would have
taken us alone.

We used a similar strategy with children's books when beginning
a unit geared to the question "What is culture, and how does it influ-
ence us?" Not having a collection at school, we asked students to bring
in some of their favorite childhood books. Students shared their books
at tables, and then we examined them from a critical perspective to iden-
tify "lessons" the stories taught us about "right" and "wrong," gender
roles, and how cultural beliefs shape who we are. Again, many of these
titles were added to our enrichment list, saving us a lot of planning time
the next time we taught the unit.

All of the prereading strategies suggested here focus readers by
highlighting important aspects of the text they will be reading. What
readers bring to the text will influence their interpretations. Give read-
ers a text to read for a test, and they will read differently and take away
different information and ideas than they would if instructed to read
for discussion or debate. If students are reading to gather information,
they should be told to read for that purpose, and they might even be
given information-gathering strategies that might be helpful. Students
reading a,variety of coming-of-age stories could record the similarities
and differences in the characters' experiences by using a
T-Chart during and after reading, if they know that this is a purpose
that should be guiding their reading (see Appendix D for further dis-
cussion of this type of approach).

One strategy that both sets a purpose and helps guide readers
through the text is Perspective Taking. Roles can be assigned to students
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before they begin reading, and students then try to read the text as the
person whose perspective they are taking would read it. One of the fa-
vorite children's books that students brought from home was The Giv-
ing Tree (Silverstein 1964). This book was read aloud after students chose
the perspective of the tree or the boy. The discussion that followed the
oral reading ranked as one of the most spirited and engaging conver-
sations students had. Some students were mad because we had "ruined"
one of their favorite childhood storiesthey could never think of it in
quite the same way again. Many of the boys in the class were uncom-
fortable with the feminist perspective that emerged, and a few students
were able to see the parent-child relationship in a different way after
discussing the book. Students who had been reluctant to share even one
idea during discussion now engaged repeatedly. They said this was due
in part to the fact that they had identified with their character and that
they felt comfortable sharing because they were the experts on their
perspective. Another use of Perspective Taking is to create character
scenarios, where brief situational and attitudinal descriptions are dis-
tributed to students prior to reading. A third approach is to have stu-
dents choose a type of personsay, an artist, a coach, or a news re-
porterfrom a list that the class develops, and a fourth option is to have
students assume roles of characters and/ or authors from other litera-
ture they've read.

During Reading

One of the best things about block scheduling is that time is now avail-
able to engage in one of the activities English teachers most valueread-
ing. Since it's difficult on the traditional schedule to justify spending a
whole class period reading, this activity becomes one of the most com-
mon homework assignments. It's unfortunate that what we value is
what we have students do outside of school. With the extended class
periods that block scheduling offers, a portion of the period can be used
for reading, which can be followed by discussion. This not only shows
students that we value reading, but it also assures that all students have
read, which facilitates better discussions for comprehension, because the
text is fresh in the minds of readers and the questions are freshread-
ers are still curious about the answers.

Most of what readers do while reading takes place in the head,
but there are some instructional strategies that can support comprehen-
sion while students are reading and provide variety in the day-to-day
methods that are used on the block schedule. Any format for recording
ideas after reading can (and probably should) be used while readers are
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reading. Again, the ideas for strategies to use while students are read-
ing come from teachers being aware of their own processes and then
determining ways to replicate these processes in their instruction.

In most schools, students don't get the opportunity to read in
authentic ways, because they don't own their texts. One of those au-
thentic approaches is to mark up the text. How can they learn highlight-
ing or underlining skills, or writing in the margins, unless we give them
texts with which they can do this? Photocopying short stories or an oc-
casional chapter from a novel and leaving wide margins gives readers
a chance to record their thoughts while reading.

Self-stick notes are another way to mark a text while reading. Stu-
dents can identify portions of the text that they want to reread or where
they had questions, found information related to their purpose for read-
ing, discovered an interesting quote, or located items they want to share
at discussion time.

Writing or representing ideas in some fashion while reading is
another strategy readers use while reading. Journals or learning logs,
Bookmarks, and Written Conversation (see descriptions in Appendix
D and in the next section of this chapter) can all be used as readers think
of something that deserves figuring-out time or generate ideas they want
to hold on to. Many students prefer to draw an image that comes to
mind, a symbol representing an idea that was considered, or a meta-
phor they've thought of. A strategy called Sketch to Stretch (Harste,
Short, and Burke 1988) provided the best version we found of this pro-
cess. Students can record sketches in their journals or on a sheet of pa-
per kept next to them or tucked into a book while reading.

Stopping while reading and talking about the text is another strat-
egy readers use to help them comprehend while reading. Say Some-
thing, a strategy where a portion of the text is read and then two or more
readers stop to say something to each other, is another during-reading
strategy that can help students comprehend the text (Harste, Short, and
Burke 1988). This can be done with a short story or informational piece
where sections or pages are read silently (or aloud with a partner) and
then students stop at agreed-upon points to talk before proceeding with
the next part of the text.

Say Something is particularly effective to use while reading a text
aloud to the class. Our students, regardless of grade or ability level, like
to have the first chapter of a novel read aloud as a way to make sure
they are understanding. This strategy can generate interest from the
beginning of a novel, and sometimes it is needed in order to motivate
many students to continue reading. We also found that reading the last
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chapter aloud and stopping at various points to have students talk to
each other, or "say something," was an effective and exciting way to
end the book. ReQuest, a strategy used in much the same way as Say
Something, focuses on reciprocal questioning during reading as a way
to support student understanding of difficult texts.

As stated in the previous section, the purpose that has been set
prior to reading can guide the way readers approach the text and the
ideas they pull from it. For example, when we had students reading a
text for characterization, we gave them a Graphic Organizer on which
to record the information as it was uncovered in the text. Teachers teach-
ing the elements of plot might provide a Graphic Organizer of some sort
that would help students record information as the plot unfolds in the
story and thus would serve as a guide during reading.

After Reading

The purpose that has been established before reading should guide what
is done after reading. Students can use writing or any other form of rep-
resenting their ideas after reading in many of the same ways suggested
in the "During Reading" section. The difference might be that when
using these strategies after reading they would explore ideas in more
depth or detail. And again, students will often share their after-reading
ideas with other learners.

One strategy we used for having students record their ideas dur-
ing and after reading chapters in a novel is called Bookmarks (Watson
1978). Cutting 81/2-by-11-inch sheets of paper in half lengthwise creates
two bookmarks that students can use for the same type of writing that
they might record in a journal. The difference is that these are often more
easily available if they are placed inside a novel. We found this strat-
egy useful when we were first having students write in response to their
reading, because the size of a bookmark was less intimidating than a
full sheet of paper. This was also a strategy to get students to write dur-
ing reading (because a bookmark was right there in their book). As an
after-reading strategy, we required one bookmark for each chapter.

Written Conversation (Harste, Short, and Burke 1988) is an after-
reading strategy that students particularly enjoy because it capitalizes
on an activity they engage in quite naturallywriting notes to their
classmates. In this strategy, readers simply write a note to a partner af-
ter reading and then exchange notes and write a response. These con-
versations can take place on paper or on computer and can be exchanged
with someone else in the class or someone in another class.

5 3



Varying Instructional Approaches 41

Since a portion of the curriculum at Mundelein identified core
pieces that all students would read, we could arrange to read some of
the same materials on the same day and exchange notes between, say,
third-period junior English classesit simply required that notes were
ready to pass across or down the hall at an agreed-upon time. Another
variation of this strategy is to take students to the computer lab to write
a note and then do "musical chairs" as a way to move to another com-
puter and respond to the original author 's ideas. Of course, partners
can also be assigned, and, for most students, this provides a different
learning experience, since writing to someone you know is different
from writing to an unknown partner. Written conversation beyond the
classroom can also be done through e-mail exchanges. Yet another op-
tion begins with the teacher, who writes the first part of a letter on a
sheet of paper that is then photocopied for each student in the class (it
can also be written on an overhead transparency). This approach can
help assure that students notice or consider certain aspects of the text
that the teacher thinks are important.

In order to study literature beyond "just understanding it," read-
ers sometimes need to go back into the text to reread. One strategy that
students enjoy is what we termed Quote-Response. With this after-read-
ing strategy, readers go back into the text and pick a quote from the read-
ing. This quote might be a favorite line or the sentence that best answers
one of the class questions. It might also be the passage that best depicts
the theme or best describes a character. Again, whatever purpose has
been set could guide the choices students make. Once students have
chosen their sentence, they should record it in some way and write about
it. This strategy is a great way to have students prepare for and enter
into discussion, which often begins by students sharing their quote and
talking about it.

A variation of this strategy is Most Important Word (Padak 1992),
wherein the reader describes the essence of the chapter, story, or essay
in one word. We usually had students write their word on an index card
and then flip the card over to list the reasons for their choice. The stu-
dents then entered discussion by telling the group their word choice and
sharing their reasons. At the end of discussion students could choose a
new word or stay with their initial word, or the group could work to-
ward consensus on a word. Their final choices and their reasoning could
be recorded on a piece of paper, either in their journal or on a new card.

Save the Last Word for Me (Burke in Harste, Short, and Burke 1988)
is an approach for sharing quotes identified when using the Quote-Re-
sponse and Most Important Word strategies. Students bring their chosen
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word or quote to the discussion, and other group members respond.
After everyone has shared their reaction or the meaning elicited from
the quote or word, the person bringing the chosen text to the discus-
sion gets to have the last word.

Most Important Word is especially useful in helping students
make sense of and discuss poetry. Copies of poems can be photocop-
ied, and a Most Important Word can be chosen for each stanza and
written in the margins. This can be done individually, with a partner,
or in groups. After determining the meaning of each stanza, a word can
be chosen for the poem as a whole.

Most of the after-reading strategies described here can be taken
into discussion as springboards for the ideas that are shared. For ex-
ample, with any of the writing-to-learn strategies, students could mark
one or several of their ideas to share with their group by highlighting,
underlining, or starring these in their writing. After discussing these
ideas, students can record the ideas that were generated by the group
in response to the ideas they brought to the table.

If a theme or unit question has been identified as a focus for the
materials students are reading, a portion of some discussions could fo-
cus on how the text relates to the theme or helps to answer the unit
question. Again, the purpose that has been established before reading
should guide what is done after reading.

Another format for discussion is to have students draw symbols
or sketches to represent the theme, or a character, and then share their
results with the group. Using the Save the Last Word for Me process,
each group member explains what he or she sees in the symbol or sketch
and offers an interpretation of what is being depicted. After everyone
has talked about the drawing, the person whose sketch is being dis-
cussed tells the group what he or she intended and shares any new ideas
sparked by the discussion.

Posting questions on an inquiry board whenever they arise is
another strategy that was easier to use once we were on the block sched-
ule. When questions arose that couldn't be answered during discussion
or while reading, we wrote them on pieces of construction paper and
attached them to a bulletin board created especially for this purpose.
Eventually, these questions were used for a mini-research-experience
where students chose a card from the board, spent a portion of the class
period finding an answer, and then explained the answer in an im-
promptu speech.

Below are two sample lesson plans that incorporate some of the
suggested before-, during- and after-reading strategies.
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Day 1

30 min.

45 mM.

15 min.

Day 2

5 min.

Read children's story aloud to the class using Say
Something strategy.

Read Chapter 1 of novel aloud to students.
Written ConversationHave students write notes to
assigned partners, exchange, and write responses.

Identify areas in Written Conversation to discuss in
small groups.

20 min. Discuss Chapter 1.
35 min. Read Chapter 2 (identify purpose for students so

they can focus their reading).
10 m.in. Quote-ResponseHave students go back into the

text to find a quote that best matches the purpose
that was set.

20 min. Share quotes in discussion.

What We Learned

Using reading strategies as a way to vary instruction on the
block cart promote the teaching of reading and improve stu-
dents' reading skills. By the time our students were juniors and
seniors, they read more and were reading more difficult mate-
rials than they had been prior to the changes we made in our
instruction. Any loss of content (literature) caused by focusing
on before-, during-, and after-reading strategies was more than
made up for over time.
Taking time during department meetings to talk about the strat-
egies we were using helped us to see that there are many ways
in which teachers can approach a strategy. Again, this was one
of the most beneficial ways for us to continue to prepare and
continue to learn new and varied approaches for teaching on
the block. The strategies we discovered and shared were writ-
ten up and compiled in a strategy book (a project one teacher
took on for a graduate class) as we learned more about reading,
discovered new variations, and gathered student samples.

Writing and Speaking as a Process
Writing and formal speaking are discussed together, because the end
product of both processes is a text in either written or spoken form.
Preparation for formal speaking assignments usually requires that
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students create a written draft that goes through much the same pro-
cess that other types of written texts go through. With the exception of
how the final draft is delivered, many of the genres or formats are simi-
lar for writing and speaking.

On a traditional schedule, teachers usually discuss in class the
topics for writing and speaking as well as the specific formats to be used,
and students typically produce the assignment as homeworkagain,
as with reading, time constraints cause us to relegate what we really
value to the realm of homework. On the block schedule, however, time
is available for writing and preparing speeches during class. As sug-
gested with reading instruction, teachers can examine what they do
before, during, and after drafting a text as a way to create instructional
strategies that both support writers and vary instruction. Much has been
written about the various prewriting, drafting, revision, and editing
"stages" of writing, and most teachers have incorporated these or re-
lated strategies into their writing instruction.

The teachers at Mundelein had been highlighting the writing pro-
cess for many years before going to the block schedule, but we had never
had the luxury of putting all of the parts of the process together for stu-
dents during one class period. Typically, we had provided instruction
on format and put students through prewriting activities during one
class period, then required that they write a draft as homework. The
next day, we would try to do some form of peer feedback so that stu-
dents could get ideas for revisions that they would work on as home-
work. (I use the word "try" because theoretically we believed in the
value of peer feedback, but instructionally it was never one of our strong
points.) So, when we started planning for the block schedule, we de-
cided that we would look at everything writers do when they write as
a potential in-class activity that we could highlight in our instruction,
realizing that our biggest challenge was figuring out how to improve
our methods for helping students learn to revise their work.

Because we could go directly from a prewriting activity to writ-
ing a rough draft in the same class period on the block schedule, we
discovered that students didn't lose momentum between prewriting
activities and their rough draft. They were also better able to work their
way through stumbling blocks in their writing knowing they would be
able to get ideas for revision from their peers during Authors' Circle
(Harste, Short, and Burke 1988), the instructional strategy that we even-
tually began to use for peer feedback, as described later in this chapter.
The writing process became more cyclical with less distinction between
the stages once we had extended periods of class time, because we had
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the time to personalize the process or attend to the specific needs and
questions of writers as they arose.

Discoveries from Experimentation
with Writing and Speaking as Processes

It wasn't easy for us to give time for writing in class or to spend class
time for repeated peer feedback (Authors' Circle) discussions. In the
backs of our minds we knew that we didn't really have more class time
the block schedule only created that illusion when planning for a class
period. We thought that if we were now incorporating all aspects of the
writing process within class time, it would mean we had to give up other
content. And, we were already feeling like we had given up too much
content with the reading strategies we had incorporated into the litera-
ture portion of our curriculum. But we discovered that much of what
we had been doing with readingthe processes we had highlighted and
the work students had doneprepared them for the writing and speak-
ing assignments they would be required to take to final draft.

In revising our curriculum, we had been aware of choosing ma-
terials that could serve as models for the written work and for the
speeches students would give. But without being aware of it, we had
integrated our own "content" areas of reading, writing, and speaking.
And, it was this integration that gave us the gift of time that we were
able to use for writing in class and getting feedback for revisions be-
fore the final draft or performance.

As with reading, we found that outside sources helped us deter-
mine strategies to support students when they were writing or prepar-
ing for a speech, but we also learned to rely on our own experiences as
writers and speakers to guide the instructional decisions we made for
students. For example, we knew from experience that having an under-
standing of the structures for a required piece of writing or a formal
presentation helped guide the drafting process; the guidelines that our
university instructors gave us were helpful, but they weren't enough.
We often asked for or went in search of papers that had been written
for the same purpose and/or audience. An in-the-head analysis of these
pieces usually got us started on our writing and pushed us in certain
directions throughout the process. Rather than having a few students
figure out how to do this on their own (in the same way we had
stumbled onto this strategy on our own, outside of any classroom struc-
tures), we decided to make it part of our instruction.

We had all had the bloody paper experience (well, most of us had),
and knew this wasn't an approach that fostered an understanding of
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our strengths or processes, nor had it helped us to set goals for what
we should do the next time we had a writing assignment. Reflecting on
our processes also led us to the conclusion that writing improvement
occurred most often when we were aware of our processes and our
strengths; we could tap into and use this knowledge when writing. Our
reflections made us aware that our weaknesses were areas we usually
dealt with during the revision and editing stagesmost often along-
side another writer. But true understanding of what needed to be done
with our writing or speaking was a personal reflection based on infor-
mative feedback from others.

The remaining sections of this chapter were written with the as-
sumption that teachers reading this book understand and use the writ-
ing process in their work with students. For any who don't, many
sources are available that describe how to teach writing as a process and
that provide instructional strategies to use with students. In lieu of re-
peating these approaches in this text, a list of writing process resources
can be found at the end of the chapter. Most of these recommended
sources will not discuss writing instruction in terms of the block, but
longer time periods with students should make most of the suggested
approaches seem doable. The remaining sections of this chapter discuss
details and examples of the discoveries we made in our experimenta-
tion and research that both supported writers and provided us with
many more and different instructional methods than we had used in
the past. We found that a number of instructional changes that would
have been difficult to implement on a traditional schedule were much
easier to work with in the extended periods of time we had with stu-
dents on the block: creating assessment instruments with students; in-
tegrating reading, writing, and speaking; experimenting with new ap-
proaches for revision of writing and speaking; and conducting
goal-setting conferences.

Assessment Up Front

When it was time for first-year students to write their personal narra-
tives or for juniors to prepare for their persuasive speeches, we pulled
sample papers and videos from some of our former students. These
samples represented a wide range in terms of the standards that should
be met. Pieces of writing were reproduced and given to students to
analyze individually or in groups to determine what the writer did well
and what the writer could do to improve. Much of this analysis was
informed by discussions we had conducted about many of the personal
narratives students had been reading as core literature in their units.
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These analyses were shared with the entire class while the teacher re-
corded student comments on an overhead, on newsprint, or on a com-
puter with LCD projection to an overhead screen. The recorded ideas
served as the beginning of a personal narrative rubric that would be
used to grade their papers. (See Appendix D for more on the strategy
we titled Inductive Analysis of Quality Materials; the discussion in-
cludes a step-by-step description and a student worksheet.)

The same general process was used with formal speaking assign-
ments after students watched video clips of the types of speeches they
were going to be making. This approach to preparing for a piece of
writing or a speech while teaching on the block went beyond having a
new, method to use during an extended class period. Students began
writing their rough drafts with the rubric they had created close at hand,
or at least fresh in their minds. The rubric was also helpful to parents
and resource teachers who wanted to help their students. Even though
these rubrics had the same components that teacher-created ones had
always had, students took more ownership in their writing and had
more confidence in their speaking when they helped generate the cri-
teria. Eventually, as students began to understand the revision process,
they began to use the grading criteria that had been established to guide
Authors' Circle and Speakers' Circle comments and revisions.

Integration

Typically we began our units by "reading" the core "texts" (whether
novels, short stories, plays, music, visual art, spoken-word audiotapes,
or films or videotapes) before moving on to the writing and speaking
requirements. When we had students open their folders containing all
their work to date, hoping that they might discover ideas for written
and spoken assessments, we found that most of the formal writing and
speaking assessments were already started, because they connected to
the materials that students had been reading and studying. As readers,
they had written responses to the literature (Bookmarks, journal entries,
Written Conversations, and Quote-Response sheets) and reflections on
ideas that had come up in discussion. For example, two suggestions for
research were made in the reading section of this chapter that could be
used as a rough draft for a piece of writing or a speech. The mini-inves-
tigations suggested as a before-reading strategy and the inquiry board
that was used for a mini-research-experience could be used as a pre-
writing strategy for a formal piece of writing or an informative speech.

Many of the readings in our sophomore and junior curriculum
elicited strong opinions from students on social issues and democracy.
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Students often expressed these opinions in the various written formats
suggested for during and after reading. Encouraging students to go back
to these responses to literature and do further research on an issue or
find alternate perspectives was another way in which reading, writing,
and speaking were integrated as students took the ideas from reading
to begin a persuasive essay or speech.

A Graphic Organizer for identifying character attributes after
reading was also used as a way to begin a rough draft when students
began writing their character sketches. Other Graphic Organizerssuch
as the T-Chart that was suggested for recording similarities and differ-
ences between pieces of literature, topics, or characterswere used to
prepare a comparison/contrast paper.

Some schools are now working with essential questions at each
grade level or in each course. Students could be required to answer one
of these questions in an essay. The Quote-Response strategy suggested
for use after students read a text and before entering discussion can be
used as part of the process of writing a rough draft, if students have
been previously instructed to choose quotes related to the unit ques-
tion, essential questions, or a theme. In fact, this strategy is particularly
useful because students have already pulled quotes from the text after
their reading which can then become the supporting evidence in their
essay. With the Quote-Response strategy, they had also written an ex-
planation of how the quote related to the unit question, which further
helped them with their expository essay. Our curriculum and assess-
ments were even further integrated when we finally figured out that
informative and persuasive speeches don't need to be separate topics
from the expository and persuasive essays and the research paper.

The biggest surprise to us was the degree to which the discus-
sions we had incorporated into our reading instruction supported writ-
ing and formal speaking. When we thought of our own experiences, we
realized it shouldn't have been such a surprise. At the time, several of
us were commuting to classes at Chicago-area universities. On one of
the few occasions when we had to travel in separate cars, we realized
that our car discussions after class were helping us put our ideas in con-
crete form before we put words on paper. We saw this happening in our
sophomore English classes, too, when we asked students to bring in
several of their favorite photographs to share with classmates as a com-
munity-building strategy that connected to a culture unit. Each day for
the first week of class, students described one of their pictures to a part-
ner, and the partner asked questions, which they took the time to an-
swer. This telling and question answering guided their writing of rough
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drafts, because they had already expressed the main points and had
gotten feedback from an audience on what information was necessary
for understanding and what was most interesting.

Clustering was another strategy that served effectively in vari-
ous parts of the curriculum. We taught clustering to students from their
first day in first-year English, where they interviewed a partner and then
created a cluster or web by categorizing the main points and adding
details that were discovered while talking to the other person. These
clusters provided a way to hold onto ideas which students could then
use to organize information for an informal or formal introduction or
for a piece of writing that would be displayed on a bulletin board with
individual pictures of students attached. As students continued to use
clustering and other Graphic Organizers while reading, these too served
as sources for their written work and speeches.

Revising Rough Drafts

Most English teachers are familiar with some form of peer sharing of
writing to assist in the revision of rough drafts. But, as much as most of
the teachers at Mundelein believed in peer feedback, we rarely felt that
students benefited from the sharing time. Most of the time it seemed as
if students were just going through the motions because they had to. It
wasn't uncommon for students to respond to the reading of a peer's
draft with, "It's fine, you shouldn't change a thing." And, of course, with
such "helpful" responses it was no wonder that the final draft wasn't
different from the rough draftit was just neater. Discouraged, but still
believing in the process, we looked at block scheduling as giving us the
opporb.mity to teach the skills necessary to both provide effective feed-
back to other writers and use suggestions to improve written drafts. (A
version of revising for speaking is described later.)

Once we went to block scheduling, we decided that the first piece of
writing to be taken to final draft could go to an Authors' Circle in which
the entire class participated. In this way, we hoped to teach all students
the skills needed to provide effective responses. Each author in the circle
read his or her draft aloud while the other authors wrote questions about
aspects of the writing that weren't clear, that needed explanation, or that
they were curious about. They also identified one aspect of the writing
that they found particularly interesting or well done. A form for writ-
ing these types of responses was created to guide students in provid-
ing effective and appropriate feedback (see Appendix D).

Once the paper was read and classmates' responses were writ-
ten, students went around the circle stating what they liked about the
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piece and asking one of their questions. Questions were answered by
the author because of our discovery that verbal rehearsal helped stu-
dents apply revisions to their rough draft. In this first all-class Authors'
Circle, students received as many questions as there were students in
the class, unless of course some questions were shared among these
people. If this was the case, the author had some important feedback to
consider; it must be an important question to use for revision if more
than one person had asked about the same thing. Once everyone had
responded, forms were passed to the author, who would later use these
when revising. In a class of twenty-five to thirty students, this process
would obviously take several class periods, especially since a full ninety-
minute class period couldn't be devoted to this; other activities needed
to be planned for variety.

Even though we as teachers were modeling the types of responses
that were helpful for revision, there were some students who just "didn't
get it." After the first day of sharing, we made photocopies or transpar-
encies of various responses and analyzed these as a class so students
could see the types of questions that helped writers revise. Students also
analyzed the twenty-five or more responses they got from their class-
mates for the same purpose. Although a large chunk of instructional
time was devoted to this strategy when we first introduced it, time was
saved later in the term when students were able to work independently
in small groups as they finished rough drafts.

Speakers' Circle

The same process for revision was used with the formal speeches stu-
dents wrote and presented, but this was more of a two-part process
one that addressed the content and, later, after students had taken the
time to practice the speech, another that addressed their delivery. Many
of us recalled the days in high school when we practiced our speeches
by ourselves in front of our bathroom or dresser mirror, and we were
hearing about some of our students doing the same. Just as many, if not
more, of our students were hastily finishing their drafts minutes before
stepping up to the podium. By highlighting the process that speakers
use to prepare for a formal speech, we were able to create instructional
strategies that made the process more visible for all students. The prac-
ticing and rehearsing to revise performances that used to go on "behind
closed doors" became practices we made available in the classroom.

Another discovery we made when reflecting on our own process
was that seldom in our professional lives did we speak alonegroup
presentations were more typical and visual aids were more common in
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our presentations than were the formal, individual speeches we had
given in high school and college. We asked friends and spouses in the
business world if our conclusions were applicable to the world outside
of education and found that there was more of a balance between for-
mal individual and group presentations in most professions. We were
told that most business presentations were heavily dependent on visu-
alsmore so than what we had experienced. Our old curriculum didn't
require any group presentations, so this was a change we made when
we revised the curriculum for the block schedule. Of course, once we
added group presentations, instruction changed, because students
needed time to do the research, plan and organize the parts of the pre-
sentation, prepare visuals, and rehearse.

