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Race to the Top Participating Local Education Agency

MEMORANDUM OF UNDERSTANDING

This Memorandum of Understanding (“MOU™) is entered into by and between Arkansas Department of
Education (“ADE”) and {(“Participating LEA™), The purpose of this
agreement is to establish a framework of State collaboration. By entering into this agreement, the
Participating LEA will indicate its committnent to implementing the principles and elements provided in the
attached Pteliminary Scope of Wotk. This MOU also articulates the roles and tesponsibilities of the ADE and
the LEA in the implementation of an approved Race to the Top grant project.

In order to participate, the LEA must agree to implement all applicable elements (B, C and D) of the
State plan and return the executed MOU on ot before January 8 (post-marked date). Oniy those LEAs
with high priority schools (see Appendix B) will be required to implement the elements under the Low
Petforming section (E) of the MOU.

1. SCOPE OF WORK

Exhibit I, the Preliminary Scope of Worl, indicates which portions of the ADE'’s proposed reform plans
{“State Plan™) the Participating LEA is agrecing to implement. {In order to participate, the LEA must agtee to
implement all elements of the State Plan that require LEA acdon. Again, only those LEAs listed as high
priority (attached) will be required to implement the elements under the Low Performing section of the
MOU) )

2. PROJECT ADMINISTRATION

A. PARTICIPATING LEA RESPONSIBITLITIES
To assist the ADE in implementing the tasks and activities described in the State’s Race to the Top
applcation, the Participating LEA subgtaniee will:

1. Implement the elements if the LEA Scope of Work as identified in Exhibit I of this agreement;

II.  Participate in the development of a final detailed MOU that will be required (within 90 days) if the
Race to the Top grant is received;

III.  Actively participate in all relevant convenings, communities of practice, ot other practice-shating events
organized or sponsored by the ADE or by the U.S. Department of Education (“ED”);

IV. Post to any website specified by the ADE or ED, in a timely mannet, all non-proprietary products and
lessons learned and developed using funds associated with the Race to the Top grant;

V.  Participate, as requested, in any evaluations of this grant conducted by the ADE or ED;

VI Be responsive to ADE or EID requests for information including the status of the project, project
implementation, outcomes, and any problems anticipated ot encountered; and

VII. Participate in meetings and telephone conferences with the ADE to discuss (a) progress of the project,
(b) potential dissemination of resulting non-proprietary products and lessons learned, () plans for
subsequent years of the Race to the T'op grant period, and {d) other matters related to the Race to the
Top grant and associated plans.



B. ADE RESPONSIBILITIES
To assist Participating L.LEAs in implementing tasks and activities described in the ADE’s Race to the Top
application, the ADE will:

I. Work collaboratively with, and support the Participating LEA in cacrying out the LEA plan as identified
in Exhibits I of this agrecment;

Il Timely distribute the LEA’s pottion of Race to the Top grant funds during the course of the project
period and in accordance with the LEA Plan;

IH. Provide feedback on the LEA’s status updates, annual reports, any intetim repotts, and ptroject plans and
products; and

TV. Identify sources of technical assistance for the project.

C. JOINT RESPONSIBILITIES

1. The ADE and the Participating LEA will each appoint a key contact person for the Race to the Top
grant.

II. These key contacts from the ADFE and the Participatdng LEA will maintain frequent conumunication to
facilitate cooperation under this MOTU.

1I1. ADE and Participating LEA grant personnel will work together to detetmine appropriate timelines for
project updates and status reports throughout the whole grant period.

IV. ADE and Participating LEA grant personnel will negotiate in good faith to contite to achieve the
overall goals of the ADE’s Race to the Top grant, even when the State Plan requires modifications that
affect the Participating LEA, or when the LEA Plan requires modifications.

D. ADE RECOURSE FOR LEA NON-PERFORMANCE

If the ADE determines the LEA is not meeting its goals, timelines, budget, or annual targets or is not
fulfilling other applicable requirements, the ADE will take approptiate action, which could include a
collaborative process between the ADE and the LEA, or any of the measutes that are detailed in 34 CFR
section 80.43 including temporarily withholding funds ot disallowing costs.

