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GROWING AND SUPPORTING
THE USE OF PERFORMANCE
ASSESSMENT IN YOUR SCHOOL

Many districts are sold on
the idea of performance
assessments, but become
“lost in the weeds” when
it comes to evaluating
the quality of locallydeveloped assessments. Performance assessment is worth it. It encourages
critical thinking and the 21st Century skills and upholds the criteria outlined
in the Profile of a Virginia Graduate. But it can be difficult to implement with
fidelity system-wide.

This two-day workshop will equip teacher leaders and
administrators with the tools to support quality implementation
of performance assessment in their schools.

OCTOBER 19

at the John Tyler Community College

FEBRUARY 25

at the Blue Ridge Community College

Register Here

From the Editor’s Desk
Eric Carbaugh, Ph.D.
Associate Professor in the Department
of Middle, Secondary and Math
Education, James Madison University

Join Our Community!
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• Concurrent sessions presented by outstanding
Virginia educators!
• Exhibitors sharing innovative programs and prizes!
• MOVIE NIGHT on the eve of the conference with a
screening of the documentary Beyond Measure. Watch
the trailer HERE
• Annual VASCD Party at Pitchers!
• Social and networking opportunities through the
VASCD2018 app and in person!

2018 ANNUAL CONFERENCE

NOVEMBER 28 - 30
at the Williamsburg Doubletree by Hilton

Keynotes by:
• Kim Bearden on The Top
Ten Things Every Teacher
Should Know. Watch Kim
HERE
• Chic Thompson What A Great Idea!
How to Create,
Communicate and
Implement Big Ideas

Preconference
Session with
A.J. Juliani!
The Epic Guide to
Student Engagement:
Developing StudentCentered Activities with
Choice and Inquiry
Be sure to include our
Preconference Session
in your plans!

• Ron Berger - Leaders of
Their Own Learning. Read
about Expeditionary Learning
HERE.
• Michael Bonner on
Motivation Leads to Innovation
- The Audacity to Get Up. Visit
Bonnerville HERE.

VASCD Annual Conference
Williamsburg Doubletree Hotel and Conference Center
Conference Schedule

Wednesday November 28
8:00
Registration, Continental breakfast
9:00- 3:00 Preconference Session with AJ Juliani
The Epic Guide to Student Engagement:
Developing Student-Centered Activities with Choice and Inquiry
8:00 pm

(Book signing with AJ Juliani following the session)

Movie Night: Free Screening of Beyond Measure

Thursday November 29
7:00 am
Registration open, Continental breakfast
8:15- 10:00 General Session 1 with Kim Bearden
The Top Ten Things Every Teacher Should Know
(Book signing with Kim Bearden following the session)

10:00- 10:30 Break, Exhibit Visits and Prizes
10:35- 11:50 Concurrent Session 1
11:55 - 12:45 Lunch
12:45- 1:15 Exhibit Visits and Prizes
1:15- 2:30 Concurrent Session 2
2:45- 4:00 General Session 2 with Chic Thompson (book signing to follow)
What A Great Idea! How to Create, Communicate and Implement Big Ideas
8:00

(Book signing with Chic Thompson following the session)

Party at Pitchers!

Friday November 30
7:30- 8:15 Breakfast Buffet Available, Membership Meeting 7:50- 8:00
8:15- 9:30 General Session 3 with Ron Berger
Leaders of Their Own Learning
(Book signing with Ron Berger following the session)

9:30- 10:00 Exhibit Visits and Prizes
10:00- 11:15 Concurrent Session 3
11:30- 12:45 General Session 4 with Michael Bonner
Motivation Leads to Innovation- The Audacity to Get Up
(Book signing with Michael Bonner following the session)

From the VASCD President & Executive Director

Robin Hoffman, President
Virginia ASCD (2018-2020)

Laurie McCullough,
Executive Director
Virginia ASCD

DEEPER LEARNING IS FOR ALL OF US
VASCD has long been a home for some of Virginia’s highest-quality professional
learning. We’re proud that our Seminars and Conferences (including our flagship
Annual Conference) continually meet high standards and are well received
by our members. Now, VASCD is poised to create learning opportunities for
educators that extend beyond what can be gained from even the best day in a
room with a presenter. We see these events as starting points for deeper learning
that transfers into professional practice in a variety of personalized ways.
We talk often about what it takes for students to really learn new skills and
concepts. Deeper learning requires students to do more than listen, remember,
and restate for a test. They must practice high-level skills, welcome mistakes as
learning opportunities, collaborate with peers, connect new content to their
own lives, apply and evaluate ideas, and wrestle with questions that don’t have
easy answers. As professional learners, shouldn’t we do those same things?
When educators themselves engage in high -level skills such as collaboration,
critical thinking, and creativity; more meaningful professional learning occurs.
2018 Vol. 15
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We are striving to create opportunities for educators to go deeper, making VASCD
not only a provider of great events but also a place for professional reflection and
growth.
This year, we will:
• Include a short protocol in many of our events to encourage high-level
thinking and conversation about practice.
• Expand our Innovation Forums, inviting our members to visit schools
where structures and instruction are changing to make learning more
meaningful for students.
• Enhance our New Teacher Network through our collaboration with the Virginia
Teachers of the Year, providing a supportive network for new teachers.
• Become more proactive in our advocacy efforts, working to align state policy
with practice that improve learning for students.
• Strengthen our own network to ensure that every Virginia educator willing to
connect with us has a channel for learning and contributing.
VASCD continues to be a great place to learn and is becoming a place to think and
collaborate as well. We invite you to connect with your Regional Representative
(listed on page 2) to share ideas and find out how you can contribute.
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Integration across the Curriculum
using Argument Driven Inquiry
Critical thinking, problem solving, teamwork, and communication skills
have become as important as conceptual knowledge. As a result, Virginia’s
Standards of Learning and Virginia Department of Education’s college and
career readiness initiatives now require the integration of key practices and skills
into foundational disciplines such as English, Mathematics, and Science. In this
article, we present an instructional model that supports integration through a
cross-disciplinary, inquiry-oriented approach to teaching science. Specifically,
we present the Argument Driven Inquiry (ADI) instructional model (Sampson,
Enderle, Grooms, & Witte, 2013) and demonstrate how students’ learning about
electromagnetism can reinforce skills and competencies from other content
areas. We conclude by considering the importance of principal and curriculum
leader support as teachers implement integrated, 21st century approaches.
Joanna K. Garner, Ph.D.

Dr. Joanna K. Garner is a Research Associate Professor and
the Executive Director for the Old Dominion University Center
for Educational Partnerships (TCEP). Garner has been the
Principal Investigator or co-Principal Investigator on five Virginia
Mathematics and Science Partnership awards, of which three
have used Argument Driving Inquiry as a means for teaching the
Virginia SOLs. jkgarner@odu.edu

Victor Sampson, Ph.D.
Victor Sampson is an associate professor
of STEM education and the director of the Center for STEM
Education at The University of Texas at Austin. He received a
BA in zoology from the University of Washington, an MIT from
Seattle University, and a PhD in curriculum and instruction
with a specialization in science education from Arizona State
University. Victor also taught high school biology and chemistry
for nine years. Victor.sampson@utexas.edu
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INTEGRATION ACROSS THE CURRICULUM

To prepare students for a world where 21st century skills such as critical thinking,
problem solving, collaboration, and communication are as essential as content
conceptual knowledge, Virginia’s Standards of Learning (SOL) now require
the integration of these skills into foundational disciplines such as English,
Mathematics, and Science (Cave, 2016; Virginia Department of Education, n.d.).
However, due to limited preparation time and resources, and a lack of ready
access to effective instructional models, teachers often find it challenging to
implement skill-based instruction without sacrificing time for core content
(Scheibe, 2009). Integrated instruction is an approach that both generates
meaningful connections between subject areas and offers opportunities for skill
practice and reinforcement during regular class time (You, 2017). One strategy
is to use the Argument Driven Inquiry (ADI) instructional model, which offers
the opportunity to bring SOL-based mathematics, English, communication,
and critical thinking skills into science lessons (Sampson, Enderle, Grooms, &
Witte, 2013). In this article, we describe the ADI instructional model and provide
an example suited for the Virginia elementary science classroom. We also
discuss ways in which principals and curriculum leaders can support teachers’
implementation of this approach.

A working definition of integrated instruction
The idea of cross-curricular or integrated instruction is not new, having roots
in various movements including Writing across the Curriculum (WAC;
McLeod, Miraglia, Soven, & Thaiss, 2001) and integrated Science, Technology,
Engineering and Math (STEM; National Academy of Engineering and
National Research Council, 2014). Typically, integration means that meaningful
connections are made between two or more subject areas (You, 2017), or that
knowledge and skills in one area are used to support learning and performance
in another (Allen & Kellner, 1984; McGinnis, McDuffy, & Graeber, 2006).
2018 Vol. 15
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New methods of integration are needed because teachers are now searching for
ways to develop students’ capacity to tackle increasingly authentic questions,
which requires the integration and transfer of knowledge and skills from one
setting to another, and the ability to read, write, inquire, and communicate
across content areas. In science, for example, national initiatives press teachers to
address disciplinary practices in order to promote high quality learning of crosscutting concepts for scientific literacy and citizenry (National Research Council,
2012; NGSS Lead States, 2013). Disciplinary practices involve asking questions,
planning and carrying out investigations, analyzing and interpreting data, using
mathematical thinking, constructing explanations, engaging in argument from
evidence, and obtaining, evaluating, and communicating findings. Virginia
educators will recognize these practices as skills taught within the Scientific
Investigation or Science Processes portions of the Science SOLs, and to an
extent within the individual and group-based communication skills included
in the English SOLs (Virginia Department of Education, 2017). One example of
the alignment between disciplinary practices and SOLs in English and science is
shown in Table 1 on pages 16 and 17.

Scientific argumentation as a vehicle for integration
across the curriculum
The integration of skills with content is best achieved when an authentic
purpose exists. In science, an authentic sense of purpose can be created
through inquiry-based learning that involves the creation, communication, and
refinement of scientific arguments. Therefore, one way to integrate students’
learning of scientific investigation skills and content is to create lessons that
focus on the development of scientific arguments, which play a key role in
science as a field (Llewellyn & Rajesh, 2011). Scientific arguments typically
include three key components. One component is a claim that describes a
law, principle, relationship among variables, or otherwise states the reason
14
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for an observable phenomenon. The claim can be thought of as an assertion
or conclusion that provides an answer to a research question. To develop a
claim, scientists may draw on conclusions derived from the results of testing a
hypothesis. The second component is evidence in the form of data accompanied
by an interpretation of the meaning of the data. Evidence can include the results
of analyses conducted on quantitative data or qualitative observations. It may
take the form of a table or graph along with an explanation of what the data
show (Grooms, Enderle, & Sampson, 2015). In this regard, it reflects the design
of the investigation. The third component is a justification of the evidence.
Justifications facilitate audience understanding of the significance of the
evidence and make the case for the validity of its interpretation, often by way of
presenting the assumptions that were made in order to argue that the evidence
is valid and relating the evidence to key scientific concepts or principles
(Sampson, et al., 2013).
Through argumentation, scientists blend content knowledge with
communication skills to articulate guiding questions or objectives for the
research. They use content knowledge and mathematical skills to generate
data that support claims about the validity of their work while also using
disciplinary writing and speaking skills to formulate ways to present their
evidence and justify its importance. Scientists draw on critical thinking skills to
critique and respond to one another as peer reviewers, which in turn improves
the quality of the end product of the research process and their understanding
of the scientific content. As educators and researchers who practice scientific
argumentation, we recognize it as an iterative, investigative, and collaborative
process that relies on critical thinking and communication skills as much as it
does on analytical skills and scientific concepts. These features make it ideal as
a vehicle for integrated instruction.
2018 Vol. 15

VASCD Journal

vascd.org

15

INTEGRATION ACROSS THE CURRICULUM

16

vascd.org

VASCD Journal

Vol. 15 2018
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The Argument Driven Inquiry instructional model
Instructional models, also known as teaching models, provide teachers with a
roadmap or blueprint for teaching. Models are not curricula, but are a vehicle
into which content and a variety of teaching strategies can be inserted. Models
have specific goals, a sequence of phases, and a theoretical or research-based
foundation (Eggen & Kauchak, 2012). Instructional models provide a helpful
guide for teachers and offer a template from which lessons can be created.
ADI is an instructional model that integrates standards-aligned science content
with opportunities to experience and develop science process, critical thinking,
and communication skills that have applicability well beyond the science
2018 Vol. 15
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classroom (Sampson, Grooms, Enderle, & Witte, 2013). Its basis is in inquiryoriented instruction, which is an approach designed to approximate the work
of scientists (National Research Council, 2000). When implemented effectively,
inquiry-oriented instruction can benefit students’ science achievement more
than the traditional, teacher-led methods that tend to emphasize memorization
and the use of text and demonstrations as a source of knowledge (Anderson,
2002). If implemented using argumentation, it can also reinforce and improve
students’ communication skills (Fulton & Poeltler, 2013). It allows teachers to
scaffold students’ inquiry while also allowing students to have agency, or “voice
and choice” about their learning experiences (Miliband, 2006).

When implemented effectively, inquiry-oriented instruction
can benefit students’ science achievement more than the
traditional, teacher-led methods that tend to emphasize
memorization and the use of text and demonstrations
as a source of knowledge (Anderson, 2002).

In its complete form, the ADI instructional model includes eight stages. In
stage 1, teachers and students review an informational text in order to identify
a task and a guiding question that will support the students’ investigation. This
stage is often taught in a whole-class style, with the teacher helping students
to read aloud and annotate portions of the text in ways that will support the
identification of important information. In stage 2, an array of materials is
provided for students to examine and select from. Students work in groups to
design an investigation and record their tentative hypothesis and experimental
protocol on an investigation proposal sheet, a template for which is shown in
18
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Figure 1. Once the plan is reviewed and approved by the teacher, the group then
collects materials and completes their experiment.
Figure 1. ADI Whiteboard with sentence starter scaffolds

Argument Driven
Inquiry uses a
consistent structure for
depicting key aspects
of a student’s science
investigation.