Sometimes students were grouped by topics chosen for the mini-
research-projects associated with their reading. Other times, we used a
strategy called Jigsaw, in which groups read part of a core requirement
and then presented it to the class. For example, in one class the teacher
read aloud to the class several of the beginning chapters of The House
on Mango Street (Cisneros 1984). Groups then chose two chapters each
and created scripts from the vignettes to perform for the class. The ex-
perience with this book culminated with the teacher reading the final
chapters aloud to the class.

Students in our classes particularly liked poetry studies where
they chose a poet, time period, or theme to study and then presented
dramatic interpretations along with analysis, visuals, and information
on their topic. For example, in one English class a group of students
chose to read poetry by E. E. Cummings and learn about his life, while
another group decided after reading the poetry of Siegfried Sassoon and
Wilfred Owen to read more war poetry to determine common as well
as conflicting messages that the poets were presenting. Still another
group, influenced in part by some of the musicians they listened to, and
to some extent by their parents' recollections, chose to look at the popu-
lar poets of the 1960s to discover the concerns of writers during this time
of social upheaval. In their presentations, they made connections be-
tween the lyrics of the music they were familiar with and the poems
they were reading.

Reflecting on Learning

Teachers often feel guilty that reflectionan important way of think-
ing about learning experiences in order to set goals for new skills to learn
as well as to determine strategies that support the learning processis
typically shortchanged on the traditional schedule. The end of the class
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period always seems to arrive before anyone realizes it, and there's little
or no time for reflection. When teachers begin to plan for new instruc-
tional methods on the block, they usually relax a bit about figuring out
what to do for extended class periods when they realize that reflection
can be built into the end of each class period and can become as com-
mon as taking attendance.

In our first weeks on the block, we encountered a few problems
with reflection that were surprising but easy to solve by putting a few
strategies into place. Our first surprise was that unless we had a spe-
cific approach to use for reflection built into our lessons, we ran out of
time. We wondered if we had misplaced our blame when we had pre-
viously thought that the lack of active reflection in our classes was a
time problem. We also discovered that reflection is a skill that needs to
be taught to many students; it isn't something that just happens. Our
third discovery was that, aside from instructing students to write about
what they were learning, or how they approached the reading, writing
and speaking activities, we didn't know how to help our students re-
flect.

A strategy that we easily connected to reflection was having stu-
dents talk about their learning. We were in fact doing this ourselves
when we read aloud to students and shared our pieces of writing as a
way to model or teach our process, but we just hadn't thought of hav-
ing students do the same thing. Thus we realized that a variation of Say
Something, where partners usually read and then stop to talk to a part-
ner, could be used for reflecting on learning at the end of a task rather
than at the end of the class period. Some teachers taught this skill by
having tables of students share one new idea and/or one discovery
about how they learned. Teachers can also jump-start students' think-
ing by asking the class questions such as the following:

How did this strategy (e.g., Quote-Response) work for you?
What did you discover about the literature or your writing pro-
cess that you might not have learned had you not used this
strategy?
What did the strategy cause you to do that you usually don't
do as a reader /writer /speaker?
What did you like about it?
What might have been difficult?
Are there any other ways we might work with this strategy?
Are there any other situations you can think of where you might
use this strategy?
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Hearing the responses of classmates to these questions, as well as the
follow-up comments that teachers provided, helped students to under-
stand reflection and its purpose. These reflection discussions also helped
to improve the quality of the written reflections that had previously been
our only strategy.

Using exit slips is a common strategy for written reflections. In-
dex cards can be used to record questions on one side and discuss new
ideas and/or process on the other. A variation of the exit slip is the strat-
egy of Three Plusses and a Wish (Watson, Burke, and Harste 1989) where
students record three positive aspects of class on that day or during that
week, along with one wish that they have. Teachers can focus these com-
ments or leave them open-ended depending on the purpose.

Many authors have included reflective questions in their journal
articles and books, and these can be typed on a sheet of paper and dis-
tributed to students. We particularly liked Stephen Brookfield's (1995)
questions and so we distributed a typed version of them which students
kept in their notebooks for reference. (See the list of "Checking-In"
Questions in Appendix D.)

We had been using portfolios as a strategy for reflection prior to
block scheduling, but we had struggled with getting students to reflect
over long periods of time unless opportunities were given for responses
over shorter time periods (Porter and Cleland 1995). Mini-portfolio-
conferences were a way to get students to reflect when they finished a
novel, a piece of writing, or a speech. These documents and discussions
focused on students examining their work to determine where they were
before beginning the reading, writing, or speaking; how they got to
where they were; and what they needed to do next. One of our purposes
was for students to determine what their individual processes were so
they could tap into what worked for them during future engagements
with reading, writing, or speaking. We also wanted to help students
determine what they might need to do next and how we might be able
to help them in their future workdiscovering what skills they were
demonstrating in their work and what skills they need to develop next
was a part of the informative feedback that we hoped to accomplish in
these conferences. The conferences could be as simple as students or-
ganizing their work, considering the reflective questions, and then sit-
ting down to talk with us while classmates were reading and/or using
the computer lab. A given conference typically culminated with setting
goals for the student's next experiences (for more, see Goal-Setting
Conferences in Appendix D).
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What We Learned

Since we found that reading and analyzing the core literature
provided models for the types of writing that students would
produce and helped them generate ideas for their writing, most
of us were on similar schedules and needed the computer lab
at the same time. In the past, on a traditional schedule, we had
signed up for an entire period in the lab, and in our first term
on the block we continued to reserve the computers in the same
way. After our first experience of competing for the computer
lab, however, we decided on thirty-minute time blocks for
scheduling classes into the lab.
Creating different rubrics with students for each of our classes
seemed to take too much class time, especially when all of the
rubrics ended up with the same criteria stated in different ways.
However, we realized that this essential difference was what
made the strategy workit was the specific language that came
from class discussions and found its way into the rubric that
helped students to understand the characteristics of a high-qual-
ity piece and how they would be graded. After working with
the strategy a few times, we discovered that once classes have
created a rubric for speaking or writing, some characteristics
could remain the same for future rubrics they create. For ex-
ample, eye contact would always be a component of the effec-
tive delivery of a speech. When new rubrics need to be created
for different forms of writing or speaking, the class can focus
on specifics related to the type of work students will be creat-
ing for this particular project. Using the first rubric as a tem-
plate for later rubrics saved us time and helped remind us of
areas to consider in our next analysis of a type of speech or a
piece of writing.
Since our units were developed around inquiry questions and
since we had selected core novels, we were able to some extent
to predict questions that students would have, as well connec-
tions they might make. Providing the library and media ser-
vices staff with copies of units and setting aside time for grade-
level teachers to talk through the possible areas of investiga-
tion helped in ordering materials that would support the work
students would be doing and in expanding print and nonprint
collections.

The value of videotaping student speeches quickly became ap-
parent as a way to document growth over time and as a source
for identifying strengths and goals that needed to be set. How-
ever, taping each student every time he or she spoke was com-
plicated, until we developed a process that eventually involved
students in taking more responsibility. When students entered
their first year at MHS, they were required to bring in a blank
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videotape. (Our school didn't want to increase the supply fee
that students were charged at the beginning of the school year.)
During their English class, each student labeled the tape with
his or her name and year of graduation. Teachers collected all
tapes and stored them in their rooms or offices for use through-
out the year. Teachers also trained students to videotape
speeches during class time. At the end of the school year, rooms
were set aside for organizing tapes alphabetically by year for
summer storage. The following school year, they were redis-
tributed by the teacher and instructional aide in the Advance-
ment Center (see Chapter 7), as the student workload was fairly
light at the beginning of the year. When students gave their last
speech during their senior year, the tape was theirs to keep.
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5 Teaching Yearbook and
Newspaper on the Block
Diane VonderHaar
Mundelein High School, Mundelein, Illinois

The purpose of journalism education is to teach students to become
better writers, and the block schedule helps achieve this purpose
by allowing more time for students to be involved in the writing

process. Students enrolled in journalism are also responsible for pro-
ducing student publications, and the block schedule helps achieve this
purpose as well by allowing students to create flexible schedules and
work in a "real-time" atmosphere that more accurately represents the
use of time experienced by professional journalists.

Mundelein High School offers three journalism classes: Introduc-
tion to Journalism is a one-term prerequisite course to either Newspa-
per Journalism or Yearbook Journalism. Introduction to Journalism
meets every day for an entire term, giving students one semester of elec-
tive credit, while Newspaper Journalism and Yearbook Journalism meet
on an alternating schedule for the entire year:and each of these courses
gives students two semesters of elective credit. Students can choose to
take either Newspaper Journalism or Yearbook Journalism without tak-
ing the other, or they can take both courses together and receive credit
for each. More specifically, in one week Newspaper Journalism meets
during first period on Monday, Wednesday, and Friday, while Yearbook
Journalism meets during first period on Tuesday and Thursday. The next
week, Yearbook Journalism meets on Monday, Wednesday, and Friday,
while Newspaper Journalism meets on Tuesday and Thursday. Students
who need physical education credit can take one course or the other and
go to gym class on the alternating days. Students who have either ful-
filled their physical education requirements or waived out because of
varsity sport participation may choose to have a free period or may
enroll in both Newspaper Journalism and Yearbook Journalism and
receive credit for both.

For a number of reasons, the Introduction to Journalism curricu-
lum was written after our second year in the block schedule. The first
reason became evident after the first year I taught Newspaper Journal-
ism and Yearbook Journalism on the block schedule. Both journalism
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courses were offered to sophomores, juniors, and seniors. I had some
seniors in my classes who had already been in journalism for twoyears,
while I had other students who were new to journalistic writing. Be-
cause of the every-other-day schedule, it became difficult to teach the
novice students the skills they needed to know while still producing the
student publications required in these classes. The second reason the
Introduction to Journalism class makes sense in the block schedule is
that some students simply cannot fit the combination of journalism and
physical education into their schedules for the entire year. These stu-
dents were being shut out of journalism altogether because of the sched-
ule. The Introduction to Journalism class not only teaches students the
skills they need to enter the workshop environment of either Newspa-
per Journalism or Yearbook Journalism and begin creating publications
immediately; it also offers those students who do not wish to devote
more time in their schedules to journalism a chance to learn about jour-
nalistic writing.

Introduction to Journalism is a survey course. Students enrolled
in the class not only learn how to interview and write news stories, fea-
ture stories, sports stories, and editorials, but also are exposed to some
history and ethical considerations of journalism. The final project re-
quired in the class is a double-page spread in which students choose
the theme, write the stories, choose or take the photographs, and create
the layout either on a paste-up sheet or on the computer using Page-
Maker 6.5. The textbook Journalism Today (Ferguson, Patten, and Wil-
son 1998) is used along with various supplementary materials.

The ninety-minute period on the block schedule facilitates this
type of class quite well. On a typical day in Introduction to Journalism,
I spend thirty minutes reviewing key journalistic concepts such as writ-
ing news story leads. The students then spend the next thirty minutes
in small groups analyzing leads they found in a daily newspaper ac-
cording to the criteria presented in the lesson, and the final thirty min-
utes are spent in a whole-class discussion about the effectiveness (or lack
thereof) of the leads they found in the newspapers. The homework calls
for the students to write five leads of their own from information found
in the text.

After the criteria for writing effective stories are discussed, stu-
dents then follow the writing process when creating their stories. At the
beginning of a ninety-minute period, students brainstorm ideas indi-
vidually for the first fifteen minutes, keeping in mind the audiences of
the school newspaper and yearbook. During the next fifteen minutes,
students share all their ideas as an entire class, and I write all sugges-
tions on a large flip-chart pad. This process not only allows students to
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see the ideas of all the members of the class, but also often produces
lively discussions that inevitably lead to additional story ideas. Imme-
diately following the brainstorming session, students decide on the sto-
ries that interest them. It usually takes about thirty minutes for students
to choose their stories. I ask all students to write their names on a small
piece of paper that I place in a box. As I pick each student name out of
the box, that particular student chooses his or her story topic. When all
students have their topics, we move to the prewriting phase of the pro-
cess.

During prewriting, students must decide the angle of the story.
Students have the final thirty minutes of the period to formulate these
ideas for their stories. What do they want to find out about their topic?
Where do they need to go to find this information? Who do they need
to interview? I require students to include at least one quote from three
different people in all news, feature, and sport stories. They then must
formulate the questions they want to ask these people during their in-
terviews. Because of the ninety minutes available in the block sched-
ule, students are able to begin formulating ideas about story topics that
are fresh in their minds from brainstorming discussions. In a traditional
schedule, it is often difficult for students to shift gears and remember
today exactly what it was about a story that they so wanted to write
yesterday. The block schedule, however, allows a logical break in this
writing process as opposed to the illogical break often forced by the tra-
ditional forty-five- or fifty-minute period.

After prewriting is completed, students then set out to complete
research on their topics and interview the appropriate people. We usu-
ally spend one ninety-minute period for this process. Some students go
to the library to find information, some look on the Internet, and some
set up interview appointments for other times during the day, or they
may find administrators, teachers, coaches, or students available to be
interviewed immediately. The ninety-minute block period allows stu-
dents time to gather, edit, and synthesize this information in one sit-
ting while it is still fresh in their minds.

Students then write a first draft of their stories for homework. The
first draft is usually due two days after the research day. The day be-
tween the research and the due date for the first draft is usually spent
looking at models of the particular type of story that the students are
writing. I usually ask the students to bring in an example of the par-
ticular type of story from a newspaper, and I also supply an exemplar
that students can use as a model for their own writing. During this class
period, I spend approximately twenty minutes reading my exemplar
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aloud and discussing it with the class. The students spend the next
twenty minutes in small groups reading the stories they found aloud
to each other and discussing whether their stories contain effective or
ineffective components of the particular type of story. We then take the
last twenty minutes to discuss the stories and the components. During
this time, we also discuss how the students can use the effective com-
ponents to improve their own stories and decide on which ones they
will use in the current stories they are writing. During the last thirty
minutes of class, students work on incorporating these elements into
their current rough draft. Thus the ninety-minute period allows students
to read models, reflect on their effective components, and then try to
incorporate those components in their own stories at one sitting, thus
experiencing a writing process much like a professional journalist.

We devote the day on which the first draft is due to editing, par-
ticipating in Authors' Circles and individual student/teacher confer-
ences where we attend to content and writing issues in the stories. Dur-
ing this ninety-minute period, students assemble in groups of four and
read each of the group members' papers. They then write comments and
questions in the margins of the paper to help the author improve the
paper. The students have the criteria for each story before they begin
writing, and we have already discussed effective components of the
particular type of story, so at this point they are able the critique and
assist in the improvement of each other's stories. While students are
participating in these Authors' Circles, I meet individually with each
of the students to read and discuss their stories. I also ask questions,
make comments, and check for spelling and grammatical errors at this
time.

At this point in the process, students are often at different stages
of story completion. Some students have beautiful first-draft stories that
need little revision, while others might have had difficulty scheduling
appointments and therefore need more content in the stories, and still
others might need to make significant structural or grammatical revi-
sions. I therefore always have an additional assignment ready for those
students who have fewer revisions to make on their stories. These as-
signments range from writing an additional practice story based on
information I provide to looking at the many other high school news-
papers I receive and critiquing particular stories. The entire class is re-
sponsible for this assignment, but those who are finished can begin while
the others are conferencing and revising.

After the peer editing, teacher conferences, and revisions are com-
pleted, students turn in the final drafts of their stories along with all
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the prewriting and drafts. I then grade the stories according to the ru-
bric that I gave students before the writing process begins. If students
turn in their final drafts on time, I allow them to revise again even after
a grade has been given for each story. I have found that it sometimes
takes students two and even three revisions before a story is well writ-
ten, and, because one semester of Introduction to Journalism consists
of a nine-week term on the block schedule, stories need to be completed
in a fairly short amount of time. This revision policy gives those stu-
dents who need it a little more time to perfect their stories, while the
entire class moves on to another story. I also encourage students to write
the best stories possible by promising to place some of them in the school
newspaper. Those students who are motivated to get their name in print
work diligently on their stories, and I usually have quite a few that make
it into the paper.

While I use the writing process extensively, I also used the fol-
lowing learning/ teaching strategies:

Journals: Journalists need to constantly be on the lookout for sto-
ries, and story ideas can come from many different sources, including
personal experiences, observations, and experiences of friends and rela-
tives. Students keep daily journals to record such experiences and in-
clude any story ideas they may generate each day.

Peer editing: Journalists must become comfortable with having
their peers edit and revise their work. Group members edit each other's
papers for content, journalistic requirements and quality, and grammar.

Authors' Circle: Revision is an important step in the writing pro-
cess, and students use the Authors' Circle strategy as another way to
use each other's insights in the revision of their writing. Students read
each other 's stories and make constructive suggestions for improve-
ment, and the authors then take these comments into consideration
when revising.

Peer coaching: Students enrolled in Newspaper Journalism who
possess knowledge about journalism and exhibit strong writing and pro-
duction abilities sometimes work with students enrolled in Introduc-
tion to Journalism who need additional assistance and guidance. Many
of the seniors on the newspaper staff have free periods, as the block
schedule allows students to schedule more courses than are required
for graduation. If I have a student who has a free period during the
period I teach Introduction to Journalism, he or she will come in and
assist students a few times during the term.
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Cooperative learning group participation: Students participate
in cooperative learning groups to facilitate their learning in this class
because:

1. Students enrolled in this class possess varying knowledge bases
and abilities. In heterogeneous cooperative learning groups,
students with more experience assist those students with less
experience.

2. In cooperative learning groups, students take responsibility
for their own learning and for meeting assignment deadlines.
This is an important concept to grasp in this class, as the stu-
dents must also take responsibility for meeting writing, edit-
ing, and production deadlines for producing a newspaper or
yearbook.

3. Journalists must work together with many people to get their
job done. By working in cooperative learning groups, students
learn how to get along and work with their peers.

Direct Instruction: Occasional whole-class minilessons are pre-
sented by means of direct instruction to relate basic information and
skills. These minilessons may include writing structure (e.g., how to
write leads, the inverted-pyramid style of news writing), grammar in-
struction based on the needs of the students, information on group dy-
namics, proofreading marks, and other material as the need arises.

Role Playing: Students use role playing to explore ethical issues
in journalism. Students are given a situation and asked to act out vari-
ous scenarios. This teaching strategy allows students to explore vari-
ous sides of an ethical issue and compare alternative views. Through
this process, students better understand their own views and feelings
about a particular issue, as well as those of others involved in the situ-
ation. Students discuss and debate issues such as plagiarism, confiden-
tiality of sources, and the U.S. Supreme Court's Hazelwood decision (ad-
dressing school administrators' power to censor student media).

After students have completed the one-term prerequisite Intro-
duction to Journalism class, they are allowed to enroll in either News-
paper Journalism or Yearbook Journalism. The Newspaper Journalism
class is responsible for producing the Mustang, a 12-page monthly news-
paper, while the Yearbook Journalism class is responsible for produc-
ing the Obelisk, the 208-page yearbook. Both of these classes are run as
workshop classes with minilessons given as necessary. I try to give these
students as much ownership as possible over the publications they pro-
duce.
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In Newspaper Journalism, the editor in chief is responsible for
running the brainstorming sessions that facilitate story ideas. The same
system for collecting story ideas is used in this class as in Introduction
to Journalism, so the students are familiar with the process. I require
students to write at least three stories each month, which produces over
sixty stories for possible publication in the newspaper. Students know
that if they want to be published, their stories have to be exemplary.

We discuss audience frequently during brainstorming sessions.
Students often poll the student body formally and informally to find
out what our audience wants to read in the newspaper. Because our
paper is published only once a month, we often have difficulty with
timeliness. We try to take a featurized approach with most of our sto-
ries and always have to consider when the paper will be distributed
when we decide what stories to write.

After students choose the stories they want to write, they usually
have a week and a half to produce the first draft. When the first drafts
are submitted, each section editor reads and edits all of the stories that
will appear in his or her section, and I also read all of the stories and
edit them before the next class period. Students then usually have an-
other week to complete their final drafts.

The editors are then responsible for laying out the paper using
PageMaker 6.5. Editors usually have one week at the most to complete
the layout before we need to send the paper to the printer. The editors
realize that they usually have to come to the journalism computer lab
outside of class time to complete the layout. When the layout is com-
plete, students receive computer-printed copies of the final draft of the
paper and carefully read through each page to look for grammatical
errors, confusing elements, and misspelled names. We then go over each
page as an entire class, and the editors mark down all the errors and
then go straight to the computers to fix any mistakes. The ninety-minute
period facilitates this editing process in that we can all edit the paper in
one period and then send the paper to the printer that afternoon.

The block schedule also creates some challenges during this pro-
cess since we meet only every other day. If the layout week happens to
land on a week when we meet only twice, the editors certainly have to
come in either before or after school to complete their layouts. Holiday
weeks also pose some difficulty because we might have two weeks in a
row when we meet only twice. Because the block schedule allows stu-
dents to schedule more classes than are required for graduation, most
of the newspaper editors have a free period during the day, and they
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realize they are expected to come to the journalism lab to finish their
layouts during these free periods.

While the editors are working on the layout, I usually have an alter-
native assignment for the rest of the class. One additional assignment
involves the writing of satire, and, for the second year now, students
are writing satirical stories for possible publication in a special April
edition of the newspaper. Not only do we look at models of effective
satire and discuss the elements of satire, but also this assignment gives
the students a chance to work on some creative writing possibilities.

Because of the workshop atmosphere of this class and the impor-
tance of student responsibility for the quality of the newspaper, setting
goals and evaluating progress are important aspects of the course. Stu-
dents set goals and action plans for themselves at the beginning of each
term relative to the aspects of journalistic writing they feel they need to
improve, such as writing leads, incorporating quotes into their stories,
or conducting more effective interviews. At the end of each term, stu-
dents then write a reflection letter stating whether or not they have met
their goals and why. They also then set new goals, or decide to continue
to work on the ones they had already set, and write action plans to guide
their writing improvement during the next term. I meet individually
with students during the term to discuss their progress and growth.

The Yearbook Journalism class is also run in a workshop environ-
ment, and setting goals and monitoring progress are integral parts of
this class as well. Minilessons are also taught on yearbook design, lay-
out, copywriting, and PageMaker 6.5. Projects relating to yearbook pro-
duction are also assigned throughout the year.

Students are given as much authority as possible over the deci-
sion-making processes in the development of the yearbook. At the be-
ginning of the year, the entire class decides on the theme of the year-
book and the cover design. They are aware of the monetary constraints
in the production process and realize that unmet deadlines, color pages,
and various extras in the yearbook cost money. They also develop and
participate in fund-raising efforts that allow them to incorporate the ex-
tras on their wish lists into the yearbook. In the past we have organized
candy sales, car washes, and a gift-wrapping service. Assuming this kind
of responsibility adds to students' ownership of the publication.

The editor in chief is responsible for overseeing the entire pro-
duction of the yearbook as well as proofreading all the proofs that come
back from the printing plant. Section editors are responsible for creat-
ing the layouts to be used in their sections, creating the division pages,
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and overseeing the completion of all the pages included in their sections
before they are sent to the printing plant. The photo editor is respon-
sible for scheduling all the photos with the photographer as well as
keeping track of what photos have been received and filing them ac-
cordingly.

Students choose the pages they want to produce and are then re-
sponsible for writing all the copy, making sure photos are taken, and
placing all the information on the computer layout. Deadlines are set
for each stage of completion. Computer time is sometimes scarce around
deadline times, especially on the weeks when Yearbook Journalism
meets only twice, so students also know that if they cannot work on a
computer during class time they must come to the journalism computer
lab either before or after school to complete their layouts. Again, many
of the yearbook staffers are seniors who often come to the journalism
lab during their free periods.

Our yearbook publisher representative also comes to class a
couple periods a month to assist students with the yearbook computer
program, layout and cover designs, mug-shot page preparation, and
various complications that arise throughout the year. The ninety-minute
period facilitates her visits as we can gain more knowledge from her in
fewer visits to the school.

Flexibility is key when teaching journalism on the block sched-
ule. Most students who take Newspaper or Yearbook Journalism com-
mit an entire period every other day to the class for the entire year as
opposed to other classes that meet every day for only 18 weeks. The
Introduction to Journalism class gives students an idea of what scho-
lastic journalism is all about and helps them make an informed choice
as to whether they want to pursue journalism and join the Mustang or
Obelisk staff. Introduction to Journalism also allows me to recruit the
most talented and dedicated writers. When students see their stories
published in the school newspaper, they are usually hooked. Most stu-
dents who enroll in Newspaper Journalism or Yearbook Journalism as
sophomores or juniors stay in the class until they graduate. Sometimes
students have to leave journalism for a term or two when they must fit
another required course into their schedules, but I understand this situ-
ation and always welcome them back when they return.

Some students choose to take both Newspaper Journalism and
Yearbook Journalism. I then see those students ninety minutes every day
for the entire year, and I allow these students to work on either news-
paper or yearbook work in each class as deadlines dictate. I also have
some newspaper students who have a free period during the yearbook
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class and visa versa and choose to come to the class on their off days
and work on their stories or other work on the computer, and this is
also allowed.

The real verdict on the effectiveness of the every-other-day sys-
tem of teaching journalism on the block schedule comes from the stu-
dents themselves. I asked my current journalism students to share their
opinions about the schedule, and I was pleased to find an overall posi-
tive attitude about the course. Here are some of their comments:

I think that our system of block scheduling works well with jour-
nalism. Having yearbook every other day lets us have it all year.
This is completely necessary! I like having it every other day be-
cause it gives you more time between classes to get things (inter-
views, pictures, etc.) done. Also, this allows us to have a 90-minute
class that is helpful in getting everything done. In general, I don't
like the block schedule, however, I think it is good for journal-
ism. This is a compliment from me because I'm usually very nega-
tive about block scheduling.

I like block scheduling for yearbook. You get 90 minutes to work
on your pages. You get a lot done in 90 minutes. Layouts, stories,
and cropped pictures are finished by the end of the period. Even
though it's every other day, during your free periods you can
interview people, etc. It really is a good thing.

I think that block scheduling is a good thing, especially for year-
book. It gives you a chance to spend time on what you're doing
in class and not have to stop halfway. If you're working on a lay-
out or putting things together, you normally have enough time.
Also, if you need to conduct interviews, having the hour and a
half period gives you a chance to do it in class.