3. ASSURANCES

The Participating LEA hereby certifies and represents that it:

I.  Has all requisite power and authority to execute this MOU.

I1. Ts familiar with the elements of ADE’s Race to the Top grant application and is supportive of the goals
and plans for implementation and committed to working on all applicable elements of the State Plan.

ITI. Agrees to be a Participating LEA and will implement those elements of the ADE Plan indicated in
Exhibit I, if the State application is funded. Only those LEAs listed as high priority (attached) will be
requited to implement the elements under the Low Petforming section of the MOU.)

IV. Will provide a detailed Scope of Work in a format provided by the ADE. The final Scope of Work will
describe the LEA’s specific goals, activites, timelines, budgets, key personnel, and annual targets for key
performance measures in a manner that is consistent with the Preliminary Scope of Wotk (Exhibit I) and
with the State Plan. The Final Scope of Work is due no later than 90 days after the Race to the Top grant
is awarded to Arkansas.

V. Will continue to fulfill all obligations set forth in Arkansas law, including, but not limited to, those
obligations related to the creation and operaton of personnel policy committees (A.C.A §6-17-203 and
§6-17-205). '

VI Understands the signature of the local teachers’ association president does not, nor should it be
construed to, represent waiver by the union of its right to bargain (if applicable) regarding any element of
the school district’s LEA Plan in Exhibit I, if that eletnent is a mandatory subject of collective bargaining
or is contrary to any provision of the collective bargaining agreement between the local teacher
association and the school district. This assurance is only applicable if the LEA and the local teachers’
association have entered into collective bargaining agreement.



VILWiil comply with all of the terms of the Grant, the ADE’s subgtant, and all applicable Fedetal and ADE
laws and regulations, including laws and regulations applicable to the Program, and the applicable
provisions of EDGAR {34 CFR Parts 75, 77, 79, 80, 82, 84, 85, 86, 97, 98 and 99).

4, MODIFICATIONS
This Memorandum of Understanding may be amended only by written agreement signed by each of the
patties involved, and in consultadon with ED.

5. DURATION/TERMINATION

This Memorandum of Understanding shall be effective, beginning with the date the grant is reccived and
ending upon the expiration of the grant project petiod, or upon mutual agreement of the parties, whichever
occurs first.

6. SIGNATURES

LEA Superintendent or Director - required:

Signature/Date

Print Name/Title

President of Local School Board (or equivalent):

Signature/Date

Print Name/Title

Local Teachers’ Union Leader (if applicable):

Signature/Date

Print Name/Title

Authorized State Official - required:
By its signature below, the State hereby accepts the LEA as a Patticipating LEA.

Signamre/Date

Print Natne/Title



A, EXHIBIT I ~ PRELIMINARY SCOPE OF WORK
LEA hereby agrees to participate in implementing the State Plan in each of the elements identified below.
The letters and numbers below correspond to the sections in the Race to the Top application.

Elements of State Reform Plans

B. Standards and Assessments

3) Supporting the transition to enhanced standards and high-quality assessments

® The Local Education Agency (LEA) will implement the Common Cote Standards and Assessments, as
adopted by the Arkansas State Board of Education,

® The LEA will ensure that professional development programs at all schools focus on effective
curticulum and instruction consistent with the new common core standards.

o The LEA will institute Interim and Formative Assessment models to build a systemic assessment system
within the LEA. The LEA will ensure teachers and principals teceive professional development on the
use of these assessment models.

® The LLEA agrees to participate in on-going evaluation studies of the Common Core Standatds,
assessments, and curticulum.

¢ The LEA agrees to adopt at least one (1) STEM (Science, Technology, Engineering, Mathematics)
program outlined in the State Plan.

¢ The LEA will develop a plan to partner with industry experts, museums, higher education institutions,
research centers and/or other STEM-capable community partners.