In stage 3, students summarize and analyze their data. They construct a tentative
argument, which they depict on a whiteboard, an example of which is shown in
Figure 2 on the following page. In stage 4, students visit one another’s boards
in a round robin argumentation session, while the teacher actively listens
and facilitates productive peer interactions. This allows students to take turns
explaining their investigation to others, while providing productive feedback
and listening for ideas that may align or differ from their own findings.
In stage 5, the teacher leads an explicit, reflective discussion of key science
ideas. This stage can take the form of whole-group instruction, with or without
table based activities. This stage is also directed at addressing any residual
2018 Vol. 15
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Figure 2. Elementary level proposal for an ADI investigation.

Shown in
adapted form
for elementary
school students,
the ADI stage
2 investigation
proposal
promotes
students’ planning
and allows the
teacher to gauge
the likely outcome
and quality of
the students’
investigation.
Different forms
are available for
use depending
on the type of
investigation.

misconceptions. Afterwards, in stage 6, students prepare an individual written
report that includes a background, guiding question, methods, findings, and
conclusion. In stage 7, papers are distributed in a double-blind fashion to that
students can peer review them anonymously. This stage, like the writing stage,
is guided by a rubric. In stage 8, students revise their individual reports, and turn
them in for a grade.
20
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Adapting ADI for Virginia
We have begun the process of implementing ADI in Virginia through elementary
and middle school science teacher professional development and instructional
coaching programs (Garner, Loney, & Whittecar, 2013; Garner, Loney, & Whittecar,
2015). We have developed ADI lessons using Virginia’s Standards of Learning and
have trained teachers to use the ADI instructional model. Here, we will provide
an overview of how we adapted the ADI model for elementary students and
created a standards-based ADI lesson for grade four.
To begin, we identified areas of known difficulty for students in the Virginia
divisions with which we partner, as revealed by an analysis of SOL Student
Performance By Question data. Our next step was to select the curriculum
standards that would be focus of the lesson. Then, we created a guiding question
that would serve as the focus of each particular ADI lesson. In the current example
shown in Table 1, we integrate English and mathematics with portions of Science
SOL 4.3, in which students “actively develop and utilize scientific investigation,
reasoning, and logic skills (4.1) in the context of the key concepts” about electricity
and magnetism (Virginia Department of Education, 2010). Our ADI guiding
question, How can the strength of an electromagnet be changed? is a broad
one that encompasses required activities within the SOL. In SOL 4.3 students are
required to “design and perform an investigation to determine the strength of an
electromagnet” in order to strengthen their understanding of how magnetic fields
can be created using electrical currents, and that a current flowing through a wire
can create and change the strength of the magnetic field surrounding an ironbearing metal such as a nail. Additional understandings that may support students’
answers to this guiding question include SOL 4.3 activities where students must
create “a diagram of a magnetic field using a magnet,” compare and contrast “a
permanent magnet and an electromagnet,” and construct “a simple electromagnet
using a wire, nail, or other iron-bearing object, and a dry cell” battery.
2018 Vol. 15
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To create the background text from which students can draw ideas, we adapted
existing resources used by our partner division and documents available from
Virginia Department of Education. The lesson was then piloted in a summer
institute and may undergo further modifications after classroom observations
this following school year. Example experiment setup and sample argument
boards created by teacher participants are shown in Figures 3 and 4.
Figure 3. Example experiment setup for electromagnet ADI lesson.
In this example, teachers created an experiment
where they manipulated the amount of electricity
being conducted through a wire wrapped around a
nail, and were able to demonstrate changes in the
strength of the resulting electromagnet by picking
up varying numbers of washers.

As is shown on the board in Figure 4 below, the lesson encourages participants
to design an investigation that leads to the discovery that changing the amount
of electricity flowing through an electromagnet also changes its strength and
ability to attract or pick up small objects. The investigation is documented
according to a specific format: the claim, or conclusion, is placed immediately
underneath the guiding question; the evidence is presented as data and a brief
interpretation of its meaning, with participants expected to verbally explain how
they set up their experiment; and a justification is written in order to connect the
22
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core concepts of electricity and magnetism in relation to the guiding question,
methods of investigation, and resulting claim.
Note that in this particular example the claim has been rewritten after the
argumentation session. This is in order to clarify its meaning, and reflects the
authentic scientific dialogue that took place during the interactive “round robin”
question-and-answer portion of this stage of the instructional model. In addition,
for some students, we developed modified versions of ADI Stages 6 through 8,
such that students prepare a heavily scaffolded report that includes sentence
starters, or simply complete their own version of the group’s whiteboard in order
to submit an individual work product.
Figure 4. Example whiteboard used in ADI stage 4 argumentation session.
After completing
their experiment,
teachers continued
to take the role of
students and created
an example white
board that includes
key components of a
scientific argument.
The experimental
procedure would
be explained
verbally during
the argumentation
session in ADI stage 4.

Supporting teachers’ implementation of integrated instruction
Modifications to practice, such as integrated teaching with argumentation, are
more likely to succeed if three contextual conditions are met. The first pertains
2018 Vol. 15
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to alignment between the focal content of the instruction, local curriculum
priorities, and state curriculum standards. In science, we have found the
Virginia Science Curriculum Framework and Practices for Science Investigation
Progression (Virginia Department of Education, 2012) to be an excellent resource
for teachers and curriculum leaders because this and other similar documents
clearly identify concepts and proficiency levels from which guiding questions
and anticipated investigations can be designed.

We have found it to be of critical importance to align the
newly designed lesson or unit with pacing guides in other
subject areas and relate it to other, school-wide literacy
or college and career readiness initiatives.
The second, closely related condition pertains to the deliberate nature of
integration across the curriculum. We have found it to be of critical importance
to align the newly designed lesson or unit with pacing guides in other subject
areas and relate it to other, school-wide literacy or college and career readiness
initiatives. To facilitate integration, we encourage teachers to plan as a grade
level across subject areas, share students’ work, and talk with leaders about
opportunities to integrate subject areas throughout the instructional day.
A third condition for success is that teachers have the support of principals,
curriculum leaders, and other teachers (Houseal & Ellsworth, 2004; Smetana,
Wenner, Settlage, & McCoach, 2016). Although principals may not be familiar with
the details of particular instructional interventions or approaches, their support
is associated with teachers’ increased commitment to instructional innovation
(Hertberg-Davis & Brighton, 2006). This has been shown specifically in regard
24
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to science instruction that increases the frequency of guided inquiry (McNeil,
Lowenhaupt, & Katsh-Surger, 2018) and integration across content areas (Glascock,
2003). Support can take multiple forms, but can include allowing participation
in professional learning communities (Waters, Marzano, & McNulty, 2003), taking
the time to discuss how new practices appear during classroom observations
(May & Supovitz, 2011), and working at the division level to review curriculum
maps and instructional pacing guides. Without such support, teachers may feel
overwhelmed or vulnerable among their peers (Smetana, et al. 2016).

Conclusion
Recent changes in core curriculum standards have increased the depth
and breadth of knowledge and proficiencies expected of students, yet the
unchanged length of the school day leaves little room for additional content.
At the same time, advances in research on student learning and motivation
have led to the recognition that leveraging cross-disciplinary practices in
authentic ways can be beneficial. In this article, we presented one strategy
to introduce and reinforce knowledge and skills across the curriculum, and
we showed that in the case of one particular instructional model, there is
the potential to meet the goal of efficiently preparing students to transfer
knowledge and skills among subject areas for the benefit of their future
education and career prospects. Our work in southeastern Virginia has aligned
multiple curriculum areas and Standards of Learning during the creation
of dozens of ADI lessons. However, we are keenly aware of the need for
administrator and curriculum leaders’ support for the implementation of this
model. We encourage interested leaders to become familiar with the model so
that they can provide practical and professional support for teachers who are
using these methods to challenge, motivate, and prepare their students for life
within and beyond the classroom walls.
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What we’re learning...
• ARGUMENT DRIVEN INQUIRY: In this article, the authors note that scientific
argumentation is an “iterative, investigative, and collaborative process.” Educators
have long understood the value of leveraging instructional strategies to help students
develop collaborative skills. Interestingly, a recent study also found that collaboration
may help support the individual needs of students as well. Researchers studied
almost 900 high school students across four schools and found that the student
reports of having opportunities for high-quality collaboration were associated with
higher engagement, motivation, and self-efficacy. Moreover, students reported
that these collaborative experiences were positively associated with feelings of
personalization. One important element of this research is that educators must strive
to facilitate “high-quality” collaboration among students. High quality collaborative
experiences should be culturally responsive, student-centered, respectful,
constructive, include group norms and task clarity, and involve shared leadership
and decision-making.
Surr, W., Zeiser, K. L., Briggs, O., & Kendziora, K. (2018). Learning with others: A
study exploring the relationship between collaboration, personalization, and equity
(Executive summary). Retrieved from: https://hechingerreport.org/wp-content/
uploads/2018/09/Learning-with-Others_Executive-Summary_-August-9-2018_
Updated.pdf
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Assessing for Deeper Learning: How Educators
Collaborated Across Division Lines to Develop
Performance Assessments
Four years ago, the Commonwealth of Virginia took a bold step in removing five stateadministered, standardized accountability tests and created the opportunity for local
school divisions to develop innovative, alternative measures of student learning—
namely, performance assessments. While performance assessments are not new to
education, the challenges of developing them within a standards-based curriculum,
using them as accountability measures, and leveraging them to promote engaging
instruction and deeper learning are new. This article tells the story of how two Virginia
school divisions—one large and one small—worked together to pursue the promise of
performance assessments.
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Autumn Nabors, Ed.D., is the Director of Curriculum and Instruction
for Richmond City Public Schools, but served as Curriculum
Coordinator for the Department of Teaching and Learning in
Chesterfield County Public Schools during the initiative described
in the article. She is also a former English teacher, middle school
administrator, professional developer, and curriculum leader
who has worked extensively with integrating project-based
learning and performance assessments into classroom teaching
practices. Autumn is an adjunct faculty member of University
of Richmond’s School of Professional & Continuing Studies in
educational leadership.

When Beth Ferguson began her teaching career more than 20 years ago,
Virginia was in the wake of several attempts at educational reform prompted by
startling declines in student achievement on national assessments. At that point,
comprehensive state testing was five years away and the federal No Child Left
Behind Act (NCLB) another three. Reflecting on her first years of teaching, Beth
recently shared this reflection with Steve (one of our three co-authors and Beth’s
Assistant Superintendent of Instruction):
I was a wide-eyed 24-year-old ready to change the world, one student
at a time. I believed I could help my students prepare for a lifetime of
success by teaching both academic content and the important human
skills that can’t be measured by a standardized test.
And that is exactly what Beth did. But five years passed... and then eight. In
the ensuing years after NCLB, the context for teaching changed. Unintended
consequences of high-stakes, standardized testing became increasingly evident
in schools and classrooms across the state—narrowing of the taught curriculum;
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drill-and-kill instruction; disruptive benchmark assessment systems; and an
incessant mimicking of multiple-choice item format on classroom assessments
(Gareis & Grant, 2015).
Despite these distracting forces, Beth (like many teachers, thankfully) kept true
to her aims as a teacher. She never stopped teaching in ways that would lead
her students to a rich understanding of content, an ability to reason through
messy challenges, an appreciation for each other in the classroom, and the
development of an understanding their own learning. For well over two decades,
Beth has been aiming for deeper learning for her students--a kind of learning
that cannot be assessed adequately with traditional, standardized assessments
that typify most state accountability systems.

A Focus on Deeper Learning
The term deeper learning has an intuitive appeal, but what is it? One way
to think about deeper learning is as a list of competencies. Deeper learning
requires:
• mastering rigorous academic content and skills,
• thinking critically and solving problems,
• working collaboratively, and
• communicating effectively.
But such competencies can’t be separated from each other into distinct
objectives. These competencies are inherently interrelated. For instance, a
person doesn’t simply communicate effectively; rather, a person communicates
effectively with a particular audience, such as with peers working together
on an assignment in school or with colleagues collaborating on a project in
a work setting. Similarly, a person communicates effectively for a particular
purpose, such as to solve a problem or complete a complex task. A person
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also communicates in order to make effective use of the knowledge and skills
that they must bring to bear in tackling whatever their need or goal is. Deeper
learning involves multiple, interrelated types and layers of competencies.

We want students to be able to make good and important
use of their know-how, their learned skills, and their intraand interpersonal dispositions in novel, complex, and
even messy situations that mimic “real life”...
Ultimately, the aim of deeper learning is for students to transfer their learning to
new situations beyond the time, place, and circumstances in which their learning
originally occurred. We want students to be able to make good and important
use of their know-how, their learned skills, and their intra- and interpersonal
dispositions in novel, complex, and even messy situations that mimic “real life”
or are literally beyond the classroom. Teaching for transfer has been described
as the “distinguishing feature” of deeper learning (National Research Council,
2012, p. 83), and it is an essential aim as we consider how better to prepare our
students to be career- and college-ready.

Teaching for Deeper Learning
How do you teach for deeper learning? Teaching for depth of student learning
requires a different approach than the standard-by-standard instruction so
common since 2001. This kind of innovation in instructional design and delivery
includes models of teaching such as problem-based learning in mathematics,
writers’ workshop in language arts, inquiry teaching in science, Socratic seminars
in English and history classes, and project-based learning across all subject areas.
Teaching for deeper learning is further facilitated by instructional strategies like
34
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cooperative learning, one-to-one technology usage, real-life applications, and
formative assessment practices. What’s clear is that “a standard-by-standard
approach to teaching and learning does not work” (Herman & Linn, 2014, p.
37). Therefore, if deeper learning is our curricular intent for students, then our
instructional models and strategies must prompt that type of learning. It follows,
then, that our assessment practices must tap deeper learning, too.