I really enjoy having journalism on the block schedule. It gives
you lots of time to get lots of things done, even if it is every other
day. I participate in both yearbook and newspaper and the hour
and a half gives us lots of precious time to finish a lot.

I like the idea of switching journalism and physical education off
every day. Switching off everyday is just like having it every day
for 45 minutes. Switching off also gives me an extra day to finish
writing articles or proofreading rough drafts.

Some things that I dislike about the block journalism sched-
ule are having an idea for an article and not being able to talk
about it that day. This is the only thing I dislike about the block
journalism schedule.

Many classes can be tedious for 90 minutes a day, however, I re-
ally like the pace that the journalism program takes. It's nice to
be able to talk about current events, brainstorm for ideas, and
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research information all in the same day. I don't think the news-
paper would be as good as it is if we didn't have the full 90 min-
utes. You can't get much done in 45 minutes. I like the fact that
yearbook and newspaper switch off because it gives me even more
time to get information for either class. It's also a good experi-
ence to switch classes every other day because it gives us an idea
of what college is like.

Journalism on the block is working out really well. It's easy to
change gears from newspaper to yearbook every other day. Hav-
ing an hour and a half every time we meet is great. It gives you
time to talk to people about your articles and it gives you lots of
time to make appointments. The block also gives you lots of time
to come up with ideas for stories and then write them.

Personally I enjoy having block scheduling for journalism. It gives
me a great opportunity to take more time to prepare my articles.
Brainstorining and the writing process become less stressful due
to the fact more time is available. Being on the block schedule
also gives a person more time to fully understand and ask ques-
tions rather than being hesitant to ask because of time.

I believe that the block scheduling is a good idea and that it is
worthwhile for the situation. Journalism on the block allows
people to be creative as well as time to rest their minds. Having
journalism every other day allows people to come up with fresh
ideas and not become worn out over the course of a year. I be-
lieve it is important to keep your mind fresh and not become over-
whelmed. You have more time to put your ideas together during
block scheduling in the hour and a half. Coming from [a school
that does not have block scheduling] where they only had classes
for fifty minutes, it was tough to get going. In the fifty minute
classes people have a tough time accomplishing things because
the periods are too short.

I think the block schedule is both good and bad for journalism.
We have 90 minutes of uninterrupted time so we can have suffi-
cient time to brainstorm and to work on stories. We can have more
in-depth class discussions to talk about ideas. You can get a lot of
work done in a 90-minute class period. The block schedule has a
negative effect on the layout. You have to come in after class, be-
cause it's possible to only have journalism two days in a week. It
also makes deadlines harder to meet because it spreads out class
time. There is less time in class for peer editing and editing a
draft of the newspaper.

After teaching both journalism and English on the block sched-
ule for the past four years I have learned that time is a precious resource
in schools. Students deserve the opportunity to practice using the pre-
cious time they have in school as they would in their future careers.
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Professional journalists don't sit down at 8:20 A.M. one day, work on a
story for forty minutes, put it aside, pick it up again the next day at 8:20
A.M., and then repeat the process every day for two weeks until it is com-
pleted. The block schedule allows students to clearly see the process of
journalism in real time.
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6 Teaching Theatre on the
Block
Karen M. Hall
Maine Township High School East, Park Ridge, Illinois

Teaching theatre on the block was a natural transition for me. For
theatre teachers, ninety-minute classes aren't a foreign concept; our
college acting studio classes usually lasted at least that long. We

always warmed up or started with a theatre improvisation or game. We
know what a twenty- or thirty-minute coaching session is like. Most of
what we did in these studios can be adapted into learner-centered class-
room structures. As adults, our studios were loosely structured: a warm-
up here, an improvisation there, most likely followed by scene study.
In this environment, we were challenged as artists but often had to make
the connections ourselves between the techniques we were using in
warm-ups and improvs and the work we were doing in our scenes.
When moving to the block, my primary goal was to structure this gift
of time in a way that could help students make meaning of their work
and make connections between their work and themselves. Most of the
general concepts and strategies presented earlier in this book are equally
applicable to the theatre classroom, and this chapter offers specific ideas,
strategies, and advice drawn from my three years of teaching theatre
on the block (as discussed at the end of this chapter, I have been off the
block for three years now, but the time I spent on the block continues to
affect my teaching).

Examining and Revising Curriculum
I started teaching at Mundelein High School (MHS) the year before we
went to the block. I was hired knowing that this transition was occur-
ring, and it was one of the reasons I wanted to teach there. I had previ-
ously taught longer classes at a performing arts high school and at sum-
mer theatre programs. I had always found that a schedule based on
fewer yet longer class periods was more productive and provided more
learning opportunities for students. There was only one section of The-
atre One my first year at MHS. That was the entire theatre program. With
the transition to the block and the need for more electives, the Theatre
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One curriculum was to be revised and a Theatre Two curriculum was
to be written.

Like most theatre teachers I know, the lessons in the Theatre One
and the Theatre Two curricula I taught weren't from any one textbook
or any one source. They were a collection of theatre games, improvisa-
tions, projects, and scenes that I had collected and adapted over the
years. One of the challenges I knew I faced was paring down the projects
I used to include in my Theatre One and Theatre Two classes. Like my
English colleagues, I realized that in teaching on the block I would need
to use fewer assignments with more learning experiences. When I had
revised these courses at my previous school, I had grouped projects into
units and then wrote unit objectives to match. This time, I used the same
curriculum-writing format that the English teachers were using. I found
that writing course objectives followed by unit objectives and then
choosing or redesigning projects for authentic assessment was an ex-
tremely effective method for restructuring these courses. I knew I was
going to have to create authentic assessments that addressed a number
of objectives rather than one or two objectives. Stanislavsky said it best
when talking about acting: "Less is more." The same holds true when
revising curriculum for the block. Through backwards planning, I real-
ized I was going to have to give up some of the projects that I just liked
to do. When I started to look at how each project fit into the core unit
plan, I discovered that some of the projects I did were just a repetition
of others and really didn't have any new instructional objectives.

For example, I discovered that throughout the course of a year I
taught three separate projects that focused on using actions to demon-
strate characters. Each project was an excellent way to address this out-
come but there was little difference in the acting concepts that were
addressed in each activity. I developed the following analogy for revi-
sion: the curriculum was going to have to be redesigned as a gourmet
seven-course meal rather than an all-you-can-eat buffet. What I was able
to do was turn some of those projects I loved into introductory activi-
ties. For instance, instead of having students do a whole scene based
on animal abstraction and spending five days preparing and present-
ing it, I used this project as the basis of one day's warm-up. The stu-
dents were still able to practice the skill of taking an animal's physical
characteristics and making them part of their character. We just didn't
make long improvisations about them. I kept reminding myself to think
outside of the box by turning projects I loved into class warm-ups or
introductory activities. I soon found that the Theatre One and Theatre
Two curricula I wrote for the block were a great improvement over what
I had previously taught.
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Unit Structures
I usually began each unit with a number of activities or theatre games
that introduced our topic. Once we got going, there were usually two
or three projects tied into the unit objectives. Each project involved time
for playwriting, rehearsal, a first showing, and revision and rehearsal,
followed by a second showing. We always ended units by writing a fi-
nal status report in our journals.

Use of Time
Block scheduling allowed me to begin class with a warm-up or theatre
game related to that class's activities on almost a daily basis. After that,
we moved into our topic for the day, whether it was playwriting, re-
hearsing, or presenting the first or second showing of a scene. We ended
class by taking five or so minutes to finish up our journals for the day,
either responding to a prompt or completing the critiques that we were
writing during class. Altogether, it felt more like an actor's studio. There
was something about spending more time per day on our art that made
it feel more important. The students took their work more seriously and
were able to devote more energy and effort to more meaningful scenes
and projects. The additional time let me spend time coaching scenes or
making connections. With fewer scenes to complete, I could spend more
time helping students improve on each element of their scenes. It also
let me take the time to add a quick acting exercise in the middle of class
or at the end of class if it would help us to master the content.

Rehearsal Strategies
We spent at least one ninety-minute period per project rehearsing our
scenes. In teaching forty-five-minute classes, I often felt frustrated dur-
ing rehearsal days. Students would come into class and settle down
while I would take attendance. Then I would explain what I wanted
them to accomplish in rehearsal that day and send them off into their
groups. Again, they needed a little time to get settled and start work-
ing. If we were lucky, this left us with twenty-five minutes to rehearse
and then five minutes to come back as a group to write in our journals
and debrief about what we had accomplished that day. It never seemed
as if we got focused, and just when we were on a roll, it was time to
stop for the day. Block scheduling changed that lack of accomplishment.

I'll admit to being nervous at first when I started having rehearsal
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days on the block. I expected the unfocused, frenzied feeling simply to
be extended to a longer period of time. What I found however, was that
the small rehearsal groups were able to accomplish so much more be-
cause they were able to focus their attention and efforts on the task at
hand rather than speeding through the work with one eye on the clock.
It did take the addition of rehearsal strategies, however, to keep the stu-
dents focused with extended time for working in groups throughout
the year. I found that giving the students a specific role or task during
rehearsal time resulted in more productive sessions and increased stu-
dents' learning because they were able to make specific connections
between the assessment criteria and their own work. For example, a
student who was struggling with creating a believable inner monologue
for his or her own scene was often able to make progress after success-
fully describing how other students were able to create a successful in-
ner monologue for their own scenes.

It wasn't easy. In the beginning of the year, I spent as much time
teaching the students how to rehearse effectively as I did teaching them
acting skills. What I discovered, however, is that the sooner I introduced
a strategy that empowered the students to become directors, the sooner
they became as interested in their peers' work as they were in their own
work. This became a tremendous confidence builder for students who
were struggling as performers. It made them feel important if they could
offer feedback and give direction during a scene, even if they were strug-
gling themselves. It also gave me an opportunity to see if a student could
apply an acting concept as a director that he or she was wrestling with
as a performer. Many of my weaker performers actually became some
of my strongest directors. By learning some specific rehearsal techniques
and strategies, the students were able to develop good habits and then
were able to run their own rehearsals by the end of the year, choosing
the strategy that worked best for them. Not only did this lead to a more
productive classroom, it also helped me meet the Illinois Fine Arts stan-
dard in directing.

I developed each of the following strategies as a means by which
to focus the students' rehearsal time when Mundelein went to block
scheduling. What I discovered is that every moment of time I had with
my students on the block had to be used more productively than when
I taught on a traditional schedule, because the focus of each lesson had
become depth rather than coverage. Going to the block forced me to be
more creative in how I structured my classroom. I still use these rehearsal
strategies today, even though I no longer teach on the block.
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Rehearsal Strategy One

My Theatre One students almost always write a score of actions before
they begin rehearsing. The following strategy helps students revise their
scores as well as helps them rehearse; I find it particularly helpful when
students are preparing pantomimes, in which they often tend either to
forget where they have visualized objects or to "float" objects because
they have forgotten to put them down. In groups of four or more, one
student is the performer, one student reads the score, one student takes
notes for the performer in the performer's journal, and the rest of the
students serve as the director. The performer sets up all of the neces-
sary props for the scene. The reader reads the first action out loud, and
the actor then executes the action. The directors watch the action to make
sure it is clear and believable. If everyone agrees that the first action is
acceptable, the scene starts over. This time the reader reads the first ac-
tion again, the actor executes that action, and then the reader adds the
second action once the first action is complete. If everything is OK, the
process is repeated adding the third action. If an action is unclear or
missing, the directors take time to rehearse the actor on that particular
action and the note taker writes a note to the actor in his or her journal
about that moment. This way, the student has a record of what was re-
vised as he or she rehearsed and thus can go back and revise the score
by adding actions that he or she discovered had been left out or by de-
leting actions unnecessary to the story.

This strategy allows the student actors to focus on what they are
doing in the moment. They don't have to try to remember what is next
because that is someone else's job. They get feedback and suggestions
on each action. They also get a chance to learn that rehearsal is about
repetition as well as stopping and correcting what does not work right
away, so they don't master sloppy actions or leave out important ac-
tions. It is also a chance for students to improve their observation and
directing skills. This strategy is extremely helpful for novice students
who are working on short nonverbal scenes. Because we divide our
scenes into a beginning, middle, and end, once we have finished rehears-
ing the beginning section, we stop rehearsing that section and work only
through the middle section. Once both sections are complete, we run
the pantomime once from the beginning. Then we work on the end sec-
tion. Finally, we put all of the sections together.

Beginning nonverbal scenes tend to be short, only twenty to thirty
actions long in total. Each scene is usually rehearsed in fifteen minutes,
and the group can finish looking at everyone's scenes in about sixty
minutes. The teacher's role becomes that of facilitator. Because I will be
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coaching the performer's scene later, I spend my time going from group
to group working with the directors, note takers, and readers, giving
them suggestions on how they can be more effective in their roles. I also
remind them that part of their job is to let the actors know what they
are doing well as they are doing it.

Rehearsal Strategy Two

Another group rehearsal strategy is to appoint specific roles to each
member of the group. Again, the students are working in groups of four.
While one student is rehearsing a scene, the others are serving as stu-
dent directors. For each rehearsal, a given student director looks only
for one specific element and works on that element with the performer
for example, tempo-rhythm, transitions, blocking, nonverbal actions,
verbal actions, characterization, intentions, and obstacles. I assign these
topics to the directors based on the elements of the scene that the stu-
dent actors are focusing on. Students can either take notes as the scene
progresses or stop performers when there is something that needs to
be worked on. Student directors need to be reminded to give feedback
that also describes what was working in the scene as well as what could
still be improved.

Rehearsal Strategy Three

Like the strategy above, this strategy breaks the scene down into its core
components. The class is broken into small groups, and each group
works through each of its members' scenes. As before, each scene is re-
hearsed multiple times. This time, however, all of the student directors
focus on one element of the scene together. The first time through the
scene, the only element that might be worked on is tempo-rhythm, the
second time through it might be blocking, the third time through it might
be characterization, and so on. This approach helps the student direc-
tors master their observation skills and their directing skills.

Rehearsal Strategy Four

I started using this strategy, called Rehearsal Circles, when I saw how
effective Authors' Circles were in English classes. We use virtually the
same critique form that the English students use, slightly altered for a
theatre classroom: Students watch their classmates rehearse a scene and
then provide feedback about what was done well and ask questions
about portions of the scene that were unclear. It was an easy transition
for the students once they had worked on Authors' Circles in their other
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classes, and it was a great opportunity to demonstrate to students how
a learning strategy in one class could be applied to another class.

Rehearsal Strategy Five

For second showings, the strategy I usually implement is Rehearsing
for Goals. Students set their goals for improvement individually based
on the feedback they received from their first showing. Three to five
specific goals are usually appropriate. Once the goals are set, students
break into small groups for rehearsal. The student actor explains his or
her performance goals to the group and then performs the scene for feed-
back. Students are to focus their critiques on helping the actor achieve
his or her goals.

Journal Strategies
Being on the block gave each class more time to be reflective, and I found
this to be one of the greatest benefits of the block schedule. Reflection
allows students to work their way through the connections they need
to make in order to understand and master each acting technique they
cover in class. Because they were writing ninety entries instead of one
hundred eighty entries, the writing became more focused. They weren't
writing on the same prompt for six or seven days straight. I also began
to enjoy reading journals more because I was able to give prompts that
promoted higher levels of critical thinking. I was getting to know my
students better. I also had less reading to do. I used to collect seventy-
five notebooks eight times a year, and every time I collected a notebook
there were about twenty entries. That was fifteen hundred entries I had
to read eight times a year for a grand total of twelve thousand entries.
On the block, I collected notebooks only four times over the course of
eighteen weeks. Already, this reduced by half the number of entries that
I had before going to the block. Granted, these entries were longer, but
they also had more meaning and more information, and thus they were
more valuable for me as an evaluator and for the student. As described
above in the section on rehearsal strategies and below in the section on
scene presentation strategies, I incorporated journal writing into these
activities. I also made it a point to try to give a specific writing prompt
at the end of class every day. We would take at least five minutes at the
end of class to answer this prompt as a way of constructing meaning
for ourselves based on our classroom activities that day.
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Scene Presentation Strategies
Looking at six scenes or seven scenes a day can be tough for students.
My priority is always to keep the way we do coachings fresh and to vary
the students' responsibilities as we give feedback in order to keep the
class focused. In every situation, there is some journal entry that needs
to be made. Here are some different ways I have handled this process.

First Showings

During first showings, the actor performs the scene and then the class
and the teacher give the performer feedback through an oral critique
session. We also go back and work on some of the sections of the scene
that need the most improvement.

The hardest part is for students to sit in the audience and take
notes in their notebooks and stay focused on each scene. One thing I
try to do is move through the space while critiquing scenes. Also, I try
to make some connections between the scene we are working on and
other work we have already seen. One thing we never do is to watch
the six or seven scenes straight through; we always take a brief inter-
mission at the halfway point.

Students participate in this process by offering comments and by
writing critiques in their journals. I use the following journal/oral feed-
back strategies to vary the focus of the critique sessions. These are just
a few of the different ways I try to create variety in the critique sessions
during first showings.

1. Two Keepers and an Upgrade: Ask students to pick out two
elements of the scene that were well done and should be "keep-
ers" for the second showing. Make sure they describe why
each is a "keeper." Ask students also to pick out one element
that needs to be "upgraded" for the second showing and have
them explain how they would direct that element.

2. Make Connections: Ask students to watch each scene and then
make a connection between the scenes they are watching and
their own scene. Are there pointers they could pick up and
apply to their own work? Have students share these with the
class as part of the critique session.

3. Be the Expert: Ask students to focus on one element of the
scene. They will be asked to share their comments about that
element during the critique with the performer. Each day, I
assign different students different elements to critique. This is
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an excellent way to help students strengthen their ability to
define and describe specific components of the acting process.

4. Critique the Teacher: Here the students get to do just that
critique the teacher's critique. The students take notes on the
coaching process. Do they agree or disagree with the sugges-
tions I have given? What would they have done differently?
Their portion of the critique session then focuses on sharing
those observations with the class.

5. Jigsaw Coachings: I use this strategy when we are working on
scenes or monologues and multiple students are performing
the same piece. Each person who is performing the same piece
presents his or her first showing on the same day. Instead of
coaching the entire monologue or scene for each performer, I
coach only a section of the piece in greater depth for each per-
son. Then I coach the next section with the next performer.
That way, we don't have to watch the same piece over and
over and the students get to apply their observations from
another scene to their own work.

Second Showings

These showings tend to go much more quickly; in fact, we usually do
them in two days. Each student sets up, shares what he or she worked
on between the first and second showing, and then performs his or her
scene. Then we move on to the next scene. The students who are ob-
serving use their journals to take notes for each scene. We always de-
brief when we are done with a group of six performers. I use two dif-
ferent strategies for these sessions, panel discussion and round robin.

Panel Discussions

In this format, once all of the students in the group have finished their
scenes they all sit onstage with their notebooks and we have a panel
critique session. We talk about each person in the group, trying to get
four or five comments for each of them. The focus usually is on what
improved since the first showing and how well each actor achieved his
or her goals for this scene. The student performers are also allowed to
ask questions if they want specific information about a moment in their
scene. Each performer is instructed to take notes about the feedback he
or she receives.

Round Robin

The observers are divided into three or four groups and move to differ-
ent places in the room. The performers are also divided among these
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groups. Each group gets about five minutes to debrief with the perform-
ers, and then the performers switch groups for another debriefing ses-
sion. This continues until the performers have visited every group. The
teacher can either join a group or move from group to group to keep
the critiques focused.

Performance Portfolios
With the implementation of block scheduling, I also began implement-
ing a voice and movement portfolio in my T'heatre One class. This unit
was always particularly difficult when I was teaching forty-five-minute
periods. Voice and movement is a very scary process for most teenag-
ers. It involves risk taking in front of one's peers and focusing on some
very difficult techniques that are developed only through much repeti-
tion, such as physical alignment and vocal production. I always felt that
it was necessary to warm up or do some type of voice-and-movement
activity at the beginning of every class. We also had four different
projects to complete: a staged choral reading with the entire class, a
staged short poem in small groups, a haiku movement improvisation,
and a solo oral interpretation. For the students, this became a very te-
dious, time-consuming process. On the block, however, I was able to
more efficiently use the classroom time and was also able to do the
projects concurrently instead of consecutively, which was how the voice-
and-movement portfolio came about.

By dividing the class into segments, we could begin with a physi-
cal and vocal warm-up, move into working on one of the projects for
about thirty minutes, and then spend the last thirty minutes on another
project. At the end of the unit, each group had almost a twenty-minute
performance to present to the class. Each group programmed its own
presentation and decided on its running order. Groups also staged their
transitions between pieces and tried to come up with some means of
unifying their presentation. The end product was a definite improve-
ment over the types of work the students used to present.

Technical Theatre
After the first year on the block, it became apparent that additional
courses were needed in order to provide more choices for electives.
Because of the 4x4 block, students who were previously enrolled in six
courses in a traditional schedule all of a sudden needed to be taking
eight courses. Additional electives were needed in order to provide stu-
dents with enough options for their block schedule. We decided to add

9 0



78 "What Do I Teach for 90 Minutes?"

a course in Technical Theatre, and this elective really took off. We were
always enrolled to our limits. Even when my teaching load increased
from five classes on the traditional schedule to six classes on the block,
we were turning students away.

This course addition not only provided a new elective for stu-
dents, it also provided me with the labor I so desperately needed to
complete the technical elements for our theatre season. The first nine
weeks of the course focused on set construction. We were able to learn
all of the basic skills of construction and painting and then apply them
to practical projects that helped build the sets for either the fall play or
the winter musical. Students were able to make important contributions
to our productions. I was very careful to keep the Technical Theatre stu-
dents' contributions separate from that of the technicians working in
the extracurricular program; that way they could take a project from
start to finish and feel ownership about what they had done.

As you may well imagine, having ninety minutes a day to work
on set construction is much more effective than trying to set up, do work,
and then clean up for an afternoon rehearsal in forty-five minutes. Dur-
ing the second nine weeks of the course, we were more project-based.
We focused on lighting, props, costumes, sound, and stage management.
The ninety-minute classes allowed us to spend quality time complet-
ing a project, rather than getting something out, working on it briefly,
and then having to clean it up again for the night.

Nuts and Bolts

Space is one of the greatest luxuries I had when we went to block sched-
uling. I didn't teach in a classroomI taught in the auditorium and also
used my attached shop space. When we broke into small groups, the
groups could work far enough away from each other that they weren't
distracted by each other. On the rare occasions when we had to move
out of the auditorium and into our small dressing rooms or acting stu-
dio area on a rehearsal day, we were never able to get as much work
accomplished.

The only element of scheduling that I found to be important was
that the two sections of Technical Theatre needed to be run in different
terms so that I had a yearlong labor force. Also, I made sure that Tech-
nical Theatre was scheduled during the last period of the day. This al-
lowed us to leave incomplete scenic elements out on stage to dry with-
out the fear of an acting class coming in and having to put things away
so that class could be taught. We were always able to move after-school
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rehearsals to another space if necessary, but we never had a truly satis-
factory alternative space to use during the school day.

Leaving the Block
I've been "off the block" now for three years, and what I miss most is
having ninety minutes of consecutive instructional time. Having taught
for three years on the block, I found it especially frustrating to go back
to forty-two-minute classes. All of the approaches I had used to struc-
ture lessons over ninety minutes in order to help my students construct
meaning were now more difficult to implement. During my first year
off the block, I went back into a buffet-style curriculum with lots of
projects, even more than I used to teach before I revised the curriculum
for our transition to block scheduling. While I have been successful in
paring down the amount of coverage, I can no longer start every class
period with a warm-up or introductory activity because it isn't practi-
cal. Again, it seems that rehearsals just get started and the bell rings. It
also seems to take forever to finish first and second showings of a scene.

The most striking observation I have made is that fewer students
in this format have been as successful in developing the analytical skills
that my students on the block were able to develop. Without those skills,
students aren't developing their technique as quickly or as deeply as
my students did on the block. Their critiques aren't as focused or as
accurate. Their journal entries aren't quite as detailed. They never re-
ally develop as strong a rehearsal ethic as the students at Mundelein
did. We cover more material, but the curriculum sacrifices the depth to
which we covered the objectives on the block schedule. The talented
students are able to grow on their own in this process, but I never feel
that the students who need help discovering and developing their tech-
nique really get a fair chance. Due to the current schedule, I have lim-
ited time to structure activities that help students create more signifi-
cant meaning and better connections.

Nonetheless, I am able to use the lessons I learned while teach-
ing on the block. I still use all of the rehearsal strategies, journal strate-
gies, and scene presentation strategies that have been discussed through-
out this chapter. Being on the block forced me to look at teaching from
a new vantage point. Through that experience I know I have become a
more effective and creative teacher. The lessons I learned during those
three years will continue to shape and inform the ways I design and
implement curricula in any kind of schedule.
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Offering lore lElectives
On the block schedule, students have the opportunity to take more
classes, and in some schools this boosts the enrollment in many of the
electives that are already being offered. At Mundelein High School
(MHS), we had many courses "on the books" that students had not
signed up for over the years as graduation requirements had increased
in other content areas. We considered bringing these electives back into
existence but discovered that many were developed around the inter-
ests and talents of a particular teacher, in most cases one who was no
longer teaching in our school. We had also revised so much of our cur-
riculum that we thought the needs of our students might be different
from what they had been ten years before, so we decided to ask the stu-
dents what classes they would be interested in taking. We invited stu-
dents to bring their lunches into a room across from the cafeteria dur-
ing their lunch periods and offered cookies and pop as an incentive to
meet with us.

Our conversations with students helped us understand that, while
they got touches of mythology in some of their courses, they wanted a
whole course on mythology so they could study it in depth. A mythol-
ogy course was planned over the next year. Students also said they
wanted a course on Shakespeare but agreed that the enrollment might
be limited. This led to brainstorming about other topics and authors they
would like to study. Their discussion led to the ideas we put into place
for two courses, one titled Expressions: Literature and the Arts and the
other titled simply Senior Project. (See sample Expressions unit in Ap-
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pendix F.) During these lunch meetings, students complained that the
types of writing required in their first-year, sophomore, and junior En-
glish classes didn't give them the opportunity to be very creative. This
suggestion led to the revision of a creative writing course that hadn't
been taught in many years. All of these courses were planned over the
next school year, and curriculum was written in teams during the sum-
mer. After two years, we went to the students again for feedback so that
we could make revisions in the new courses and get suggestions for
other courses.