C. Data Systems to Support Instruction

{O)(3) Using data to imptrove instruction:

{i) Use of local instructional improvement systems

¢ The LEA will use computer-based applications and graphical interfaces that ate easy for students,
parents, teachers, principals and the general public to use and that shows the progress toward improved
student learning, as defined by ADE.

® The LEA will assist the ADE with testing and implementation of any new or imptroved data and
instructional improvement systems provided through the Race to the Top (RTTT) grant.

® The LEA will use data to drive instruction and improvement. This data may originate from assessments
ot evaluations.

e The LEA will ensure that its instructional improvement system will conform to ADE’s requitements.
The LEA will upgrade and/ot customize the system as needed to ensure conformity,

® An LEA that does not have an instructional improvement system that meets ADE requitements will be
required to implement the ADE model or comparable model.

¢ The LEA will provide all necessary employee information as required for the Single Sign On system.




(ii) Professional development on use of data

® The LEA will ensure that teachers and principals participate in effective professional development on
the usc of its instructional improvement system.

® The LEA will ensure that teachers and principais participate in effective professional development on
the use of state and local-level data systems developed during the term of the grant.

e The LEA will ensure that teachers and principals participate in professional development provided or
approved by the ADE in the area of drop out prevention (as related to the implementation of an ADE
developed eatly warning system).

(iii) Availability and accessibility of data to rescarchers

® The LEA will provide requested data from its instructional improvement system to suppott ADE’s
efforts to make data available to rescarchers for the purpose of evaluating the effectivencss of
instructional materials, strategies, and approaches for educating ail students and to help drive
educational decisions and policies.

D. Great Teachers and Leaders

(D)(2) Improving teacher and principal effectiveness based on performance:
(1) Measure student growth

¢ The LEA will use student growth data, as defined by the ADE, to inform and dtive instructional
practices.

(if) Design and implement evaluation systems

Teachers
o The LEA will implement a teacher evaluation system o assess the performance of teachers on an
annual basis (or as presctibed).

o If the LEA does not currentiy have a teacher evaluation system, then the LEA must adopt the State-
developed model (or comparable model).

¢ The LEA will adopt and implement (ot continue to use a comparable model, if applicable) a teacher
evaluation tool developed by the Arkansas Teacher Evaluation Task Force. If the LEA continues to use
a similar model then the LEA will enisure that its evaluation system conforms to ADE requirements.
This requirement includes, but may not be limited to, the utilization of a2 mult-dotmain, muld-
component model equivalent to that developed by Charlotte Danielson.

® The LEA will utilize the student growth measute, as defined by the ADE, on the teacher evaluation.
This growth measure will be a significant factor in the overail teacher evaluation.

® The LEA will submit its teacher evaluation system to the ADE for review and approval (unless it is
using the state-approved tool).

Principals R
¢ The LEA will implement a principal evaluation system to assess the performance of principals on an
annual basis (or as prescribed).




® The LEA will adopt the State-developed principal evaluation tool {or comparable model} when it is
available. If the LEA uses a comparable model, then the LEA will ensute that its evaluation system
conforms to ADE requirements (as defined through a Principal Evaluation Task Force).

® The LEA will utilize the student growth measure, as defined by ADE, on the principal evatuation. This
growth measure wili be a significant factor in the overall principal evaluation.

® The LEA will submit its principal evaluation system to the ADE fot review and apptoval (unless they
are using the state-approved tool).

(iif) Conduct annual evaluations

¢ The LEA will evaluate teachers and principals annually ot as required in the State Plan.

{iv)(a) Use evaluations to inform professional development

¢ The LEA will use the results from teacher and principal evaluadons, as described in the State Plan, in its
professional development system to establish an Individual Professional Development Plans for each
teacher and principal that is, in part, based on an analysis of student performance data and resuits of
ptior evaluations.

(iv){c) L EAs will use the evaluations to inform full certification.

¢ The LEA will base decisions to award employment contracts to teacher and principals on based on
effectiveness as demonstrated on annual evaluations.

{v)(d) LEAs will use evaluations to inform the removal of teachers and principals {after ample time for
improvement),

® The LEA will base decisions surrounding the removal of teachers and principals on their level of
effectiveness demonstrated on their annual evaluations, of which student growth is a significant
measute.

