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The Understanding by Design Guide to Creating High-Quality Units

Forms and FAQs

The figures (worksheets and examples) printed in the book are basic to exploring
Understanding by Design. Those figures, along with additional worksheets and
FAQs, are included in this download.

NOTE: To access individual figures, click on the icon for the page with a
bookmark. Then click on the title of the form to go directly to that page.

Introduction

1 Outline of Modules

Module A

A.1 The Logic of Backward Design

A.2  UDbD in a Nutshell

A.3  What Is “Understanding”?

A.4  WhatIs “Understanding” of Specific Topics?
A.5 The Best Designs for Learning

A.6  Thinking About “Understanding”

Module B

B.1 The UbD Template, Version 2.0
B.2  Driver’s Education Unit

B.3  Unpacking Standards for Stage 1
B.4  Unit Design Standards

B.5  Social Studies Unit Before UbD
B.6  Social Studies Unit

B.7  Algebra Unit Before UbD

B.8  Algebra Unit

B.9  Music Unit

B.10 Literature Unit

B.11 Climate Unit

B.12 Visual Arts Unit

B.13 Health and PE Unit

B.14 History Unit

B.15 Time Unit

Frequently Asked Questions
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Module C

C.1  Starting Points in Unit Design
C.2 Common Problem Statements
C.3 Various Template Entry Points
C.4 Entry Point—Content Standards
C.5 Entry Point—Important Topic
C.6  Entry Point—Important Skill
C.7 Entry Point—A Key Text

C.8 Entry Point—A Favorite Activity
C.9 Entry Point—A Key Test

C.10 Using the Textbook Wisely
Frequently Asked Questions

Module D

D.1 Simple Stages for Nutrition Unit
D.2 Simple Stages Template

D.3  “If..., Then” Worksheet

D.4  What's the Point of My Unit?

Frequently Asked Questions

Module E

E.1
E.2
E.3
E.4
E.5
E.0
E.7
E.8
E.9

Examples of Four Goal Types

Distinguishing Understandings from Factual Knowledge
Successful Meaning-Making

Examples of Transfer Goals

Nutrition Unit Outline for Stage 1

Summarize the Relationships Among the Four Goal Types
Coding Stage 1 Goals

Implications for Stages 2 and 3 of the Four Goal Types
Sample Implications for Stages 2 and 3 of the Four Goal Types

E.10 Clarifying Transfer Goals

E.11

Considering Long-Term Transfer Goals

E.12 Clarifying Meaning Goals
Frequently Asked Questions

Module F

F1
E2

Distinguishing Essential Questions from Knowledge Questions
Essential Questions for Skill-Related Goals
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What Makes a Question “Essential”?
Framing Understandings

Nutrition Unit with Expanded Understandings and Essential Questions
Brainstorming Big Ideas

Brainstorming Essential Questions

From Topics to Big Ideas

Manifestations of Big Ideas

Finding the Big Ideas in Skills

Example of Essential Questions in Skill Areas
Identifying Understandings

From Skills to Ideas to Understandings

Frequently Asked Questions

Module G

G.1
G.2
G.3
G4
G.5
G.6
G.7
G.8
G.9

Applying the Two-Question Validity Test

Performance Task Ideas Based on the Six Facets

Generating Assessment Ideas Using the Facets

Six-Facet Question Starters

Performance Verbs Related to the Six Facets of Understanding
Brainstorming Tasks Using the Six Facets

Developing Assessment Ideas Using the Six Facets

What My Transfer Goals Imply for Tasks

Analyzing Textbooks and Instructional Resources

Frequently Asked Questions

Module H

H.1 A-M-T Learning Goals and Teaching Roles

H.2 Action Verbs for A-M-T

H.3 Coding Learning Events Using A-M-T

H.4 A-M-T for a Unit on Measures of Central Tendency

H.5 Nutrition Unit, Stage 3: Coded Learning Events Using A-M-T
H.6 Learning for Understanding (A-M-T)
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Frequently Asked Questions
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Figure 1
Outline of Modules

Introduction

Stage 1—Desired Results

Stage 2—Evidence

Stage 3—Learning Plan

Module A: The Big Ideas of UbD

Module B: The UbD Template

Module C: Starting Points

Module D: Developing an Initial Unit Sketch

Module E: Different Types of
Learning Goals

Module F: Essential Questions
and Understandings

Module G: Determining Evidence
of Understanding and Developing
Assessment Tasks

Module H: Learning for Understanding
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Module A: The Big Ideas of UbD

Figure A.1
The Logic of Backward Design

Purpose: To illustrate and practice backward-design planning and thinking.

Directions: Sketch out a unit idea in the three stages of backward design. Use the driving example as a
model. You might find it helpful to start with a simple nonacademic goal—for example, successfully “plan a trip”
or “cook a meal.”

Stage 1

Stage 2

Stage 3

If the desired end result is for
learners to... >

then you need evidence of the
learners’ ability to... >

then the learning events
need to...

Drive in heavy traffic with aggres-
sive and inattentive drivers
without accident or anger.

Handle real as well as simulated
driving conditions in which defen-
sive driving is required by traffic
and behavior of other drivers.

Help novices become skilled in
handling the automobile; help
them learn and practice defen-
sive driving in a variety of situa-
tions; help them learn to defuse
anger using humor and different
thought patterns, etc.
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Module A: The Big Ideas of UbD

Figure A.2
UbD in a Nutshell

Stage 1: Desired Results
What long-term transfer goals are targeted?

What meanings should students make in order to
arrive at important understandings?

What essential questions will students explore?
What knowledge and skill will students acquire?
What established goals/standards are targeted?

Stage 2: Evidence

What performances and products will reveal evi-
dence of meaning-making and transfer?

By what criteria will performance be assessed, in
light of Stage 1 desired results?

What additional evidence will be collected for all
Stage 1 desired results?

Are the assessments aligned to all Stage 1
elements?

Stage 3: Learning Plan

What activities, experiences, and lessons will lead to
achievement of the desired results and success at
the assessments?

How will the learning plan help students with acqui-
sition, meaning-making, and transfer?

How will the unit be sequenced and differentiated to
optimize achievement for all learners?

How will progress be monitored?

Are the learning events in Stage 3 aligned with
Stage 1 goals and Stage 2 assessments?

The Eight Tenets of UbD

1. UbD is a way of thinking purposefully about
curricular planning and school reform. It offers a
three-stage design process, a set of helpful design
tools, and design standards—not a rigid program or
prescriptive recipe.

2. The primary goal of UbD is student understand-
ing—the ability to make meaning of “big ideas” and
to transfer learning.

3. UbD unpacks and transforms content standards
into the relevant Stage 1 elements and appropriate
assessments in Stage 2.

4. Understanding is revealed when students
autonomously transfer their learning through
authentic performance. Six facets of understand-
ing—the capacities to explain, interpret, apply, shift
perspective, empathize, and self-assess —serve as
indicators of understanding.

5. Teachers are coaches of understanding, not
mere purveyors of content or activity. They design
for and support meaning-making and transfer by
the learner and they adjust to achieve intended
results based on constant monitoring.

6. Planning is best done backward from the desired
results and the transfer tasks that embody the
goals. The three stages (Desired Results, Evidence,
Learning Plan) must align for the unit to be most
effective.

7. Regular reviews of curriculum against design
standards enhance curricular quality and
effectiveness.

8. UbD reflects a continuous-improvement
approach. The result of curriculum designs—stu-
dent performance—informs needed adjustments.
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Module A: The Big Ideas of UbD

Figure A.2
UbD in a Nutshell (continued)

Stage 1 in a Nutshell
A Transfer Goal

e States the long-term accomplishments that
students should be able to do with knowledge and
skill, on their own.

e Answers the questions “Why should | learn this?”
“What can | do with this?”

(Modules B, E, & G; UbD2*, pp. 39-43, 78-81)

An Essential Question
e |s open ended; has no simple right answer.

¢ |s meant to be investigated, argued, looked at
from different points of view.

e Encourages active meaning-making by the learner
about important ideas.

e Raises other important questions.

e Naturally arises in everyday life and/or in “doing”
the subject.

e Constantly and appropriately recurs; it can fruit-
fully be asked and reasked over time.