Assessing for Deeper Learning
As Beth, the 21-year veteran teacher alluded to, conventional standardized
assessments (including newly touted technology-enhanced items) simply can’t
assess deeper learning. It’s not that such assessments are inherently flawed;
they’re just designed for different purposes, such as efficiency, standardization,
and objectivity. If we want to assess deeper learning outcomes, then alternatives
to the conventional forms of assessment are needed, namely performance
assessments (which are also referred to as performance-based assessments
or PBAs). By way of contrast to conventional assessments, performance
assessments are designed with these characteristics in mind:
• transfer of previous learning to a novel, authentic situation;
• extended, higher-order thinking on the part of students;
• dependence upon a depth of understanding, as opposed to breadth;
• integration of multiple academic disciplines;
• divergent ways to undertake the task and meet the goal ;
• active engagement in a process (e.g., scientific inquiry, writing process,
mathematical reasoning); and,
• creation of a relevant product that meaningfully and accurately represents
deeper learning (e.g., multimodal proof-of-concept, analytic essay,
conceptual model, public presentation).
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If we want students to deeply learn authentic, transferable knowledge and skills,
then assessments with combinations of these characteristics are a necessary part
of our pedagogical practices. Tracey Zaval, a 19-year secondary social studies
teacher and a colleague of Beth’s in a neighboring school division, shared this
insight with Autumn (another of our co-authors and Tracey’s Assistant Director of
Curriculum and Instruction at the time):
In the real world, we are never asked to take multiple choice tests to show
what we know; we show our knowledge by what we are able to do. PBAs
allow students to become part of the “real world” because the focus is no
longer just on what students know, but rather, what they know and are
able to do with that information.
Similar to Beth, Tracey knows that teaching for deeper learning—that is, teaching
for transfer—necessitates the kind of assessment for learning that well-designed
performance assessments can prompt.

At one time, Virginia required a whopping 34
standardized state tests between grades 3 and
12.   Federal mandates call for half that number.
The call to use performance assessments to assess deeper learning is not
new. More than a quarter century ago, Grant Wiggins (1989) made the case
in Educational Leadership that K-12 schools needed to return to the roots of
authentic assessment by reducing the use of conventional assessments and
expanding the assessment of student performance. So, what is different nearly
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30 years later in 2018? Our current challenge is to make use of authentic
assessments of student learning in an era of standards-based curricula and highstakes accountability.

Opportunity for Innovation: Virginia’s Context
For better or worse, many stakeholders connect rigor to the frequency with
which students are required to take and pass standardized state assessments.
At one time, Virginia required a whopping 34 standardized state tests between
grades 3 and 12. Federal mandates call for half that number.
Recognizing the need to mitigate the unintended consequences of so much
testing—and with a groundswell of support for preparing students to become
critical thinkers, effective communicators, problem solvers, and contributing
citizens—the Virginia General Assembly took a bold step in 2014. That year, the
General Assembly removed five of the state’s standardized tests and required
school divisions to replace them with locally developed alternative assessments,
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which were initially encouraged to be and then required in 2016 to be
performance-based assessments. This was the start. It’s anticipated that as many
as six more state standardized assessments will be replaced by locally developed
performance-based assessments within the coming years. The opportunity for
innovation in Virginia’s schools is now ripe.

Collaborating for Innovation
From the very beginning, this replacement process was communicated by the
state as an opportunity for innovation—an opportunity to teach for deeper
learning by having students demonstrate their learning through engaging and
rigorous performance tasks. The intent has also been to allow and encourage the
development of these assessments by teachers and educational leaders in the
field, rather than by commercial testing companies.
Two Virginia divisions, Goochland County Public Schools and Chesterfield
County Public Schools, decided to take this opportunity several steps further by
using performance assessments in every classroom K-12. Both divisions believe
that performance assessments can promote deeper learning experiences in their
classrooms and also allow for the evaluation of essential life skills, such as critical
thinking, problem solving, collaboration, creativity, and communication.
Goochland County is a small (2,600 students), rural school division that
began its journey toward balanced assessment in 2012 with two stakeholder
committees: one focused on incorporating growth measures into the division’s
assessment system and the other focused on the incorporation of performance
assessments. By 2013, the division had established a clear vision regarding
student assessment: to provide a complete picture of student learning, while
balancing assessment types (conventional and authentic) and purposes
(formative and summative).
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Chesterfield County, the fifth largest school division in the state (60,000
students), also began its journey in 2012 with their strategic plan. In this plan, a
five-year implementation of project-based learning would have all 63 schools
trained to utilize this pedagogical model in pursuit of deeper learning outcomes
for students. The assessment literacy of teachers and school leaders, including
understanding the role of performance assessments within a project-based
learning unit, became paramount. The division formed a Student Growth
Measures committee to research and articulate a guiding philosophy of balanced
assessment, including the roles of student growth, classroom assessment
practices, and demonstrating accountability for learning outcomes.
Despite the differences in size, location, and assessment journeys, the
instructional leaders of Goochland and Chesterfield realized that the divisions
were in similar places regarding vision and philosophy of curriculum, instruction,
and, very importantly, assessment. They decided it would be a unique and
powerful partnership for a small and a large division—in collaboration with Chris
Gareis (a colleague from William and Mary with expertise in assessment and the
third of our co-authors) to learn, grow, and develop together.
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Leading for Innovation
We forged a partnership with the hope that a synergy would propel both
school divisions even closer to a balanced assessment model that benefits
every student, while meeting each divisions’ need for valid indicators for

School leaders worked to establish a professional
culture wherein instructional risk-taking was not
only safe but expected.
accountability. The partnership between Goochland and Chesterfield required
some risk taking, as did the pre-work that had already taken place independently
in both divisions. Decades-old mindsets that standard-by-standard instruction
was the recipe for success had to be challenged head-on. School leaders worked
to establish a professional culture wherein instructional risk-taking was not only
safe but expected.
Both divisions recognized that some teachers would be concerned with the
results on the state’s remaining standardized tests if classroom instruction veered
away from a standard-by-standard approach. School leaders talked openly with
stakeholders about this uncertainty and assured teachers, principals, and the
community that student engagement, student growth, and depth of learning
were being prioritized over rote memorization in preparation for standardized
testing. School, division, and teacher leaders alike also talked openly about
their conviction that a different kind of instructional approach—one focused on
deeper learning—would ultimately produce even stronger learning outcomes
for students. Finally, both division’s instructional leaders helped their team
members feel comfortable with the idea of collaborating across district lines, an
effort rarely undertaken because of perceived differences between localities.
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Designing for Innovation
As the partnership was fostered, we set out to take the next steps together.
In the spring of 2017, both school divisions identified and tapped teachers
and instructional leaders who would come together to first create a common
language and understanding of performance assessments and then to create
a slate of 19 (what they would deem) “Signature Performance Assessments.”
The intent was to move beyond compliance with the mandate to develop local
alternative assessments for the five removed state tests and, instead, to design
and create a series of high-quality performance assessments to be used across
every grade level K-12.
The cross-division design teams took on different compositions, heavily influenced
by the marked differences in the size of the two divisions and their accompanying
resources. Chesterfield’s team was comprised of a balance of division-level
curriculum specialists and select teacher leaders in the respective content areas.
Goochland’s members were comprised completely of classroom teachers, each a
subject or grade-level expert and teacher leader in her or his own right.
Despite the differing roles of the two division’s design team members, each
participant was selected with a keen eye on a few shared characteristics:
• advocacy for and the use of hands-on, engaged instructional approaches;
• expert understanding of human development;
• depth of subject-area expertise, including of subject-specific skills within
the disciplines;
• understanding of the vertical articulation of the curriculum, as well as an
eye toward interdisciplinary connections; and,
• strong assessment literacy.
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The performance assessment design teams were comprised of educators
from each of the two school divisions with the intent of learning with and
from each other through the process of collaboratively developing signature
performance assessments.

Performance Assessments
The work began with reviewing samples of performance assessments from
a variety of sources. With Chris’ guidance, the design teams developed a set
of quality criteria for the creation of performance assessments. As described
previously, these criteria included such characteristics as transferring learning
to a novel situation, prompting higher-order thinking, and depth of subjectarea knowledge (Gareis & Grant, 2015). These quality criteria became the nonnegotiable design elements of every performance assessment developed by
the design teams. Here are a few examples of how some of the quality criteria
characterized the performance assessments created by the design teams.

Divergent Ways to Demonstrate Learning and Subject-Specific Skills
Performance assessments account for the fact that many questions or tasks
have multiple and varied answers, each of great value. One design team’s
performance assessment prompts kindergarten students to synthesize their
understanding of math and science concepts. Through the performance task,
students demonstrate their understanding of buoyancy, while designing,
building, and testing a boat made from a variety of material. Teachers
encourage students to try different designs and even different ways of testing
their designs. Prompting divergent ways of investigating, teachers are able
both to develop and to evaluate fundamental scientific inquiry concepts such
as curiosity, hypothesis formulation, testing, and inferencing through both oral
language and demonstration.
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Meaningful Products and Interdisciplinary Connections
Giving students an opportunity to connect their learning to a product that can
ultimately benefit others can help to engage the students in the assessment
process. One performance assessment for middle school civics results in a
product that has local relevance. With growing immigrant populations in
the area, citizenship ceremonies are increasingly prevalent, so a design team
developed a performance assessment that prompts students to demonstrate
a deep understanding of and appreciation for the legal criteria for citizenship
by creating a brochure for these new citizens that outline the duties and
responsibilities of US citizenship. This performance assessment also promotes
and evaluates essential knowledge and skills in English Language Arts as
students must consider the purpose, audience, and format of their product in
the design and development process of the brochure. For students, they are
excited to create these brochures because they know how meaningful both the
ceremony and the mantel of citizenship are to these individuals. What’s more,
they are writing for a real audience.

Students love to show what they know when
there is purpose and meaning behind the task.
Accentuating Authenticity
Well-designed performance assessments should involve authentic tasks.
Authenticity can apply to student work in several ways: (a) application to a
profession or career that a student might have in the future; (b) relevance to a
future adult responsibility, regardless of one’s career; (c) application to a specific
academic discipline; or (d) relevance to a student and his/her life today, at their
current age and situation. Students love to show what they know when there is
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purpose and meaning behind the task. One performance assessment has middle
school students use the scientific method and verbal reasoning to identify the
dirtiest surface areas in their school. Based upon their analyses of their recorded
data, students then recommend adjustments to the school’s custodial team’s
cleaning plan. The possible outcome of their recommendations are quite real
to the students. The tangential learning outcome is that students become more
cognizant of their own hygiene habits, as well as an appreciation for processes of
democratic decision-making.

Moving Forward with Innovative Assessment
The partnership between Goochland and Chesterfield in the design of
performance assessments to tap deeper learning outcomes continues. We’ve
already begun next steps,
which have included refining
scoring protocols, piloting
performance assessments
in classrooms, and checking
intra- and inter-rater reliability.
Additionally, members of the
design teams are themselves
now expanding the breadth
and capacity of teachers using
performance assessments
in their teaching by leading
professional development within their local communities of practice. In short, all
of our design team members have appreciated the time to come together across
division lines to plan and reflect on assessment practices and, as one member
said, design assessments that are “best for kids”.
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We love our partnership, and we’re thrilled about our progress. We’ve also gained
some important insights along the way. The move toward deeper learning,
engaging instruction, and performance assessments warrants important
considerations for instructional leaders:
1. Curriculum pacing guides that set teachers on a treadmill of running a
marathon at a sprinter’s pace must be revised. Assessing for deeper learning
requires time; therefore, the curriculum must slow down periodically.
2. Performance assessments serve an undeniably important role in teaching
for deeper learning, but there is still an important role for the assessment of
broad content knowledge, conceptual understandings, procedural skills, and
rudimentary analysis. Therefore, a balanced approach to assessment including
performance-based and conventional assessment formats, like multiple
choice, makes sense both in classrooms and in state accountability systems.
3. It is incumbent upon educational leaders to articulate a clear and rational
vision for deeper learning and the type of authentic assessment that such
learning requires. Leaders must also establish the context of professionalism
and innovation inherent to designing performance assessments. Importantly,
educational leaders must marshal the expertise and supportive resources—
namely a community of practice, whether school-based, division-based, or, in
our case, between divisions—to undertake the work.
Virginia’s move toward the use of locally developed alternative assessments for a
select number of state standardized assessments opened up the opportunity for
our two school divisions to support the kind of teaching and assessing that Beth
knew teachers should be doing more than 20 years ago. Teaching and assessing
for deeper learning is simply the right direction to move our schools forward, and
we have found power in partnership.
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What we’re learning...
DEEPER LEARNING: When discussing the benefits of high-quality performance tasks
and projects, the focus is typically on how these experiences positively impact students.
However, research has also found potential benefits for teachers. A 2010 study examined
a high-school economics course taught with a project-based curriculum and found that
teachers from these classes were more satisfied with their teaching methods than those
who engaged in more traditional instruction. It shouldn’t be surprising that teachers
find greater satisfaction teaching when students are learning in a more meaningful way.
Finkelstein, N., Hanson, T., Huang, C. W., Hirschman, B., & Huang, M. (2010). Effects
of problem based economics on high school economics instruction (NCEE 2010- 4002).
Washington, DC: U.S. Department of Education.
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VASCD IS GIVING BACK TO OUR MEMBERS
MEMBERS ONLY
This year VASCD is continuing and
expanding our lineup of member
benefits, particularly hosting two
series of free forums around the
Commonwealth.
INNOVATION FORUMS are
opportunities for VASCD members
to make on-site visits to schools
implementing innovative practices,
especially those related to deeper
learning and the goals outlined in
Virginia’s Profile of a Graduate.
Our first Innovation Forum will be
in Salem City Schools on November
1, where the focus will be on
personalized learning. Salem is one of
just 25 school districts in the nation
recently selected for the Innovative
Successful Practices Project by the
American Association of School
Administrators. The forum is free
for VASCD members, but registration
is required. Sign up at vascd.org.
Thanks to Dave Hinegarder, Director
of Administrative Services and
Strategic Planning in Shenandoah
County Schools, for taking the lead

in organizing our 2018-19 forums.
Additional forums will be offered
second semester- watch the website
and your monthly newsletter!