_@) (5) Providing effective support to teachers and principals;

1) Quality professional development

LEAs will ensure every teacher and principal has access to ADE’s comprehensive instructionai
improvement system (see below). LEAs will ensure every teacher and principal has a professional
development plan that provides opportunities to address weakness areas as identified by the instructional
improvement system and annual evaluations.

ADE will provide teachers and principals with this comprehensive instructional improvement system that
includes the following online professional learning resources (please think of professional learning
resources as tools, and not just online professional development):

© access to a wide range of strategies and resources;
o  best experts in literacy, mathematics, ELL instruction, science, SPED instruction and catly
childhood education direct to the desktop and at the fingettips of teachers and principals;

o awide range of examples of classroom practice that help teachets see tesearch in action;




o a custom publishing tool that allows:
®» instructional coaches and leaders to add content to existing resoutces or make new ones;
® reotganization of content modules or mixing of resources from a variety of sources;
® the LEA to its own cases of professional practice.
o virtual coaching to compliment face-to-face work;
© professional learning groups; and
o online message board to facilitate conversation and reflection on practice, sharing of lesson plans
and student work, and more.

(i) Measute effectiveness of professional development

e The LEA will evaluate, using a state-provided evaluaton process, the effectiveness of professional
development provided to its teachers and principals and provide that information to the ADE for
program development purposes.

Authorized LEA Signature/Date Authotrized State Signature/Date

Print Name/Tide Print Name/Title

If an LEA has a school appearing on the attached “high priority” list (see Appendix B), the LEA is
eligible fo receive additional funding to implement Section E below.

E. Turning Around the Lowest-Achieving Schools

2) Turnine around the lowest-achieving (high-priority) schools

e Ifthe LEA is identified by the ADE as having schools in the lowest 5% of the state (pertaining to
student achievement and growth), the LEA will select and implement one of the four school
intervention models described in the grant application (see Appendix A).

e The LEA will ensure that an intervention plan, using one of the four models listed in Appendix A, is
submitted to the ADYE within 90 days of grant approval.

e The LEA will work collaboratively with a Statc-assigned school improvement director and support
team to successfully implement the school intervention model selected.

ONLY SUPERINTENDENTS WHO HAVE SCHOOLS ON THE ATTACHED HIGH PRIORITY
LIST SHOULD SIGN IN THIS SECTION.

Authotized LEA Signature/Date Authorized State Signature /Date

Print Name /Title Print Name/ Title




Appendix A: School Intervention Models, as defined by the United States Department of Education

There are four school intervention models referred to in Selection Criterion (E)(2): turnaround model, restart model,
school closute, ot transformation model. Bach is desctibed below. If a school identified as a persistently lowest-
achieving school has implemented, in whole or in part within the [ast two years, an intervention that meets the
requirements of the turnaround, restart, or transformation models, the schogl may continue or complete the
intervention being implemented.

(a) Turnaround model.
(1) A turnaround model is one in which an LEA must--
() Replace the principal and grant the principal sufficient operational flexibility (including in staffing,
calendars/time, and budgeting) to implement fully a comprehensive approach in order to substantially

improve student achievement outcomes and increase high school graduation rates;

(i) Use locally adopted competencies to measute the effectiveness of staff who can work within the
turnaround envitonment to meet the needs of students,

(A) Screen all existing staff and tehite no more than 50 percent; and
(B) Select new staff;

(i} Implement such strategies as financial incentives, increased opportunities for promotion and
career growth, and mote flexible work conditions that are designed to recruit, place, and retain staff
with the skills necessary to meet the needs of the students in the turnaround school;

() Provide staff with ongoing, high-guality, job-embedded professional development that is aligned
with the school’s comprehensive instructional program and designed with school seaff to ensute that
they are equipped to facilitate effective teaching and learning and have the capacity to successfully
implement school reform strategics;