(Modules B & H, also E & G; UbD2 Chapter 5,
pp. 105-125)

Stage 1: Desired Results
An Understanding

e Cannot be simply transmitted; it must be “earned”
by the learner.

e |s a meaningful “big idea” or the “moral of the
story” of the unit.

e Makes sense of otherwise-discrete facts; it “con-
nects the dots.”

e |s transferable to other contexts.

e |s usually not obvious and may be counterintuitive;
therefore prone to misunderstanding.

e |s an inference, stated as a specific generalization:
“the student will understand THAT.....”

(Modules B & H, also E & G; UbD2 Chapter 5,
pp. 126-145)

Knowledge and Skill

e Specify what students should know and be able
to do as a result of the unit (usually stated in estab-
lished standards and benchmarks).

e Reflect both the targeted knowledge and skill
and the enabling knowledge and skill implied in the
understanding-related goals (Module E).

Stage 1 in a Nutshell

1. Afocus in Stage 1 is making sure that our learn-
ing goals are framed in terms of important accom-
plishments reflective of understanding.

2. The goal of understanding has two connotations:
(@) making “meaning” of big ideas and (b) autono-
mous “transfer” of learning to new situations.

3. Research shows that students need to grasp the
big ideas if they are to make sense of their lessons,
and transfer their learning to new lessons, novel
problems, and real-world situations.

4. “Transfer” refers to the ultimate desired accom-
plishment: what, in the end, should students be
able to do with all this content, on their own, if this
and other related units are successful?

5. It is important to state the transfer goals explicitly,
even if such goals are not explicitly noted in the
established standards.

6. We must be mindful of potential student misun-
derstandings and transfer deficits. Establishing clear
and explicit goals also means predicting possible
trouble spots in learning and performance.

7. Resist listing all possible knowledge and skill
goals that are in any way related to the unit topic.
Identify only those goals that you plan to directly
assess in Stage 2 and explicitly address in Stage 3.

*UbD2 references Understanding by Design, 2nd ed.
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Module A: The Big Ideas of UbD

Figure A.2
UbD in a Nutshell (continued)

Stage 2 in a Nutshell
Evidence
Performance Task(s)

® Are needed as evidence of understanding
because we have to see if the learners can apply
their learning to various issues, problems, situa-
tions, and contexts.

e Reflect the six facets of understanding: explana-
tion, interpretation, application, perspective, empa-
thy, and self-understanding.

e Establish real-world contexts, demands, messi-
ness, audiences, and purposes.

e Should be written in the GRASPS format to make
assessment tasks more authentic and engaging.

¢ Are evaluated using valid criteria and indicators,
reflective of not only quality performance but related
to the Desired Results of Stage 1.

(Modules B & F; UbD2, pp. 146-171)

Other Evidence

e |dentifies needed assessments of Stage 1 goals;
includes conventional tests, quizzes, assignments,
and observations to round out the assessment.

e Can overlap the performance-based evidence,
thereby increasing the reliability of the overall
assessment (especially if the performance task was
done by a group).

(Module B)

Stage 2 in a Nutshell

1. The focus in Stage 2 is “valid evidence” —mak-
ing sure that what we assess and how we assess
follows logically from the Stage 1 goals.

2. Assessing for understanding requires evidence
of the students’ ability to insightfully explain or
interpret their learning—to “show their work” and to
“justify” or “support” their performance/product with
commentary.

3. Assessing for understanding also requires evi-
dence of the students’ ability to apply their learning
in new, varied, and realistic situations—transfer—in
which they must “do” the subject as opposed to
merely answering pat questions.

4. The six facets of understanding provide a helpful
framework for building appropriate assessment
tasks:

e Explain: the student generalizes, makes connec-
tions, has a sound theory, can put in his own words.
e |Interpret: the student offers a plausible and sup-
ported account of text, data, experience.

* Apply: the student can transfer, adapt, adjust,
address novel issues and problems.

e Perspective: the student can see from different
points of view.

e Empathy: the student can walk in the shoes of
people/characters.

e Self-understanding: the student can self-
assess, see the limits of her understanding, reflect
metacognitively.

5. GRASPS is an acronym to help designers con-
struct authentic scenarios for performance tasks:

e Goal: the goal or challenge statement in the
scenario

e Role: the role the student plays in the scenario

¢ Audience: the audience/client will address the
student

e Situation: the particular setting/context and its
constraints and opportunities

e Performance: the specific performance or product
expected

e Standards: the standards/criteria by which the
work will be judged

(Modules B & F; UbD2, pp. 146-171)
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Module A: The Big Ideas of UbD

Figure A.2
UbD in a Nutshell (continued)

Stage 3 in a Nutshell
Learning Plan and Learning Events

e Should be derived from the goals of Stage 1 and
the assessments of Stage 2 to ensure alignment
and effectiveness of the activities.

e Should highlight student acquisition, meaning-
making, or transfer.

e Are enhanced when the WHERETO elements are
included.

e Should be checked/coded against various best
practices to ensure maximal engagement and
effectiveness.

Teaching

e Should reflect the instructional approaches most
appropriate to the goals (not what is easiest or most
comfortable for the teacher).

e Should employ resources most appropriate to the
goals (not simply march through a textbook or com-
mercial program).

e Be responsive to differences in learners’ readi-
ness, interests, and preferred ways of learning.

(Modules B, D, & H; UbD2 Chapters 9 & 10,
pp. 197-222)

Stage 3 in a Nutshell

1. The focus in Stage 3 is making sure that what we
teach and how we teach follows logically from and
aligns with the Stage 1 and Stage 2 goals.

2. The learning events are designed to address
three interrelated goals: acquisition, meaning-
making, and transfer.

3. Teaching for understanding requires that students
be given numerous opportunities to draw inferences
and make generalizations for themselves (with
teacher support). Understandings cannot be simply
told; they have to be actively constructed by the
learner.

4. WHERETO is an acronym for considering and
self-assessing the key elements and logic of a
learning plan:

e Where: ensuring that the student sees the big
picture, has answers to the “Why?” questions, and
knows the final performance expectations as soon
as possible

e Hook: immersing the student immediately in the
ideas and issues of the unit, engaging the student
in thought-provoking experiences/challenges/ques-
tions at the heart of the unit

® Fquip and Experience: providing the student with
the tools, resources, skill, and information needed
to achieve the desired understandings and suc-
cessfully accomplish the performance tasks

e Rethink: enhancing understanding by shifting per-
spective, considering different theories, challenging
prior assumptions, and introducing new evidence
and ideas; also provides the impetus and opportu-
nity for revising and polishing prior work.

e Fvaluate: ensuring that students get diagnostic
and formative feedback, and opportunities to self-
assess and self-adjust

e Tailor: personalizing the learning through differenti-
ated instruction, assignments, and assessments
without sacrificing validity or rigor

e Organize: sequencing the work to suit the under-
standing goals (e.g., questioning the flow provided
by the textbook, which is typically organized around
discrete topics)

(Modules B, D, & H; UbD2 Chapters 9 & 10;
WHERETO, pp. 197-222)
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Module A: The Big Ideas of UbD

Figure A.3
What Is “Understanding”?

Purpose: To clarify the meaning of understand and understanding.

Directions: Consider, what does it mean to understand something? How do you show your understanding?
What are indicators of understanding? Complete the stems in each column to play out the various meanings
of the terms understand and understanding. Consider the terms in general (here) and for particular topics (in
Figure A.4). Proceed in either direction between the two exercises.

e When someone really understands, that e When someone doesn’t get it (even though
person can she might know a lot or have some skill), what

e You know that someone really understands can’t she do?
when he ¢ You know that someone really doesn’t under-
stand when she
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Module A: The Big Ideas of UbD

Figure A.4
What Is “Understanding” of Specific Topics?

Purpose: To clarify the meaning of understand and understanding of specific topics or subjects.