What We Learned

/13 Enrollment was low in many of the electives the first time they
were offered. When we took a closer look, we discovered that
students who had suggested and enthusiastically given us ideas
for courses had not signed up for them. When we asked, we
found that students were not aware, and/or counselors were
not sure, that the new courses would fit with students' career
and educational plans. Once we began to work with counse-
lors by explaining what each of the courses had to offer, more
students signed up. The following school year, we also took
time during our English classes prior to student registration to
meet with each student to develop an English coursework plan.
Suggestions based upon interests and talents were recorded so
that students could share our recommendations with their par-
ents and counselors.

Because the block schedule creates the need for more electives,
courses that are developed need to be teachable by several
people in the department. Eliminating a course from depart-
ment offerings because a teacher is no longer in the department
or building creates scheduling problems on the traditional
schedule, but there are even more implications on the block,
such as overloading in some electives, loss of departmental F1 hs
or other staff positions, students being unable to get electives
needed for graduation. In addition, budgeting for new electives
and finding teachers to develop and write new course curricu-
lum during the summer is often difficult, so developing new
courses because someone leaves the department is a resource
issue in terms of teacher time and budget (see discussion of
credit requirements in Appendix B).

13 On the block schedule most electives are one-semester (or one-
term) offerings. Scheduling a teacher to teach an elective thus
requires that he or she teach two electives; a full-year course is
eliminated as a possibility as soon as a one-term course is as-
signed to a teacher. In the sample shown in Figure 4, if the en-
rollment in creative writing is limited to one section, the teacher
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Term 1 Term 2 Term 3 Term 4

Period 1 English 1 English 1 English 3 English 3

Period 2 English 3 English 3 Plan Plan

Period 3 Plan Plan English 1 English 1

Period 4 Creative Writing Senior Project English 3 English 3

Figure 4. Sample teacher schedule with electives (each term occupies nine
weeks).

needs to be able to teach one of the other semester (one-term)
offerings during the second term.

ga In our state, a course must meet certain criteria to be consid-
ered an English credit. For example, students enrolled in news-
paper and yearbook do not receive an English credit; they re-
ceive an elective credit. It is possible for students to enroll in
several elective credit courses but not have enough English cred-
its at some universities. When expanding course offerings on
the block schedule, getting necessary approval from the state
or from universities, or specifying which courses are "elective
credit only," will prevent problems for students.

SchedulMg Advanced Placement Classes
AP classes on the traditional schedule are usually full-year courses in
most schools. On the 4x4 block schedule, this presents a problem, since
full-year classes usually run either through Terms 1 and 2 (September
through January) or Terms 3 and 4 (January through June). To schedule
this course early in the year left more than a three-month gap between
the end of the course and the AP test. Scheduling the class during the
second half of the year gave students only three months of classroom
instruction prior to the test. We decided that the best option would be
to offer AP classes for the first 3 terms of the school year (September
through April), increase the credits earned to 1.5, and offer review ses-
sions in the two to three weeks leading up to the exam during the sched-
uled all-school make-up time.

Using the kA,dvancement Center for Student Support
When we first detracked English classes, we developed a course for "at-
risk" students to support their transition into detracked English classes.
This was our version of a Title I class, and we called it Language Arts
Lab. Curriculum was written that aligned with the work students were
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doing in their English classes. Students earned 0.5 elective credits for
the course and were identified as needing Title I support through the
evaluation of a writing sample which each incoming eighth grader or
transfer student wrote in response to a short story. English teachers also
recommended students who were not identified by this process when
they were found to be struggling in their English class.

As successful as this course was, we knew that with the move to
the block schedule we would have to take another approach. To con-
tinue with this requirement on the block would have meant that iden-
tified students would be in English and English-related classes for two
ninety-minute class periods, or three hours, each day. Since English class
is typically the least favorite for these students, we did not think this
was a wise plan.

Although we originally envisioned the Advancement Center as
a support for those students who would no longer receive support from
Language Arts Lab classes, we didn't want this classroom or area of the
building to become labeled as a place for "dummies," nor did we think
the enrichment we hoped to offer should be limited to only a few se-
lected students. In planning the structures and materials for the Ad-
vancement Center, then, we kept our purpose in mindsupport, en-
richment, and advancement for all students. This was when we realized
that the writing center concept could be expanded to a center that as-
sisted students in all aspects of their learning in the English classroom.

In order to create this environment, we decided to staff the Ad-
vancement Center during each period of the school day with a full-time
instructional aide and an English teacher. The aide was responsible for
scheduling caseload students (students who would have enrolled in a
Language Arts Lab/Title I class on a traditional schedule), maintaining
and retrieving student portfolios and videos (each student had a video
on which all of his or her speeches were recorded), and performing the
general clerical duties associated with the functions of the Advancement
Center, as well as working with students when necessary. The English
teacher assigned to the Advancement Center worked with students.

We didn't want the Advancement Center to become a place where
classroom teachers would send students because of classroom behav-
ior problems, so a Student Admittance/Activity Sheet was developed
to ensure that all students attending the Advancement Center would
have a specific purpose for being there (see Appendix G). We also
wanted to supply the Advancement Center teacher with all the resources
necessary to best support student achievement. When writing the Ad-
vancement Center curriculum, we outlined all the available resources
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for each grade level. For example, an English teacher assigned to the
Advancement Center might have taught only first-year and sophomore
English, but when junior students were looking for enrichment materi-
als to enhance their understanding of a unit, the Advancement Center
teacher needed to have the curriculum document to guide students to
the appropriate materials.

The Advancement Center was a way for us to maintain high ex-
pectations for students needing enrichment activities and materials af-
ter completing the core curriculum provided in their classrooms, some-
thing teachers rarely had enough time to provide during the traditional
eight-period schedule. Additionally, the small group work, discussions,
individual research, and group projects that have been suggested as
instructional strategies for block scheduling were facilitated by the
Advancement Center. For example, while the classroom teacher is con-
ducting portfolio conferences or teaching a grammar minilesson to a
small group of students (as suggested in Chapter 4), the advancement
center teacher could be helping other students in the same class find
resources for inquiry projects, set goals, or view videotapes of speeches.

The Advancement Center offered students the opportunity not
only to seek assistance in areas of reading, writing, and speaking, but
also to explore topics of interest and research related to units of study
in each English course. Learning centers throughout the room contained
materials relating to the unit research questions at each grade level, as
well as topics encountered in core reading, writing, and speaking as-
signments. These materials spanned various time periods, from current
events to historical documents, and encompassed a variety of commu-
nication formats, including novels, short stories, poetry, plays, news-
paper and magazine articles, video- and audiotapes, posters, charts and
graphs, artwork, music, and computer programs. In addition, televi-
sions, videocassette players, audiocassette players, and video cameras
were available for students to use; paperback books were available for
students to check out as free-choice novels; computers were available
for students to work on assignments; and areas and rooms were set up
for students to work individually, with other students, and with teach-
ers. Sample pieces of core writing and speaking assignments were also
available for students to analyze prior to completing their own work.

In general, the first thirty minutes of each period was reserved
for the Advancement Center teacher to meet with specific caseload stu-
dents. By setting this time aside for meetings with identified students
on a regular basis and tracking their progress, we were able to use Title
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I money to cover some of the cost of staffing the center. At the begin-
ning of each term, the Title I student list was reviewed and sorted by
the period in which each student attended his or her English class.
Meeting times were coordinated between the Advancement Center
teacher, the Advancement Center aide, classroom teachers, and students.
A master schedule was prepared and sent to teachers to remind them
when students needed to attend their regular meetings.

Caseload students came to the Advancement Center with their
Weeldy Progress Sheet filled out so that the Advancement Center teacher
knew exactly what skills the students were working to improve (see
sample in Appendix G). Classroom teachers were also asked to fill out
Student Progress Information forms each term to inform the Advance-
ment Center teacher of the progress of each caseload student (see sample
in Appendix G). These forms helped facilitate communication between
the classroom teacher and the Advancement Center teacher in order to
provide the best possible assistance for each student.

During the last sixty minutes of each ninety-minute class period,
students needing assistance in the Advancement Center could attend
with the permission of their English teacher. Students signed up to work
in the Advancement Center (or their teacher signed them up) at least
one day in advance of attendance. Other students were admitted on a
drop-in basis during the last sixty minutes of each period, depending
upon the nature of their attendance and availability of various work-
ing stations in the room. Students were required to fill out an Advance-
ment Center Student Admittance/Activity Sheet which the classroom
teacher signed prior to students leaving their regular classroom (see
Appendix G). This form served both as the student's hall pass and as a
means of communication between the classroom teacher and the Ad-
vancement Center teacher. The average time a student spent in the
Advancement Center in any given class period was approximately thirty
minutes.

Teachers assigned to the Advancement Center facilitated a vari-
ety of instructional activities, including:

videotaping small-group discussions,
planning group projects and presentations,
providing feedback for oral presentations,

viewing videos of speeches and discussions and assisting in
goal setting,

running additional and/or make-up Authors' Circles,
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supporting and editing writing in progress,
guiding particular assignments and research and enrichment
activities,
contacting resources for and with students,
co-teaching classes with classroom teachers when needed for
special activities,
assisting students in setting goals for reading and writing and
creating action plans to attain goals (see sample forms in Ap-
pendix D),
assisting students in skill building.

On a typical day in the Advancement Center, a group of students
whose class is working on the revision aspect of the writing process
could be sharing their personal narratives in an Authors' Circle to re-
ceive peer feedback for revisions. The Advancement Center teacher
might be working with a caseload student who needs an editing con-
ference to check for mechanical and grammatical errors in his or her
character analysis. Five students could be using the computers to type
the final drafts of their research papers, while another student might
be using a computer to do Internet research. A group of three students
who gave speeches in class on the previous day might be watching their
videotapes to critique themselves and set speaking goals for future pre-
sentations. At the learning centers, two students who have already com-
pleted their classroom writing assignments might be reading from a
packet of poetry, while three others analyze song lyrics related to the
theme of their unit. (Centers are described in the next section of this
chapter. See sample centers in Appendix H.)

Because the block schedule allows teachers to use additional class
time for students to participate in sustained silent reading, literature
circles, editing conferences, Authors' Circles, and writing workshops,
the Advancement Center provides a resource, both in personnel and in
physical space, to facilitate these activities. A teacher can send two
groups of students to the Advancement Center to participate in Authors'
Circles with help from the Advancement Center teacher, while three
other groups are participating in the same activity in the classroom.
Likewise, during editing conferences, the classroom teacher can meet
individually with half of the students in the classroom, while the other
half meet with the Advancement Center teacher. This approach allows
for twice as many conferences in the same amount of class time.

More specifically, in relation to a lesson on the block schedule (e.g.,
see the sample class plan for literature study in Appendix C), a teacher
could make arrangements for six students who were struggling to un-
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derstand the required novel to go to the Advancement Center. One of
the English teachers assigned to the center could read the chapter aloud
to the students and use the Say Something strategy (see description in
Appendix D) at various points in the text. This approach could also be
used with an audiotape of the book. The Advancement Center teacher
could then have these students write in their journals before they re-
turn to class in time for the literature discussion. During this same time,
several students in the same class who had read ahead, and had already
written in their journals before coming to class, could get a pass from
their English teacher to go to the Advancement Center to work at one
of several centers that had been created for the book. These students
could also return to the classroom in time for discussion.

With the second class plan presented in Appendix C, for writing
instruction, several students who needed assistance with incorporating
information from literary criticisms into their essays could go to the
Advancement Center for help during the time when the rest of the class
was revising rough drafts. They might stay in the Advancement Cen-
ter to use the computers available there and then return to class for
Authors' Circles. Another group of students in the same English
teacher's class could be scheduled for the Advancement Center so that
one of the teachers there could work directly with them on a specific
assignment. This work session in the Advancement Center could have
been scheduled after discovering that these particular students needed
help in using supporting evidence from the text for the generalizations
they were making in their writing. These students could get help dur-
ing the last forty-five minutes of the class period while their classmates
are engaged in Authors' Circles and in making revisions in their rough
drafts.

What We Learned

E9 This type of "loose" plan, and the philosophy that guides it,
need to be approved by the administration and possibly the
school board. Since the Advancement Center is not a "class" in
a traditional sense, a shift to this approachas compared with
the traditional approach of scheduling students into a Title I
class, where staffing needs are determined by class counts
reduces the number of teachers needed to teach specific classes.
As a result, if the educational value of such an arrangement is
not agreed upon by key parties, then there is a danger that
changing the way we provide for student needs may be seen,
in later years, primarily as a way to reduce staff (and essential
programs).
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Learning Centers
Learning centers are planned learning experiences that give students
the opportunity to explore and extend topics of study, make choices,
and work independently (Burke 1984). In many ways, learning centers
are similar to the experimental stations that science teachers set up for
their students, where each station offers a problem or idea to explore.
In the English language arts classroom, learning centers can be created
to explore the various themes and questions that emerge from a unit of
study or a novel the class is reading. They can also be set up to help
students further refine skills needed to achieve specific objectives. For
example, centers could support the teaching of grammar in context and
introduce topics of study such as story structures and the author's craft.

Personalizing instruction to meet the needs of individual learn-
ers is difficult when there are twenty-five to thirty, or more, students in
a class. For example, creating a grammar lesson for a small group of
students based upon an analysis of their writing is difficult when there
can be as many as twenty other students who need something to do
while the teacher is working with the small group. Often, teachers as-
sign a reading for the remaining students, but there are always those
students who finish early or others who can't concentrate while the "I'm
finished with everything" activities of classmates are taking place
around them. And then there are also the students working in the small
group: when do they make up the reading that other students are do-
ing while they are working with the teacher?

Learning centers offer the teacher and students several options
for the work they will do. For example, when we needed to hold con-
ferences with students about their writing, we might be working with
five to seven students during a class period, while another five to seven
were in the library or Advancement Center searching for books and/or
doing research. Another small group might be reading or writing, and
more small groups would be working at centers in our classroom. We
could rotate students through these activities throughout the week un-
til we had met with each student.

Making learning centers available in the classroom also provides
a way for teachers to meet the demands that block scheduling makes
for flexibility and variation in the instructional methods offered within
a class period. While teaching on the block schedule, we could set up
the rotation described above during a single class period by having stu-
dents rotate every thirty minutes from small-group direct instruction,
to media center/computer lab work, to learning center activities.
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Centers can be arranged on tables around the classroom, but they
might also be set up in special locations in the school media center and/
or in writing or tutoring areas. Learning centers might also be developed
and shared by teams of teachers. At Mundelein, teachers developed
learning centers to support the units they were teaching, and these cen-
ters were set up in the Advancement Center so that all students could
use them.

Some centers can be set up for a short engagement in the topic,
while others may require the students to return several times through-
out the unit, semester, or year in order to complete the center. Still other
centers, such as grammar centers, might be available throughout the
year but used only as needed.

Students can also create a center for other students as a way to
express and demonstrate their understanding of specific topics. Not only
does such a project provide an authentic audience, but also it puts stu-
dents in the role of considering how they might teach what they have
learned to someone else. Centers can also be a culminating project for
an area of inquiry that learners have explored. After reading the book
Night (Wiesel 1960), for example, students in one class identified ques-
tions they had about the Holocaust, engaged in research, and created
centers related to their investigations. For several days, these centers
were visited by other students in the class, and they were later used by
subsequent classes taught by other teachers.
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In preparing the manuscript for this book, we returned to many of the
folders of documents we produced at Mundelein High School prior
to going to the block schedule and during our first year on the block.

One Communication Arts memo titled "Block Schedule Issues" had a
subtitle which stated, "We feel like gerbils on a wheel." As much as we
planned, as much as we prepared for every anticipated change that we
thought deserved consideration, there were still issues we hadn't con-
sidered. In spite of this, we could see that the positive aspects in terms
of students' learning and the type of instruction we were finally able to
put in place far outweighed the problems. The memo documenting our
first term on the block schedule identified several of the following un-
anticipated problem areas, along with changes we made to help solve
the difficulties we were facing.

End-of-Term issues
On the 4x4 block schedule, there are four terms, each of which is the
equivalent of a semester on the traditional schedule. At the end of each
term (every nine weeks) at Mundelein, final exams were scheduled.
What we discovered was that the time previously built in for grading
and preparing for new courses, in particular the 0.5-credit or one-term
classes, was not built into the final exam schedule when we went to the
block. During our first year on the block, we even had Homecoming
during the week of final exams. Since all extracurricular activities were
running on full schedule rather than the limited-activity and abbreviated-
practice schedule that was usually implemented during finals week on
the traditional schedule, students were less prepared and lacked focus.

In the past, most teachers had used a portion of their winter break
to grade final exams, calculate grades, revise curriculum, and prepare
for new courses. On the block schedule, it's possible that exams will take
place on a Tuesday and Wednesday and that the new term will start on
a Thursday, which is what happened to us in our first year.

What We Learned

Some backward planning needs to be done when determining
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the master schedule, so that exams can take place on a Wednes-
day and Thursday with a professional day built in on a Friday
and new terms beginning on a Monday.
Some scheduled events that are on the calendar before the deci-
sion to move to block scheduling may need to be changed in
order to better facilitate such school-day events as final exams.
At Mundelein, many teachers (especially teachers of one-term
classes) tried giving the final exam prior to the scheduled time
and then using final exam time to provide closure, discuss
grades, and return papers. The problem with this plan when
we first went to the block schedule was that many students
weren't ready for the final, because teachers had miscalculated
the time needed to do "everything" in the units. Describing the
last few days of the term as a "wild scramble" for both students
and teachers would be an understatement. As we became more
accustomed to the block, however, this method worked.
One plan for instruction that seemed to be a good option was
to schedule speeches during final exam time. Since final exam
time was never longer than a regular ninety-minute class pe-
riod on the block, exam periods were no longer than any other
day of the term. In order to gain a few extra days of grading
time, many teachers scheduled the written portion of the exam
during a class period prior to the "official" exam time and then
spent the last several days with students preparing and pre-
senting speeches. Not only were speeches much easier to grade,
but also they created a sense of celebration of learning at the
end of the grading period.

Scheduling
Many scheduling problems can arise when going to the block, but one
we hadn't anticipated which was critical to the teaching of English
wasn't discovered until well into our first month of school. The com-
puter hadn't scheduled all students for consecutive terms! This meant
that some students had English during Term 1 (from August through
October) and the second half of their English class during Term 4 (April
through June) of their 4x4 schedule. With this type of a switch, there
was often little consistency in teachers. And, as if this weren't bad
enough, we found out that some students were scheduled for the sec-
ond half of their "year long" English classes before the first half!

What We Learned

Working with counselors and the person or people in charge of
scheduling and/or computer programming is more important
than we realized. Even though we thought it should go with-
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out saying, we put it in writing that one-year courses should
not be divided; students were required to be in consecutive
terms and they had to be in the first term of the sequence before
the second term of the sequence. We also required that students
be scheduled for the entire year with one teacher. We could eas-
ily check this at the beginning of the school year for half of the
student body by asking to see student schedules on the first
day of class.

Progress Reports
One change we didn't make when we moved from a traditional to a block
schedule was that we decided to continue filling out progress reports
nearly halfway through the grading period, at four weeks. We discov-
ered, however, that, given the need for two to three days for schedul-
ing changes at the beginning of the term, a couple of weeks for adjust-
ment to routines, several weeks for students and teacher to get to know
one another, and two to three days prior to mailing for filling out re-
ports, there was limited time in which to make an accurate assessment.
We found that a simple solution was to wait another week before fill-
ing out progress reports. (See further discussion of progress reports in
Appendix B.)

Student/Paper Load
On the 4x4 block, we were teaching approximately seventy-five students
a day, and, because of the longer class periods, students were produc-
ing much more work in a single day than they had been before block. If
students were completing two assignments during each class period,
the teacher had approximately 150 pieces of grading to do each day.
Much of the work students were turning in on one day needed to be
returned to them on the following day in order for them to continue with
the next lesson. When looking at a class period on the block as two class
periods on a regular schedule, not returning papers to students on the
next day meant students weren't getting feedback for two days.

What We Learned

The new methods we found ourselves usingresearch; collabo-
ration on projects; time for reading, writing, and revising; lit-
erature discussion; using the Advancement center; and incor-
porating the use of learning centersgave us time to confer-
ence with students rather than grade. This reduced grading time
considerably. For example, grading a portfolio might take twenty
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to thirty minutes in the evening at the kitchen table but only
ten minutes during a one-on-one conference with a student.
At one of our curriculum feedback sessions with students, they
told us that we valued their opinions and ideas if they recorded
them on paper but that we didn't seem to value what they had
to say aloud. Guilty as charged! This caused us to reexamine
our assignments and assessments and work toward balancing
them. Much of what we were assessing in written assignments
could, with some alterations, be done in other formats. What
we didn't realize immediately was that the students' sugges-
tion would reduce also our paper load dramatically.
English teachers are often told to stagger the assignments be-
tween classes as a solution to the overload of paperwork that
they face. The effort required to do this in terms of planning
and preparation on a traditional schedule often takes as much
time as grading the paperslittle extra time is gained. On the
block schedule, teachers become more experienced with and
efficient at changing instruction, so there is more time gained if
class planning considers a staggering of due dates.

Gathering Data

In our first year on the blockand with some teachers, this continued
beyond the first year, whenever something went wrongthe block
schedule was blamed. And there were just as many other times when
things were going well that we couldn't account for the reason. The
scheduling problem we ran into with students having two different
teachers or inconsecutive terms of English was blamed on the block, but
it was actually a computer problem. Overloading in some classes and
small numbers in other classes was also blamed on the block schedule,
until the principal suggested that department chairs examine the prob-
lem areas together. It was then discovered that the class periods of sev-
eral new AP classes had caused the problema problem that would
have existed on the traditional schedule if we had still been on it. Mean-
while, general attendance had improved, and many teachers attributed
this to the new attendance policy, which they had been requesting for
years. But how did we know the improvement wasn't due to the new
instructional methods that were better matched to how students learn,
and/or to the new assessments we were using, which were authentic,
challenging, and meaningful?

What We Learned

Whatever reasons have guided the decision to move to block
scheduling should be considered and data should be collected.
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Determining what baseline data will be gathered, who will
gather it, and who will be responsible for analyzing it is crucial
to determining what block scheduling revisions need to be
made. These data-gathering decisions need to be made before
going to the block schedule; otherwise, important pieces of in-
formation or even the opportunities to collect the data will be
lost.

Determining a Revision Plan

Most schools will need to reexamine their make-up schedule several
times before they figure out the times and procedures that work for
them. Once the schedule for make-up time has been established, the
committee should agree to meet again a time or two during the first year
on the block to do some tweaking, and then again at the end of the year
to consider a revision plan.

If the curriculum wasn't revised prior to block scheduling, this
will be an important task after the first year on the block, since much of
the instruction will have changed over the school year.

Each block-schedule decision-making committee (see Chapter 1)
might reconvene halfway through the first year on the block to consider
how their decisions are working in practice. Having committee mem-
bers get feedback from each department is crucial to this process, and
one important area of discussion for each committee involves consid-
ering whether or not decisions have had enough time to work.

Continuing to Work with Parent Groups
It's interesting how quickly doing something new comes to seem com-
mon. In some respects, that's a reassuring thoughtadapting to a new
teaching situation is possible! But what we had trouble remembering
was that block scheduling was still a new concept to the parents of our
new students, in particular our new first-years. Many of the structures
we had put into place to inform parents in the first year of going to the
block were not used in the following years, but our new parents needed
that information as much as previous parents and their students had.

Just as important as helping parents to understand the new struc-
tures is providing information related to the new instructional ap-
proaches and assessment changes that parents will be seeing and hear-
ing about. When students tell their parents they need to use the
computer to, say, write a note to their friend (i.e., engage in Written
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Conversation about a book), parents can often be confused and ques-
tion the purpose, benefits, and challenges of such assignments if teach-
ers have not found ways to inform them ahead of time.

ACT Testing and Review Sessions
Some schools offer ACT and SAT review sessions for juniors every fall.
Spring review sessions may need to be scheduled in schools that choose
the 4x4 block schedule. It may also be beneficial for counselors to iden-
tify the best testing session (fall or spring) for students based upon when
they are enrolled in such classes as English and U.S. history.

Trusting the Process and Giving It Time
We don't remember the source or the person, but someone said some-
where that change takes at least three years. This was one of the best
pieces of advice we had as we were meeting our challenges and learn-
ing from them. Whenever someone in the school said, "This isn't work-
ing, we need to go back to the old schedule," we kept that advice in mind
and were thankful we had made a three-year commitment to making
the block work. Changing instructional time affects nearly every aspect
of the school, and when little remains constant, some teachers and ad-
ministrators feel discomfort and others feel excitement. It's not often that
educators have the opportunity to work together to create a school that
is built not just on tradition but on what's best for all the learners (stu-
dents, teachers, and administrators) in the building. Block scheduling
offers that opportunity

Earlier in this book, the strategy Most Important Word was de-
scribed as a way to get readers to summarize a text in one word. If we
were to summarize our experiences as we prepared for block schedul-
ing in a word, that word would be challenging. If we were to summa-
rize our first year of teaching on the block in a word, it would be chal-
lenging. We were challenged to rethink our commonly held beliefs and
experiences about nearly every aspect of how we approached all of the
complex and interconnected ways in which schools have traditionally
operated. Block scheduling was an opporft.mity to create working situ-
ations that were both exciting and supportive of students and teachers.
Was it easy work? In a word, no. Was it worth it? In a word, yes! Never
has a challenge been more rewarding on a personal and professional
level.
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Appendix A: Sample
Block Schedules
Copernican Plan

Period Semester 1 Semester 2
1 English science
2 history math
3* interdisciplinary seminar

art
PE

4 teacher assistance
psychology
creative writing

Alternate Day (aka Block 8, A/B, Odd/Even, Day 1/Day 2) with
Semester-Long Classes

Period Red Day Gray Day
1 English science
2 history math
3* art/PE creative writing/psychology

resource4 Spanish

4x4 Schedule
Period Term 1 Term 2 Term 3 Term 4

1 English English PE PE
2 art mythology science science
3* history history math math
4 Spanish Spanish creative writing psychology

(Each term is nine weeks long.)