FREE MEMBERSHIP in VASCD
is available to all new teachers in
Virginia; almost 400 have joined!
These new teachers receive monthly
messages and useful resources from
our amazing New Teacher Mentor,
Tabitha Strickler, an English teacher in
Colonial Heights.
Through a partnership with Virginia’s
Teacher of the Year Network, we are
also offering face-to-face learning
and mentoring opportunities for new
teachers this year. Six of these sessions
in a variety of locations will ensure that
all our new teacher members have an
opportunity to attend. See vascd.org
for a listing of dates and locations.

Supporting Life Ready Students
through the School Library
Today’s school librarians are skilled collaborators and master teachers who are
prepared to address all aspects of the Profile of a Virginia Graduate, particularly the
5Cs: critical thinking, citizenship, collaboration, creative thinking, and communication.
This article outlines how the new National School Library Standards for Learners,
School Librarians, and School Libraries [NSLS] by the American Association of School
Librarians connects with the 5Cs of the Profile of a Virginia Graduate. Discover ways to
harness the unique knowledge, power, and abilities of the school librarian as part of
your school leadership team.

Karla B. Collins, Ph.D.
Dr. Collins is an Associate Professor of School Librarianship at
Longwood University. Before joining Longwood, she was a school
librarian at the elementary, middle, and high school levels. She
also taught in the classroom at a variety of grade levels during her
17 years teaching in public schools in Virginia. Dr. Collins’ research
interests include professional collaborations in PK-12 schools
and meeting the needs of all learners through the school library.
collinskb@longwood.edu

Sarah L. Tanner-Anderson, Ed.D.
With fifteen years of experience in public education, Dr. TannerAnderson has worn many hats, including principal, assistant
principal, and middle- and high-school English teacher. She
currently serves as Assistant Professor and Program Director of
Educational Leadership at Longwood University, where she is
charged with redeveloping the master’s program in Educational
Leadership. tannerandersonsl@longwood.edu
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What do you call the big room in the school with all of the books, and what
is your school’s title for the person who works in that room? There seems to
be some debate about the correct or acceptable terms, but the American
Association of School Librarians made the determination that they are school
librarians who work in a school library (AASL, 2010). These terms are used, even
if they might sound outdated, to give standard names to what librarians do and
where they work. In the original press release, the American Library Association
stated that the title “school librarian” is a reflection of the multiple roles of the
professional in this position, including “leader, instructional partner, information
specialist, teacher, and program administrator” (AASL, 2010). The confusion of
terms leads to confusion of expectations. Even if the image in your mind is dated,
you know what a school library is (or was) and you know who the librarian is (or
was). You can place this professional in this space and you have no doubt about
who is the topic of discussion. Yes, the role of the school librarian has evolved,
and is still evolving, but it is not defined by the name given to the profession.
The role of the school librarian is defined by how the school environment is
developed and the expectations of those involved with the school. So, what are
the current roles and responsibilities of the school librarian, and what should a
modern school library program look like? How does this new definition connect
with an administrator’s focus on student outcomes?
The school librarian fills a unique role in the school, working with all students
and teachers to positively impact student learning and enhance the overall
school environment. Numerous studies show the impact of a qualified, effective
school librarian on student achievement (LRS, 2013). This Vimeo album provides
several videos, one of which we’ve pulled out on the following page and an
infographic visual summary of research findings from a number of such School
Library Impact Studies is on page 52.
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LRS - School Library Characteristics that Affect Student Achievement

As evidenced in these findings, the impact of a school library and school librarian
provides a widespread cast of learning connections for student achievement.
Librarians constantly question relevancy and interconnectivity of resources,
considering how an activity, lesson, space, or person actively contribute to
the positive learning environment for our students. These questions can be
best answered by involving school librarians as learning leaders—individuals
who are skilled, prepared, and poised to assist faculty and students to achieve
their highest potential (AASL, 2017), Administrators must seek their feedback,
value their expertise, and tap into the tremendous resource to promote
student learning. As leaders, school librarians operate under a set of innovative
standards, which closely mirror standards to which administrators must adhere
in order to promote student success with regard to state and federal mandates.
In the fall of 2017, the American Association of School Librarians (AASL) unveiled
the new National School Library Standards for Learners, School Librarians,
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School Libraries & Student Achievement
School Librarians are Linked
to Improved Standardized
Reading Test Scores

+ =
School

Librarian

Studies conducted over the past two decades, both in
Colorado and nationwide, show that students in schools
with endorsed librarians score better on standardized
achievement tests in reading,
compared with students in schools
without endorsed librarians.

Improved Reading Scores

This increase in scores exists regardless of:
Student Poverty Level

$

=

1

Overall Staffing Losses

2

$
2004

In a Colorado study, the presence of school librarians positively
impacted students’ standardized reading scores even when
controlling for student poverty (free and reduced-cost meal
status).

2008

In a national study, even if schools had overall staff declines
between 2004 and 2008, students’ standardized reading
scores were better in schools that maintained or gained a
librarian during this time period.

What other school library characteristics are associated with better test scores?
School Librarians Teaching
Information Literacy
Skills to Students 3

Extended Library & Staff Hours3

More Student Visits 5

1

Collaborative Planning
Between School
3, 4
Librarians & Teachers

School Librarians Providing
3
In-Service Training to Teachers

Larger & Newer Collections

Staffed by Endorsed Librarian

Flexible Scheduling

3

©2013

Higher Expenditures

$

See www.lrs.org/data-tools/school-libraries/impact-studies/ for a list of school library impact studies.
1. Lance, K. C., & Hofschire, L. (2012). Change in school librarian staffing linked with change in CSAP reading performance, 2005 to 2011. Retrieved from
http://www.lrs.org/documents/closer_look/CO4_ 2012_Closer_Look_Report.pdf
2. Lance, K.C., & Hofschire, L. (2011, September 1). Something to shout about: New research shows that more librarians means higher reading scores. School Library Journal. Retrieved from
http://www.schoollibraryjournal.com/slj/printissue/currentissue/891612-427/something_to_shout_about_new.html.csp
3. Lance, K. C. (2000). How school librarians help kids achieve standards: The second Colorado study. Salt Lake City: Hi Willow Research and Publishing.
4. Lance, K. C. (1993). The impact of school library media centers on academic achievement. Salt Lake City: Hi Willow Research and Publishing.
5. Francis, H.B., Lance, C. K., & Lietzau Z. (2010). School librarians continue to help students achieve standards: The third Colorado study (2010). Retrieved from:
http://www.lrs.org/documents/closer_look/CO3_2010_Closer_Look_Report.pdf

© 2013 Library Research Service
www.lrs.org

This project is made possible in part by a grant from the
U.S. Institute of Museum and Library Services
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and School Libraries (NSLS) (AASL, 2018). These standards were designed to
update the previous Standards for the 21st Century Learner, written by AASL in
2007. The new standards are easily integrated into what is currently being taught
throughout the school and they can be directly tied to educational outcomes.
In this paper, we will connect the NSLS to Virginia’s Profile of a Graduate,
specifically the 5Cs section of the Profile (VDOE, 2018). While NSLS includes a
well-crafted framework of Common Beliefs, Domains, and Competencies (AASL,
2018), we will focus just on the Shared Foundations piece of the framework.

Shared Foundations and 5Cs
The Shared Foundations include six areas of emphasis that span across the
standards for the library, the librarian, and the learners. Each foundation will
be presented through the lens of a School Library educator, then an aligned
and connected “C” of the Profile will be presented by an Educational Leadership
educator (See Figure 1). It should be noted that many of the Shared Foundations
can connect with more than one of the 5Cs; however, we provide an introductory,
simple connection as a beginning building block. You will likely see other
connections as you explore the foundations and Profile 5Cs throughout this paper.
Figure 1. NSLS and Profile 5Cs Connection
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Curate
We will begin our journey with Curate. This is likely the Shared Foundation
where you see the easy parallels to the traditional role of the librarian. You might
think of the librarian as the one who collects books and information in a manner

The librarian’s role does not stop with gathering
books. The librarian is a guide to using
information in “deliberate and effective ways.”
(AASL, 2018)

that can be shared with others. You might remember a librarian who was a
“keeper of the books” in your former school years. Today the term “Curate” goes
far beyond the traditional images of a librarian. Our lives now are filled with
information and messages that are constantly thrown at us from every angle.
The goal of the librarian is to assist and guide learners and teachers through
navigating the sea of information. The librarian’s role does not stop with
gathering books. The librarian is a guide to using information in “deliberate and
effective ways.” (AASL, 2018)
The Curate foundation is the basis for all that is done by school librarians.
Without curated resources, it would be difficult to truly implement the
rest of the elements of the standards. The connection could be made from
Curate to all of the other shared foundations within NSLS and to each of the
5Cs in the Profile. We will next explore how the other foundations build on
this idea and take the role of the librarian far beyond that knowledge and
information collector.
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Inquire and Critical Thinking
Inquire: Inquiry-based learning is more than just a method or a buzz word.
Inquiry is at the heart of a librarian’s mission. Librarians scaffold instruction for
individual students by guiding the students as they question the world around
them. The library is a natural place to encourage curiosity and questioning as
students assimilate new information with their current world views. The librarian
helps students create their own questions about the world and guides them to
the answers as they think critically about the information they find. (AASL, 2018)
Connection to 5Cs – Critical Thinking: One of the most valuable skills in life
and learning is the ability to critically consider, analyze, understand, and explain
the world and one’s place in it (VDOE, 2018). To develop critical thinking in
our students, administrators must promote a culture of questioning in which
students (and staff, for that matter) are encouraged and empowered to wonder.

Include and Citizenship
Include: Including all students and providing experiences and opportunities for
diverse learners is central to the mission of schools. The school library is a vast
resource for the entire school community. The library resources must include and
represent the school population while also providing opportunities for students
to learn about the global community. The school librarian ensures that a variety
of interests and multiple viewpoints are represented in the library materials.
Inclusive opportunities are provided in library resources, programs, and services
to the school community. (AASL, 2018)
Connection to 5Cs –Citizenship: As twenty-first century educators, we are charged
with the monumental task of preparing citizen-leaders capable of being good
stewards of local and global resources, advocates of social justice, inclusion, and
diversity; and promoters of societal responsibility and accountability (VDOE, 2018).
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One of the best ways we can assist our students to grow as citizen-leaders is to
provide them with quality examples of and opportunities to engage in citizenship
in action in one’s own community and beyond.

The librarian is in a unique position to have
an opportunity to work closely with every
teacher and every student in the building.
Collaborate
Collaborate: The school librarian fosters a collaborative environment for
the learners, but also collaborates with other educators. The librarian is in a
unique position to have an opportunity to work closely with every teacher and
every student in the building. When a librarian is aware of what is going on
throughout the building, he or she is able to see connections that might not be
seen otherwise. This can lead to further collaboration between teachers that
enhance student learning. Strong collaborations between teachers and librarians
benefit all involved, especially the learners. Additionally, the library program and
services can provide a collaborative learning environment for students, fostering
the skills and dispositions they will need to be effective and successful global
citizens. (AASL, 2018)
Connection to 5Cs – Collaborate: Collaboration involves much more than just
“working together” with various people. Good collaborators must possess the
ability to plan, organize, and complete individual and group tasks, respect the
words and works of others, and demonstrate value as a contributing member
of a team (VDOE, 2018). We must instill in our students (and again, our staff )
the desire to seek out connections within a community of learners to grow and
thrive in an ever-changing, fast-paced world.
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Explore and Creative Thinking
Explore: The “explore” standard addresses the librarian’s role in guiding students
to develop a growth mindset by exploring resources and building on their
current knowledge in order to expand their world view. Students all begin with
different background knowledge then create questions, use resources and
experiences to gather information, and develop new knowledge to share with
others. The librarian creates an environment conducive to the individual growth
of each student by developing and maintaining a strong collection, creating
lessons, activities, and experiences with inquiry in mind, and promoting reading
and information gathering for educational and personal interests. (AASL, 2018)
Connection to 5Cs – Creative Thinking: Like critical thinkers, creative thinkers
push beyond surface-level understanding to seek a deeper, more holistic
understanding of a task or topic (VDOE, 2018). For our students, we must
encourage originality and diversity of thought and action, promote ideas that
push the boundaries of learning, and empower students’ intrinsic or extrinsic
desire for exploration.

Engage and Communication
Engage: An engaged student actively participates in learning and develops
dispositions for effective participation in the learning process. The school librarian
fosters this by providing engaging lessons and activities related to the library and
library resources. The librarian provides opportunities to share new knowledge in
an ethical manner, including participation in online and social media platforms.
An engaged learner needs opportunities to learn, and possibly fail, in a safe space
before applying their learning in the larger world. Library activities provide this
safe space for students to learn and experiment with new ideas. Once again, the
librarian is there to guide the learners through the process as they engage with
new information, think critically, and make informed decisions. (AASL, 2018)
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Connection to 5Cs – Communication: Communication is more than just
speaking; it is a multi-faceted skill that requires a great deal of development
and practice. Speaking is, indeed, a part of communication; however, one must
also be able to listen, articulate, evaluate, and respond – a cyclical search for
understanding – to process learning beyond the self (VDOE, 2018). Our students
must have opportunities to engage in communication activities that develop
and hone these important skills so they are capable of projecting their learning
with others.