Directions: Consider, what does it mean to “get” fractions or really understand Charlotte’s Web? How does
understanding a subject differ from just knowing lots of facts? Complete the stems in each column to play out
the various meanings of the terms understand and understanding as they relate to specific topics for a unit,
course, or program. It is up to you to decide whether to begin here or with the more general version of the
exercise (Figure A.3).

e When someone really understands e When someone doesn’tget ___ |
,thatpersoncan ___ | (even though she might know a lot or have

e You know that someone really understands some skill), what can’t she do?
whenhe ____ . ¢ You know that someone really doesn’t under-
stand__ when she
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Module A: The Big Ideas of UbD

Figure A.5
The Best Designs for Learning

Purpose: To infer the characteristics of the best designs for learning from your own experiences in order to
apply them as criteria for unit design and implementation.

Directions:

Part 1—Think back to your many prior experiences with well-designed learning, both in and out of school.
What was the most effective learning experience you have ever encountered? What features of the learn-

ing process—not the teacher’s style or your interests and talents—made the learning so engaging, effective,
and helpful for you and others? Consider the challenges posed, sequence of activities, climate established,
nature of the activities and assessments, feedback provided, groupings, resources, how learners’ needs were
addressed, and other elements.

Briefly describe the learning experience and its salient features here:

Part 2—To further consider the qualities of good curriculum design and its effect on learning, we suggest
that you reflect upon a few of the best-designed learning experiences you were ever involved in, and gener-
alize from them. If you are using this exercise in a class or study group, we suggest that participants reflect
on, share and generalize from their experience in small groups, then as a whole group. What was the best-
designed learning you ever experienced? What is in general true of good design, regardless of the course
content or the style of the teacher?

The best-designed learning. ..
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Module A: The Big Ideas of UbD

Figure A.6
Thinking About “Understanding”

Directions: Select one of the following quotations that you agree with or that resonates with you. Explain why
you like the quote and, if possible, give an example to illustrate the idea.

1. On education: “That which discloses to the wise and disguises from the foolish their lack of understanding.”
—Ambrose Bierce

2. “Only in education, never in the life of farmer, sailor, merchant, physician, or scientist, does knowledge mean
primarily a store of information.” —John Dewey

3. “The most characteristic thing about mental life... . is that one constantly goes beyond the information
given.” —Jerome Bruner

4. “Students develop flexible understanding of when, where, why, and how to use their knowledge to solve
new problems if they learn how to extract underlying principles from their learning experiences.”
—Bransford, Cocking, and Brown, How People Learn

5. “Teachers. .. are particularly beset by the temptation to tell what they know. ... Yet no amount of information,
whether of theory or fact, in itself improves insight and judgment or increases ability to act wisely.”
—Charles Gragg, “Because Wisdom Can’t Be Told”

6. “Content should be chosen so as to exemplify the representative ideas of the disciplines. Representative
ideas are concepts that afford an understanding of the main features of the discipline. They are not minor or
subordinate ideas; they disclose the essence of the discipline. They are elements of the subject that stand for
the whole of important aspects of it.... They are epitomes of the subject.” —Philip Phenix, Realms of Meaning

7. "I hear, | forget. | see, | remember. | do, | understand.” —Chinese proverb

Thoughts:



Figure B.1

The UbD Template, Version 2.0

Stage 1—Desired Results

Established Goals

What content standards and
program- or mission-related
goal(s) will this unit address?

What habits of mind and cross-
disciplinary goal(s)—for example,
21st century skills, core compe-
tencies—will this unit address?

Transfer

Students will be able to independently use their learning to . ..

What kinds of long-term independent accomplishments are desired?

Meaning

UNDERSTANDINGS
Students will understand that . ..

What specifically do you want students to understand?
What inferences should they make?

ESSENTIAL QUESTIONS
Students will keep considering ...

What thought-provoking questions will foster inquiry, meaning-
making, and transfer?

Acquisition

Students will know ...

What facts and basic concepts should students know and be
able to recall?

Students will be skilled at . ..

What discrete skills and processes should students be able to
use?

© 2011 by Grant Wiggins and Jay McTighe
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Figure B.1

The UbD Template, Version 2.0 (continued)

Stage 2—Evidence

Code

Evaluative
Criteria

Are all desired
results being
appropriately
assessed?

What criteria
will be used in
each assess-
ment to evalu-
ate attainment
of the desired
results?

Regardless

of the format
of the assess-
ment, what
qualities

are most
important?

PERFORMANCE TASK(S):
Students will show that they really understand by evidence of ...

How will students demonstrate their understanding (meaning-making and transfer) through complex performance?

OTHER EVIDENCE:
Students will show they have achieved Stage 1 goals by ...

What other evidence will you collect to determine whether Stage 1 goals were achieved?
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Figure B.1

The UbD Template, Version 2.0 (continued)

Stage 3—Learning Plan

each learning
event?

Student success at transfer, meaning, and acquisition depends upon ...

e Are all three types of goals (acquisition, meaning, and transfer) addressed in the learning plan?
¢ Does the learning plan reflect principles of learning and best practices?

e |s there tight alignment with Stages 1 and 2?

e |s the plan likely to be engaging and effective for all students?

Code What pre-assessments will you use to check student’s prior knowledge,
skill levels, and potential misconceptions?
Pre-Assessment
What'’s the goal Learning Events Progress
for (or type of) Monitoring

e How will you monitor students’ progress
toward acquisition, meaning, and transfer,
during lesson events?

e \What are potential rough spots and
student misunderstandings?

e How will students get the feedback they
need?
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Figure B.2
Driver's Education Unit

Stage 1—Desired Results

Established Goals

Drive the vehicle safely and
responsibly.

Negotiate the road correctly.

Comply with signals, signs and
road markings.

Interact appropriately with other
road users.

Minimize risk when driving.

Learn from experience.

Transfer

Students will be able to independently use their learning to . ..

T1 Drive courteously and defensively without accidents or needless risk.
T2 Anticipate and adapt their knowledge of safe and defensive driving to various traffic, road, and weather conditions.

Meaning

UNDERSTANDINGS
Students will understand that . ..

U1 Defensive driving assumes that other drivers are not atten-
tive and that they might make sudden or ill-advised moves.

U2 The time needed to stop or react is deceptively brief, thus
requiring constant anticipation and attention.

U3 Effective drivers constantly adapt to the various traffic, road,
and weather conditions.

ESSENTIAL QUESTIONS
Students will keep considering ...

Q1 What must | anticipate and do to minimize risk and acci-
dents when | drive?

Q2 What makes a courteous and defensive driver?

Acquisition

Students will know ...

K1 The driving laws of their state, province, or country.
K2 Rules of the road for legal, courteous, and defensive driving.

K8 Basic car features, functions, and maintenance requirements
(oil changes, etc.).

Students will be skilled at ...

S1 Procedures of safe driving under varied traffic, road, and
weather conditions.

S2 Signaling/communicating intentions.
S8 Quick response to surprises.
S4 Parallel parking.

Source: Goals adapted from the Driving Standards Agency, United Kingdom. © Crown Copyright 2010. www.dsa.gov.uk.
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Figure B.2

Driver's Education Unit (continued)

Stage 2—Evidence

and Skills
Goals; simple
transfer

Transfer Goals

All Knowledge

traffic signs and
symbols, basic
car parts, etc.)

Evaluative
Code Criteria
All Transfer o Skillful PERFORMANCE TASK(S):
Goals Students will show that they really understand by evidence of . ..
e Courteous
o Defensive Their ability to transfer all their discrete learning into real-world (or simulated) responsive, safe, and courteous driving, under varied
conditions. For example,
All Meaning e Anticipates 1. Task: Drive from home to school and back, with parental and teacher supervision. The goal is to demonstrate skillful, responsive,
Goals well and defensive driving under real-world conditions.
. 2. Task: Same task as 1, but with rainy conditions.
N Res!o onsive 3. Task: Same task as 1, but in rush-hour traffic.
to varied road
conditions 4. Booklet: Driving for newbies. Write a booklet for other young drivers on the do’s and don’ts of safe and effective driving.
All Meaning e Proficient in OTHER EVIDENCE:
Goals driving skills Students will show they have achieved Stage 1 goals by ...
e Knowledge-
) able (driving- 5. Self-assessing driving and parking in Tasks 1-3, in terms of courteous and defensive. Discuss adjustments made.
All Skill and related laws,

6. Showing evidence of discrete skills as well as overall fluency in a driving simulator and off road.
7. Identifying driver errors in video clips, without prompting by teacher.
8. Quiz on basic car parts, functions, and necessary maintenance.