Trimester Plan (aka 3x5 Trimester Plan)
Period Fall Winter Spring

1 history English A** English 13-
2 history are* art-
3* yearbook
4 PE math A math B
5 Spanish Spanish PE

(Each trimester is twelve weeks long. Class periods are 72 minutes long. Double
class periods are 149 minutes long since no passing period is needed.)

Lunch periods are determined by individual third-period class schedules.
-Denotes interdisciplinary class.
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Scheiuk roices
1. Make-Up/Advancement Period
The make-up /advancement period will be scheduled each Wednesday
from 1:55 P.M. to 3:45 P.M.

Any student may attend for the purpose of advancement/re-
source (special education).

Students with one or more absence(s) since the prior Wednesday
are required to attend in order to receive credit for any make-up work
due from the absence(s).

Any student truant from a class may be required, at the discre-
tion of the teacher, to attend the make-up session. NO credit will be
given for the make-up work. In addition, the student activities direc-
tor, athletic director, or coach may require attendance for students in-
volved in activities and experiencing academic difficulty.

Buses will run at 2:00 P.M. and again at 3:50 P.M. There will be four
make-up sessions of 23 minutes each (see chart below). Consecutive
sessions will total 52 minutes (23 + 23 + 6 minutes passing time).

Students may spend varying times with teachers; however, fac-
ulty will be assigned two sessions so students know when their teach-
ers are available. For example, a first-year student might spend 52 min-
utes with a science teacher to make up a lab, 10 minutes with an English
teacher to go over what was missed, 15 minutes with a math teacher to
review for an upcoming test, and 25 minutes with a social studies teacher
to make up a missed quiz. A senior with no science class might go to an
elective teacher, then make up P.E. for 52 minutes, then go to an English
and elective teacher. The sessions when a given department, say, En-
glish, is not offering student contact time will be devoted to departmen-
tal inservice.

The schedule charted below will rotate every term since staff
members' and students' schedules will change and rotating will allow

These policies were put in place during the 1996-97 school year and are reviewed and
revised each year.
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flexibility and equity. The schedule for the first term of the 1996-97
school year will be as indicated below. Physical education is not as-
signed, since students can make up RE. either during this time or at other
times. PE. /Health/Dr. Ed. staff will schedule for inservice times that
best fit their schedules.

Division of Time in Make-Up/Advancement Period
Session Time Student Contact

Subject
Departmental
Inservice

1 1:55-2:18 science, electives English, math, social
studies

2 2:24-2:47 science, math English, electives, social
studies

3 2:53-3:16 English, math,
social studies

science, electives

4 3:22-3:45 English, electives,
social studies

science, math

Each department / division will schedule a one-hour meeting each
month, either from 6:45 A.M. to 7:45 A.M. or from 3:30 P.M. to 4:30 P.M. Fac-
ulty meetings routinely will be held at 3:45 P.M. on Wednesdays.

The following chart indicates the rotation schedule for sessions
in the make-up/advancement period through four terms.

Session Rotation for Make-Up/Advancement Period
Term/
Session

Time Student Contact
Subject

Departmental
Inservice

1.1 1:55-2:18 science, electives English, math, social
studies

1.2 2:24-2:47 science, math English, electives, social
studies

1.3 2:53-3:16 English, math,
social studies

science, electives

1.4 3:22-3:45 English, electives,
social studies

science, math

2.1 1:55-2:18 English, electives,
social studies

science, math

Continued on next page
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Term/
Session

Time Student Contact
Subject

Departmental
Inservice

2.2 2:24-2:47 science, electives English, math, social
studies

2.3 2:53-3:16 science, math English, electives, social
studies

2.4 3:22-3:45 English, math,
social studies

science, electives

3.1 1:55-2:18 English, math,
social studies

science, electives

3.2 2:24-2:47 English, electives,
social studies

science, math

3.3 2:53-3:16 science, electives English, math, social
studies

3.4 3:22-3:45 science, math English, electives, social
studies

4.1 1:55-2:18 science, math English, electives, social
studies

4.2 2:24-2:47 English, math,
social studies

science, electives

4.3 2:53-3:16 English, electives,
social studies

science, math

4.4 3:22-3:45 science, electives English, math, social
studies

2. Student Schedules

All first-years, sophomores, and juniors will be expected to have a full
schedule (four classes per term). The exceptions would be juniors with
a physical education waiver for the term and students with special cir-
cumstances that support an abbreviated schedule. Decisions pertaining
to alternative/abbreviated schedules will include parents, dean, coun-
selor, guidance director, and social worker. Seniors in good academic
standing may take three courses per term and enter late (second period)
or exit early (after third period).

Abbreviated schedules will not be considered, except in rare cases,
until the student reaches age sixteen (dropout age). Students electing
periods 0, 5, 6, and 7 (should an extended day become an option) will
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not be allowed to change schedules, as this would affect staffing. Again,
exceptions may be necessary as circumstances change.

Students who fail a class may have to wait a term before reenter-
ing/repeating a class. Some "light" sections may be scheduled to ac-
commodate returning students who failed previously. Students who fail
half of their classes due to truancy will be reviewed and may be placed
in an alternative setting for the remainder of the term if such an appro-
priate setting is available.

The Session Rotation for Make-Up/Advancement Period grid (see
above) reflects possible schedules for the 1996-97 school year. An at-
tempt will be made to reflect the daily schedule on the school calendar
and in the student handbook so that everyone knows what the sched-
ule is for the day.

3. Extracurricular Activities
Extracurriculars will continue to be conducted outside of the school day.
Students taking part in activities may be accommodated on Wednes-
days from 1:55 to 3:45 P.M. so they do not have to leave the building and
return, as this might create a transportation problem. Students partici-
pating in activities and students experiencing academic difficulty may
be required to attend the Wednesday make-up.

Possible exceptions to the practices described above include oc-
casional Inter-Class Council meetings during lunch periods and athletic
teams and coaches leaving early on Wednesdays when it benefits sched-
uling.

The other issue is one of student schedules and absences due to
extracurricular participation. A student who is absent due to a school
sponsored curricular or extracurricular activity will be expected to at-
tend the Wednesday make-up session for the classes missed. However,
we are going to have to be sensitive to the fact that the student has no
control over the absence(s). The best (worst) example would be a golf
member who must miss three full days for conference, regional, and
sectional meets plus early dismissals for other meets. This golfer could
possibly miss fourth-period class as many as six or seven times during
the first term. This would definitely impact other decisions if there are
other absences. It is possible then that a golfer might not be approved
for another absence during that term (say, for a college visit) or be ex-
cused for a match if there have been numerous days of absence due to
illness.
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4. Homework
The concern teachers have for students who come to class without home-
work completed is fairly typical in most schools. It's often difficult to
proceed with the next lesson if many students have not done the pre-
paratory work. When small numbers of students don't do their home-
work, the teacher can go on with the lesson as planned, but participa-
tion and success in subsequent activities is usually limited to students
who completed their homework prior to class. One class period on the
block schedule is often looked at as two class periods, and from such a
perspective the concern for homework becomes greater. If a student
doesn't do the homework, the next "two days" of class will suffer.

Schoolwide Committee Decision

Homework will remain an integral part of the learning experience. The
expectation is that students will come to class prepared and with home-
work completed. Each department will develop a philosophy indicat-
ing the role of homework in the learning process and in the determina-
tion of the semester grade. The department will address the following
issues when developing the homework policy.

1. Homework will be an expectation.
2. Homework will be defined as preparation outside of the class-

room that is meaningful and relevant to the curriculum and
learning experience.

3. Time should not be provided for students to do homework
during the class period. The class period should be dedicated
to instructional activities. Guided practice is appropriate as a
vehicle for assisting student learning and in preparation for
doing the homework assignment.

4. The department as a whole, and faculty members as individu-
als, need to be sensitive to the change in the daily pattern of
the student's schedule. Students will not have study time in
their schedules except for the Wednesday make-up /advance-
ment session.

5. Homework should be used in determining the participation
grade that is calculated in determining the semester grade.

6. Block scheduling (ninety-minute classes) does not necessarily
mean doubling homework assignments.

7. If a problem exists with attendance, preparation, or homework,
the parent and/or counselor should be notified with the inten-
tion of getting support in addressing the issue.

8. At the discretion of the teacher, students may be required to
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attend the Wednesday make-up session to work with the
teacher on their homework.

9. It is the students' responsibility to secure make-up assignments
on the day of their return after an absence. The student is al-
lowed two days for each day absent to complete the work. At-
tendance at the Wednesday make-up session is required in or-
der to receive credit for work completed.

English Department Homework Decision

The English department has developed a philosophy indicating the role
of homework in the learning process and in the determination of the
semester grade. We believe that homework is an essential component
of the learning process. Further, we believe that

individual teachers should develop their own criteria for as-
signing credit to and for homework,
homework assignments should call on students to use all the
community tools and resources not available to students in
school or during school hours,
homework should be an extension of the types of learning ex-
periences occurring in the classroom,
homework should have as its focus activities that the individual
student needs to accomplish in order to participate in the fol-
lowing class period, and
homework experiences should resemble those with which the stu-
dent is already familiar from class, including but not limited to:

researching topics and gathering materials at local
libraries,
reading, rereading, and reviewing material for the next
lesson,

preparing for small-group discussion,
drafting essays, poetry, and fiction,
typing class assignments,
proofreading and editing written work,
pursuing adjunct materials and topics,
meeting with classmates for group projects,
viewing commercial and educational videotapes,
scheduling and conducting interviews and surveys,
reading free-choice novels,
reading Core and Enrichment literature,
reflecting on previous work and group activity,
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organizing portfolios, and
creating curriculum-related artwork.

5. Open House and Parent/Teacher Conferences

Open House will be held early in the school year. At this time, students
will be scheduled into only four classes and, potentially, only one-fourth
of their yearly schedule. Therefore, we will look at a different format.
We are considering departmental presentations with the opportunity
for parents to meet, in an informal setting, the faculty with whom their
students are or will be studying during the school year. A special ses-
sion for parents of first-year students will continue to precede the main
program.

Parent/teacher Conferences will be scheduled for the midpoint
of the first term and of the third term. The total length of the confer-
ences should be reduced due to the fact that faculty will have approxi-
mately half their present student load. During the second and fourth
terms, time will be set aside during the department inservice session
on selected Wednesdays for conferences in person or by phone.

We will not have early dismissals to accommodate Open House
or parent/teacher conferences. Therefore, these events will not intrude
upon or reduce instructional time as they have in the past. Faculty will
receive compensation time by leaving at 2:00 P.M. on the Wednesday
preceding Thanksgiving, scheduling full inservice days from 7:45 A.M.
to 1:45 P.m., and/or other approaches as agreed upon by the principal
and the faculty member.

6. Flex Schedule/Compensation Time
Deans, counselors, and teaching faculty may choose flex schedules for
a term, for a year, or for individual/department reasons.

Flex schedules may include periods 0, 5, 6, or 7. There may be
combinations as well. For example, a teacher could teach 0, 1, 2 and have
3/lunch as preparation or teach 2, 3, 4 and have 5 as preparation. Also,
a teacher could teach 3, 4, and the first half of 5 and then do prepara-
tion for the second half of 5 and teach a class on Tuesday and Thursday
from 5:20 P.M. to 8:50 P.M. or 4:00 P.M. to 7:30 P.M. Classes could also meet
for two hours and twenty-five minutes for three evenings.

All flex schedules will depend upon student demand, matching
teacher volunteers for the classes students want, and monitoring/su-
pervising (availability of security personnel). The demand may also
require a review of staffing with deans, administrators, a nurse, tech-
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nology personnel, media center personnel, etc. We also need to moni-
tor student and staff accessibility to each other, as lines of communica-
tion must be kept open. If a flex schedule of any kind is of interest to
you, please notify the principal's office.

Compensation time will be looked at as a way of meeting special
needs and not as a common practice for faculty when they are meeting
the requirements of their job. When looking at compensation time, we
need to consider availability of staff to parents, other staff, and students,
as well as office coverage (deans, counselors, etc.). Compensation time
should not be viewed as an hour-for-hour trade. For example, counse-
lors may choose (on a rotating basis so the office is covered) to work
from noon-to 8:00 P.M. during registration. However, attendance at the
Class of 2000 Night or College Night should be viewed as a regular part
of faculty responsibility and is not eligible for compensation time. How-
ever, we are allowing faculty compensation time for such things as Open
House and parent/teacher conferences that requires all faculty to be in
attendance outside the school day.

Flex time and compensation time will have to be reviewed as we
proceed during the 1996-97 school year.

7. Teacher Evaluation

Tenured teachers shall be involved in the formal evaluation process at
least once every two years. The formal evaluation process consists of
peer observation by another tenured teacher, meetings between the two
teachers for the purposes of processing information on the lesson and
providing feedback, a written self-evaluation on the part of the teacher
being evaluated, and a closing conference between the teacher and an
administrator selected from the list of qualified administrators. By. Oc-
tober 1, the teacher being evaluated shall select his or her peer collabo-
rator and evaluator by completing the Evaluation Observation form and
filing it in the superintendent's office. The formal evaluation must be
completed by April 30, with the completed form again filed in the
superintendent's office.

A committee will be formed at the beginning of the 1996-97 school
year to assess this process and collect data on peer observations in or-
der to make recommendations for improvement in the evaluation pro-
cess. After a two-year period (during which all tenured teachers will
have completed this cycle)that is, at the end of the 1997-98 school
yearthe committee will make recommendations for change.

The policies and procedures for nontenured teachers will remain
in their present form.
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8. Deans' and Counselors' Access to Students
Everyone understands the need for deans, counselors, social workers,
psychologists, and other special support services staff to have access to
students during the school day. The desire is to make this access as
unintrusive to the classroom environment as possible. These persons
will make themselves available before school, after school, and during
lunch periods.

However, the need for access to students during class time is a real-
ity Efforts will be made to minimize disruption and spread the requests
throughout the day. Faculty will have discretion as to when during the
period the student is sent unless the pass says "now" or indicates a time
for a group session. When making that decision, plan on the student
being gone twenty minutes.

Teachers may request that a specific student not be removed from
that class if the student's attendance and/ or academic performance is
problematic. Every attempt will be made to accommodate such requests.

9. First-Year MESH Orientation
First-Year Orientation will take place on the same day as the teacher
institute. The following day of orientation will be for all students, not
just incoming first-year students. The only faculty involvement will be
faculty who have first-year classes or first-year advisory. Faculty will
be involved only during the mini schedule from 11:50 A.M. to 1:00 P.M.,
when students will attend their Term 1 first-, second-, third-, and
fourth-period classes.

Schedule
8:00 A.m.-11:00 A.M. MESH (junior/senior leaders only)

11:00 A.m.-11:45 A.M. Lunch

11:50 A.m.-1:00 P.M. Mini schedule

1. 11:50 A.m.-12:00

2. 12:05 P.m.-12:15 P.M.

(Advisory: 12:20 P.m.-12:30 P.m.)

3. 12:35 P.m.-12:45 P.M.

4. 12:50 p.m.-1:00 P.M.

1:05 p.m.-1:25 P.M. Assembly

1:30 P.M. First-year exit
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10. First-Year Advisory
Staff (faculty, instructional aides, classified) will be matched, on a vol-
untary basis, with five to seven first-year students each. There will be
an agenda of topics (study skills, how to dress for homecoming, ex-
pected behavior at the NHS assembly, etc.), as well as the expectation
that the advisor will support the student and monitor/coordinate with
faculty, counselors, deans, and parents. Staff will be given a preference
as to when their advisory meeting(s) will be scheduled, and, if possible,
all students assigned will be assigned to the same counselor.

All advisory meetings will be scheduled (considering the staff
member's preference) either from 7:40 A.M. to 7:55 A.M. or during the
beginning of a lunch period once per week. We will avoid Wednesdays.
Staff may volunteer for one advisory group or two advisory groups.
Advisory group sizes will depend on the number of staff volunteers.
For example, 70 total volunteers for 350 first-year students would mean
5 first-years per group; 50 total volunteers would mean 7 first-years per
group.

The assignment will be considered to be a minimum of thirty
minutes per week (fifteen-minute meeting and fifteen minutes of fol-
low-up, contact with staff/parents, etc.). The staff will be allowed thirty
minutes of compensation time each week for each advisory group to
which the staff member is assigned. This arrangement will be by mu-
tual agreement between the staff member and the principal. For ex-
ample, a staff member volunteering for one first-year advisory group
may choose to leave each Friday at 3:15 P.M. rather than 3:45 P.M.

11. Graduation Requirements

Requirements for the class of 2000 will be as follows:

English 4.0 credits
Mathematics 2.0 credits
Introduction to Science 0.5 credit
Science 2.0 credits
*Global Studies or World History 1.0 credit
U.S. History 1.0 credit
Consumer Economics or equivalent 0.5 credit
Social Studies electives 0.5 credit
Health Education 0.5 credit
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Keyboarding & Applications 0.5 credit
Safety Education 0.5 credit
Physical Education/waiver 3.5 credits

**Electives 11.5 credits

TOTAL 28.0 CREDITS

*Beginning with the class of 2000, students will be required to
pass World History or Global Studies (or a transfer equivalent)
as a prerequisite for U.S. History.

**A total of three elective credits need to be earned in three of these
elective areas: foreign language, art, journalism, industrial edu-
cation, consumer and family sciences, business education, mu-
sic, language arts lab, theatre, and speech.

The total number of elective credits for transfer students will be based
on credit-earning potential by graduation but must include three elec-
tive area requirements.

Graduation requirements for transfer students will be determined
by their potential for earning credits, less four credits.

Requirements for the class of 1999 will be 26.5 credits. Require-
ments for the class of 1998 will be 24.5 credits, and the requirements for
the class of 1997 will be 22.5 credits.

Credit equivalent needed for class status/privileges:

sophomore 7 credits
junior 14 credits

senior 21 credits

12. Field Trips

Even among teachers who see the educational value of field trips, there
is usually concern for the amount of class time students miss if they are
involved in a field trip. This concern increases when plans are being
made for block scheduling. Again, one day out of school for a field trip
on the block schedule is like missing two days of class on a traditional
schedule.

Schoolwide Committee Decision

Field trips during the school day will be discouraged. Field trips out-
side of the school day will be encouraged. If the field trip is curricular
and related to the classroom, the faculty member(s) will be compensated
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at a rate equivalent to what a substitute would have been paid if the
field trip had taken place during the school day. A field trip scheduled
during the school day will be disruptive to other learning environments
the student will miss on that given day. We all need to be sensitive to
the importance of students being in the classroom. We also need to rec-
ognize the value and importance of curricularly related authentic ex-
periences outside of the classroom. All faculty/departments should
reexamine the role and value of field trips in their curriculums. The fol-
lowing will all be taken into consideration and used as guidelines when
determining the approval of a field trip during the school day and in
deciding whether a given individual student will be allowed to attend.

Department
1. Is the field trip curriculum-related?
2. Can the field trip take place outside the school day?
3. NO field trips during the first or last week of a term.

Teacher

4. The request must be submitted and distributed two weeks
prior to the trip. Any faculty member may communicate a
concern about a specific student's attendance on a field trip.

5. No field trips should be scheduled on a Wednesday (make-
up day). Any student missing classes due to a field trip must
attend the Wednesday make-up session in order to earn credit
for make-up work.

6. Field trips completed within the ninety-minute block of a
given class will be encouraged as students will be considered
present and will not miss other classes.

Student
7. Field trips will be considered a privilege. Therefore, any stu-

dent with an unexcused absence in any class within fifteen
school days of the field trip will not be allowed to attend. A
student with two unexcused absences will not be permitted
to attend a field trip for the remainder of the term.

8. The student's attendance record will be taken into consider-
ation, as field trips are counted like any other absence. The
excessive absence policy will be taken into consideration.

9. Students will have to make decisions about participating in
field trips during the school day. Each student will be limited
to two field trips that take place during the school day or
cause absences from other classes.

10. Exceptions will have to be made.
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Discussion of English Department's Decisions Related to Field Trips

We generated a list of the field trips we offered (both outside-of-school
field trips and those that were inhouse) for each of the courses we taught.
We discovered that certain courses, such as Senior Project (where stu-
dents study a topic of interest with a mentor), were dependent on field
trips. Others, such as Expressions: Literature and the Arts, were greatly
enhanced by field trips to the art museum, plays, and concerts. It was
decided that these courses could be scheduled during first or last pe-
riod, which would allow students in Senior Project to begin their school
day earlier than the 8:00 bell or extend their day beyond 3:15. The Ex-
pressions class could leave for a field trip as early as 1:45 if it were sched-
uled as a fourth-period class, and they could return as late as evening.
Other classes that took short trips were scheduled as much as possible
during the period that included lunch, which in our case was third pe-
riod. This way, teachers had a little over two hours (including passing
times) in which to take their students out of the building.

We discovered that larger blocks of time gave us the opportunity
to use more of the community resources that are available for class-pe-
riod field trips. On the block schedule, one English teacher took her stu-
dents to an elementary school to teach a lesson related to their research,
and a creative writing teacher took her students to a poetry reading by
Luis Rodriguez at a nearby community college. The use of guest speak-
ers on the traditional schedule was difficult, but on the block schedule
we could set up many more "inhouse" field trips for several classes,
which reduced the need for full-day trips outside of the building. For
example, the teacher of autistic students and her class spoke to first-year
English classes, a Native American artist and writer conducted work-
shops for English and art students, and featured speakers for inhouse
field trips included sportswriter Rick Telander and authors Lois Duncan
and Chris Crutcher.

13. Assemblies

Assemblies will be kept at a minimum. An attempt will be made to
spread assemblies out over the four terms. For example:

Term Assembly
1 Opening of school
2 Homecoming

National Honor Society induction
3 Turnabout dance
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4 Honors Day
Students Against Destructive Decisions (SADD)

All other assembly-type activities will be run through the lunch peri-
ods. This would include things like Pathfinder meetings, Jr./Sr. meet-
ings (meetings with counselors), class officer speeches, teen issues, prom
fashion show, etc. An effort will be made to have the assemblies at vari-
ous times of the day depending upon the nature of the assembly.

All assemblies will be held in the gymnasium in 1996-97. Plan
accordingly. Rare exceptions may be accommodated as the opportunity
arises and if deemed appropriate.

14. Add/Drops and Suspensions
A student must register within the first five days of a term to be eligible
to earn credit. There will be three centers to serve students while not in
a regular class. These centers may overlap in some cases in order to
better meet student needs.

Transfer Center: Transfer students will be accommodated until
they are in a position to enter regular classes at the beginning of a term.
They will enter either ahead or behind our curriculum and may earn
some credit(s) as determined by their transfer records.

Advancement Center: Staffed by faculty from selected curricu-
lar areas, the Advancement Center will serve as a support system for
English, math, special education, the gifted program, etc. Students from
regular classrooms may be sent for support/enhancement within de-
partmental guidelines and with approval. Also, students who "out-
grow" our curriculum will have access (through computer programs)
to advanced study.

Alternative Center: Students who have been dropped from a class
(i.e., for being truant from class [TFC1), have poor attendance, multiple
failures, etc., may be placed in the Alternative Center for a period or
for part of their day. Placement will be determined by the dean, coun-
selor, parent, and director of guidance. The program will be primarily
computer-driven, and each department will be involved in determin-
ing how much, if any, credit is given. A student dropped from a class
may also be dropped from other classes to accommodate this placement.
Some cases may also require an abbreviated schedule for the remain-
der of the term.

We will ease into these programs during the 1996-97 school year.
Building and room limitations as well as program development will
determine how quickly we move ahead.

123



112 "What Do I Teach for 90 Minutes?"

In-school suspension will be reinstated as one of the options avail-
able to the dean's office. Students are expected to use this time to do
school work that they would be missing. Out-of-school suspension will
continue to be used; however, alternatives will be explored with paren-
tal approval.

Any student suspended from school for a Class 1 offense may be
recommended for expulsion for the remainder of the term due to the
number of days the student will miss classes. Any student suspended
from school for a second Class 1 offense during the same term will be
recommended for expulsion for a minimum of the remainder of the
term. The seriousness of a Class 1 offense will continue to determine
whether a recommendation for expulsion will be initiated.

In all of the situations pertaining to drops, adds, suspensions,
transfer students, etc., the individual circumstance will determine the
recommendation.

15. Grading

We need to begin with a statement of philosophy. Grades should be
determined by a minimum standard required for continuing success in
the curriculum. In addition, student growth, effort, participation, at-
tendance, and contribution to the learning of others must also be taken
into consideration. The expectation for each student may differ even if
the minimum standard is established. The expectation is that every stu-
dent should grow and improve as he or she goes through the experi-
ence of the curriculum.

Each department will develop a grading philosophy and policy.
This will be presented to the Curriculum Committee for approval. The
Curriculum Committee will determine whether the department's grad-
ing policy is consistent with the curriculum, assessment procedures, and
other grading policies.

The term's work will constitute 80 percent of the term grade, and
the final assessment will constitute 20 percent of the term grade. All
curricula will have an identified final assessment and a guide explain-
ing how the 80 percent of the grade is determined for the work com-
pleted during the term.

What are students graded on and how much does it count? That
80 percent should include minimum standard, growth, effort, atten-
dance /participation, and contributions.

At the beginning of each course, students will receive written
information regarding course requirements, testing, and averaging of
grades. Letter grades and their descriptions are as follows:
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A (100-90) Excellent

B (89-80) Above Average
C (79-70) Average
D (69-60) Below Average/Danger of Failing
F (59-0) Failing Grade (No Credit)

The most important factor in the determination of a grade is the
mastery of the subject matter. Other factors which teachers will consider
are: attitude, effort, class participation, homework, test performance, and
the development of skills. It is the responsibility of each student to thor-
oughly understand the procedures of how his or her grades are attained.
It is the responsibility of the teacher to clarify procedures in written form
at the begirming of the semester.

Teachers will have discretion in reporting the semester grade.
However, the grade must be consistent with the departmental philoso-
phy and with policy, as well as defendable to the student and parent.

The E grade will be eliminated. Pluses and minuses will be used
for progress grades but not for semester grades. No specific distinctive
system will be used to determine the semester grade.

16. Title I

In many schools students who are having difficulty with reading receive
support services from a Title I program. The work students are doing
in their Title I class usually complements or is coordinated with their
English class. When moving to the block schedule, simply transferring
the way of doing Title I as a separate class period on the traditional
schedule to a full ninety-minute class on the block schedule may not be
the best way to provide the reading support that these students need.
The English teachers at MHS reasoned that students in these classes are
not particularly enamored with the subject to begin with, so three hours
of English and English-related courses in one day was probably not the
best plan for students or their teachers. Reconceptualizing the way sup-
port is provided for these students is something that schools moving to
the block schedule should consider.