Connections between Standards Offer Opportunities for Leadership
Clearly there are many more connections that could be made between the
NSLS and the Profile of a Graduate. We could go much further into both of the
documents; however, this is just a starting place. Librarians and administrators
have a common goal: to improve student learning. That said, administrators
should utilize their librarians as valuable resources with far-reaching impact on
day-to-day learning and leading in their respective schools. This support might
come in the form of resources, time for collaboration, and curriculum leadership
within the building.

Supporting the Librarian to Best Support Students and Staff
A well-supported school librarian is provided the resources to collaborate with
teachers throughout the building and to be a resource to students and faculty.
Through the unique lens of the school library, cross-curricular connections
can be made that will enhance the learning process for all students. When the
librarian makes the connection between the Profile of a Graduate and the NSLS,
library programming and instruction can be directly tied to learning outcomes
that are the primary focus of the school. For example, a school librarian may
meet with both the English and Social Studies departments in a high school and
suggest a cross-curricular unit that ties together content from both departments.
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This one collaborative unit may seamlessly incorporate curriculum standards
from both content areas, NSLS, and elements of the 5Cs to provide an enhanced
learning experience for all. A connected librarian who is part of the school’s
leadership team is able to visualize these connections and suggest strategies to
optimize learning for the students.

From tangible materials to out-of-the-box thinking, the
school librarian offers opportunities for connection and
understanding that spans beyond individual classroom
walls and hallways to ignite student learning in
powerful, meaningful ways.

Being a school librarian can be an isolating position. Often there is only one
person in the school doing this job, and the full scope and value of the position
might not be fully understood by students, parents, other educators, and/or
administrators. There might not be another person in the school to share ideas
about instruction or to assist in generating excitement for a new program.
It can be easy for the librarian to get lulled into a routine that seems to be
working, only to find that ten years have gone by without a lot of change.
Librarians need opportunities to network with other librarians and learn new
and fresh ideas to bring back to the school. Opportunities are available through
professional associations at the local, state, and national levels. Librarians need
encouragement to seek out these opportunities and support to make the
professional development manageable. A librarian who is in touch and involved
professionally will benefit the entire school community.
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Conclusion
The school librarian, as one can see, is a tremendous resource for the entire school
community. From tangible materials to out-of-the-box thinking, the school
librarian offers opportunities for connection and understanding that spans beyond
individual classroom walls and hallways to ignite student learning in powerful,
meaningful ways. Administrators, thus, must tap into this diverse expertise,
involving the school librarian as a member of the school leadership team to best
assist students and staff to achieve their own unique successes, opening the world
the endless possibilities for learning and doing. In order to develop students
who meet the expectations set forth in Virginia’s Profile of a Graduate, all in the
building must work together. The natural connection between the National School
Library Standards and the 5Cs of the Profile should be harnessed as programs
and opportunities are explored and created throughout the school. The school
librarian should be an integral part of this process.
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RESEARCH
NUGGETS
What we’re learning...
LIBRARIAN: The authors of this article show how the professional standards for school
librarians (from the AASL) can be aligned with the 5C’s of critical thinking, creative
thinking, collaboration, communication, and citizenship. Clearly schools and professional
organizations alike see the value in preparing students for life beyond school “content” by
arming them with these valuable skills. Echoing this sentiment is recent survey evidence
from the National Association of Colleges and Employers (NACE). This organization
conducts an annual survey of employers to gather data about desired job qualities and
skills. In the 2016 version of this survey, collaboration, communication, and problemsolving were all among the top 5 attributes sought after by employees—skills which align
very nicely with the 5Cs. National Association of Colleges and Employers. (2016). Job
Outlook 2016. Retrieved from www.naceweb.org/s11182015/employers-look-for-innew-hires.aspx
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VASCD Teacher Innovation Grant
(Formerly the Teacher-in-Action Grant)
Re-Inventing Your Teaching: Why You Should Apply for the VASCD
Teacher in Action Grant
By: Stephanie Peterson, NBCT

When I first found out that I had won
the VASCD Teacher in Action Grant
[now the Teacher Innovation Grant], I
was over the moon excited. Thrilled!
Ecstatic! But when I really thought
about it, I had no idea what winning
the award really meant. I knew that
I would receive some money to use
towards implementing my idea in my
classroom. So what did winning really
mean? It meant many things that have
changed my teaching and opened up
new professional relationships.
As I began to plan for the 2017-2018
school year, I had a renewed focus
on my instruction and the dynamics
of my classroom. For the grant, I
would be implementing PBL in my
classroom throughout the day and
all year long, instead of just “doing”
a project here or there. This meant a
total realignment of the pacing of my
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SOL’s to ensure that I was teaching
all of the required standards, as well
as redesigning my learning space
to ensure for the collaboration that
would be necessary. Having this
kind of autonomy in the classroom is
both thrilling and terrifying all at the
same time. I was fortunate to have
wonderful support from VASCD as
well as my principal. Whenever I had

VASCD Journal

Vol. 15 2018

a question regarding the grant, Laurie
McCullough and Robin Hoffman were
never more than an email away. They
both made this process, which was
new to all of us, easy and seamless.
Whether I had questions about how
to order the items that I needed,
or if I needed to learn more about
VASCD and my responsibilities, both
Laurie and Robin were more than
willing to help me however they
could. With my principal’s support
and encouragement, I was able to reinvent not just my teaching but also
fully implement flexible seating. This
was more than I thought possible,
but definitely necessary in order to
achieve the best results.

grant. I can look back now and see

As we approach the annual VASCD
conference in Williamsburg, I am
taking the time to reflect on my
experience with the Teacher in Action

Let this one be the easy one. Take your

how transformative winning this
grant truly was for me. I will continue
to teach in a PBL style, with flexible
seating this school year and for many
more to come. I never would have
thought this possible without the
support from VASCD.
I encourage you to listen to that little
voice inside your head—you know
the one; the one that gets excited
by new ideas and hopeful to try new
things. Listen to that voice and let
that voice take you in a new direction
by applying for this year’s Teacher
Innovation grant. There are many
decisions to be made as an educator.
ideas and turn them into more than
you thought possible by applying for
the VASCD Teacher Innovation grant.

Interested teachers should attend the VASCD Concurrent
Session at Annual Conference on November 30 in
Williamsburg. For more information, click here.
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PERFORMANCE TASKS
Get Involved!

VASCD has several committees!
These active members work with leaders on the Board
of Directors to set the direction and meet the goals of our
organization.
If you are interested in:
•

policy and advocacy

•

conference planning

•

working on publications, or

•

 lanning and communicating about professional
p
development,

please, consider joining us!
To learn more about these opportunities,
contact Laurie McCullough at

VASCDed@gmail.com

Learning from Rural Rock Stars
to Inform Teacher Preparation
All students deserve high-quality teachers who understand the importance of
place, value students’ lived experiences, and build appropriate teaching and
learning opportunities (White & Reid, 2008). I embarked on this study in order
to generate a better understanding of teachers’ practices in one rural school
division by exploring how they conceptualize and enact their role as teachers in a
rural context. As a result of this study, I identified promising practices for teacher
education programs, which should work to prepare teachers who recognize that
place matters and know how to examine the specific context of a place—whether
rural, urban, or suburban—and identify its assets.
Meredith McCool, Ed.D.
Meredith McCool is an Assistant Professor and Director of the
Education Program at Sweet Briar College. Growing up, she
attended rural schools where the local FFA chapter sponsored
an annual drive-your-tractor-to-school day. Meredith holds
a B.S. in Environmental Geology from the College of William
and Mary, a M.A.T. from Alaska Pacific University, and an Ed.D.
in Curriculum and Instruction from the University of Virginia.
Prior to earning her doctorate, Meredith was an environmental
educator in Alaska, Minnesota, and Virginia and taught 4th and
5th grade in Anchorage, Alaska. mmccool@sbc.edu

It’s Ag Day. In the field in front of me are four wooly sheep and 25 completely
engrossed fourth graders. Abbie (pseudonym), a fourth grade teacher, leans over and
whispers to me, “This is a rural activity.”
While we watch the students engage with the sheep, one boy explains to Abbie what
he just learned about why the sheep have such short tails. It turns out that sheep
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have no muscles in their tails to raise and lower them when they eliminate waste, so
their owners docked their tails to keep them clean and healthy.
Abbie turns back to me. “And we talk a lot about poop on Ag Day. Just saying.”
Ag Day may have been filled with rural activities—and, admittedly, poop—but
it represented just one day at Queen’s River Elementary School in Barratt County
(pseudonyms; see Figure 1). Although Queen’s River serves students in a rural
Central Virginia school division, to constrain the narrative of teaching at Queen’s
River to quintessentially rural activities like Ag Day would neglect the complex
and multidimensional work of teaching in that particular context. Whereas the
rural setting of Barratt County is always in the background—informing teachers’
place-consciousness and students’ lived experiences—a myriad of additional
factors interact
to shape the
daily activities
within Abbie’s
rural classroom.

Figure 1. The
sheep pen at
Queen’s River
Elementary
School’s Ag Day.

Abbie and Ainsley (pseudonym), the two teachers who participated in this study,
both teach fourth grade at Queen’s River Elementary. They have both been
recognized as “Teacher of the Year” by their school’s administration, participated
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in a semester-long course on coaching novice teachers, and mentored numerous
teacher candidates from the local university. Focusing my observations on
these teacher-leaders allowed me to begin from an asset-based perspective
(Kretzmann & McKnight, 1993) in which the teachers were assumed to be not
just competent, but among the best in their school division. By exploring the
ways these two rural rock star teachers think about and enact their role as
teachers in a rural context, I was able to construct an asset-based and nuanced
picture of rural teaching and distill lessons that can be used to inform the
preparation of teachers who can be successful in the rural context and beyond.

Teacher education programs could extract important
lessons from these rural rock stars in preparing teacher
candidates who understand and value the importance
of place, regardless of whether that place is classified
as rural, urban, or suburban.
So what can teacher education programs do to help prepare candidates for
the complex and multidimensional work of teaching with place and students’
lived experiences in mind? Although both Abbie and Ainsley possess an
appreciation of rural culture, it is their appreciation of the culture of Barratt
County in particular that informs their teaching practices. Teacher education
programs could extract important lessons from these rural rock stars in
preparing teacher candidates who understand and value the importance of
place, regardless of whether that place is classified as rural, urban, or suburban.
First, they must facilitate learning experiences that support pre-service teachers
in understanding and seeing themselves as part of the community in which they
teach. Additionally, they must provide opportunities for pre-service teachers
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to learn about and practice interactions with students that display a regard for
student perspectives, and in particular foster student autonomy and positive
peer interactions.

Part of the Community
Queen’s River Elementary is one of five schools in Barratt County. The National
Center for Education Statistics (NCES, n.d.) has classified Barratt County Public
Schools (BCPS) as “rural: distant,” meaning that it is more than five miles but less
than or equal to 25 miles from an urbanized area. Queen’s River Elementary,
itself, is a 40-minute drive from the nearest small city. Barratt County has five
schools serving over 3,600 students in grades PK-12. At the time of the last
census in 2010, Barratt County had a population of just under 25,700 (U.S. Census
Bureau, n.d.). Over three-quarters of BCPS students are white, and about onefifth are black.
One of the distinguishing features of BCPS is the fact that one school serves
all of the students from across the county in each grade band. Namely, there is
one school for students in pre-Kindergarten and Kindergarten, one school for
first and second graders, one school for third and fourth graders, one middle
school for fifth through seventh graders, and one high school for eighth through
twelfth graders. Prior to the opening of the new high school in 2012, there were
two smaller elementary schools serving students through second grade in other
parts of the county. When the new high school opened, however, all of the
primary students were consolidated into one school building, third and fourth
grade relocated to the old middle school building, and the middle school moved
to the old high school building.
In the case of Barratt County, it is important for teachers to not only know that
it is situated in a rural environment, but also that each school brings together
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students from diverse communities from across the county. In understanding the
diverse communities of Barratt County in which they teach, Abbie’s and Ainsley’s
practices are aligned with elements of place-consciousness (White & Reid, 2008),
which includes a “firsthand experience of local life” (Gruenewald, 2003, p. 620),
and culturally responsive pedagogy (Ladson-Billings, 1995). For example, both
Abbie and Ainsley possess a nuanced understanding of the various communities
that comprise Barratt County and both teachers appreciate feeling as though
they have a place within them. As Abbie put it,
So this school has Mulberry Lake [pseudonym]—very middle class,
yeah, very middle class. Diverse as far as the population goes in
subcategories, I would say, but yes, still predominantly white. And then
you get to the outer—outside of the lake, and it is extremely diverse.
So we still have students who have no Internet access. We have
students who, lots of students who are still on free and reduced lunch.
We have students who come in who, you know, live with grandma and
grandpa because mom and dad are not available…. In the sense of
students and their background—and I kinda said that early on—it’s
extremely diverse. You still have a pocket of students who are English
learners … you have students who are living in very dire situations, all
the way up to students who don’t think twice about buying a new pair
of shoes to match every outfit that they have, which is very interesting
within a classroom.
As Abbie explains, there is not one single community in Barratt County, but,
instead, a collection of diverse communities.
Similarly, Ainsley describes the county as “very tight-knit, but not at the same
time,” and that “everybody has their niche in their community.” Because it draws
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from different communities within Barratt County, Queen’s River Elementary
functions in many ways as its own community. Ainsley shared in her interview,
I love Queen’s River. We’ve only been open five years, I think this is our
fifth year, and I was one of the teachers that came over when it first
started, so I really feel like I’m part of this school, like I really feel like
I’ve helped develop the school atmosphere that we have and so many
people will come in and just say, “Wow, like your school just has this
like feel about it,” and it really does. I mean, we’re very split, third and
fourth, which is kind of weird that we’re only two grade levels, but then
there’s twelve classes of each so we’re still pretty large. But it’s just—the
environment is just so welcoming, I feel like. And we’re all so different in
what we—how we teach. Not all of us, but a lot of us are very different
in what we teach, but yet somehow we always seem to make it work,
which is nice.
Similar to the way in which Ainsley described how “everybody has their niche”
in the broader Barratt County community, she indicates that the Queen’s River
community is comprised of different teachers who “always seem to make it work.”
Notably, neither Abbie nor Ainsley grew up in Barratt County, and their placeconsciousness developed as a result of their involvement in the community.
Furthermore, as Ladson-Billings (1995) noted, culturally responsive teachers
identify strongly with teaching and see themselves as part of the community in
which they teach. These unifying characteristics of culturally responsive teachers
are also characteristics that Abbie and Ainsley embody. With the exception of Ag
Day, there was nothing in their day-to-day teaching that seemed explicitly rural;
instead the rural nature of the context was reflected in the subtle things, such as
their understanding of students’ diverse lived experiences.
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Developing Pre-Service Teachers’ Place-Consciousness
Because it is important for teachers to see themselves as part of the community
(Ladson-Billings, 1995), pre-service teachers arriving in schools for a semesterlong internship will need to rapidly develop the place-consciousness that

In order to help pre-service teachers develop placeconsciousness of their placement contexts, I recommend
that university-based teacher educators incorporate
activities into field-based courses that engage teacher
candidates in gathering information about and
discovering the assets of the communities in which
they are teaching.