9. Passing the written test as a measure of knowing the rules of the road and applicable laws, passing the road test as an indicator
of meeting all Stage 1 skill and transfer goals.
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Figure B.2

Driver's Education Unit (continued)

Stage 3—Learning Plan

Code

Pre-assessment of driving knowledge, skill, understandings,
and attitudes using surveys and simulators

Learning Events

Student success at transfer, meaning, and acquisition depends upon ...

Applying their learning, first off-road, then on-road. All instruction is carried out and formatively assessed
under a five-level system of increased autonomy:

e The skill is introduced.

e The skill can be carried out under full instruction.

e The skill can be carried out correctly only when prompted.

e The skill can be carried out correctly with occasional prompting.
e The skill can be carried out consistently without any prompting.

Interpreting road conditions and the status of the automobile. Reflection and generalizations are pro-
moted via discussion of the essential questions after each virtual and real-road experience. Written self-
assessment is required after each driving experience. Expert driving is modeled via video and the driving
instructor, and the driver generalizes about good (vs. poor) driving.

Learning the key skills of driving, the rules of the road, and basic car facts. Experience and equipping
via direct instruction and video simulators are provided, including how to handle wet roads, dry roads,
darkness, daylight, highway, city, country. Instruction on key laws and rules of the road, and practice
tests are used.

Separate skill development and real-world practice in

Car Check Circles Safety Checks Pedestrian Crossings
Controls and Highways Starting Up, Moving, and Turns

Instruments Stopping
Safe Positioning Reversing Mirrors Parking
Signals Emergency Stopping Anticipation and Planning Darkness

Ahead

Use of Speed Weather Conditions Other Traffic Rules and Laws
Intersections Security Passengers Loads

Pre-Assessment

Progress
Monitoring

e Formative assessment and informal
feedback by instructor as student tries to
apply skills learned while driving off-road.

e | ook for common misconceptions and
skill deficits, including
o Failure to check mirrors and peripheral
vision.
o Inaccurate responses to changing
road conditions.

o Failure to accurately perceive speed of
other cars during merges and turns.

Source: Skills modified from the Driving Standards Agency, United Kingdom. © Crown Copyright 2010. www.dsa.gov.uk.
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Figure B.3

Unpacking Standards for Stage 1

Stage 1—Desired Results

Established Goals

Common Core English Standards
(Reading)

Key Ideas and Details

1. Cite textual evidence to support
analysis of what the text says
explicitly as well as inferences
drawn from the text.

2. Determine a central idea of

a text and how it is conveyed
through particular details;

provide a summary of the text
distinct from personal opinions or
judgments.

8. Trace and evaluate the argu-
ment and specific claims in a text,
distinguishing claims that are sup-
ported by reasons and evidence
from claims that are not.

Transfer

Students will be able to independently use their learning to . ..

e Cite textual evidence (and inferences drawn from the text), with no teacher prompting or scaffold, to support an analysis of what a

newly encountered nonfiction text says.

e Determine a central idea of a text and provide a neutral summary, without evaluation, of it; then, evaluate it.

Meaning

UNDERSTANDINGS
Students will understand that . ..

® The text presents an argument, not just facts and opinions.
e The reader’s first job is to follow the argument; then, you can
critique it.

e Key aspects of the argument may only be implied and thus
need to be inferred.

ESSENTIAL QUESTIONS
Students will keep considering ...

¢ \What's the author’s point? How does he support it? How valid
is the support?

e How would | best summarize the text?
¢ Do | agree with the author?

Acquisition

Students will know ...

e The text well enough to provide an accurate retelling of what
the text says.

e Key vocabulary in the text.
e The elements of a valid argument.

Students will be skilled at ...

Providing a neutral summary.
e Tracing the logic of an argument.
e Evaluating the strength of an argument in a text.

e Using reading strategies to identify main ideas and
author purpose.

Source: Goals © 2010 National Governors Association Center for Best Practices and Council of Chief State School Officers. All rights reserved.
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The Understanding by Design Guide to Creating High-Quality Units

Module B: The UbD Template

Figure B.4
Unit Design Standards

Key: 3 = Meets the standard; 2 = Partially meets the standard; 1 = Does not yet meet the standard

Stage 1

Feedback
and Guidance

1. The listed transfer goals specify desired long-term, genu-
ine accomplishment.

2. The identified understandings reflect important, transfer-
able ideas.

3. The identified understandings are stated as full-sentence
generalizations— “Students will understand that....”

4. Essential questions are open-ended and thought
provoking.

5. Relevant standards, mission, or program goals are
addressed explicitly in all three stages.

6. The identified knowledge and skill are needed to address
the established goals, achieve the targeted understanding(s),
and support effective transfer.

7. All the elements are aligned so that Stage 1 is focused
and coherent.

Stage 2

8. The specified assessments provide valid evidence of all
desired results; that is, Stage 2 aligns with Stage 1.

9. The specified assessments include authentic transfer
tasks based on one or more facets of understanding.

10. The specified assessments provide sufficient opportunities
for students to reveal their attainment of the Stage 1 goals.

11. Evaluative criteria for each assessment are aligned to
desired results.

Stage 3

12. Appropriate learning events and instruction will help
learners

a. Acquire targeted knowledge and skills.
b. Make meaning of important ideas.
c. Transfer their learning to new situations.

13. The WHERETO elements are included so that the unit is
likely to be engaging and effective for all learners. (See Figure
A.2 online for explanation of WHERETO.)

Overall

14. All three stages are coherent and in alignment.

15. The unit design is feasible and appropriate for this
situation.




The Understanding by Design Guide to Creating High-Quality Units
Module B: The UbD Template

Figure B.5
Social Studies Unit Before UbD

Topic

Topic: Westward Movement and Pioneer Life
Social Studies—3rd Grade

Activities

1. Read textbook section—“Life on the Prairie.” Answer the end-of-chapter questions.

2. Read and discuss Sarah Plain and Tall. Complete a word-search puzzle of pioneer vocabulary terms
from the story.

3. Create a pioneer-life memory box with artifacts that reflect what life might be like for a child traveling west
or living on the prairie.

4. Prairie Day activities—Dress in pioneer clothes and complete seven learning stations:
. Churn butter
. Play 19th century game
. Send letter home with sealing wax
. Play “dress the pioneer” computer game
. Make a corn-husk doll
Try quilting
. Do tin punching

Q"0 Q0O T®

Assessments

. Quiz on pioneer vocabulary terms from Sarah Plain and Tall
. Answers to end-of-chapter questions on pioneer life

. Show-and-tell for memory box contents

. Completion of seven learning stations during Prairie Day

a »~M 0N =

. Student reflections on the unit

Source: © 2004 ASCD. All rights reserved.



Figure B.6
Social Studies Unit

Stage 1—Desired Results

Established Goals

Students pose relevant questions
about events they encounter in
historical documents, eyewitness
accounts, oral histories, letters,
diaries, artifacts, photographs,
maps, artworks, and architecture.

Trace why their community was
established, how individuals and
families contributed to its founding
and development, and how the
community has changed over
time, drawing on maps, pho-
tographs, oral histories, letters,
newspapers, and other primary
sources.

Transfer

Students will be able to independently use their learning to. ..

e Seek out, compare, and critique different historical accounts.
e Compare the lives of pioneers on the prairie and “pioneers” today,

, on their own.

¢ View interactions of civilizations, cultures, and peoples with greater perspective and empathy.

Meaning

UNDERSTANDINGS
Students will understand that. ..

e Many pioneers had naive ideas about the opportunities and
difficulties of moving west.

e People move for a variety of reasons—for new economic
opportunities, greater freedoms, or to flee something.

e Successful pioneers rely on courage, ingenuity, and collabora-
tion to overcome hardships and challenges.

® The settlement of the west threatened the lifestyle and culture
of Native American tribes living on the plains.

e History involves making sense of different “stories.”

ESSENTIAL QUESTIONS
Students will keep considering. ..

¢ \Why do people move? Why did the pioneers leave their
homes to head west?

e How do geography and topography affect travel and
settlement?

e \What is a pioneer? What is “pioneer spirit”?