Schoolwide Committee Decision

Title I will support English and math by providing support in the Ad-
vancement Center as well as in the classroom. English and math staff
will determine the best utilization of their staff. To begin with, English
and math staff will be assigned, on a rotating basis, to staff the Advance-
ment Center. Specifics will be determined by staffing needs and patterns
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for each department. Part of this assignment may involve working with
transfer students, working with teachers in assisting with the delivery
of the curriculum, and spending time in the classroom to team-teach.
The center will not be considered a make-up area.

For example, an English teacher (or aide) could be assigned to the
Advancement Center for half of a period each day (forty-five minutes)
and to a first-year English class for half of a period each day (forty-five
minutes). This would provide the general support/opportunity in the
Advancement Center and the basic support for English students. In
math, a similar concept could be used to support all math students and
allow for more individualized attention.

This need is created by the elimination of Language Arts Lab [the
Mundelein class name for Title I] and general math. A support system,
as described above, needs to be in place.

English Department Plan for the Advancement Center

The MHS English Department's plan for the Advancement Center could
best be described as a combination of a writing center and the one-on-
one work that special education teachers in many schools do with stu-
dents identified for their caseload. Rather than being a drop-in area for
students to receive help just with their writing, the center will be a place
where individual students and groups can work with an English or read-
ing teacher on reading, writing, discussion, research, and small-group
or individual presentations. In addition, teachers working in the Ad-
vancement Center for one class period will be assigned a caseload of
students who have met the Title I criteria. Regularly scheduled meet-
ings between caseload students and their Advancement Center teacher
will be arranged with the Title I students' English teachers. (The Ad-
vancement Center is described in detail in Chapter 7.)

17. Attendance Requirements
Regular attendance is necessary for success in school. A record of punc-
tuality and attendance is maintained for each student. Regular atten-
dance is required for all students. For students under age sixteen, at-
tendance is required by state law. If the law is violated, the student and
the parents are subject to legal action. Students and parents are going
to have to closely monitor attendance in each individual class. An ab-
sence is an absence, whether excused, unexcused, due to a field trip,
or another cause. Absences from class will affect learning and may af-
fect a student's performance and grade. When a student has reached

126



Appendix B: Mundelein High School Block Schedule Policies 115

five absences in a term (forty-four days) the student is considered to be
excessively absent. After the fifth absence occurs, the school will expect
communication with the parent and documentation explaining the need
for the student's absences. The inability to provide satisfactory expla-
nation/documentation will result in consequences that will adversely
affect the student's grade, as no credit will be given for missed work or
tests after the fifth absence. Without extra effort on the part of the stu-
dent, the possibility of passing the course diminishes after each absence
beyond five. Participation is used in determining grades, and a stu-
dent cannot participate unless the student is in class.

Absence Procedures

In cases of absence, the parent or guardian must call the school on
the day of the absence. We have installed an answering machine, and
a message may be left before or after school hours. Make sure the
student's name, date, and reason for absence, as well as the name of the
person making the call, are given in the message.

The following numbers should be called at the times given:

4:30 A.m.-6:30 A.M.

6:30 A.m.-7:45 A.M.

7:45 A.m.-3:30 P.M.

949-2200, press 4 (answering machine)
949-2200 (receptionist)

949-2200, extension 243 (attendance office)

It is the student's responsibility to make sure a call is received by 3:30
P.M. the day of the absence. Failure to report an absence on the day of
the absence may result in discipline being assigned and/or no aca-
demic credit being given for the school day.

In keeping with Section 26-2A of the Illinois State Code,
Mundelein High School considers the following circumstances to be
valid causes for a student's absence:

1. Illness
2. Religious holidays
3. Death in the family
4. Valid doctor or court appointment (A student must present

valid documentation upon his or her return to school.)
5. Family emergency (Family emergencies need to be cleared by

a dean if they are to be excused.)

Make-Up for Excused Absences

It is the student's responsibility to secure the make-up work when he or
she is excusably absent. This should be done the day he or she returns.
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For each day a student is absent, he or she will be allowed two days to
make up the work. Therefore, if a student is out for two days and is
excusably absent, the student will have four days to make up the work.
The student must attend the Wednesday make-up period (2:00 P.M.-
3:45 P.M.) immediately following the absence in order to receive credit
for make-up work.

Excessive Absences

A student who is excessively absent from school on a whole- or part-
day basis may be required to provide a doctor's note. Excessive absence
is defined as five days absent during a nine-week term. In no way
should this policy suggest that a student is entitled to a certain number
of absences. A student exhibiting an absence pattern will be subject to
disciplinary action. This will not apply when hospitalization or special
out-of-school care is necessary. Homebound instruction should be
requested when consecutive absences beyond five days are antici-
pated. Parents are required to contact the Homebound Coordinator to
request the forms that need to be completed by a doctor licensed to prac-
tice medicine in the State of Illinois. Instruction is provided by certified
visiting teachers at no cost to the parents or guardians. Students who
are unable to provide a doctor 's excuse may receive a failing grade for
each day of class missed during the nine-week term.

Tardies

Tardies are excused for emergency reasons only. Oversleeping, automo-
bile problems, missing the bus, etc., are not considered emergencies.
Parents are required to call the attendance office (949-2200, extension
243) to explain the reason for the tardy. Unexcused tardiness is defined
as an unauthorized late arrival to class. Four unexcused tardies in a
class shall constitute one truancy from class.

Truancy

Truancy from class shall be handled according to the following proce-
dure.

First Unexcused Absence
1. The classroom teacher informs the student of the truancy sta-

tus.

2. The dean's office will call the parent and generate a letter to
the parent.

3. The unexcused absence will result in no credit being given for
all work missed.
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4. The student will lose privileges for fifteen school days.

Second Unexcused Absence
1. The dean's office will generate a referral informing the teacher,

parent, and counselor of the unexcused absence.
2. The counselor/dean holds a conference with the student and

calls the parents to inform them and explain the consequence
of a third truancy from class.

3. The unexcused absence will result in no credit being given for
all work missed.

4. The student will lose privileges for thirty school days.

Third Unexcused Absence
1. The dean will inform the teacher, student, and parent that a

failing grade will be issued for the class.
2. The student will lose privileges for the remainder of the term

and the entire next term (forty-four days).
3. The student may be allowed to remain in the class for the

remainder of the term. If the teacher, dean, and counselor
determine that the student is to be removed for the remain-
der of the term, the student will be placed in a disciplinary
hall.

Any student who has been removed from 50 percent of his or her classes
may be referred to the District Hearing Officer for a multidisciplinary
education assessment. Failure due to TFCs and/or removal in 50 per-
cent or more of his or her classes may result in a recommendation for
expulsion for the remainder of the term. All tests or assignments on
the day of the truancy will receive a failing grade. Students who are tru-
ant the day before a test or assignment may be required to take the test
or turn in the assigmnent on the day they return.

Truancy Make-Up

Any student truant from a class may be required to make up all work
for no credit to insure that the student remains current with the other
students. At the teacher's discretion, attendance at the Wednesday (2:00
P.m.-3:45 P.m.) make-up period is required. Failure to attend will re-
sult in additional loss of privileges.

Truant from School

Students truant from half or more than half of their scheduled classes
during one school day will be considered truant from school. Students
truant from school will receive one day of Saturday School for each half
day of school missed.
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Lengthy/Advanced Absences

Whenever possible, assignments should be collected for a student when
an absence of two days or longer is expected. Call 949-2200 to arrange
for student assignments. Assignments may be picked up at 3:30 P.M.
on the day following the request. When absences of over a week are
anticipated, parents should talk to the counseling department about
homebound instruction.

Occasionally, students may be aware of expected dates of absence.
Before these anticipated absences, the student is to pick up and com-
plete an advanced absence request form from the dean's office. For clari-
fication, contact the dean's office. Family vacations during school terms
should be avoided as academic failure may occur.

Attendance Requirements for Participating
in School-Sponsored Activities

A student must attend class or be participating in school-sponsored
activities during the school day if he or she wishes to participate in
any school-sponsored (i.e., athletic, theatre, band, etc.) activity on that
day. No student shall be permitted to participate in any activity includ-
ing practice sessions if he or she was absent from school and returns to
school after the end of the school day in an attempt to be present only
for the school-sponsored activity. Students absent in the morning must
arrive at school by 11:15 A.M. in order to practice or compete in athletic
activities on that day. Students leaving school for the day before 11:15
A.M. also may not participate or compete that day.

Whenever a student has been absent from school on a Friday prior
to a Saturday-scheduled activity, he or she will be eligible to participate
at the discretion of the coach or faculty sponsor of the activity

Procedure for Leaving School or School Grounds

1. The attendance office must have a call from the student's par-
ent/guardian, and the dean must approve the reason for leav-
ing before a student will be allowed to leave campus.

2. Once the call has been received and the reason for leaving has
been approved, the student must sign out at the attendance
office. If the student returns before the end of his or her school
day, he or she must sign in at the attendance office.

Any student leaving the building or campus once he or she has arrived
at school without following these procedures will be considered truant.
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18. Progress Reports/Semester Grades
Progress reports will be sent at the midpoint (four weeks) of each term.
These will be computer generated, and each student will receive a re-
port for each class. The progress report will include a grade in progress
(e.g., C+ or A-), as well as comments that explain and support the grade
in progress. The report will include general comments as well as com-
ments specifically designed for each department. The intent of creating
this boilerplate text is to provide teachers with comments which will
explain the grades recorded. In addition, handwritten progress reports
may be generated anytime during the term to indicate changes in per-
formance and/or danger of failing. These reports will be sent every
Tuesday and Friday through a central collection area.

Report cards will use the same format as progress reports. The
only grade reported will be the final grade for the term. Once again,
comments will be available to explain/support the final grade.

A special provision will need to be in place for classes that meet
every other day for eighty-eight days for a 0.5 credit.

Each department will generate its specific comments, and a fac-
ulty committee will be formed to develop the general comments.

19. Final Exams

There will be no special final exam schedule. NO student exemption
from final exams will be permitted. All final exams/assessments are to
be part of the learning experience and consistent with curricular, instruc-
tional, and assessment procedures during the term. Each department
will determine the format for final exams. The value to be placed on the
final exam/assessment will be 20 percent of the term grade.

Exam dates will be coordinated by the directors of instruction to
insure that students have adequate study and preparation time.

20. Physical Education/AVC (Area Vocational Center)
Waivers

Junior and senior athletes will have to apply for waivers by March 15,
1996, for the 1996-97 school year. Waivers will be approved by the term,
not the season. A junior or senior participating in one sport may waive
one physical education class; those participating in two sports may
waive two physical education classes. An athlete participating in a win-
ter sport which covers two terms must enroll in physical education
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during either term 1 or term 4. Each physical education waiver will re-
duce the graduation requirement for the student athlete by 0.5 credit.
Students waived from physical education for a term may elect to take
another course. When waived, the student may enter late, exit early, or
extend his or her lunch period during the waiver. Any student who quits
a sport will be treated as if the waiver was not granted and must make
up the physical education credit.

AVC will be available during first session (8:20 A.m.-10:20 A.m.).
Students will return to Mundelein High School in time to eat lunch and
attend third- and fourth-period classes. For the most part, AVC students
requiring a waiver from physical education will be those enrolled in
cosmetology

21. Announcements
Announcements over the PA system will be made at the beginning of
fourth period on Monday, during the third period(s) on Tuesday, dur-
ing the beginning of second period on Thursday, and at the end of first
period on Friday (no announcements will be made on Wednesdays). No
announcements that are included in or should be included in the writ-
ten announcements will be read over the PA system.

22. Failures
Every attempt should be made to assist every student in his or her ef-
forts to be successful. However, we will have students who will fail due
to TFCs, disruptive behavior leading to out-of-school suspension (OSS),
nondiligence, and general failures.

1. A student who TFC's out of one class will receive a failing grade
for the term and will stay in class (if that is the decision of the
teacher, counselor, and dean), or be removed from class and be
assigned an abbreviated schedule, or be placed in a disciplin-
ary study period.

A student who TFC's out of two or more classes will be
required to attend a meeting with his or her teachers, parents,
counselor, dean, and social worker and/or school psycholo-
gist, if appropriate, to determine what to do to help the stu-
dent succeed. In addition to the possibilities above, the stu-
dent may be considered for an alternative placement or may
be recommended for expulsion for the remainder of the term.

2. Any student's behavior leading to two out-of-school suspen-
sions due to Class 1 offenses during a term will be recom-
mended for expulsion for the remainder of the term. This is
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due to the combination of disruptive behavior and number of
days missed in a forty-four-day term.

3. Failures due to nondiligence may lead to adjustments in class
assignments, abbreviated schedules, or alternate placement.

4. General-failure students will not be able to repeat a class until
the next time it is offered. Students may be able to continue in
one-credit courses, after failing the first term, if the department
feels that it is appropriate. For example, a student failing alge-
bra or Spanish I may not be allowed to continue with the sec-
ond term of the course. However, a student in World History,
English, or science would be allowed to enter the second term
after failing the first term. Placement in courses following a
failure will not be automatically accommodated and will be
made to build slightly smaller sections during terms 2, 3, and 4
to accommodate reentering students who previously failed
without overloading classes.

Each department will need to develop a philosophy and procedures
designed to lower the failure rate and to accommodate failures within
their own department.

23. Student Privileges
Student privileges are granted to students who have attained the re-
quired number of credits for class status and are responsible commu-
nity members. Any school infraction may lead to removal of some or
all privileges. In addition, all students with excellent attendance records
and/or excellent academic records and/or excellent citizenship records
will be eligible for a variety of rewards.

1. Seniors may:

a. park a vehicle in the school parking lot if it is properly
registered and properly stickered.

b. leave school during their regularly scheduled lunch pe-
riod.

c. enter the building late or leave early if their schedule does
not require them to be there all day, and they may have
access to the building as long as they produce their ID
card upon request.

2. Juniors may:

a. park a vehicle in the school parking lot if it is properly
registered and properly stickered. (May be limited by
availability of parking spaces).

b. leave school during their regularly scheduled lunch pe-
riod.
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3. Sophomores may:
a. remain in the lunchroom, go to the Media Center, or use

the courtyard (when classes are not in session) during the
second twenty-five minutes of their lunch period.

b. sit anywhere in the cafeteria during their lunch period.

c. attend optional assemblies that are offered during the
school day.

4. First-year students may:
a. remain in the lunchroom or go to the Media Center dur-

ing the second twenty-five minutes of their lunch period.

b. sit anywhere in the cafeteria during their lunch period.

c. attend optional assemblies that are offered during the
school day.

Examples of possible rewards to be made available to eligible students
each term:

1. Free lunch hosted by deans (pizza, hamburgers, hot dogs)

2. Theatre tickets
3. Dance tickets

a. Holiday
b. Valentine's
c. Prom

4. Variety Show tickets
5. Breakfast/lunch tickets
6. Car wash tickets
7. Select parking spots
8. Prime registration for Driver Education
9. Special table in cafeteria

10. Early registrationselect class and teacher
11. Prime seatingplays, concerts, Variety Show, basketball

12. Sophomoreif you have perfect attendance and no discipline
for one term, you get to go out for lunch one day a week

13. Periodic drawings (CDs, tapes, fast-food meal certificates)

14. Use of discount cards
15. Canteen coupons
16. Cookie coupons
17. Recognition (picture and name in glass case)

18. Certificates/letters from deans
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24. Student Support

Two programs will be in place to support students as we move to the
block schedule: the Advancement Center and NovaNET.

Advancement Center

The Advancement Center will serve all students and curriculums in a
variety of ways. The concept of the Advancement Center was presented
by the English department in the form of a curriculum proposal and
was recommended by the Curriculum Committee, supported by the
administration, and adopted by the Board of Education. The Advance-
ment Center will be staffed by English teachers (as in the curriculum
presented) to support the English curriculum and students. This is due
primarily to the fact that the English lab curriculum has been eliminated.
The Advancement Center will also include a math teacher for half the
period. The math teacher will be in the pre-algebra classroom the other
half of the period (Title I grant). The English teacher and math teacher
will be available to assist students in other curricular areas and to as-
sist transfer students as they make their transition to Mundelein High
School and adjust to block-schedule curriculum.

NovaNET

NovaNET is a computerized learning program (see http: / /www.
ncslearn.com/novanet/). The NovaNET program will serve our at-risk
students as well as students who outgrow our curriculum. Thismay be
used as a temporary placement for an at-risk student until he or she can
begin a new term. It may also be used for students as an intervention
prior to other more formal steps. Support for the reasons for the place-
ment will be addressed through support services.

NovaNET will also be capable of servicing the few students we
have who outgrow our curricular areas. The system can provide courses
at the high school and college levels. Credit will be generated by the
NovaNET program. Departments will be involved in establishing cri-
teria/expectations for issuing credit.

The NovaNET area will be staffed with certified staff and with
aide(s) as numbers grow.
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Appendix C: Time
Management Samples
Traditional Schedule
versus Block Schedule

A Literature Lesson
Planning for two days on the traditional schedule as if it were one day
on the block schedule:

Monday Tuesday
5 min. Attendance 5 min. Attendance

Return papers Return papers
Announcements Announcements

20 min. Read Black Boy 20 min. Literature discussion
10 min. Journal writing 20 min. Large group share

10 mM. Share questions/ideas 5 min. Written reflections on
to take to discussion content and process
on Tuesday

5 min. Written reflections on
content and process

The same lesson on the block schedule might look like this:

5 min. Attendance
Return papers
Announcements

20 min. Read Black Boy
10 min. Journal writing
25 min. Literature discussion
20 min. Large group share
10 min. Written reflections on content and process
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A Writing Lesson
Wednesday Thursday
5 min. Attendance 5 min. Attendance

Return papers Return papers
Announcements Announcements

20 min. Revise rough drafts 30 min. Authors' circles
25 min. Computer lab 15 min. Revise drafts

The same lesson on the block schedule might look like this:

5 min. Attendance
Return papers
Announcements

15 min. Revise rough drafts
30 min. Computer lab
30 min. Authors' circles
10 min. Revise drafts
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Appendix D: Strategy
Descriptions
Authors' Circle

In this strategy, students read their piece of writing aloud to the other
authors in the circle, which could mean the whole class or a group of
three to four students (Harste, Short, and Burke 1988). Listeners respond
aloud by discussing what they hear in the writing, with special atten-
tion to what they find effective. They can also comment on the mean-
ing of the piece and raise questions about parts where they feel the text
is unclear or needs more information. Listeners need to remember that
good questions and specific comments will help the writer with revi-
sions. The writer may revise and return a piece to Authors' Circle sev-
eral times before entering the editing and publishing stages.

Benefits of Authors' Circle include the following:

1. Authors' Circle demonstrates to students that their first con-
cern is with the meaning of what they want to say, not with the
conventions of writing.

2. Authors' Circle helps students to see that writing is an ongo-
ing process that may require revision to clarify meaning.

3. Authors' Circle also demonstrates the social nature of writing
and helps students develop a sense of audience as they read
what they have written to an audience and the audience re-
sponds to it.

4. Authors receive help on what they have written based on the
audience's questions and responses. Authors also receive help
on what is and is not working in their writing and what, if
anything, they might consider doing next.

5. Authors do not revise during the circle, but later they consider
privately the recommendations made and arrive at their own
decisions regarding any changes in their writing. It is essential
that this decision remain the author 's responsibility so that the
student maintains ownership of the piece. (Harste, Short, and
Burke 1988, 221-22)

1 3
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Variations

1. As students become more comfortable with the strategy, they
should bring their concerns about the writing to the circle. (The
Sample 1 Authors' Circle Comment Sheet that follows might
be used when first introducing this strategy to shidents. The
Sample 2 sheet could be used once students are familiar with
the process and understand how peer feedback can help them
improve certain aspects of the writing that they realize need
improvement.)

2. Students who are listening to the piece might focus on the as-
pects of effective writing as a way to comment on the writing
(e.g., organization, details, interesting opening, and so on).

3. The Fishbowl technique (see below for description) might be
helpful when students are having difficulty with writing use-
ful responses and questions. By observing other students who
are providing feedback to a writer, they are able to see what
types of comments are helpful and what types aren't.

4. Photocopying comments and questions from other classes and
determining which ones help writers revise will provide stu-
dents with models from which to develop an understanding
of how to respond in future Authors' Circles.

5. Some students find it helpful to just listen to the piece first and
then hear it a second time with an eye toward formulating ques-
tions. This allows them to enjoy the piece and to better under-
stand the author 's purpose and direction during the first hear-
ing. On the second hearing, students can listen for parts of the
writing that need details or were unclear.
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Sample 1

Authors' Circle Comment Sheet
Author

Reactions by

Date

Memorable Moments

After hearing the piece of writing read aloud, what is the most memo-
rable part for you? Why do you think this part stayed in your mind?

Questions

As a reader (listener), what do you not understand? Where could you
use further information and/or details?

"What Do I Teach for 90 Minutes?" by Carol Porter © 2002 by NCTE.
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Sample 2

Authors' Circle Comment Sheet
Author
Comments by
Date

Author's Concerns

List the questions or concerns the author would like you to respond to.

What is your response to the author's concerns?

Memorable Moments

Record one sentence or portion of the writing that caught your atten-
tion. Briefly explain why you noticed this part.

Questions

What do you want to know more about, or what does the author need
to consider when revising?

"What Do I Teach for 90 Minutes?" by Carol Porter © 2002 by NCTE.
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Bookmarks
Bookmarks are small slips of blank paper that can be tucked into a book
and used for writing responses to literature (Watson 1978). They are a
strategy to help readers make meaning of a piece of literature. Written
responses on Bookmarks can include, but are not limited to, the follow-
ing: what a reader thinks is important in the piece, favorite parts, con-
nections to the reader's personal experiences, questions about some-
thing in the piece that is not understood, something that the reader
thinks is interesting about the piece, and predictions about where the
text is headed. After several attempts with Bookmarks, students should
work toward supporting the statements they are making in their writ-
ing. For example, when writing about their predictions, students should
identify what from their experience or from the text led them to make
each prediction. Students can star (*) selected comments on their Book-
marks to take to discussion.

Fishbowl
This strategy is used primarily when groups are discussing as a way
for students to learn about group processes. One small group works
together in the center of the room while the rest of the class forms a circle
around this group and observes. The group in the center might be dis-
cussing a piece of literature, and the group on the outside could be ob-
serving the processwhat types of interactions promote learning when
discussing. Or the group on the outside might be listening to the con-
tent without being able to talk. In this case, they could be taking notes
about comments they want to make once the small-group discussion
has been completed. This strategy could also be used with Authors'
Circle so that students can draw conclusions about the process and the
types of questions that are helpful to a writer.

Focused Freewriting
Focused freewriting works the same way as freewriting except that stu-
dents start with a specific topic. While writing, they may digress and
interrupt their ideas, but eventually they should attempt to return to
the topic.

Focused freewriting can be a good way to record initial reac-
tions to a piece of reading or a class discussion.
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Variations

1. Define a concept. The teacher may use focused freewriting as
a way for students to arrive at a definition of a concept or ini-

- tial understanding of the unit question.
2. Students could respond to a quote written on the board or on

an overhead from a piece of literature that the teacher or other
students have chosen. Students then write about their inter-
pretations, their personal connections, or how they think the
quote represents the author 's intent.

3. A focused freewrite might also address reactions to a poem.

Freewriting

Freewriting is connecting with a person's stream of consciousness
writing down whatever is going on in the mind at a particular time. To
do this, the writer simply picks up a pen or pencil and writes continu-
ously without stopping. Students might write about whatever they are
thinking, feeling, or experiencing at the moment; what appears on the
page may be words, phrases, or even doodles (Elbow and Belanoff 1989).

1. Freewriting is just a good first step of writing.
2. Freewriting takes advantage of the fact that our brains are al-

ways making meaning, seeking connections, creating stories
and metaphors.

3. The teacher sets a time limit (usually five to fifteen minutes),
and the student writes without pausing for that time period.

4. The aim of freewriting is not to produce "good" writing but to
establish a writing fluency.

5. Freewriting may produce a single good sentence or paragraph
worth saving, a piece for the middle of an assigned topic, or an
idea for a piece of writing that the student can return to later.

Goal-Setting Conferences
When students finish their speeches or group presentations, complete
a major piece of writing, or have responded in writing or in small group
discussions over a period of time, the teacher can set aside time to talk
about and record students' strengths as well as goals that should be set
for future engagements in similar learning experiences. In this way, stu-
dents can better focus on what they personally need to accomplish in
order to produce high-quality work. Much like minilessons, discussing
procedures for accomplishing these goals in a one-on-one setting helps
students know what to do to meet their goals.
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Once students know the purpose for goal-setting conferences and
the criteria for effective work, they should be able to lead their own
conferences by coming to the meeting with questions for the teacher and
ideas for future work in reading, writing, and speaking. Students' per-
sonal goals can also be incorporated into grading rubrics, so that stu-
dents are held accountable for accomplishing work specific to them.

Following are two forms and a number of questions for support-
ing goal setting and reflective self-evaluation.
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'Goal-Setting Form #1

Name Date

Reading Goal(s):
Steps I will take to accomplish the goal(s):

Writing Goals:
Content:
Steps I will take to accomplish the goal(s):

Grammar/Mechanics:
Steps I will take to accomplish the goal(s):

Speaking Goals:
Formal:
Steps I will take to accomplish the goal(s):

Informal (Discussions):
Steps I will take to accomplish the goal(s):

"What Do I Teach for 90 Minutes?" by Carol Porter © 2002 by NCTE.
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"Checking-In" Questions*

1. At what time during class were you most engaged as a learner?
2. At what time during class were you most distanced as a learner?

3. What was the most significant thing that happened to you as a
learner this week?

4. What action did you find most puzzling or confusing?
5. What surprised you the most?

Other Questions*

What have I learned this week about myself as a learner?
What have I learned this week about my emotional responses
to learning?
What were the highest emotional moments in my learning ac-
tivities this week?
What were the lowest emotional moments in my learning ac-
tivities this week?
What learning tasks did I respond to most easily this week?
What learning tasks gave me the greatest difficulties this week?
What was the most significant thing that happened to me as a
learner this week?
What learning activity or emotional response most took me by
surprise this week?
Of everything I did this week in my learning, what would I do
differently if I had to do it again?
What do I feel proudest of in my learning activities this week?
What do I feel most dissatisfied with in my learning activities
this week?