Abbie and Ainsley have cultivated over many years. In order to help pre-service
teachers develop place-consciousness of their placement contexts, I recommend
that university-based teacher educators incorporate activities into field-based
courses that engage teacher candidates in gathering information about and
discovering the assets of the communities in which they are teaching. For
one such activity, teaching candidates could involve their students in writing
introductory letters, acquainting candidates to students’ families, pets, and
other interests (White & Reid, 2008). In this way, students could introduce
themselves and their place to the teaching candidates, elucidating what they
see as important in their everyday lives. Students positioned in this way as
experts on their own experiences and communities can take on a teaching role,
blurring the division of labor within the classroom. Incorporating an introductory
letter activity into the field experience requirements would not only provide
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teacher candidates with a child’s-eye view of the community in which they are
teaching, but would also serve to confront any preconceptions the pre-service
teachers might hold about the context, helping them gain a more nuanced
understanding of rural, urban or suburban diversity.
To further support teacher candidates in recognizing the assets of the
communities in which they are teaching, university-based teacher educators
could invite teacher candidates to use students’ letters—as well as their personal
experiences in their placement communities—to construct community asset
maps (Kretzmann & McKnight, 1993). Such maps would detail the people, places,
and organizations that comprise each school’s community and illuminate for
teacher candidates the diverse features and capacities of that community (see
Figure 2). This activity would not only support teacher candidates in confronting
any preconceptions of that particular community but also provide them with the
tools to identify the assets of any community in which they may ultimately teach.

Figure 2. Example
generic community
asset map.

Regard for Student
Perspectives
Classroom interactions
that display a regard for
student perspectives
include those in which
the teacher meets and
capitalizes on “the social
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and developmental needs and goals of students by providing opportunities
for student autonomy and leadership,” as well as “the extent to which student
ideas and opinions are valued and content is made useful and relevant to
students” (Pianta, Hamre, & Mintz, 2012, p. 35). Abbie and Ainsley display regard
for student perspectives through their provision of activities that allow for
student autonomy and meaningful peer interactions. High-quality support for
autonomy and leadership occurs when “students are provided with meaningful
choices within lessons and are given authentic opportunities for leadership and
responsibility” (Pianta, et al., 2012, p. 35). Likewise, teachers can show regard for
student perspectives by providing “opportunities for peer-peer interactions that
are meaningful and serve an integral role within the lesson” (Pianta et al., 2012,
p. 35). Choice, chances for leadership and responsibility, and meaningful peer
interactions were all observed in Abbie’s and Ainsley’s classrooms.
In an interview, Abbie discussed how she believes she simultaneously meets
students’ needs and supports student autonomy by creating an active classroom
in which multiple things are happening at any one time:
It takes somebody who’s like, okay, oh my gosh, I’ve gotta figure out
how this is going to work and how am I gonna—you know, what does
the classroom look like whenever you do that, because I have 50 things
going on here at one time, and people are like, “How do you do that?”
And I’m like, “I don’t know how I do it.” [laughter] I’m like, I don’t exactly
know, but it’s just what has to happen to make sure everybody’s getting
what they need. So I definitely feel like that’s one area, you know, you
hit the middle of the road, but now what happens in the reality of a
classroom when you have kids that are way high, kids that are average,
and kids that are struggling? How do you distribute your time and your
resources and your energy to make that work?
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Abbie is able to have “50 things” happening in her room at any one time because
she has distributed her time and resources in such a way that her role is shared
between herself and her students. For example, in the interview, Abbie told me
that she supports students—even if she cannot provide a lot of one-on-one
time—by giving them opportunities to work together: “So even though it’s not
me and I’m spread out between 25 kids per class, you can buddy them up with
somebody so they feel important, they feel like they’re helping somebody else,
they feel like they’re getting information.”
During my time in their classrooms, both Abbie and Ainsley introduced
Scrum into their instructional routine, which is defined as “a framework within
which students can tackle complex adaptive problems, while productively
and creatively achieving learning goals and personal growth of the highest
possible value” (Delhij, van Solingen, & Wijnands, 2015, p. 5). Through the Scrum
process, the teacher determines what needs to be learned; monitors, improves,
and evaluates the quality of educational results; and is a “servant leader to
the Student Teams” (Delhij et al., 2015, p. 10). Students, in turn, work in teams
to achieve the required learning goals as established by the teacher. Student
teams collaboratively decide how they will work toward the established learning
goals through a series of Scrum Sprints during which they research, plan, and
complete a project. To do this, students create a Product Backlog, an ordered list
of the tasks that need to be completed, and work through them one at a time.
When I visited her classroom a month after Ainsley first introduced Scrum, her
students were hard at work completing their third and final Scrum Sprint. The
open-ended nature of the assignment allowed students to approach their final
project in a variety of different ways. Ainsley had provided guiding documents
through Google Classroom so that students knew what was required; students
were able to exercise their creativity within those parameters. By gradually
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releasing responsibility to her students during this Scrum process, Ainsley
facilitated student autonomy.
In addition to allowing students to exercise autonomy, Abbie and Ainsley used
Scrum to facilitate productive group work. At the beginning of each Sprint,
students identified the important tasks to be completed and broke those tasks
down so that one person could be responsible for each task. Students worked
on one task at a time, completing one task before starting another. For example,
one student may be responsible for looking up designated vocabulary terms. To
ensure that every member of the group was learning through the Scrum process,
Ainsley indicated to students that they should all know and be able to discuss
the terms and definitions, even if they were not the ones to look them up. In this
way, students were both working independently to complete individual Scrum
tasks yet were interdependent in their reliance on one another for information
and a complete understanding of the project.

Developing Pre-Service Teachers’ Regard for Student Perspectives
I recommend that additional emphasis be placed on preparing pre-service
teachers to demonstrate high levels of regard for student perspectives,
which will allow teacher candidates to “meet and capitalize on the social and
developmental needs and goals of students by providing opportunities for
student autonomy and leadership” (Pianta et al., 2012, p. 35). Whereas displaying
regard for student perspectives could enable pre-service teachers placed in rural
schools to make content useful and relevant to students, the same would be
true for pre-service teachers placed in any context. What stands out is not that
Abbie and Ainsley explicitly draw on students’ lived experiences to drive their
instruction, but instead that they provide the structure and then the freedom in
which students can act with autonomy and are given authentic opportunities
for leadership. Whereas connections to current life and the provision of material
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that is meaningfully related to the experience of students is an element of
regard for student perspectives, it is only one aspect. Even without the in-depth
knowledge of community that Abbie and Ainsley possess, pre-service teachers
in an unfamiliar context can still demonstrate a regard for student perspectives,
and while they are learning about the nuances of the community in which they
are teaching, they can still meet and capitalize on the social and developmental
needs and goals of students.
Additional emphasis on regard for student perspectives in teacher education
should involve pedagogies of practice such as representations, decomposition,
and approximations of practice (Grossman, et al., 2009). This could take place
prior to the teaching internship and include watching videos of teachers who
demonstrate high levels of regard for student perspectives, naming individual
teacher moves, and then practicing those moves in peer-teaching scenarios.
Following these pedagogies of practice in the university setting, pre-service
teachers should receive coaching from their university supervisors on their use of
regard for student perspectives in the K-12 classroom during their field experience.

Rural (And Urban and Suburban) Rock Stars of the Future
Drawing on the practices of these two rural rock star teachers, it is not
preparation for the rural context that is important, but rather preparation for
context in general. Three-and-a-half decades ago, Gardener and Edington (1982)
declared that rural schools “must not only prepare their students for life in the
local community but also for the adjustment into more urban communities so
that their students are able to function efficiently in both environments” (p. 1). I
would argue that the same imperative exists for teacher preparation programs—
that they must prepare pre-service teachers to function efficiently in any context
in which they might teach. For instance, the American Association of Colleges
for Teacher Education’s (AACTE) Clinical Practice Commission (2017) recently
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released a draft white paper of essential proclamations for highly effective
clinical educator preparation, advancing that “while there are common stages
and actions identified with successful [clinical] partnerships, each also possesses

... teacher preparation programs and their school partners
should invest their efforts in preparing teachers to
recognize that context matters and to examine any
context and identify its assets.

unique characteristics and requirements specific to its local context” (p. 16).
Therefore, teacher preparation programs and their school partners should
invest their efforts in preparing teachers to recognize that context matters and
to examine any context and identify its assets. If, as one rural sociologist put it,
“when you’ve seen one rural community, you’ve seen one rural community”
(Theodori, 2003, para. 1), then it would seem to follow that when you’ve
seen one community—or one classroom, for that matter—you’ve seen one
community, regardless of whether it is located in a rural, urban, or suburban
area. In preparing teachers who are equipped to teach in any public school in
the Commonwealth and beyond, regardless of their previous experience in that
school or a school like it, teacher educators must facilitate opportunities for
their candidates to gain an understanding not only of the students in their care,
but also the communities in which they teach. Place-conscious and culturally
responsive teachers who demonstrate a regard for student perspectives have the
potential to be rock stars at any school.
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NUGGETS
What we’re learning...
RURAL ROCK STARS: This article highlights the value of investing time getting to
know who your students are and from where they come. To illustrate how important these
practices are, a recent study of 203 students across 10 classrooms found that teachers who
positively greeted students at the door before each class increased student engagement
and reduced disruptive behaviors compared to teachers who didn’t use this practice. By
welcoming students into the class each day, teachers signaled an interest in each individual
student and worked to create a community of learners. Cook, C. R., et al. (2018). Positive
greetings at the door: Evaluation of a low-cost, high-yield proactive classroom
management strategy. Journal of Positive Behavior Interventions, 20(3), 149-159.
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Forging a Path on the Road Less Traveled:
Lessons Learned from an Interdisciplinary
Approach to Teaching and Learning
This article shares the year long experience of two teachers who blended AP Literature
and AP Government classes. In it they draw from these experiences to offer a realistic
look at the successes and challenges they faced as well as offer ideas and strategies
that colleagues may consider as they look to blend classes in the future.

Abbie McGee
Abbie McGee is an English teacher at Floyd. E. Kellam High School in
Virginia Beach. Currently, she teaches AP Literature, Dual Enrollment
and PO-LITical, a class that combines AP Government and AP
English. Ms. McGee graduated from Old Dominion University with a
BA in Creative Writing and an MA in English Literature.

Thalia Serino
Thalia Serino is a Social Studies teacher at Floyd E. Kellam High
School in Virginia Beach. Currently, she teaches AP Government
and Politics and PO-LITical, a class that combines AP Government
and AP English. Mrs. Serino graduated from James Madison
University with a BA in Political Science and a MSed from Old
Dominion University in Secondary Education.

Rationale
In the spring of 2017, the administration at Floyd E. Kellam High School in
Virginia Beach approved the blending AP English Literature and AP Government
as part of a school-wide initiative encouraging educators to collaborate across
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curricula. We elected to take part based on observations that our students
were struggling to make meaningful and relevant connections among the
courses they took. As an AP Government and an AP English Literature teacher,
we believed that if we could successfully fuse the two courses, we could
better provide students with opportunities to develop the “Five C’s:” critical
thinking, communication, collaboration, creativity, and citizenship, which are a
part of Virginia Beach City Public School’s strategic plan as well as the Virginia
Department of Education’s Profile of a Virginia Graduate.

We called our blended curriculum PoLITical, (a combination
of politics and literature) a theme-centered curriculum
that would embolden students to think critically, solve
problems, and reflect on their learning (Pernell, 2017).

In agreeing to teach this blended course, we were motivated by current
hiring practices used at Google, who seek candidates not based solely on
their knowledge, but their ability to collaborate, learn, adapt and think. For
example, Google lists its top seven characteristics of success as “soft skills” such
as communicating and listening well, having empathy toward others, and
being able to make connections across complex ideas. Essentially, what is most
important is that being able to participate in “broad learning” allows students to
become thoughtful and successful contributors to society (Strauss, 2017).