¢ \Why did some pioneers survive and prosper while others did
not?

e \Whose story is it?

¢ \What happens when cultures interact?

Acquisition of Kno

wledge and Skill

Students will know. ..

e Key facts about the westward movement and pioneer life on
the prairie.

e Pioneer vocabulary terms.

e Basic geography (travel routes of pioneers and location of
their settlements).

e Key factual information about Native American tribes living on
the plains and their interactions with the settlers.

Students will be skilled at. ..

e Using research skills (with guidance) to find out about life on
the wagon train and prairie.
e Expressing their findings orally and in writing.
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Figure B.6

Social Studies Unit (continued)

Stage 2—Evidence

Evaluative Criteria

Students will show their learning by . ..

e Historically accurate

e \Well crafted

e Revealing and informative
e Good detail

e Clear explanation

e Mechanically sound

* Well argued

e \Well spoken

PERFORMANCE TASK(S):

Evidence is needed of student ability to generalize from the pioneer experience. Ideas:

e Create a museum display, including artifacts, pictures, and diary entries, depicting “a week in the life” of a family of settlers living
on the prairie. (What common misunderstandings do folks today have about prairie life and westward settlement?) Explain how
geography and topography affected pioneer travels and settlement.

e Write 1 letter a day (each representing a month of travel) to a friend back east, describing your life on the wagon train and the
prairie. Tell about your hopes and dreams, then explain what life on the frontier was really like. (Students may also draw pictures
and explain orally.)

e Formal oral presentation to teacher, parent, or aide: museum docent speech at an exhibit of 19th, 20th, and 21st century pio-
neers. How are we pioneers? How are modern pioneers like and unlike the people on the prairie?

® Imagine that you are an elderly tribal member who has witnessed the settlement of the plains by the pioneers. Tell a story to your
8-year-old granddaughter about the impact of the settlers on your life. (This task may be done orally or in writing.)

OTHER EVIDENCE:

e Oral and/or written response to one of the essential questions, using pioneer vocabulary in context.
e Drawing(s) showing hardships of pioneer life.

e Test on facts about westward expansion, life on the prairie, and basic geography.

e Explanation of memory box contents.

¢ Quiz on facts about Native American tribes living on the plains.

ele|dwal @an @yl :g e|INpoN

syun Aend-ybiH Bunleau) o1 epiny ubisag Aq Buipuelsiapun ayl



Figure B.6
Social Studies Unit (continued)

Stage 3—Learning Plan

Summary of Key Learning Events and Instruction

The key to the transfer and meaning goals is that students need to be helped to process Prairie Day, the readings, and other events in terms of the essential questions.
The aim is for students to say, in their own words, what prairie life was like and how pioneers then compare to pioneers now.

e Pre-assess: Use K-W-L to assess students’ prior knowledge and identify further student-identified learning goals for the unit.

e Revise Prairie Day activities (e.g., substitute Oregon Trail 2 computer simulation for “dress the pioneer” and ask for prompted journal entries related to the EQs while the
simulation is played). Students are helped to process the prairie day simulation, with the essential questions as the source of inquiry and talk. Students should see and be
familiar with the questions and be encouraged to consider them on their own.

e Include other fictional readings linked to the identified content standards and understandings (e.g., Little House on the Prairie, Butter in the Well). Add nonfiction
sources to accommodate various reading levels, such as Life on the Oregon Trail, Diaries of Pioneer Women, and Dakota Dugout. Guide students in researching the
period, using a variety of resources. Link all readings back to the EQs.

e For acquisition as well as understanding, ask students to develop a timeline map of a pioneer family’s journey west.
e To prepare students for transfer, have them develop ideas about how we are all pioneers in some ways, and research current pioneers.

e Stage a simulated meeting of a council of elders of a Native American tribe living on the plains to have students consider a different perspective and develop empathy
for the displaced Native Americans. Discuss: “What should we do when threatened with relocation: fight, flee, or agree to move (to a reservation)? What impact would
each course of action have on our lives?”

e Teacher supplies graphic organizers and prompts to help students reflect upon the readings and learning events concerning the nature of a pioneer and the effects of
cultural interactions between pioneers and native peoples.

® Review the scoring rubrics for memory box, museum display, letters, and journals before students begin the performance tasks. Include opportunities for students to
study examples of these products.

Source: Goals © 2000 California Department of Education. All rights reserved.
Source: © 2004 ASCD. All rights reserved.
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The Understanding by Design Guide to Creating High-Quality Units

Module B: The UbD Template

Figure B.7
Algebra Unit Before UbD

Topic

Associative, Commutative, and Distributive Properties; Order of Operations

Activities

1. Direct instruction on the order of operations (PEMDAS): parentheses, exponents, multiplication, division,
addition, subtraction.

2. In-class exercises on the order of operations.
3. Direct instruction on the associative and commutative properties: (@ +b) +c=a+ (b +c);ab=b X a

4. In-class and online exercises on the associative and commutative properties: simplify —12x — 5x + 3a + x.
Justify each step.

5. Direct instruction, in class and online exercises, on the distributive property: a(b + ¢) = ab + ac; simplify
2(4x + y) - 2x

6. Review chapter in preparation for test.

Assessments

1. Quiz on associative property, commutative property, and distributive property. For example, name the
property a + b + 2 = a + 2 + b; write the product using the distributive property: 6($5.95) =

2. Quiz on order of operations: 3+ 4)6—-122+ 4
3. Chapter test on properties and rules.
4. Homework problems on the properties and rules.




Figure B.8
Algebra Unit

Stage 1—Desired Results

Established Goals
Common Core Math Standards

Interpret the structure of
expressions

1. Interpret expressions that
represent a quantity in terms of its
context.

Write expressions in equivalent
forms to solve problems

3. Choose and produce an
equivalent form of an expression
to reveal and explain properties of
the quantity represented

by the expression.

Rewrite rational expressions

6. Rewrite simple rational expres-
sions in different forms.

Mathematical practices

1. Make sense of problems and
persevere in solving them.

2. Reason abstractly and
quantitatively.

3. Construct viable arguments and
critique the reasoning of others.

Transfer

Students will be able to independently use their learning to. ..

e Solve problems by simplifying them, using equivalent statements based on the properties of real numbers and the order of

operations.

e Analyze when any rule in any system (language, law, math) is an essential principle or merely conventional.

Meaning

UNDERSTANDINGS
Students will understand that. ..

1. Mathematics is a language, and over the centuries mathema-
ticians have come to agree on certain conventions, or ways of
doing things, so that we can communicate our intentions
clearly and efficiently.

2. In mathematics, we accept certain truths as necessary to
permit us to solve problems with logical certainty (e.g., the
properties of real numbers), while other rules are conventions
that we assume just for effective communication.

3. We can use the commutative, associative, and distributive
properties to turn complex and unfamiliar expressions into
simpler and familiar ones to solve problems.

ESSENTIAL QUESTIONS

Students will keep considering. ..

1. Why and when is it important to come to agreement on pro-
cedural rules (in mathematics, sports/games, language)?

2. What important rules and conventions are required to make
algebra “work”? How can we distinguish between essential
properties and agreed-upon, but arbitrary, conventions?

3. Why and how do we simplify algebraic expressions?

Acquisition of Knowledge and Skill

Students will know ...
1. The commutative property and to which operation it applies
(and when it does not apply).

2. The associative property and to which operation it applies
(and when it does not apply).

Students will be skilled at. ..
1. Recognizing and applying the commutative, associative, and
distributive properties to simplify algebraic expressions.

2. Using the convention of "order of operations" to perform
calculations and simplify algebraic expressions.

Source: Goals © 2010 National Governors Association Center for Best Practices and Council of Chief State School Officers. All rights reserved.
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Figure B.8

Algebra Unit (continued)

Acquisition of Knowledge and Skill (continued)

Students will know. .. Students will be skilled at. ..

3. The distributive property and to which operation it applies 3. Recognizing situations where properties do not

(and when it does not apply). apply or are optional.

4. The "order of operations" mathematicians use and why it is 4. |dentifying equivalence that results from properties and
needed. equivalence that is the result of computation.