Trom Becoming a Critically Reflective Teacher by Stephen D. Brookfield

148



136 "What Do I Teach for 90 Minutes?"

Graphic Organizers

As a reading strategy, Graphic Organizers assist learners in processing
information before, during, and after reading. Graphic Organizers can
also be used as a prewriting strategy to help organize thoughts and ideas
for a piece of writing.

Two forms that Graphic Organizers can take are T-charts and clus-
ters (see below for an example of each). Clustering in particular is a
versatile strategy:

1. Clustering encourages students to write responses/reactions
in order to generate ideas, form insights about the reading ma-
terial, and create connections and relationships.

2. Students can utilize clustering for a variety of purposes: as an
outline or list of subtopics the student can bring to literature
discussion, as scaffolding that leads to issues you may want to
focus on within a larger topic, as a guide to a group of issues
related to one another, and as a way to identify or attach labels
to ideas and people.

3. To demonstrate the use of this strategy, teachers should use it
themselves when whole-class discussion leads to the consid-
eration of many interrelated ideas.
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T-Chart Graphic Organizer

Similarities Differences

Questions:

"What Do I Teach for 90 Minutes?" by Carol Porter © 2002 by NCTE.
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Inductive Analysis of Quality Materials
This is a strategy that can be used to create rubrics, grade sheets, or
guides for written responses to literature, as well as for other types of
writing, speeches, discussions, and/or projects. It requires that the stu-
dents and teacher examine final products of the type that the students
will be producing. Once quality standards have been determined
through inductive analysis, these guides or grade sheets can be used
by students while planning, drafting, and revising their work.

1. Provide students with samples of work similar to the types
that they will be creating. Samples do not all have to be of high
quality, since being able to see differences is helpful. (The choice
of samples depends on what students need to analyze. For ex-
ample, students might view video clips of literature discus-
sions as a way to improve their interactions, or they might look
at student samples of Written Conversation [see description
below] in order to improve the quality of these types of re-
sponses to literature.)

2. Have students determine, in groups or individually, what they
think was done well in the sample(s) and what areas they think
need improvement. (The T-chart that appears at the end of this
numbered list might be used for this purpose.)

3. Once students have generated lists, have them bring their ideas
to the larger group and record these on newsprint or on a com-
puter with LCD projection to an overhead screen. The teacher
should have worked with one of the groups so that his/her
ideas are included in the analysis. After everyone has shared,
it is helpful to group similar ideas together into categories. (For
example, for a discussion grade sheet, "Nonverbal Responses"
and "Verbal Responses" might be two categories that emerge
from the analysis.)

4. The teacher or student(s) then write(s) a rough draft guide sheet
or grade sheet from this brainstormed list honoring as much
of the students' language as possible.

5. On the following day, the rough draft is shared with the group
(each student receives a copy) in order to gain ideas for revi-
sion.

6. Revisions are made to the document and then distributed to
students for use throughout the remainder of the process. (For
example, students have found that grade sheets for specific
types of writing are helpful when seeking ideas for revision at
Authors' Circle, and the student charts created for literature
discussion have served as a reminder and a tool for reflection.)
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T-Chart for Inductive Analysis

What did the writer/speaker do
well?

What could the writer/speaker
do to improve the response?

"What Do I Teach for 90 Minutes?" by Carol Porter © 2002 by NCTE.
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Jigsaw
Jigsaw is a method of dividing the material to be learned between stu-
dents who then take responsibility for learning their part and teaching
the rest of the class (Aronson, Stephan, Sikes, Blaney, and Snapp 1978).
Most teachers have had the experience of really understanding some-
thing once they have to teach it. This strategy capitalizes on teaching
others as a way to learn. When the materials are divided among groups
of students, collaborative learning is highlighted both within and be-
tween groups. Finding a way for students to be responsible for the in-
formation that other groups are presenting is usually essential to the
success of this strategy

In the English classroom, different pieces by the same author can
be divided among groups of students; in addition, different authors
writing during the same time period can be studied by groups and pre-
sented to the class. Rather than giving a lecture on Romanticism, for
example, a teacher could divide the various influences of the time pe-
riod among groups for them to study and then teach the class.

KWL

Donna M. Ogle has written that, in order "to read well, we must access
the knowledge we already have about the topic, or make it available
appropriately so that comprehension can occur" (1986, p. 564). This strat-
egy helps readers access what they know (K), determine what they want
to learn (W), and recall what they did learn as a result of reading (L)
(Ogle 1986).

Step K: "What I know"

Ogle presents this first step as involving "two levels of accessing prior
knowledge. The first is a straightforward brainstorming of what the
group knows about the topic for reading" (p. 565). The goal is to acti-
vate "whatever knowledge or structures the readers have that will help
them interpret what they read." The second part of the brainstorming
is to get students to think about "general categories of information"
that might be found in the reading and then place the previously gen-
erated ideas into these categories.

Step W: "What do I want to learn?"

Ogle describes this step as follows: "As students take time to think about
what they already know about the topic and the general categories of
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information that should be anticipated, questions emerge. Not all stu-
dents agree on the same pieces of information; some information is con-
flicting, and some of the categories have had no particular information
provided" (p. 566). Students should write questions that focus on what
they want to learn. This portion of the strategy could be done with the
entire class, and then students could individually list questions that are
of interest to them.

Step L: "What I learned"

After completing the reading, students write down what they learned.
They should "check their questions to determine [whether the text] dealt
with [all of] their concerns" (p. 567). They should go to other texts to
find answers to any questions that were not answered.

Most Important Word

In this strategy (Padak 1992), readers select what they believe to be the
most important word in the text they have read. Readers must be able
to explain the reason(s) why they think this particular word is the most
important. After each student determines what he or she believes to be
the most important word, discussion groups meet. Each person shares
his or her choice and explains the reason(s) for choosing this particular
word. After each person has shared and each word has been discussed,
students should reconsider their word choice based upon the group
discussion. Some students may change their word choice as a result of
the discussion, while others may stick with their original word. Students
should also explain their reasons for choosing the new word or stick-
ing with their original choice. Groups can then discuss until they reach
consensus on the most important word. These words can be shared with
the class, along with the groups' reasons for their word choice.

Perspective Taking

Multiple interpretations can be constructed for the same text because
of the many varying perspectives that each reader brings to the task.
One way to highlight how this works is to return to a text that has been
previously read and reread it from another perspective. After reread-
ing the text, the selection can then be discussed with others who have
taken alternative perspectives. Often, this is a strategy that facilitates
discussion, because each reader comes to the table as an expert on the
perspective that he or she took.
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1. Read the text and discuss.
2. After discussion, have the class brainstorm various perspectives

that others might bring to the reading of a text (e.g., artist, histo-
rian, scientist, environmentalist, immigrant, politician).

3. Have students choose a perspective to take and then reread the
selection while attempting to think as the person they have cho-
sen might think.

4. A writing-to-learn strategy could be used during and after the
reading to examine the new ideas and interpretations that were
gained, as well as the strategies that were used while reading.

5. Discussion can be set up in a variety of ways. For example, each
person in the group may want to state an opinion from his or her
chosen perspective to begin the discussion, or students could
assume the role and anticipated personality of the type of person
whose perspective they assumed.

6. The discussion of the literature should be followed with a pro-
cess reflection so that readers can see how perspective taking
alters meanings that are created.

Variations

1. Character roles and scenarios could be assigned prior to reading.

2. Perspective taking doesn't have to be limited to reading; it is a
strategy that can also be used when students are watching a video
or when they are writing.

Quote-Response
This strategy is similar to Most Important Word. Students select words,
phrases, or sentences that catch their attention in a piece of literature.
They then need to explain why they selected that particular passage and
what the passage means to them.

1. As with Most Important Word, students need to explain the
reason(s) for their choices.

2. Response journals with recorded quotes can serve as the im-
petus for small-group and / or whole-class discussion.

3. Students may also do a focused freewrite based on their choice
of passage and/ or based on group discussion.

Variation

Students may locate quotes to help them answer the unit question, ana-
lyze a character, or illustrate contrasting points of view.
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Quote-Response

Words, phrases, or sentences that caught my attention (include p. #):

Why I selected the above passage, and what the passage means to me:

Freewrite:

"What Do I Teach for 90 Minutes?" by Carol Porter © 2002 by NCTE.
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Re Quest: Reciprocal Questioning

Asking questions is something good readers do, yet many adolescent
readers think it is something that only poor readers do. This strategy
promotes questioning, which in turn helps readers to make predictions,
and supports comprehension (adapted from Manzo 1969). The students
should read a small portion of text knowing that when they are finished
they will be asking the teacher questions. Students' questions in this
strategy can fall into four categories: "school questions" (e.g., What is the
author 's purpose?), recall questions (e.g., Where was the first scene in the
story set?), response questions (e.g., What portion of the essay or story did
you like best?), and "real" questions (e.g., Why would someone write
this type of essay?) (Manzo 1969, 43). In answering the questions, teach-
ers can also share their reading and thinking processes. After answer-
ing a question, the teacher then asks the student a question, modeling,
as much as possible, the response and "real" types of questions. In this
way, students can both experience success and be pushed to predict
where the text might go next. Students and the teacher continue with
reciprocal questioning until the text is completed or until enough of the
text is understood so that students can finish the text independently.

Save the Last Word for Me

The unique experiences and knowledge that each reader brings to the
text influence the meaning that he or she creates in reading it. This strat-
egy highlights and encourages the multiple interpretations that can be
elicited by a text (Burke in Harste, Short, and Burke 1988). Often, stu-
dents have been taught that they should be looking for a single inter-
pretation or, in the case of struggling readers, that other students know
the "right" interpretation. In contrast, "Save the Last Word for Me dem-
onstrates to them that all readers work at constructing their own inter-
pretations of what they read through relating their background experi-
ences to the text as well as through discussing the text with other
readers" (332).

Much like Most Important Word and Quote-Response, students
write a word, phrase, or quote on an index card after reading a text or
portion of a text. Their reasons for choosing the word, phrase, or quote
are listed on the back of the card, along with the meaning they con-
structed from that portion of the text. Students can create more than one
card. If they do, they should put these in order beginning with those
they most want to discuss. In small groups, students read their word,
phrase, or quote, and other group members react by stating what mean-
ing they make and what reactions they have. After each member of the
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group responds, the student who wrote the card has the last word by
sharing information from the back of the card and responding to the
comments that others in the group made. Discussion continues in this
manner until all students have shared at least one card. This strategy
for discussion can also be used with Sketch to Stretch (see below), where
students might create a symbol depicting a character, for example, and
then work in groups to arrive at meanings. They would then let the
author of the sketch have the last word.

Say Something
Partners silently read the same piece of literature to a predetermined
stopping point (page or chapter) and then discuss with each other what-
ever they think is important about the piece (Harste, Short, and Burke
1988). Comments may include favorite parts, questions about something
in the piece that was not understood, and/or something that one or both
partners found interesting. They can discuss thoughts about a life ex-
perience that can be connected with the piece or predictions about what
may happen next. Students may also want to share what they were
thinking about while reading and what they did when they had a ques-
tion or did not understand something in the text. Reading and discuss-
ing should continue in the same way until readers reach the end of the
story or novel.

1. Teachers should encourage risk taking and allow students to con-
struct their own meanings for a given piece of literature. The risks
taken with Say Something are less threatening because comments
are made to one other peer rather than to the entire class.

2. Say Something allows students to bounce ideas and interpreta-
tions off one another, ask questions, and make confirmations on
a one-to-one basis.

3. The nature of the discussion between partners can be shared
with the rest of the class to promote a whole-class literature
discussion.

4. The teacher may alternate partners throughout the course of
reading a book in order to discuss one-on-one with each mem-
ber of the class.

5. Say Something can be used while reading a short story, novel,
or other type of text aloud.

Sketch to Stretch
Taking the ideas from one sign system (in an English classroom, this
usually means written and spoken language) and representing it in
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another is the basic idea behind sketch to stretch. Essentially, learners
are taking ideas beyond a literal understanding as they make interpre-
tations in their drawings, because they are thinking symbolically and
metaphorically (Harste, Short, and Burke 1988).

To introduce the strategy, it is helpful to explain to students that
they should draw a sketch of what the reading selection meant to them
or what they made of the reading. After time is given for sketching, stu-
dents should share their pieces in groups, with other students telling
what they think the artist is trying to say. Once all group members have
described their interpretation of the sketch, the artist gets to have the
"last word." Sharing continues in this way until all group members have
shared their sketches. The sketches can be compiled into a class book,
or displayed around the room. Students should be encouraged to use
this strategy as an alternative to writing, since the interpretations and
meanings that emerge from using the language of visual representation
are often different from what can be expressed in words.

Speakers' Circle
Speakers' Circle is similar to Authors' Circle because speakers use this
strategy to get ideas for revising their oral presentations or speeches.
The same procedures for sharing and providing feedback that are used
in Authors' Circle are used with Speakers' Circle. After revising the
content of the presentation, students return to the circle to gain feed-
back on their revisions and delivery. Students may also want to video-
tape their speech and analyze it with the group. Revising, rehearsing,
and returning to Speakers' Circle may be repeated several times before
delivering the speech in its "final draft" form.

Written Conversation
Partners using this strategy "talk" about literature by carrying on a con-
versation with each other in writing (Harste, Short, and Burke 1988).
After reading a predetermined portion of the text, readers address their
responses to their partner. The two then exchange their notes and re-
spond to each other's writing, after which the initial piece, along with
the partner 's response, is returned to the original writer. The content of
the Written Conversation should be directed toward trying to make
meaning of the piece of literature through questions, comments, discus-
sion of likes/dislikes, and making connections with life experiences.
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Appendix E: Curriculum
Map

The following calendar progression maps the sophomore curriculum
on a 4x4 block schedule. (See sample unit plan in Chapter 3 [Figure 3].)

August
Sunday Monday Tuesday

ist

Wednesday

2nd

Thursday

3rd

Friday

4th

Saturday

5th

6th 7th 8th gth 10tn 11th 12th

13th 14th 15th 16th 17th 18th 19th
Term 1 begins

20th 21st 22nd 23rd 24th 25th 26th

27th 28th 29th 30th 31st
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September
Sunday Monday Tuesday Wednesday Thursday Friday Saturday

2nd1st

Td 4th 8th
6th 7th 8th 8th

Personal
narrative

10th 11th 12th 13'h 14'h 15th 16th
Finish novel

17th 18th 19th 20'h 21st 22sd 23rd
Persuasive

essay

24th 25th 26th 27th 28th 29th 30th

October
Sunday

1st

Monday
2nd

Tuesday

3rS

Wednesday

4th

Thursday

5th

Friday

6th

Saturday
7th

Finish
free-choice

novel

Editorial

8th 9th 10th 11th 12th 13th 14th
Portfolio Unit question

essay

15th 16th 17th 18th 19'h 20'h 21s'
Exams,

informative
speeches

Exams,
informative
speeches

Professional
Development

Day

Term 2
begins

22nd- 23rd 24th 25th 26th 27th 28th

29th 30'h 31st

-
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November
Sunday Monday Tuesday Wednesday Thursday Friday

3rd
Saturday

4th1st 2nd
Finish play

5th 6th 7th 8th 8th 10th 1 1 th

Character
analysis

12'h 13th 14th 15'h 16th 17'h 18'h

19th 20'h 21" 22nd 23rd 24th 25th

Finish novel

26th 27th 28th 29th 30th

December
Sunday Monday Tuesday Wednesday Thursday Friday

lst

Saturday

2nd

3rd 4th 5th 6th
7th 8th 3th

Multigenre
research
papers

10th 11 th 12th 13'h 14th 15th 16'h

Multigenre
portfolios

17th 18th 19th 20th 21" 22nd 23rd

Finals,
research

presentations

Finals,
research

presentations

24'h 25th 2691 27th 28th 29th 30th

31"

164



151

Appendix F: Sample Unit
(Expressions: Literature
and the Arts)
Table of Contents

Questions and Answers about Expressions: Literature and the
Arts
Student Feedback Regarding Junior Curriculum
Annotated Bibliography of Materials to Support the Expressions
Curriculum
Mundelein High School Student Goals for Communication Arts
Mundelein High School Communication Arts Philosophy State-
ment
Senior English Course Goals and Outcomes
Course Description
Core Unit PlanFirst Nine Weeks
Core Unit PlanSecond Nine Weeks
Community-Building Activities Connected to Unit Question

Questions and Answers about Expressions: Literature and
the Arts

Why was this course written?

In October, student representatives from each of the junior English sec-
tions met with English teachers to talk about their learning experiences,
interests, and needs with regard to senior course offerings. These stu-
dents had completed two years in detracked, learner-centered English
classes at Mundelein High School and were currently in the first semes-
ter of their junior year. Many of the students who attended this session
had experienced success in traditional English programs in various

This unit was written by Mundelein High School teachers Robert Machak, Brad
Swanson, and Ed Solis. (Robert Machak is now at Field Middle School in Northbrook,
Illinois, and Brad Swanson is now at Maine Township High School West in Des Plaines,
Illinois.) The unit is reprinted here by permission of the authors.
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feeder schools and were still adjusting to the "new way of doing things,"
while other students had experienced success at Mundelein for the first
time in their school careers. One idea that came from this teacher-stu-
dent discussion was a class that would be designed in a way that stu-
dent could learn how to write the type of interpretative and critical
analysis papers that colleges might require while they were engaged in
the study of literature and the expressive and visual arts.

How does this course connect to what the students have previously
studied?

The strategies that students will use (e.g., Authors' Circle, literature
discussions) to help them in their understanding and development of
ideas are the ones they have used in previous English courses. Since stu-
dents have had considerable experience in applying these strategies to
many different learning situations, the teacher will be supporting their
independent and personalized application of strategies.

Like previous English courses, this course is structured around
inquiry and begins with the teacher-generated question "What Is Ex-
pression?" Within the first weeks of instruction, the students and teacher
should be generating their own individual inquiry questions that will
begin to guide and shape the directions that the class as a whole, and
students individually, will take in their learning. As questions become
more narrowly focused and individualized, students will begin an I-
Search exploration.

What makes this course different from other English courses?

In previous English units, core resources were identified, and students
and teachers learned from those materials before moving into personal
areas of inquiry The curriculum for this course is designed with an open-
ended format in which students negotiate the content from the begin-
ning. Two types of "resource clusters" have been developed: one type
addressing a theme (e.g., "Pain and Loss") and the other addressing a
historical period (e.g., the Victorian era). (Four sample clusters are in-
cluded near the end of this appendix.) During the first term, each class
will choose a themed or historical cluster identifying some core materi-
als and suggesting other possibilities. As questions and interests sur-
face, the class will complete the cluster by choosing pieces of literature,
film, art, and music which will help them answer the questions and
support their interests. The combination of what they have learned
about the content and what they have learned about the "nuts and bolts"
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of each medium will help them decide what they might want to inves-
tigate in the second half of the term. By the end of the first unit, each
student will begin drafting his or her personal cluster that will guide
much of the learning in the second unit and/or second nine weeks.

Assessment will be more multifaceted in this course. For example,
a student might choose to create a video presentation on the hero fig-
ures depicted in various literary and artistic formats. Not only would
the student be examining and analyzing materials from a variety of
sources, but he or she would also be incorporating a variety of forms of
expression in the final presentation.

How were the core materials chosen?

Choosing from among the thousands of works in each of the media is
not a simple task, but we found that if we asked ourselves several ques-
tions about materials, the decisions were a little easier. The first ques-
tion, "What materials will best help students in reaching the outcomes?"
helped us to generate a long list of materials. From this list we elimi-
nated literature materials based on the answer to the second question,
"What might students read in World Literature or English Literature?"
We added additional titles after asking ourselves, "What materials have
been tried in a number of different media?" (e.g., Romeo and Juliet and
West Side Story). We also considered materials in relation to the theme
and time-period clusters that were chosen. Finally, we tried to strike a
delicate balance between choosing some of the "classics" that some stu-
dents said they wanted to read prior to college and, at the same time,
considering the current needs, abilities, and interests of all students.

What should students be able to do when they finish this class?

Generally, students should be able to demonstrate an understanding of
each of the outcomes listed in the outcomes section of the units. In ad-
dition to these goals, we thought it was important to just begin to touch
the surface of some of the "classics" within each of the media while giv-
ing students a basis for analysis and interpretation of works in each
medium. Instead of students saying simply, "This is stupid [or boring,
or dumb]," they should be able to support their opinions about differ-
ent forms of expressions using terms appropriate to each. In addition,
students will continue to develop skills and strategies that will support
them in future learning situations. The second unit is structured in such
a way that students will be responsible for planning their independent
investigations.
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How will the final demonstration (assessment) be graded?

Students will need to show their abilities in relation to each of the out-
comes. It is possible that the students and teacher can create a project
that displays all of the outcomes, but some students might need to cre-
ate multiple projects in order to accomplish each of the outcomes.

An Inductive Analysis of Quality Materials strategy will be used
to create grade sheets while the project is being planned. This strategy
requires that students and their teacher examine projects of high qual-
ity that are similar to the ones being planned, in order to determine the
categories that will be graded and the point values for each. This grade
sheet can then be used as a guide by students while working on the
project.

Student Feedback Regarding Junior Curriculum

(Rough Draft Notes from 5/17/95)

Students Attending: Ray M., Keith M., Tim M., Heather S., Lynda S.,
Andrea C., Jim K., Tony L., Jason K., Eddie B., Sandra G., Cristina G.,
Dan H., Sue G., Heather M., Debbie W., and Glenn D.

Discussions are beginning to work for most students. They are
beginning to find that talking about their reading helps them to
understand how to write better responses.
All students thought the core novels should remain in the cur-
riculum.
Students who read plays liked them.
Students who listened to poetry on records or tapes enjoyed
this format.
Poetry presentations done in several classes were a highlight.
Some possible suggestions for these presentations were author
studies, themes, and time periods.
Students thought it was important to analyze poetry in relation
to the unit question.
Some students thought too much time was spent on one unit
question, some thought it was the right amount, others didn't
know the unit question, and still others suggested that the ques-
tion be "dressed up." (To them, "dressing up" might mean ex-
amining roles, rights, privileges, and responsibilities, or it might
involve having students develop a personalized version of the
question during a portion of the unit, or having students find
their own angle in relation to the question.)
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Some students reported that their teachers had tried individual
editing conferences in which they focused on grammar and
punctuation. They wanted more of this. They saw the need for
more grammar lessons to help them improve these aspects of
their writing.
The students said that Authors' Circles don't work when stu-
dents are not given enough time both inside and outside of class
to use them. Students said that they thought Authors' Circles
need to be valued by the teacher. Some students still don't know
how to make appropriate and helpful comments during Au-
thors' Circle.
Students believe that more speaking opportunities should be
offered.

Use of quotes and use of in-text citations are not fully under-
stood by some students.
Some students expressed frustration with assumptions that stu-
dents can write an effective thesis and conclusion. (They said
that if they can't do it, it's not because they don't want tothey
probably need individual help.)
Students thought there could be more coordination of strate-
gies and projects with U.S. History Could we coordinate projects
with U.S. History?
Students said they liked the unit on values. Some said that they
liked picking a decade and looking at how the values from that
decade have influenced their lives. (I think this was a speech in
one teacher 's class.)

They said there was a sharp contrast between the sophomore
questions and the junior questions. They said that the sopho-
more questions were too direct and obvious and that students
need to personalize the question. In contrast, the junior ques-
tions meant something to them once they answered them.
Some students said that they didn't like role-playing.
One group of students said that they really liked acting out the
court scene in To Kill A Mockingbird.

Students want to do more with song lyrics and relate them to
the unit question.
Students who were in classes that did a free-choice novel
thought that should be repeated.
Some students mentioned a chart they used in relation to poetry
interpretation that they found helpful for studying symbolism.
Students believe that by junior year they have written too many
reflection letters to the teacher.
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Responses to literaturenot every chapter, maybe every three
to five chapters. They said that responding to every chapter
was busy work and we need to figure out how students can
respond to help them understand.
Some students used self-stick notes to mark areas for discus-
sion during and after reading and thought that was a helpful
strategy.

Discussions help for understanding, if students are taking them
seriously. Students thought we should be videotaping their dis-
cussions.

Annotated Bibliography of Materials
to Support the Expressions Curriculum

Baker, Beverly. "A 'Novel' Approach to the Classics Relating Art and Litera-
ture." Pp. 11-13 in LiteratureNews That Stays News: Fresh Approaches
to the Classics, ed. Candy Carter. Urbana, Ill.: National Council of
Teachers of English, 1986.

Describes an activity for using art in the English classroom; gives titles
of artwork and novels used.

Barber, David W. Bach, Beethoven, and the Boys: Music History as It Ought to Be
Taught. Toronto: Sound and Vision, 1986.

Offers a humorous, easy-to-read guide to the lives of several famous
composers.

When the Fat Lady Sings: Opera History as It Ought to Be Taught.
Toronto: Sound and Vision, 1990.

Presents an informative, easy-to-read guide for beginners in classical
music. Gives information on specific composers and synopses of
famous operas.

Boggs, Joseph M. The Art of Watching Films: A Guide to Film Analysis. Menlo
Park, Calif.: Benjamin/Cummings, 1978.

Provides detailed discussion of the importance of the musical score of
a film. An excellent chapter on film analysis.

Bone, Jan, and Ron Johnson. Understanding the Film: An Introduction to Film
Appreciation. 4th ed. Lincolnwood, Ill.: National Textbook Co., 1991.

Includes a chapter on film techniques with specific examples and
illustrations; is useful for building a vocabulary for film discussion.

Campbell, Joseph. The Hero with a Thousand Faces. Princeton, N.J.: Princeton
University Press, 1949.

Outlines the three stages of any heroic adventure story. This frame-
work should facilitate discussion across genres and media.

Cavitch, David. Life Studies: A Thematic Reader. New York: St. Martin's Press,
1983.
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Includes short stories, poems, and essays grouped in themes: self-
images, family ties, group pictures, possessions, love and longings,
and dilemmas. The table of contents contains short descriptions of
each work.

Fulwiler, Toby, and the NCTE Commission on Composition. "Guidelines for
Using Journals in School Settings." Pp. 5-18 in The Journal Book, ed.
Toby Fulwiler. Portsmouth, N.H.: Boynton/Cook, 1987.
NCTE document which supports the value of journal writing as both a
learning and a relationship-building strategy.