The Curriculum
We called our blended curriculum PoLITical, (a combination of politics and literature)
a theme-centered curriculum that would embolden students to think critically,
solve problems, and reflect on their learning (Pernell, 2017). Essentially, the intention
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of the curriculum was to promote transfer of student learning to new and unique
situations. By concentrating on making connections between social studies/
government and English literature/humanities, we hoped that we could create more
authentic and genuine learning experiences for our students while engaging them
in opportunities for critical thinking, communication, and citizenship.
The initial process began by dissecting our distinct curricula and trying to
identify places where the content overlaps thematically. In order to achieve our
goal, we rearranged the chronology of content, arriving at four distinct units.
UNIT ONE: Whose Story is This?
Concepts: perspective; storytelling; rhetoric; literary theory; constitutional
democracy; vehicles for providing justice; the foundations and purpose of
government; political beliefs, behavior, and culture.
Major Works: The Things They Carried, Frankenstein, Antigone, various
documents, non-fiction articles, short stories, and poems.
Other Works: The College Essay and Academic Resume
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UNIT TWO: The Rules of the Game
Concepts: institutions of national government; political participation; rebellion
and conformity.
Major Works: 1984, One Flew over the Cuckoo’s Nest, The Importance of Being Earnest,
various governmental documents, non-fiction articles, short stories and poems.
UNIT THREE: No Justice, Just Us
Concepts: civil rights and civil liberties; the struggle for identity; good vs. evil
Major Works: The Bluest Eye, Othello, a choice Victorian novel, various documents,
non-fiction articles, short stories and poems.
UNIT FOUR: Who Matters? Who Decides?
Concepts: The Judiciary, Justice, Media, Perspective, and Public Policy.
Major Works: In Cold Blood, various documents, non-fiction articles, short stories
and poems.
Each unit lasted approximately the length of a grading quarter and had several
formative and summative assessments evaluating the students’ knowledge
of each individual content area as well as their ability to synthesize the
two curricula. The purpose of the concepts were to provide students with
opportunities to see how the two content areas overlapped and supported
overall themes and connections between government and English.

The Logistics
Our school operates on an A/B block schedule where classes meet for 90 minutes
every other day. These classes were scheduled as separate 90-minute blocks of
AP English and AP Government. In order to blend the course, our administrators
allowed us the choice to structure the class meetings either as side-by-side
blocks (meeting every day for ninety minutes) or as a double-blocked class
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(three hours every other day). We elected to go with the double-blocked class
in part because we felt that we could be more flexible with class time. Feedback
collected at the end of the year indicated that students were overwhelmingly in
favor of the double-blocked class. Students further indicated that they viewed
meeting every other day as an opportunity to have a break between the classes
to prepare. The three-hour block allowed students adequate time to engage fully
in class work and discussions, complete assessments, and experience a threehour class which would prepare them for some college courses.
Our 40 total students were not handpicked, nor did administration tell them
anything about the class prior to the start of the school year, so it was a surprise
to the students that each was scheduled to be a part of a pilot blended course.
We spent a good part of the first two weeks of school discussing what we
thought this would look like; answering questions, establishing norms and trying
out various seating/set-up options for the classroom. The students, all 12th
graders, agreed to take lunch at the end of the three hours rather than to have a
break in the middle of the class. We agreed to a ten-minute floating break, which
could be taken to transition between activities, instruction, etc.
We worked closely with our students to establish our classroom norms at the
beginning of the year and frequently revisited these norms throughout the first
quarter as needed. Our student developed norms included:
1. Provide learning targets, an agenda, and a calendar where upcoming
due dates and assessments were listed separately. Our learning targets
and agenda were displayed in a PowerPoint slide at the beginning of each
class. These slides were uploaded to our online class page at the end of
each day. We used our online class page for our calendar postings to notify
students about reading assignments, due dates, and assessment dates. As
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some of our assignments and assessments were for government or English
only, this was specified in the calendar entries.
2. Allow for flexible arranged seating efficiently based on feedback from
the students. Our classroom layout had desks clustered into groups to
facilitate collaboration and create space to move around in. We had two
neighboring rooms with an
accordion wall that allowed
for flexible use of the space.
Because we also had a second
room that our main classroom
opened up into, we could
open the wall and have
students move back and forth
into the additional space as
needed. Students indicated
their desire to meet on one
side of the space, which we
named East Berlin, at the beginning of class, and their use of the opposite
side (West Berlin) when they worked collaboratively.
3. Provide students a path through activities to help them think about
how they can make connections between the ideas and concepts being
presented in each course. For example, the students learned about social
contract theory, and were then given literary texts through which they could
illustrate which theories were at play.
4. Implement structured transitions between government and English,
as well as between activities. We facilitated this by giving students
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opportunities to reflect on the previous activity and anticipate what was
coming next in our itinerary.
Initially we were reluctant about spending
so much time at the beginning of the year
establishing norms and discussing nuts and
bolts of classroom organization, but this
proved to be time well spent as the year
progressed and student buy-in became
increasingly valuable.

Successes
The students were given the opportunity to
work with two teachers in order to develop
and improve their writing; complete relevant,
real-life assessments; connect concepts from both disciplines; and prepare for the AP
Exams. From our perspective, as well as the students’, the most effective learning
experiences included: Socratic Seminars, collaborative group work, discovering
connections between literature and social policies/programs, and linking literary
theory to social contract theory—strategies that reflected the integrated nature of
our curriculum.
To help build community and facilitate a flexible approach to grouping, we
assigned students to a “house” that became their home station for the bulk of
our daily work. At the beginning of the year we had them create banners for
their houses and posted them in the classroom. We provided the theme, which
was names for groups of animals, and let the students’ creativity take over.
Students worked regularly in their home groups but also had opportunities to
work in multiple configurations with other students based on interest for certain
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novels and readiness for certain complex projects. This helped to build and foster
a strong sense of community, giving students an opportunity to practice some
of the soft skills mentioned in our rationale: equality, generosity, curiosity toward
the ideas of their teammates, empathy, collaboration and communication.

Students found the classroom environment
to be a supportive and encouraging place
to learn where they were able to express
themselves freely.
As mentioned above, we established trust and rapport by focusing on building
relationships and including students in the decision-making process early and
often. This also helped our class develop a sense of teamwork and a “family”
atmosphere. In the student reflections, many mentioned the feeling of “family” or
the classroom community that developed this year as one of the best outcomes
of the class. Students commented that “feeling connected to [their] peers was
an enhancer of [their] learning experience overall.” They found the classroom
environment as something that “contributed to the positive learning because it
provided an open learning forum with plenty of opportunity to see alternative
perspectives and learn from others while getting through the curriculum and
preparing for the AP Exams.” Their feedback confirmed our original rationale
of using content to help students foster and develop communication and
collaboration skills.
This dynamic that one student described as “unlike any other class I have been
in” cultivated feelings of comfort around all of the students in the class and made
collaborative work easier. Students found the classroom environment to be a
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supportive and encouraging place to learn where they were able to express
themselves freely. Furthermore students acknowledged that the “class focuses
on real-world concepts, and will help [students] adjust [to] a seminar-based class.
In life, it will help them to connect concepts…”
The relationship dynamic between
the two of us, as colleagues, was
important as well. The “McGeeSerino teaching duo,” as one
student dubbed it, was something
that, like any relationship, took
work and compromise, but we
were both committed to our
passion project and willing
to make instructional and
philosophical adjustments. We
started with a shared vision but
consistently reflected and made
changes when necessary. Perhaps
most important, we were both
determined to persevere when
issues arose. Taking the time
to create our own norms and
operating procedures was something that was really beneficial throughout the
year as well. We recognized from the beginning there would be areas where we
did not agree, but we committed ourselves to working through any and all snags
along the way.
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Challenges
Timing is everything. As we rarely met separately, it felt like it was one class,
but in fact students were receiving two total AP credits for AP Government
and AP English. While the students understood this, they found it difficult to
grasp the concept that these classes were separate. They assumed that there
would be more work on their part, focusing on an imagined burden instead
of understanding that the workload would be comparable to taking the two
classes separately.
Again, students were not notified in advance of being participants in this
pilot integrated approach which dampened their initial enthusiasm for this
endeavor. Students were concerned that participating in this pilot program
might negatively impact their grade. They also did not understand the purpose
of integrating the courses and had a lot of questions regarding what the course
would look like. We could only answer conceptually, as this was new for us as
well. Some students felt that this was just dropped on them and did not have the
opportunity to buy into this concept ahead of time. This tension created an initial
trust issue with the students since, as instructors, we were the most immediately
accessible adults to blame for their unhappiness.
There were also challenges in grading practices. When integrated projects were
created it had to be determined what part of the assignment was government
and what part was English. Should an assignment or assessment count for both
classes? If so, for how much in each class? And how do we communicate what
each teacher and content is looking for out of each assignment? As this was our
first year we were adjusting and negotiating responses to these questions on
an ongoing basis. Establishing these expectations before assigning projects and
assignments is an important step for others looking to integrate coursework.
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Admittedly, we were overly ambitious about always
blending, thinking that it would help the students to
see the merit of the blended course. In retrospect, our
stubborn commitment to daily blending was not
always beneficial to what we were trying to create.
It was important that we utilize our space effectively by giving students
opportunities to move around. However, this created obstacles when
determining how to arrange their seats and learning environment. Other
considerations were what kinds of groupings for projects, daily activities, and
discussions should be used. Should students have a choice in their groups?
Should we pair students together based on readiness levels, interests, or
learning profiles? How often should these groups be mixed-up? How do we hold
members of groups accountable for their work and contributions?
We were ambitious about blending classes on a daily basis, and sometimes
that proved difficult, especially when needing to teach distinct content from
each course.
Admittedly, we were overly ambitious about always blending, thinking that it
would help the students to see the merit of the blended course. In retrospect, our
stubborn commitment to daily blending was not always beneficial to what we
were trying to create. The students sometimes needed content-specific instruction
to help them be successful on the integrated units and to ensure the acquired and
practices necessary skills to be successful on the end of course AP exams.
The AP Government redesign will go into effect starting with the 20182019 school year and will emphasize different types of writings (qualitative,
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quantitative, comparison and argumentative essays), replacing the previous
exam format of four elemental free response questions. Therefore, our distinct
curricula will be better aligned, making blending more seamless. We were
encouraged by student feedback seeking deeper, more meaningful connections
between the two content areas. In the future we hope to be more intentional
by providing a variety of instructional strategies to challenge and stimulate
reflection within both content areas.

Questions to Consider
Fortunately, our principal and administrators wholly endorsed and encouraged
the idea of blending the classes. Furthermore, the direction to move to a more
humanities-focused curriculum was inspired by visits to other schools as well
as an overall endorsement by our citywide administration. We were given some
professional leave and collaborated with other teachers who were in the process
of blending classes to share ideas and provide support. In addition, we received
paid professional development hours in the summer to work on planning for
the course. Our classroom walls opened for more space allowing us to flexibly
use the physical space we occupied. We shared a planning block every other day
alleviating some of the common drawbacks of collaboration. In addition, our
principal offered to help us get any special materials we might need.
In beginning to plan and construct a blended class, here are a few questions to
consider:
• How much collaborative planning time will you need?
• What grading and assessment practices can you agree upon? Which can be
kept separate?
• What will your classroom space look like?
• How will you transition between your subjects?
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• How often will you meet together, and when?
• Will students be selected for this class? Will they volunteer? (In our experience,
informing all students and parents of the vision or philosophy for blended
classes would have been highly beneficial to them and helpful for us.)
• Does either course have a prerequisite, and if so, who will be checking for this?
• How will you help students understand the purpose behind integrating the
courses? (We suggest presenting the blended philosophy slowly to students
rather than all at once so that they understand WHY we are doing this and
taking the time to scaffold each unit at the beginning to give students the
beginnings of the threads that they will unravel through the unit. This will
help students get a better grasp on the themes, connecting points and
intentions behind each unit.)
• What support will be needed from administration? (Be honest with your
needs and don’t be afraid to ask for assistance. They are there to help, and to
learn the ins and outs of blending classes first-hand.)
• Does your school culture support a multidisciplinary learning model?
• Does your administration support the inevitable mistakes that result from
a new endeavor like this? (This is not intended to be a negative question many teachers are anxious about trying new things because they worry that
administration will not support them if it is not successful.)
We found it helpful to think of our experience as a tangible and meaningful way to
put integrated learning into action. Although we encountered some obstacles, the
overall experience was professionally rewarding and challenging. We are looking
forward to year two with optimism, lessons learned, and renewed excitement.
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What we’re learning...

FORGING A PATH: This article discusses the importance of collaboration among
students and educators. Recent research into collaboration found that the best solutions
to complex problem-solving tasks are a result of intermittent collaboration coupled with
time for individual reflection and processing. Researchers studied individuals working
on their own, working only in groups, and working in a combination of both settings
(called “intermittent collaboration”). They found that the average quality of solutions
in the intermittent groups were identical to groups that collaborated constantly, BUT,
when individuals were given time to time to process alone, they generated some of the
best solutions. When engaging students in solving complex problems, teachers should
consider a combination of time for collaboration and individual reflection. Bernstein,
E., Shore, J., & Lazer, D. (2018). How intermittent breaks in interaction improve
collective intelligence. Proceedings of the National Academy of Sciences, 201
802407, https://doi.org/10.1073/pnas.1802407115
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Call for Journal Articles!
The next issue of the VASCD Journal, our online
publication, will be published in the fall of 2019.
Do you have anything interesting or exciting about your work as a teacher or leader
that you’d like to share with other educators around the state? If so, then please
consider writing for the VASCD Journal!
Some suggested topics include, but are not limited to, curriculum and instruction,
assessment, professional development, technology use in the classroom, and other
policies that grow our students. Some questions to get your thinking started:
• What are some examples of successful professional development
implementations meaningful collaborations, or other positive
transformations?
• How have you implemented elements of recent policy changes into your
schools and districts?
• What school and classroom practices help students transfer their
learning to new or unique situations?
• Have you conducted any action research that has positively impacted
student learning?
• How has technology truly transformed student learning in your
classroom or school?
Because this journal is published in an online format authors please consider adding embedded videos, hyperlinks, podcasts, audio
or animations to enhance your article.