5. What PEMDAS means. 5. Justifying steps in a simplification or computation by citing
6. What it means to simplify an expression. applicable laws, properties, and conventions.

Stage 2—Evidence

Code*

Evaluative Criteria

All
ST 1

U, EQ

Well argued, accurate,
creative, effective

Clear, thoughtful,
supported

PERFORMANCE TASK(S):

Students will show that they really understand by evidence of ...

1. Their ability to realize and apply the difference between (a) necessary logical implications and (b) arbitrary but needed
conventions.

2. Showing that they see why PEMDAS is a convention while the associative, commutative, and distributive properties are logical
foundations.

3. Using their understanding of PEMDAS and each property to solve problems and explain why the answers and steps are correct.
Tasks might include:

e PR Campaign for the Rules. Mathematical rules have gotten a bad rap—they confuse people, are used to torture math students,
and are too complicated (say critics). You believe that the rules are logical, necessary, and not so mysterious when you really under-
stand them. (The real blame lies not on the rules but on people who force students to memorize rules they don't really understand.)
To help remedy this unfortunate situation, you have been hired by the National Mathematics Education Association to design
advertisements that explain to peers and younger students why math rules and properties work—and what would happen if we did
not have them. Use practical and interesting real-world examples to illustrate your points. Use print, graphics (e.g., poster, website),
music (song or rap), or video (e.g., iMovie) to sell your ideas.

e Algebra Study Guide. Create a portion of a study guide to help future algebra students understand the associative, commutative,
and distributive properties. Make up an original, real-world problem that involves one or more of the properties. Include a detailed
explanation of the mathematical procedures and reasoning to explain how each property is used to simplify and solve the problem.
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Figure B.8

Algebra Unit (continued)

Stage 2—Evidence (continued)

Code* Evaluative Criteria
U, EQ | Thorough, thoughtful, OTHER EVIDENCE:
organized
Students will show they have achieved Stage 1 goals by ...
e Providing written or oral response to one of the first three essential questions.
AllK, | Sufficient independent e Developing a journal of Rules for Success. The students will keep an ongoing journal all year of accumulating insight about which
S understanding of PEM- rules and properties will lead to success in the study of algebra. Include examples that show the rule or property correctly applied,
DAS and key properties as well as common mistakes. Answer the question “Why can’t you divide by zero? Is that a convention or property?”
e Passing all quizzes from the textbook on basic properties and order of operations (as in the original unit). Students should also
troubleshoot examples and explain misapplications of the convention or property, and—at the end—explain the difference between
a property and a convention.
Stage 3—Learning Plan
Code* Pre-assessment

Pre-assess: Give an ungraded quiz using simple numbers but with tricky order-of-operations decisions. Although the problems
appear easy, students disagree about the answers. Discuss the different answers without stating the rule. As students describe
how they got their answers, pose questions such as “Why is that approach OK? Why is that not OK? Couldn’t we all agree to
add before we multiply —or work from right to left? Should we™?” Work through one simple example together to get the
discussion started; e.g., 5 -3 x 2.

Learning Events Progress
Monitoring
Student success at transfer, meaning, and acquisition depends upon. .. Predictable rough spots in their learning
Often, students are given properties and conventions, told to memorize them, and then drilled on their use. The that need constant monitoring:
following inquiry activities will engage students in coming to understand the difference between properties and « Forgetting the mnemonic and its
conventions—in algebra and beyond. meaning
e Not grasping why PEMDAS is needed
yet conventional
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Figure B.8

Algebra Unit (continued)

Stage 3—Learning Plan (continued)

Learning Events (continued)

Find value and interest in the study of rules, laws, and conventions. For example, begin the unit with an explora-
tion of rules of games. Share with students a few little-known but interesting rule changes (e.g., foul third strike

equals out in baseball; zone defense legal then oulawed in NBA. See http://www.baseball-almanac.com/rulechng.

shtml and http://www.nba.com/analysis/rules_history.html). Assign homework on research into their favorites.
Pose questions such as “Given the rules of your favorite game, which rules are essential? Which rules are just
conventions that could be changed without fundamentally messing up the game?” The goal is to help students
come to the understanding that “some rules are essential to the game, while others are enacted but could be
changed” (e.g., the three-point line in basketball).

Tell students that you have declared the next 10 minutes as “Do Your Own Thing” time. You're going to suspend
ALL the rules of math as we know them; every answer is a potential good answer. Distribute problems involv-
ing order of operations and properties, and encourage the students to work in teams to come up with as many
plausible answers as possible. Then, discuss the various “answers.” (The goal is to help students come to the
understanding that rules and conventions are necessary for accuracy in mathematics.)

Give students a new set of problems that will lead to discussion of the main properties (commutative, associa-
tive, and distributive) without using those names. It's valuable to use more complex examples with many possible
answers, but also include some simple examples, like 5 x 3 + 4 and 5 — 3 x 4, to illustrate properties and when
they are true. Lead a discussion of possible answers for each exercise. Be sure that students have had time to
explore the problems fully and discuss them in pairs or small groups.

Know what a law is, versus a convention, via direct instruction. Introduce the idea that some of the things stu-
dents learn in mathematics are not natural truths but agreed-upon human conventions. For example, order of
operations does not matter for addition. However, some properties are essential because we don’t want 1 + 1 to
equal more than one answer.

Introduce PEMDAS and give students practice in using this mnemonic for order of operations. Then, try to get

students to infer the importance of the three core properties—and any others they think of as important to make
math “work.” After exploring their ideas, introduce the three properties from the textbook.

Progress Monitoring— (continued)

e Not understanding that conventions
differ from core and logically derived
principles

Some groups may have difficulty generat-
ing plausible alternatives to the “same”
problem. Some groups may have difficulty
drawing generalizations from the answers.
Be ready with prompting questions to
help them make meaning with minimal
assistance.

At some point use an ungraded writing
prompt—“Why can we multiply by zero
but not divide by zero? Do you think that
is a convention or the result of a funda-
mental property?” —to check for their
understanding of the properties.

*Codes: A = Acquisition, EQ = Essential Question, K = Knowledge, M = Meaning Making, S = Skill, ST = Standard, T = Transfer, U = Understanding
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Figure B.9
Music Unit

Stage 1—Desired Results

Established Goals

Virginia Standards of Learning
Music, Grade 1

1.1 The student will sing songs
and play instruments.

1. Sing songs that contain sol, mi,
and la pitches.

1.2 The student will perform
rhythmic patterns.
2. Demonstrate melodic rhythm.

1.3 The student will respond to
music with movement.

3. Demonstrate locomotor and
nonlocomotor movements.

1.4 The student will employ
creativity in a variety of music
experiences.

1. Use classroom instruments,
body percussion, and movement.
2. Use the voice in speech and
song.

Transfer
Students will be able to independently use their learning to . ..
® Recognize beat in music, and follow a steady beat.
e Evaluate musical performances.
Meaning
UNDERSTANDINGS ESSENTIAL QUESTIONS

Students will understand that . ..

e Sounds that have no steady beat have no predictable pattern.

e The foundation of rhythm is pulse (steady beat), which contin-
ues through sound and silence.

e The voice has different qualities for different functions: whis-
pering, shouting, speaking, and singing.

e The quality of a performance influences the enjoyment level of
both the listener and the performer.

Students will keep considering ...

e \What sounds in our environment have a steady beat?
e How does steady beat look and feel?

e How does a person learn to sing?

¢ \What is the difference between speaking and singing?
¢ \What makes a performance good?

Acquisition of Knowledge and Skill

Students will know ...

e That not all sounds have a beat.

* How steady beat looks and feels.
¢ \When sounds go up and down.

e The sound of a minor 3rd (sol-mi).
e A limited repertoire of songs.

e The difference between speaking, singing, whispering, and
shouting.

Students will be skilled at . ..

e Differentiating between sounds that have a beat and those
that do not.

e Demonstrating steady beat (pulse) individually and in a group.

e Echoing sol-mi tonal patterns within their singing range.
e Singing selected age-appropriate songs.

® Demonstrating vocal qualities: singing, speaking, whispering,
calling.

e Expressing an opinion about the quality of a performance.