Gammond, Peter. The Harmony Illustrated Encyclopedia of Classical Music. New
York: Harmony Books, 1988.

Provides technical information in dictionary form; analyzes each
element's (i.e., composer's, instrument's) role in creating a piece of
music.

Goodson, F. Todd. "Reading and Writing across Genres: Textual Form and
Social Action in the High School." Journal of Reading 38.1 (1994): 6-12.

Discusses the benefits derived through allowing student choice and
variety both in the types of reading materials selected and in the kinds
of activities associated with them.

Huss, Roy, and Norman Silverstein. The Film Experience: Elements of Motion
Picture Art. New York: Harper & Row, 1968.

Includes an insightful chapter on teaching students how to analyze
cinematic theme through a variety of devices.

Masterworks of Art. Poster set. Madison, Wis.: Knowledge Unlimited, Inc.
(http:/ /thekustore.com/kucatalog.cgi/AP9W?U6tUTuat;24)
Set of eight laminated posters accompanied by biographical informa-
tion on each artist (Cassatt, da Vinci, Matisse, Picasso, Rembrandt,
Stuart, Toulouse-Latrec, van Gogh).

Medway, Peter. "Logs for Learning." Pp. 64-76 in The Journal Book, ed. Toby
Fulwiler. Portsmouth, N.H.: Boynton/Cook, 1987.
Specific examples are given to show how journals helped one social
studies teacher and his students move beyond "language" and into
"understanding."

Monaco, James. How to Read a Film: The Art, Technology, Language, History, and
Theory of Film and Media. New York: Oxford University Press, 1977.

Includes a difficult but helpful chapter on the signs and syntax used in
film. Gets past the "whats" for a very detailed description of the "whys."

O'Connor, John E., and Martin A. Jackson, eds. American History/American
Film: Interpreting the Hollywood Image. New York: Ungar, 1979.

Table of contents is arranged thematically and provides examples of
movies which place specific films in some important historical context
related to the themes (e.g., Cold War films). This could serve as a
guide for student-generated units.
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Peary, Gerald, and Roger Shatzkin, eds. The Modern American Novel and the
Movies. New York: Ungar, 1978.

Includes reviews that compare films to specific pieces of literature,
focusing on changes from book to movie version.

Presidential Task Force on Psychology in Education and the American
Psychological Association. Learner-Centered Psychological Principles:
Guidelines for School Redesign and Reform. Denver, Colo.: McREL, 1993.

This document guided the Expressions course's learner-centered
philosophy.

Sullivan, Barbara. "Self-Images." Chicago Tribune (23 September 1994): 5.1,
5.2.

Describes a poetry-writing activity based on student-taken photo-
graphs.

Visions of Light: The Art of Cinematography. Written and directed by Todd
McCarthy. Beverly Hills, Calif.: CBS/Fox Video, 1994.

Videotape which uses rare and current clips to show lighting and
camera-angle techniques used to create or enhance meaning in a film.

Walsh, Michael. Who's Afraid of Classical Music? New York: Simon & Schuster,
1989.

This beginner's guide to appreciating classical music includes discus-
sion of how to listen to an opera, symphony, or concerto.

Wiggins, Grant. "Creating a Thought-Provoking Curriculum: Lessons from
Whodunits and Others." American Educator 11.4 (1987): 10-17.

Discusses the philosophy behind the creation of an inquiry-based
curriculum, as well as the impetus for the search for more meaningful
assessments.

Zaret, Esther. "The Uncertainty Principle in Curriculum Planning." Theory
into Practice 25.1 (1986): 46-52.

Addresses the importance of building in "unplanned time" in curricu-
lum planning. The author advocates taking meaningful class discus-
sion where students, not teachers, want it to go. Zaret argues that such
discussions cannot be planned, nor should they be discounted in the
curriculum. Provided the basis for deciding to have students develop
their own unit with choices of resources used.

Mundelein High School Student Goals
for Communication Arts
Students are:

gaining insights into themselves and others by reading the clas-
sics as well as lesser-known works and contemporary literature;

seeing information from a variety of sources as a way of creating
meaning for themselves;
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using reading, writing, speaking, and listening for learning and
interacting with others;

interpreting ideas and language beyond the literal level by be-
coming active inquirers.

Mundelein High School Communication Arts Philosophy
Statement
Reading, writing, speaking, listening, and thinking are essential for
learning. These literate abilities are developed in an environment that
supports risk taking, values differences, promotes inquiry, and encour-
ages purposeful interactions. The process of enhancing literacy should
center on the learner and reflect current knowledge about language
development and learning theory. The Authoring Cycle is a model that
can provide a curricular and instructional framework that is learner-
centered by connecting to and moving from the learner's life experi-
ences. Harste, Short, and Burke (1988) use authoring to describe the
process of creating meaning, something that occurs not just when learn-
ers are writing but also when they're authoring ideas while reading,
sketching, observing, discussing, acting, and so on. The Authoring Cycle
process draws upon strategies that learners use while making connec-
tions to life experiences; engaging in uninterrupted time for reading
writing, drawing, and so on; exploring meaning making with others;
reflecting and revising; presenting and sharing meaning with others;
examining the ways meaning is constructed and expressed in different
sign systems; and using the questions and connections made while en-
gaged in the process to determine new directions for learning. (A num-
ber of these activities are discussed in the chapter titled "An Authoring
Cycle Model of Curriculum" in Short and Burke's Creating Curriculum
[1991].)

What do we believe about curriculum?
Curriculum:

serves as an organizing framework for the teacher;

is a transaction between teacher, students, and content;
is a well-revised document, but not a final draft;

needs to be learner-centered;

is a complex set of processes preserved on paper (paper curricu-
lum) and enacted in the classroom (enacted curriculum). (This
last descriptor is drawn from Short and Burke 1991.)
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What do we believe about learning?
Learning:

can't occur unless connections are made with what is known;
is enhanced and supported through interaction;
is acquired through reading, writing, listening, speaking, and
thinking, as well as through nonverbal kinds of doing, e.g., play-
ing the violin or dribbling a basketball;

is supported in an environment that is accepting of individual
differences.

Therefore the learner needs to be active, engaged, and willing and
able to take risks.

What do We believe about instruction?
Instruction:

should mirror beliefs about learning;
evolves from where the learner is;

is the connection between the learner and content;
needs to be learner-centered, not teacher-centered.

What do we believe about content?
Content:

is the vehicle for exploring areas of inquiry;

is fluid and determined by the learner's needs;
supports goals and outcomes;
is accountable to measurable outcomes.

What do we believe about assessment?
Assessment:

should inform instruction;

needs to be a tool for learning, rather than the end product of
learning;

should involve learners in identifying what they can do, deter-
mining the strategies that support learning, and setting goals for
future experiences;

should specify standards, but this should not be the exclusive
measure; development of the individual is of equal importance.

Senior English: Course Goals and Outcomes
1.0 Students are continuing to expand and refine their own learning

processes through language experiences by
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1.1 evaluating situations for appropriate communication styles
and formats;

1.2 analyzing experiences and adapting strategies that are most
effective in supporting learning;

1.3 incorporating ideas, information, and strategies across vari-
ous content areas;

1.4 developing a repertoire of strategies to support self-directed
learning.

2.0 Students are valuing the interactive nature of learning by

2.1 modeling attitudes and behaviors of an effective group
member;

2.2 providing effective feedback to peers during shared writ-
ing and literature discussions;

2.3 evaluating the collaborative situation and altering the
group's interactions to achieve purposes;

2.4 demonstrating an appreciation of differences in opinions.

3.0 Students are applying critical-thinking and problem-solving skills
when

3.1 engaging in active, purposeful inquiry to expand their
knowledge;

3.2 generating questions and predictions and giving rationales
before, during, and after a variety of language experiences;

3.3 drawing inferences appropriate to achieving a full under-
standing of the text;

3.4 using specific information or reasons to support personal
interpretations of language experiences (i.e., supporting
written and oral opinions with evidence that meets a stan-
dard);

3.5 integrating information from print and nonprint sources;
3.6 incorporating inquiry as an integral part of the learning

process;
3.7 identifying, planning, and executing projects;
3.8 applying genre-based criteria to support personal evalua-

tion of various forms of expression.

4.0 Students are continuing to refine their abilities to communicate
effectively by

4.1 generating and presenting original thoughts and ideas;
4.2 exploring alternative modes of expression (within
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Vygotsky's zone of proximal development) for displaying
understanding;

4.3 selecting the most effective mode of expression (personally
and contextually) to demonstrate understanding;

4.4 analyzing and critiquing the various ideas in forms of ex-
pression (e.g., abstract, surreal, impressionistic);

4.5 developing and maintaining a focus using specific informa-
tion or reasons to support and elaborate the thesis;

4.6 organizing ideas clearly, concisely, and logically for the ap-
propriate format;

4.7 using conventions of Standard English;
4.8 incorporating revision and editing strategies.

5.0 Students are emerging as self-directed learners when

5.1 using inquiry as the impetus for knowledge;
5.2 using reflection to make decisions about content, process,

and purpose;
5.3 linking new information with existing knowledge in mean-

ingful ways.

Course Description
EXPRESSIONS: LITERATURE AND THE ARTS (-1 Credit) Senior
Prerequisite: English 3
After studying various authors, social issues, and genres through lit-
erature, students will design their own search as a way to deepen their
understanding of a particular area of interest or inquiry. Although criti-
cal analysis of literature is the emphasis of the course, several media of
expression, such as film, television, art, dance, and music, will be inte-
grated to provide opportunities for students to develop critical literacy/
thinking across media.
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Appendix F: Sample Unit (Expressions: Literature and the Arts) 165

A Clockwork Orange
(Anthony Burgess)
Frankenstein
(Mary Shelley)
Heart of Darkness
(Joseph Conrad)
Ironman
(Chris Crutcher)

A Lesson Before
Dying (Ernest J.
Gaines)
Light in August
(William Faulkner)

The
Planets
(Hoist)

Music

Novels

Apocalypse Now
(Francis Ford
Coppola)
Touch of Evil
(Orson Welles)

Video

ANGER
AND
FEAR

Drama

Les Misérables
(Victor Hugo
[video of the
stage show])
Light in August
(William Faulkner
[video production])

"Russia 1812"
(in Expiation by
Victor Hugo)

Selections from
The Concrete
River by Luis J.
Rodriguez

Poetry

Short
Stories

Art

Abbey in an
Oak Forest
(Caspar David
Friederich)
Disasters of
War (Francisco
Goya)

"Nightwalker"
(Brent Staples)
The Things
They Carried
(a collection by
Tim O'Brien)
"The Veldt"
(Ray Bradbury)
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166 "What Do I Teach for 90 Minutes?"

-"Ode on a
Grecian Urn"
(John Keats)

Selections from
Maya Angelou

"She Walks in
Beauty" (Lord
Byron)

Sonnets 3, 18, 30,
71, 116, 146, 167
(William
Shakespeare)

"Well, I Have Lost
You" (Edna St.
Vincent Millay)

"Romeo and
Juliet"
(Dire Straits)

Romeo and Juliet
(William Shakespeare)

Poetry

Music

Drama

Beloved and
The Bluest Eye
(Toni Morrison)
The Color Purple
(Alice Walker)

Novels

PAIN AND LOSS Video

An)

The Lovers
(Pablo Picasso)
Starry Night
(Vincent van Gogh)

A Young Man
Among Roses
(Nicholas Hilliard)

Short
Stories

Cape Fear
(Martin
Scorsese)
Citizen Kane
(Orson Welles)
Grease
(Randal Kleiser)
Hamlet
(Franco Zeffirelli)

Jungle Fever
(Spike Lee)

-Romeo and Juliet
(Franco Zeffirelli)
Sleepless in
Seattle
(Nora Ephron)
Valley Girl
(Martha
Coolidge)
West Side
Story
(Jerome
Robbins)

-"Araby"
(James Joyce)

"Her First Ball"
(Katherine Mansfield)

"King of the
Bingo Game"
(Ralph Ellison)
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Appendix F: Sample Unit (Expressions: Literature and the Arts) 167

Song of Myself
(Walt Whitman)

Poetry

Short
Stories

HOPE AND JOY

Music

1812 Overture
(Peter Ilich Tchaikovsky)
Hymn to Joy
(Ludwig van Beethoven)

"Dreams of Distant Lives"
(Lee K. Abbott)

"The Gift of the Magi"
(0. Henry)

"Graduation"
(Maya Angelou)

-"Rita Hayworth and the
Shawshank Redemption"
(Stephen King)
Le Morte Darthur
(Sir Thomas Malory)

Video

City Lights (Charles Chaplin)
Far and Away (Ron Howard)
Forrest Gump (Robert Zemeckis)
Hoop Dreams (Steve James)
The Shawshank Redemption
(Frank Darabont)
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168 "What Do I Teach for 90 Minutes?"

Period
pieces
(e.g., The
Age of
Innocence)

Silent
movies

William Morris
Dante Gabriel
Rossetti

John Ruskin

Video

Elizabeth
Barrett
Browning
Robert
Browning

Constantine
Cavafy
Emily Dickinson

Thomas Hardy
Gerard Manley
Hopkins

A. E. Housman
Victor Hugo
("Russia 1812")
Rudyard Kipling

Edgar Allan Poe
Dante Gabriel
Rossetti

Alfred, Lord
Tennyson

Leo Tolstoy
William
Wordsworth

Novella

-Parlor songs

Heart of
Darkness
(Joseph
Conrad)

Novels Drama

Emily Brontt
(Wuthering Heights)

Charlotte Brontë (Jane Eyre)
Charles Dickens

George Eliot (Middlemarch )
Nathaniel Hawthorne

(The Scarlet Letter)
Victor Hugo (Les MisErables)
Herman Melville (Moby-Dick)

Henry David Thoreau
Leo Tolstoy

Mark Twain
(Life on the Mississippi)

Short
Stories

Anton Chekhov
("The Kiss")
Nikolai Gogal
Guy de Maupassant

*Edgar Allan Poe

A Doll's House
(Henrik Ibsen)

The Importance
of Being Earnest
(Oscar Wilde)
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Appendix F: Sample Unit (Expressions: Literature and the Arts) 169

Community-Building Activities Connected to Unit Question

How do people express themselves?

Have students work in small groups to brainstorm various ways
in which people express themselves.
Groups might be assigned general categories within which to
generate more specific ideas.

Some categories might include:

gestures
idioms/slogans
clothing
music
famous people

Have small groups share with the larger group.
Have students freewrite or make a journal entry connected with
the ideas that were shared. (Students may also want to write
about the ways in which they express themselves.)

Music and/or Video

Play conflicting moods and/or images.
Discuss.

Write.

Poetry Sort

Place poetry selections from a wide variety of authors and
themes in packets or envelopes.
Have students work in small groups to identify themes found
in the poetry included in their packet.
Have groups share the themes they identified and record these
for the class to see.
Discuss commonalities and "spin-offs" related to the themes
students found in the poems.
Have each group share a favorite poem with the larger group.
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170

Appendix G: Advancement
Center Forms

Advancement Center Student Admittance/Activity Sheet

Teacher signature Time
Student(s) Period Date

Predicted amoimt of time required in Advancement Center

Student/Teacher Activity
Guide through attached assignment
Plan and write rough draft
Listen to speech/provide feedback
Videotape speech/presentation
Participate in small group discussion (videotape yes no)
View videotape/assist in goal setting
View small-group discussion videotape and analyze with
students
Participate in Authors' Circle:

please work with students
students can work on their own

All the above activities require students to come to the Advancement
Center with:

1. current goal sheet
2. assignment prompt
3. assignment grading criteria

Work on computer
Work with enrichment materials

Thematic unit:
Choose free-choice novel

Thematic unit:
Listen to book on tape
Research materials needed
Other:
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Appendix G: Advancement Center Forms 171

Student Reflection on Work Completed in
Advancement Center

What did you accomplish?

Teacher Evaluation of Work Completed in
Advancement Center

Student applied goals and completed assignment.
Student understood assignment but needs further assistance to
complete.
Student needs further assistance to understand assigmnent.
Student did not use his or her time productively.
Other comments:

Teacher signature

Date

Time
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172 "What Do I Teach for 90 Minutes?"

Advancement Center Weekly Progress Sheet

(To be completed before each weekly conference
with caseload students)

Name Date

Student Comments

My English class is currently working on:

I specifically need help with:

Plan of action for meeting my goals this week:

Classroom Teacher Comments

Skills that need to be improved:

Assignments Due:

Assignments are missing, current, or upcoming (circle one).

I will attend the Advancement Center on (date)
at (time) A.m./P.m.

Teacher's Signature Date
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Appendix G: Advancement Center Forms 173

Student Progress Information

(To be completed each term by classroom teachers
for caseload students)

Date

Student

Progress Report Information:

Grade to date:

Comments:

Is visiting the Advancement Center helping this student? Why or why
not?

Additional comments:
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Student Evaluation of Advancement Center

Name Date

1. How often do you visit the Advancement Center? (Circle one.)

Never
Less than once a month
One to three times a month
Once a week
One to three times a week
More than three times a week

2. During which period do you visit the Advancement Center most often?
1st 2nd 3rd 4th

3. Does the Advancement Center meet your needs?
1 2 3 4 5

No Somewhat Adequately Exceeds Greatly exceeds

4. Does the Advancement Center provide information and assistance that help
you succeed in your regular classroom?

1 2 3 4 5

No Somewhat Adequately Well Very Well

5. Is the Advancement Center conducive to effective learning?
1 2 3 4 5

No Somewhat Adequate Good Excellent

6. Is the assistance from the Advancement Center teachers helpful to you?
1 2 3 4 5

No Somewhat Adequate Good Excellent

7. Specifically, how does the Advancement Center help you succeed in school?

8. Have you participated in any of the Learning Center Enrichment Activities
available in the Advancement Center?

Yes No
If yes, which activities?

What are your impressions of the Enrichment Activities? (Do they meet your
learning needs? What suggestions do you have for improving the activities?
Suggestions for additional activities or centers?)

9. What suggestions do you have for improving the Advancement Center?
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Appendix H: Sample
Learning Centers
Meaningful Pictures

1. The poetry at this center is written about a common topic. In
each poem, the poet describes pictures, snapshots, or photo-
graphs. Read the poems at this center, choose one that you like,
and draw a sketch of what the poem means to you.

2. Share your sketch with your center partner.
3. Make a list of several pictures that you will bring to school

tomorrow to use for writing poetry.
4. Talk about one of your pictures with your center partner.
5. Write a poem.'
6. Share your poem with your center partner.
7. Repeat steps 4, 5, and 6 for each of your pictures.
8. After a few days, revisit your poems and revise as appropri-

ate.

9. Create a way of "displaying" your poems and pictures.

*Variation: In writing about your pictures, you might want to try
the format that Kathleen Salapow VanDemark uses in "Snapshots,"
where she briefly describes several photos, then describes in a series of
stanzas (each labeled "snapshot") what can't be seen in the pictures, the
struggles and difficulties of growing upor the approach that Charles
Wright uses in "Photographs," where he begins each stanza with the
words "One [photograph] of [my father, my mother, me]" and describes
each picture in turn before moving in the final stanza to question the
unseen portions of the pictures and the lack of explanation of who the
people really are.

Postcard Poems
Paul B. Janeczko, editor of Postcard Poems (1979), says in his introduc-
tion that the poems in this book "are gifts from poets, meant to be
shared." He goes on to say that he hopes the poems in his book touch
the reader in some way, and he encourages readers to not "let them rest
after they've made their impression." Rather, he invites the reader to

1 91



176 "What Do I Teach for 90 Minutes?"

"let them touch someone else. When you find one that delights you, jot
it down on a postcard, or on a note card, or even at the end of a letter."

1. Find a poem in this book, or in another collection at this center,
that you would like to send to someone.

2. Jot the poem down on a postcard,* address it, and put it in the
mail.

*Variation: As Janeczko suggests, you don't have to limit this sharing
to a postcard. You may want to use the poem you find to create a letter,
a note card, an e-mail attachment, a poster, or a gift of some type.

Creating an Anthology
Paul Janeczko said, "If you've ever read a book of poetry and noticed
poems that touched you more than others, you've taken the first step
toward creating a poetry anthology. I look for poems that strike me.
These are the ones I save, copying and filling in subject/topic folders.
After the poems have sat in the folders for a time, I read through them
again to refresh my memory of the poems I've saved. It also helps me
make connections, to see similarities and differences in the poems that
may help me place them with other poems" (qtd. in Donelson and
Nilsen 1997, 345).

1. Each time you visit this center, choose one poem that you re-
ally like. (You may also discover poems at other centers, in the
library, in a magazines, etc. Start collecting these too.)

2. For each of these poems, write about the thoughts you had
while reading it, as well as the thoughts you had after reading
it.

3. Save the poems you've chosen and what you've written about
them in a folder.

4. Every month or so throughout the term, revisit your folder to
refresh your memory of the poems you've saved and to see the
connections, similarities, and differences between the poems
you've chosen.

5. Several weeks before the end of the term, look through other
anthologies as a way to determine how to put your collection
together.

6. Gather photographs and artwork, or create drawings, to pro-
vide a visual interpretation of each poem.

7. Assemble your anthology, present it to the rest of the class,
and leave it at this center until the end of the school year for
other students to enjoy.
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8. As you visit other student anthologies, write a note to the au-
thor about the poems you enjoyed and describe what you
learned from the anthology

Poems for Voices

Paul Fleischman (1988) writes poetry to be read aloud by two people.
The lines are divided so that each person has some lines to say alone
and others to be said in unison.

1. With a partner, read several of the poems in the book Joyful
Noise: Poems for Two Voices.

2. Choose a poem that you like from your file of favorites or from
the collections at this center and decide how to read it in two
or more voices.

3. Rehearse the poem with your partner(s).
4. Share your poem for voices with the class.
5. Leave a copy of your poem at the center for other students to

read with a partner.

Poetry from Pictures
As a junior high student, Samantha Abeel (1994) wrote the poems in
Reach for the Moon from ideas, insights, and images she generated while
looking at art.

1. Read several of Samantha's poems and write about one of your
favorites.

2. From the picture box or from one of the art books at this center,
choose a picture that prompts you to generate ideas, insights,
and images.

3. Write a poem based on these thoughts.
4. Display your poem and picture in some way at this center or

in the classroom.

Author Study

1. Read several poems written by the same author.
2. Jot down some of the things you notice about the poet's writ-

ing that seem to be similar in all of the poems you read. You
may want to look at:

themes
language choices
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rhythm
rhyme schemes
length
layout
topics
images
figurative language

3. Gather information about the poet that may help you to un-
derstand how his or her experiences might have influenced
the meanings made possible in the poetry.

4. Write a poem in which you try to use the poet's style and one
of the themes common to his or her writing.

5. Present the information and ideas you have developed from
your investigation to the class and/or create a poetry center.

Poetry Search

1. Find poems from the collections at this center that relate to a
theme that the class is studying or one that interests you.

2. Copy several of the poems you like, remembering to give the
poet credit.

3. Write several of your own poems using the theme you have
been looking for in the poems you have chosen.

4. Gather photographs and artwork, or create drawings, to pro-
vide a visual interpretation of each poem.

5. Assemble an anthology,* present it to the rest of the class, and
leave it at this center for other students to enjoy.

6. As you visit other anthologies, write a note to the organizer/
author about the poems you enjoyed and describe what you
learned from the anthology.

*Variations might include the following:

Create a poster.
Create a jackdaw (Rasinski and Lehr 1996)that is, "a collec-
tion of anything, real or imaginary, that concretely relates to the
book, time, or theme." Elements might range from objects to
drawings of imaginary items [or other types of representations]:
"food, recipes, clothes or sketches, music or [other] recordings,
household gadgets, photographs, poems, maps, . . . biographi-
cal sketches of the author and the historical characters, . . . real
or facsimile newspaper articles [related to the text's subject
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matter], shoe box dioramas of important scenes, or time lines"
(64).

War Poetry

Wilfred Owen and Siegfried Sassoon wrote the two poems that influ-
enced Kelly in the book December Stillness (Halm 1988).

1. Read more poetry by these two authors in The War Poets (Wil-
liams 1976), The English Poets of the First World War (Lehmann
1981), and The Oxford Book of War Poetry (Stallworthy 1984).

2. Write or talk about some of the common themes or statements
each poet is making about war.

3. Choose a poem by one of these authors that stands out for you.
4. Review the art books and photography selections at this cen-

ter and choose one that seems to go with this poem.
5. Photocopy the poem and photograph on the same page so that

it looks like you have prepared a manuscript for publication.
6. On the back or on a separate sheet, write about your reasons

for selecting the photograph and poem you chose.

Music Overtly Reflecting Values

1. Read the lyrics from the songs "Blowin' in the Wind" (Bob
Dylan), "Fortunate Son" (Creedence Clearwater Revival), "For
What It's Worth" (Buffalo Springfield), and "Gun Shy" (10,000
Maniacs).

2. Choose one of the songs and, in your notebook, write about
the interests, values, beliefs, or observations revealed in the
lyrics. What do you think the song means? What do you think
the artist is trying to say in the song? Are the lyrics successful
in conveying the underlying message you see in the song?
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Grounded in one high school's experience, "What Do I Teach for 90
Minutes?" is essential reading for those considering a move to block
scheduling and those already on the block who want to realize its full
potential. The book extensively addresses both pedagogical and
administrative aspects of teaching English on the block, from initial
preparation to ongoing revision of an existing block-scheduled program:

Preparation
Types of block schedules
Key issues for effective preparation and transition
Professional development before and during the move

Curriculum
Processes for (re)defining goals and content
Planning and scheduling
Approaches to student support services (e.g., Title I, drop-in centers)

Instruction
How to create strong unit/lesson plans
30 strategies for varying instruction
Handling the paper load
Two chapters about teaching yearbook, newspaper, and theatre on
the block

Administration
27 key concerns (e.g., graduation requirements, attendance policies,
school announcements)
Making and coordinating schoolwide and departmental decisions
Working with the larger school community

Sample Materials
Unit/lesson-plansTincluding-detailed-description-of one_block-scheduled unit
Time management plans
Classroom learning center materials that vary instruction and support/extend
areas of study
School polides geared to the block schedule

"What Do I Teach for 90 Minutes?" offers newcomers and veterans alike an
invaluable resource for meeting the challenges of the block scheduleand
realizing its enormous potential to invigorate teaching and learning.
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