The deadline for submission of materials for the next issue is

August 1, 2019

Manuscripts should follow format and reference guidelines outlined in the Publication Manual of
the American Psychology Association (APA). Include your professional title(s), workplace(s), email
address(es), and a one to three sentence summary. If accepted, we will request author photos and
brief biographies to be submitted. All manuscripts, book reviews, or other items should be emailed to:

VASCD Journal
Eric Carbaugh, Editor carbauem@jmu.edu
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Understanding Factors that Contribute to Motivation
and Burnout Among Teachers of Students with
Emotional Behavioral Disorders
Teachers of students with emotional behavior disorders consistently face
alarming rates of reported burnout and attrition. Therefore, it is vital to
understand the factors that lead to motivation and burnout for this teaching
population. The following article highlights the extant research and a qualitative
study focused on supports that can be provided for teachers who work with this
population of learners.
Adam Brown
Dr. Adam Brown currently serves as the Assistant Principal for
the Renaissance Academy (Virginia Beach City Public Schools).
Dr. Brown is a 2016 ASCD Emerging Leader and writes on the
topics of teacher burnout and special education.
Connect through Twitter @AdamBrownEDU or
ajbrown@email.wm.edu.

While no doubt it is valuable and rewarding, to be a teacher of students
with special needs has its own unique challenges. In particular, students
who are identified with having Emotional Behavioral Disorders (EBD) are
prone to increased disciplinary measures, including detentions, in- and
out-of-school suspensions, and expulsions. A majority of students with
EBD experience suspension and expulsion throughout their educational
career (Wynne, Ausikatis, & Satchwell, 2013). Unfortunately, teachers who
instruct students with EBD face rates of burnout and turnover that are
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proportionally higher than teachers of other student populations. Adera and
Bullock (2010) observed that teachers of students with EBD “quit their jobs
in higher proportions compared with other special education positions” (p.
5). Therefore, the greatest shortage of teachers in the special education field
is among those who instruct students with EBD (Cancio, Albrecht, & Johns,
2013). This can lead to alternative measures to fill teaching vacancies such as
having teachers teach content outside of their certification or hiring teachers
on a provisional license. Sutherland, Denny, and Gunter (2005) found that,
“about 43% of teachers of students with EBD did not hold appropriate
certificate credentials” (p. 42). As a result, schools often need to fill open
teaching spots with educators who are not certified in the areas they hired
to instruct. This cyclical process affects this vulnerable student population by
exposing them to inconsistent staffing patterns.
The primary cause of turnover for teachers of students with EBD has been
attributed to higher rates of burnout. Brunsting, Sreckovic, and Lane (2014)
conducted a synthesis of studies from 1979-2013 that centered on teacher
burnout, including 23 studies that included quantitative measures and
special education teachers as participants. More specifically, it was found
that teachers of students with EBD have the highest rate of burnout when
compared to other teaching populations (Banks & Necco, 1990; Nichols
& Sosnowsky, 2002). The level of burnout experienced by this teaching
population should be explored further. Thus, the primary purpose of this
program evaluation study is to investigate how these teachers perceive
factors that lead to burnout and how to alleviate these factors. A secondary
focus of this study is to explore factors that motivate teachers to work with
students with EBD. These two areas of focus can potentially assist school
leaders and policy makers in implementing interventions that can combat
this ongoing concern within education.
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Study Design
This study compares teachers who were novices in instructing students with EBD
and those who had considerable experience. The intent was to identify similarities
and differences between these two groups of teachers in order to further identify
the supports necessary to address burnout. “Novice” was defined as three years or
less for two reasons: a) most states consider a pre-tenure period of employment
as three years, coinciding with the practical application of a novice teaching
period; and b) extant research suggests that the first three years of teaching are
associated with less teaching effectiveness and a greater learning period for
improving practices (see, for example, Munoz, Prather, & Stronge, 2011). A “veteran
teacher” was defined as ten years or more in the teaching field based on evidence
that teachers typically reach a mastery level after eight to ten teaching years
(see, for example, Rockoff, 2004). Additionally, studies outside of education have
found that, in general, it can take ten years for professionals in complex jobs (e.g.,
medicine) to reach mastery (Cloud, 2008, as cited in Stronge, 2010).
The following research questions guided this study:
1. What motivates novice and veteran teachers to choose to teach students with
Emotional Behavioral Disorders?
2. How do novice and veteran teachers who instruct students with Emotional
Behavioral Disorders define teacher burnout and the factors that contribute to it?
3. What are the perceptions of novice and veteran teachers who instruct students
with Emotional Behavioral Disorders regarding the impact of teacher burnout?
4. What are the perceptions of novice and veteran teachers who instruct
students with Emotional Behavioral Disorders regarding measures that can be
taken by teachers and/or building leaders to reduce teacher burnout?
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In order to select the sample, a request for research was sent to a regional public
day school that serves 500 students with EBD and employs their teachers. The
sampling selection was equal size sampling – that is, approximately an equal
number of novice and veteran teachers were sought to participate in the study,
with a goal of interviewing ten individuals from each group. Data were generated
from interviews with the two groups of participating teachers. The primary data
source took the form of a semi-structured interview but allowed the opportunity
for informal follow-up questions to be asked. Craig (2009) states that this style of
semi-structured interview “encourages honest responses, which provide valuable
information in informing inquiry” (p. 125). The questions were open-ended, which
encouraged a freedom and flexibility in the responses (Appendix A).

Findings
Research Question 1: What motivates novice and veteran teachers to choose to
teach students with Emotional Behavioral Disorders?
The themes of intrinsic motivation and job availability emerged from the
data collected for the first research question. The identification of some form
of intrinsic motivation to work with EBD students was the largest theme
throughout the data. Participants mentioned personal experiences, commitment
to EBD students, and faith as elements of intrinsic motivation. In addition to
being intrinsically motivated, job availability also appears to serve as the initial
motivating factor for these teachers to work with this student population.
In these cases, teachers who desired to be in the teaching profession, but
had difficulty securing a position, were often hired to work with this student
population due to staffing shortages.
Research Question 2: How do novice and veteran teachers who instruct students
with EBD define teacher burnout and the factors that contribute to it?
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A consistent theme that emerged from the
participants’ definition of burnout was that of
facing overwhelming expectations.

A consistent theme that emerged from the participants’ definition of burnout
was that of facing overwhelming expectations. For novice teachers, these
expectations stemmed from a lack of experience or skill set needed to meet
their professional obligations. Veteran teachers also indicated a sense of feeling
overwhelmed, however, their feelings stemmed from the rising expectations
placed upon them each year without removing existing demands.
Other themes emerged from both groups as to the factors that lead to burnout.
These themes were unclear expectations, lack of successful student outcomes,
lack of support, and student behaviors. Novice teachers appeared to experience
more doubt in their own ability to impact the students they serve. However,
the largest factors of burnout were the role overload placed upon teachers by
the organization and the lack of ongoing support and training provided by
administrators to successfully meet these obligations. Role overload was identified
as serving in a variety of capacities throughout the school day. These could include
acting as a psychologist, parent, disciplinarian, social worker, and instructor. These
obligations are consistent among the teaching profession; however, it is important
to consider that these factors are heightened when working with a student
population that can present various challenging behaviors.
Research Question 3: What are the perceptions of novice and veteran teachers
who instruct students with EBD regarding the impact of teacher burnout?
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The theme that emerged from the responses was that of emotional and physical
exhaustion that transferred into novice and veteran teachers’ personal lives. This
exhaustion affected their ability maintain a balance between work and home.
Additionally, teachers experiencing burnout felt a lack of engagement in their daily
practice. The findings from this question suggest that teachers who are exposed to
continuous factors of burnout are impacted both physically and emotionally.
Research Question 4: What are the perceptions of novice and veteran teachers
who instruct students with Emotional Behavioral Disorders regarding measures
that can be taken by teachers and/or building leaders to reduce teacher burnout?
Novice and veteran teachers describe similar ways administrators might support
them to reduce burnout. These themes included providing adequate resources,
raising staff morale, and providing individualized training and ongoing support.

However, veteran teachers sought out the emotional support
of their administrators. While confident in their ability to
perform the responsibilities of their position, they sought
a supporting supervisor in order to maintain their level
of motivation to combat burnout.

Within these themes, novice teachers appeared to desire more direct support
from their administrators. Direct support can include immediate feedback
intended to improve the daily practice of teachers. This type of support could
allow novice teachers to feel more confident in their own abilities to perform
the responsibilities of their position. However, veteran teachers sought out
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the emotional support of their administrators. While confident in their ability
to perform the responsibilities of their position, they sought a supporting
supervisor in order to maintain their level of motivation to combat burnout.

Recommendations from the Study
Effective leaders should provide supports to inspire and motivate stakeholders
towards a common vision. This study provided further detail on the supports
necessary for a teacher population that experiences high level of turnover.
For novice teachers of students with EBD, it is necessary to provide practical,
immediate feedback that produces short-term gains in their daily practice.
These teachers require consistent assurance that they are making progress.
Feedback can be made through informal and formal measures. Novice
teachers could also benefit from support on how to maintain a consistent
organizational system that can be maintained throughout the school year.
This can provide novice teachers with a structure to remain organized when
assigned what can often be perceived as an overwhelming amount of
paperwork and expectations. Perhaps most important for novice teachers,
administrators should assist these them in finding ways to maintain a balance
between work and personal lives. This ability to disconnect from the work
environment can be a powerful measure to combat burnout.
Veteran teachers of students with EBD have developed a set of skills that have
allowed them to remain motivated throughout their career. Administrators can
continue to motivate these teachers through individualized supports. First, it
is important that administrators empower these teachers by allowing them to
assume leadership opportunities. These opportunities can include mentoring
novice teachers, leading professional development, and having a voice in
decisions at the school level. These teachers also seek a level of emotional
support from their administration. Administrators can conduct round-table
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discussions, surveys, and interviews to determine the type and frequency of
emotional support being provided and its effectiveness with contributing to
motivation of veteran teachers.

Appendix A
Survey Instrumentation
Interview Date:
Location:
Interviewer:
Interviewee:
Interview Instructions:
The interviewer will ask each question to the interviewee in sequential order. The
interviewee will respond to each question that is asked. The interviewee may ask
questions to the interviewer in order to clarify the question that has been asked.
Any additional questions will be transcribed by the interviewer.
A1. What motivated you to be a teacher of students with emotional behavior
disorders?
A2. Can you elaborate on these reasons?
B1. In your own words, how do you define burnout as it pertains to teachers?
B2. What factors lead to experiencing burnout?
C1. How does burnout impact teachers in their daily teaching practice?
C2. How does burnout impact teachers in their personal lives?
102

vascd.org

VASCD Journal

Vol. 15 2018

MOTIVATION AND BURNOUT

D1. What specific measures can be taken by teachers to reduce the amount of
burnout that is experienced?
D2. What specific measures can be taken by administrators to reduce the amount
of burnout that is experienced by teachers?
Do you have any additional information you would like to add regarding both
motivation to teach and burnout from teaching students with emotional
behavioral disorders?
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What we’re learning...

MOTIVATION AND BURNOUT ASSOCIATED WITH TEACHING
STUDENTS WITH EBD: With all the duties and requirements associated with
teaching in today’s schools, it is no wonder that many teachers develop stress
that leads to burnout. The good news is that there is evidence that such stress can
be reduced. A 2016 study found that teachers who regularly use stress-reducing
strategies are better able to cope with the stresses of teaching and are in a better
position to more effectively teach their students. Stress-reducing strategies included
emotion skills instruction, mindfulness training, and practicing empathy and
compassion. Indeed, for teachers to effectively meet the needs of their students
they must first consider their own well-being. Jennings, P. A., Brown, J. L.,
Frank, J. L., Doyle, S., Oh, Y., Tanler, R., Rasheed, D., DeWeese, A., DeMauro*,
A. A. & Greenberg, M. T. (2016, April). Enhancing teachers’ wellbeing and
classroom quality: Results from a randomized controlled trial of CARE. In P.
Jennings (Chair). Examining implementation, process, and outcomes of CARE
for Teachers, a mindfulness-based intervention. Symposium presented at the
American Education Research Association Annual Conference, Washington D.
C.org/10.1073/pnas.1802407115
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2018 - 2019 VASCD ADVOCACY PRIORITIES
Priority: Honoring the Profession and Professionals/ “Autonomy with Integrity”
Rationale: Elected and appointed officials provide oversight of public education
across school divisions and regions. A reasonable degree of consistency is needed in
order to ensure all students are provided an equitable and quality education. At the
same time, schools and their communities are diverse and complex systems. Within
these systems, students’ needs vary widely and change constantly. Teachers are
trained professionals who possess expertise and experiences specific to their craft.
They need greater flexibility to make decisions in the interests of students while
aligning their teaching with the Standards of Learning.
Principles:
• Given appropriate autonomy and adequate support, educators will make sound
decisions regarding teaching and learning.
•

School divisions, schools and teachers need more flexibility and options than are
currently available so that they can adapt to the changing needs of students.

• Investments in high-quality professional learning and opportunities for
educators to collaborate and innovate will improve practice more effectively than
one-size-fits-all directives.
• An environment in which teachers are free to teach the Standards in innovative
and creative ways is a factor in teacher recruitment and retention.
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2018 - 2019 VASCD ADVOCACY PRIORITIES
Priority: A Balanced Assessment System
Rationale: We must ensure that students master the Standards of Learning and
the Five Cs (critical thinking, creative thinking, communication, collaboration, and
citizenship) by better assessing their knowledge of academic content, skills within
the content areas, and broader skills that transfer across disciplines. In order to do
this, multiple types of assessments are essential. Measures of growth in reading and
mathematics are also needed in the elementary and middle school years, when the
development of skills in these areas is foundational to future success.
A balanced assessment system combines multiple measures in a strategically designed
framework where (1) each type of assessment is represented and carefully placed to
provide meaningful data, and (2) the overall “assessment load” is constrained so that it
complements rather than interferes with teaching and learning.
Principles:
• Virginia’s assessment system should be revised to include a balance of
achievement, performance, and growth measures over the course of students’
K-12 experience and to reflect an emphasis on future-ready skills.
• The statewide assessment system should yield adequate data for accountability
purposes without supplanting excessive instructional time.
• While maintaining validity and reliability, the system should be
modernized to incorporate methodologies such as on-demand testing and
interdisciplinary assessments.
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