Source: Goals © 2000 Board of Education, Commonweath of Virginia. All rights reserved.
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Figure B.9
Music Unit (continued)

Stage 2—Evidence

Evaluative Criteria Students will show their learning by . ..

e Accuracy PERFORMANCE TASK(S):

Performance assessment is ongoing. Teachers will assess students as they engage in the learning activities Beat/No Beat, Steady
Beat Silent Walking Game, Melody Up/Down, and Timbre: Speaking/Singing Game, using the following rubric:

4 = Mastery—accurate throughout the entire performance

3 = Competent—accurate for almost all of the performance (expected level for majority of students)
2 = Developing—accurate for part of the performance

1 = Emerging—very little accuracy

e Well argued OTHER EVIDENCE:
e Students will self-assess their individual performance.

e Students will tell what they liked about a group performance. They will give their opinions regarding how well the group stayed

e Well spoken
P together and followed the beat and how correctly they used their instruments or voices.

Stage 3—Learning Plan

Summary of Key Learning Events and Instruction
Rhythm: Beat/No Beat— Students recall things in their environment that have a steady beat (clocks, heartbeat, car direction blinker), and create a movement depicting it.
Practice the movement for eight beats.

Rhythm: Steady Beat Silent Walking Game — Students walk the beat to music played by the teacher. Feet must stop when music stops. Students can be “caught” by the
teacher for walking when music stops, talking, or touching another person. Students earn their way back into the game by sitting quietly in their seats.

Melody Up/Down—Students make sounds that match the squiggles, then make up their own squiggles and perform for each other. Students draw squiggles as teacher
plays short melodic phrases.

Timbre: Speaking/Singing Game (“Do What | Sing/Do Not Do What | Speak”)—Students should only respond to commands given with a singing voice. Once procedure
is established, students become leaders and must demonstrate their singing or speaking voices.

Aesthetics: Discussion—Students will tell what they liked about a group performance. They will give their opinions regarding how well the group stayed together and how
correctly they used their instruments or voices.
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Figure B.10
Literature Unit

Stage 1—Desired Results

Established Goals

Common Core English Language
Arts

Reading — All 10 reading
standards are addressed, with
emphasis on 1, 2, 3, 6, 10.

1. Read closely to determine
what the text says explicitly and
to make logical inferences from
it; cite specific textual evidence
when writing or speaking to sup-
port conclusions drawn from the
text.

2. Determine central ideas or
themes of a text and analyze their
development; summarize the key
supporting details and ideas.

3. Analyze how and why individu-
als, events, and ideas develop
and interact over the course of a
text.

6. Assess how point of view or
purpose shapes the content and
style of a text.

10. Read and comprehend com-

independently and proficiently.

Transfer

Students will be able to independently use their learning to. ..

e Derive insight into human psychology as well as enjoyment from reading fiction.

e Apply ideas about form and content gained from one text to other texts and experiences.

e Effectively communicate in writing and speaking, mindful of audience, situation, purpose.

Meaning

plex literary and informational texts

UNDERSTANDINGS
Students will understand that. ..

e |nnocence lost is an inherent part of growing up, and it is often
what makes growing up happen, yet be so painful.

e People sometimes alienate themselves from others in an
attempt to avoid pain. As a result, others may misunderstand
them, only adding to the problem.

® Phoniness is often in the eye of the beholder: one man’s hero
may be another man’s “phony.” Calling everyone “phony” may
well be a mask for one’s own insecurities.

e |n the best fiction (and in real life) we learn about who people
really are by motives and psychic states that we must (imper-
fectly) infer from behavior and words.

e The best writers use a style and narrative details so well that
they enable us to study and know another’s inner life.

ESSENTIAL QUESTIONS
Students will keep considering. ..

1. Is it possible—or desirable—to remain innocent? When is this
healthy and when is it an unhealthy instinct?

2. Why do people sometimes push others away? When is
“cool” cool and when is it uncool?

3. What makes someone a phony or genuine?

4. How can we tell who a character—or a real person—really is
inside?
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Figure B.10
Literature Unit (continued)

Established Goals

Writing

1. Write arguments to support
claims in an analysis of substantive
topics or texts, using valid reason-
ing and relevant and sufficient
evidence.

4. Produce clear and coherent
writing in which the develop-
ment, organization, and style are
appropriate to task, purpose, and
audience.

5. Develop and strengthen writing
as needed by planning, revising,
editing, rewriting, or trying a new
approach.

9. Draw evidence from literary

or informational texts to support
analysis, reflection.

Speaking and Listening

1. Prepare for and participate
effectively in a range of conver-
sations and collaborations with
diverse partners, building on oth-
ers’ ideas and expressing their
own clearly and persuasively.

4. Present information, findings,
and supporting evidence such that
listeners can follow the line of rea-
soning and the organization, devel-
opment, and style are appropriate
to task, purpose, and audience.

6. Adapt speech to a variety of
contexts and communicative
tasks, demonstrating command of
formal English when indicated or
appropriate.

Acquisition

Students will know. ..

® The plot, setting, and the main characters of the novel.

e Stylistic devices used by J. D. Salinger in The Catcher in the
Rye (e.g., unreliable narrator, first person, slang).

* Needed background information about the culture of the
1950s.

Students will be skilled at. ..

e Using interpretive/inferential reading strategies to better
analyze literature on their own.

e Recognizing and using writing techniques and tactics for
working in various genres and styles, for different audiences and
purposes.

e Developing a well-reasoned and refined hypothesis through a
close reading of a text.

e Collaborating better with others, in small and large groups, to
make sense of texts and address performance challenges.

Source: Goals © 2010 National Governors Association Center for Best Practices and Council of Chief State School Officers. All rights reserved.
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Figure B.10

Literature Unit (continued)

Stage 2—Evidence

organized
e Well supported
e Polished

e |nsightful interpretation
of the question

e Well-supported
argument

e Thoughtful account of
the development of their
thinking

e Quality of contributions
e Ability to listen

Code Evaluative Criteria
AlI'T e Audience appropriate PERFORMANCE TASK(S):
and | e |nsightful , ,
M Students will show that they really understand by evidence of...
s | ° Well developed and o ] o ) ) )
goa e Their ability to read between the lines of Holden’s first-person unreliable narrator account and to make sense of his behavior. Stu-

dents should generalize, using the EQs, and transfer their consideration of the book’s themes to a modern-day situation in which
understanding the adolescent psyche is also the aim. Ideas:
o A field guide to adolescents/Adolescents for Dummies. Using all the essential questions, students develop a handbook on
observing and working with adolescents for their guidance counselors, teachers, and administrators. How can we find out who
someone really is? When is behavior kids just being kids and when is it a sign of something seriously wrong? The guide should
help adults better observe and recognize varied student behavior, as well as provide advice on how to handle puzzling/rebellious/
alienated behavior effectively.
o Part 2: (optional) Helping Holden. Using your own handbook or that of another group, give advice to Holden about how to
improve his life that is accurate and cast in such a way that he is most likely to hear it.
o Part 3: (optional) Write Holden’s likely response to your attempted counsel.

OTHER EVIDENCE:

Students will show they have achieved Stage 1 goals by. ..
Writing and speaking insightfully on the essential questions, while also showing that they have read the text carefully.

Essay: Students write on an essential question, using evidence from at least one other text. They must also explain to what
extent they changed their mind over the course of the unit about the question, and why (including a comment from their first day’s
prewriting).

e |s it possible—or desirable —to remain innocent? When is that a healthy and an unhealthy instinct?

¢ \Why do people sometimes push others away? When is “cool” uncool?

¢ \What makes someone a phony or genuine?

e How—and how well—does Salinger reveal Holden’s character?

Speaking and Listening: Rubrics for the various seminars, group work, and discussions will be used to provide students with feed-
back on their strengths and weaknesses as discussants, colleagues.

Quizzes: Three quizzes on the plot, settings, and main characters (not a major factor in the unit grade—just to ensure the reading is
being done, and for making needed adjustments to learning).
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Figure B.10

Literature Unit (continued)

Stage 3—Learning Plan

Code

¢ Pre-assess reading skills, especially for ability to infer (main idea, the character behind the words, etc.)

e An anticipation guide/survey, with relevant statements or questions about adolescence —for example, agree or disagree with statements:

“Most people are phony.” Or, “Underneath our public image we all know who we really are.”

e Prewriting on an EQ. (e.g., Can someone be a phony and also be a good person? Have you ever wanted to stay innocent

at some point in your life?). (Comment on your prewriting at the end of the unit.)

Learning Events

TRANSFER: The learning must help students become increasingly able, on their own, to connect the lessons
learned in Catcher in the Rye and apply them to other literature and experiences, as well as to aspects of the text
not addressed by the teacher.

The final task requires taking general conclusions about the EQs and applying them to the specific school environ-
ment. So, students will need practice in applying generalizations about adolescence and loneliness and coolness
to real-world situations and other concrete situations in this and other texts. And over the unit, teachers should
scaffold and prompt less and less. Events might include:

¢ \What's Wrong with Holden? Groups of students speak and write as the doctor to the parents and friends of
Holden. This activity provides students with a scaffolded opportunity to transfer their learning in a situation. The
teacher can serve as a case worker for Holden Caulfield. After a close reading and discussion of Holden’s account
of the events of the preceding December, students write a letter to Holden’s parents to describe Holden’s behav-
ior and explain what (if anything) is wrong with him. Cite examples from the text to support your analysis.

e Catcher today: Writing or discussion: Match the characters in the novel to students in school: insight or
stereotype?

e An assignment (oral and/or written) in which students must compare and contrast Holden to any other character
read this year, in terms of EQ4: How can we tell who a character really is?

e “Comin thro’ the Rye.” A Socratic seminar of Robert Burns’s poem with minimal teacher intervention. Why does
Holden like the poem? Does he get its true meaning? Use those or two other questions to frame the discussion.
The aim is for students to practice seeing for themselves the sexual undertones that are often missed—and more
generally to relate the two texts.

e Holden today: Imagine Holden in the present day. Using J. D. Salinger’s writing style and Holden’s voice, have
Holden discuss a current pop star, cultural event, or athletic event at school. (Suggest looking at the original New
York Times review of the book in 1951, written in the style of the book. It can also be critiqued as a superficial
review, even if the voice is accurate.)

Progress
Monitoring

Look for evidence of student ability to
apply the content and processes increas-
ingly on their own, with minimal teacher
prompting. All five proposed events will
provide evidence of this. If students are
not making such connections, reclarify
unit goals, stop to go over and apply
rubrics, and model such applications.

Use ungraded writing prompts asking for
connections not discussed in class; for
example, “What would Holden think about
last week’s assembly?” Or, “How would
Sally describe Holden?”
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Figure B.10

Literature Unit (continued)

Stage 3—Learning Plan (continued)

H, E2

MEANING: The learning must help students become more skilled at seeing on their own how the EQs relate
to the text as the unit progresses, using the inferential reading strategies they know already and are taught in
the unit; the learning must be framed to develop, refine, and rethink each student’s theory of who Holden is and
what’s wrong with him as the novel unfolds.

As the unit unfolds, students should take increased responsibility for linking the EQs to specific aspects of the text
and making connections with other texts and experiences after modeling and guidance from the teacher:

e Establish reading-detective roles. Explain that each group will be assigned an EQ to be an expert on; they will
take this role and see it through the text. Students will track every reference to “innocence” (EQ1), every reference
to characters pushing other characters away (EQ2), every reference to “phonies” or “phoniness” (EQ3), every
reference to how you know who someone really is or how that gets hidden (EQ4).

e Each day: Journal writing in a constant review of the essential questions. Students would be expected to
develop a “theory” about

Holden and refine/rethink/revise it as the story and discussion unfolds. Prompts:
—What is the most important thing you learn about Holden in this section of the novel?
— What is the most important unanswered question about Holden at this point in the novel?

e |n class, on a regular basis: Think/pair with small group/whole group. Students spend two minutes reviewing
their journal entries individually, then sharing in pairs. Then, they form their EQ detective groups and report to
other groups what they learned about Holden and their EQ.

e Holden’s favorite poem — Students research a variety of poems on their own (see online poetry databases)

to find one Holden would love. They write a “missing” section of the book in which Holden, in accurate voice,
explains why he likes that particular poem: “Write (300-400 words) as if you were Holden, using his language and
speech patterns, to describe why he likes it.” Students vote on the most Holden-like choice and voice.

e Ongoing discussion about who Holden is and what, if anything, is “wrong” with him. Students must be asked to
continually reflect develop, compare, and self-assess their emerging theory about who he is. They should realize
they need to rethink their theories as the book unfolds; the teacher should be assertive about calling attention to
information in the text that undercuts some of the more common but glib answers on the table. (Note that a final
prompt in Stage 2 requires students to write on their EQ and describe their emerging thinking, with an emphasis
on any changes of mind over time, and the reasons why.)

Look for evidence of student ability to infer
from the events of the text and generalize
across text and experience. For example:

e A 10-minute quick-write at the start of
class on their “reading detective” EQ

e A reading challenge bookmark about
their reading and group discussion each
day, in which each student responds
briefly to

— | understand...
— | don’t understand...

Monitor the degree to which students are
developing a theory about who Holden is
and using new information from the text to
rethink their theory, as needed. The jour-
nal and quick-writes on the two recurring
questions provide evidence.

If students are having difficulty moving
from facts to inference, pause to teach
and reinforce key reading strategies via
worksheets, graphic organizers, and other
techniques.
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Figure B.10

Literature Unit (continued)

Stage 3—Learning Plan (continued)

W, E1

E1,
E2

E1

ACQUISITION: Success at the final task on a handbook of adolescents requires that students have access to
readable resources about working with adolescents (especially some brochures or diagnostic material to serve as
models for the task). Students will find it useful and thought provoking to hear from guidance counselors, assistant
principals, or psychiatrists about their work. Other ideas include brainstorming a list of advisors to adolescents
and interviewing two different types; handouts from different student-made dummy’s manuals.

Success in the unit depends upon enabling the students to do a close read of the text so as to make increas-
ingly subtle inferences about Holden, beneath the veneer of coolness and unreliable narrator. In addition to direct
instruction and review of key inferential reading strategies (and guided practice that leads to independent use),
there will likely be a need for minilessons on character, setting, point of view, voice; modeling and practice on key
inferential reading strategies.

Other helpful teaching and directed exercises might include

e A guided mapping exercise on Holden’s route in NYC. Using copies of a map of Manhattan, students trace his
route and draw conclusions.

e Background teaching or assignment on J. D. Salinger biography.

¢ Minilessons, by either teacher or interested students, on Kibler-Ross and Freud, and the culture of the 1950s
(use clips from Mad Men and Leave it to Beaver).

e Ongoing reports from each EQ group listing key passages in the text that relate to their question.

e Making Venn diagrams about troubled girls versus boys. (Does Holden resonate with girls? How should the
guide reflect gender?)

The novel can be divided into six reading assignments. Sample discussion questions are provided.
1. Chapters 1-4: What observations do you have about Holden’s use of language?
2. Chapters 5-9: What observations do you have about Holden'’s fight with Stradlater?

3. Chapters 10-14: On p. 87, Holden says, “The Navy guy and | we were glad to’ve met each other. Which
always kills me. I'm always saying, ‘Glad to’ve met you’ to somebody, I’'m not at all glad | met. If you want to stay
alive, you have to say that stuff, though.” Based on your own life and experiences, do you think this last observa-
tion is true? Be specific.

Use ungraded quizzes to find out if
students are acquiring the key details of
plot, character, and techniques used by
Salinger to develop and enrich the novel.

Have either whole-group or small-group
minilessons for students who are not see-
ing these things.
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Figure B.10
Literature Unit (continued)

Stage 3—Learning Plan (continued)

4. Chapters 15-18: Look at the conversation between Holden and Sally (about pp. 130-134). How does this
conversation help explain Holden?

5. Chapters 19-23: What do you think is the most revealing moment in the long scene between Holden and
Phoebe, in D.B.’s bedroom, and why?

6. Chapters 24-26: How do you interpret Mr. Antolini’s behavior and Holden’s reaction to it, at the time it hap-
pened and later?

Discuss the ending o