(v) Adopt a new governance structure, which may include, but is not limited to, requiring the school
to repott to a new “turnaround office” in the LEA or SEA, hire a “rurnaround leader” who reports
directly to the Superintendent or Chief Academic Officer, or enter into a multi-year contract with the
LEA or SEA to obtain added flexibility in exchange for greater accountability;

(vi) Use data to identify and implement an instructional program that is research-based and “vertically
alighed” from one grade to the next as well as aligned with State academic standards;

(vil) Promote the continuous use of student data (such as from formative, intetim, and summative
assessments) to inform and differentiate instruction in order to meet the academic needs of individual

students;

(viii) Establish schedules and implement strategies that provide increased learning time (as defined in
this notec); and '

(ix) Provide appropriate social-emotional and community-oriented services and supports for students.
{2) A turnaround model may also implement other strategies such as—
i} Any of the required and permissible activities under the transformation model; or

(i) A new school model (eg., themed, dual language academy).



{b) Restart model. A restart model is one in which an LEA converts a school or closes and reopens a school under a
charter school operator, a charter management organization (CMO}, or an education management otganization (EMO)
that has been selected through a rigofous review process. (A CMOQ is a non-profit organization that operates or
manages charter schools by centralizing or sharing certain functions and resources among schools. An EMO is a for-
profit or non-profit organization that provides “whole-school operation” services to an LEA.) A restart model must
entoll, within the grades it serves, any former student who wishes to attend the school.

(c) School closure. School closute occurs when an LEA closes a school and enrolls the students who attended that
school in other schools in the LEA that are higher achieving. These other schools should be within reasonable
proximity to the closed school and may include, but arc not limited to, charter schools or new schools for which
achievement data ate not yet available.

(d) Transformation model. A iransformation model is one in which an LEA implements each of the following
strategies:

(1) Developing and increasing teachet and school leader effectiveness.
() Required activities. The LEA must--

(A) Replace the principal who led the school priot to commencement of the transformation
model;

(B) Use rigorous, transparent, and equitable evaluation systems for teachers and principals
that-—-

() Take into account data on student growth (as defined in this notice) as a
significant factor as well as other factors such as multiple observation-based
assessments of performance and ongoing collections of professional practice
reflective of student achievement and increased high-school graduations rates; and

(2 Arc designed and developed with teacher and ptincipal involvement;

(C} Identify and reward school leaders, teachers, and other staff who, in implementing this
model, have increased student achievement and high-school graduation rates and identify
and remove those who, after ample opportunities have been provided for them to improve
their professional practice, have not done so;

(D} Provide staff with ongoing, high-quality, job-embedded professional development {e.g,
reparding subject-specific pedagogy, instruction that reflects a deeper understanding of the
community served by the school, or differentiated instruction) that is aligned with the
school’s comprehensive instructional program and designed with school staff to ensure they
are equipped to facilitate effective teaching and learning and have the capacity to successfully
implement school reform strategies; and

(E) Implement such strategies as financial incentives, increased opportunities for promotion
and career growth, and more flexible work conditdons that are designed to vecruit, place, and
retain staff with the skills necessary to meet the needs of the students in a transfotmation
school.
(ify Permissible activities. An LEA may also implement other strategies to develop teachers’ and
school leaders’ effectiveness, such as-—-
(A} Providing additional compensation to attract and retain staff with the skills necessary to
mect the needs of the students in a transformation school;
(B} Instituting a system for measuring changes in instructional practices tesulting from
professional development; ot



(C) Ensvring that the school is not required to accept a teacher without the mutual consent
of the teacher and principal, regardless of the teacher’s sendority.

(2) Comprehensive instructional reform strategies.
i) Required actividies. The LEA must--

(A) Use data to idendfy and implement an instructional program that is research-based and
“vertically aligned” from one grade to the next as well as aligned with State academic
standards; and
(B) Promote the continuous use of student data (such as from formative, interim, and
summative assessments) to inform and differentiate instruction in order to meet the
academic needs of individual students.
(i) Petmissible activities. An LEA may also implement comprehensive instructional reform
strategies, such as—
(&) Conducting periodie reviews to ensure that the corricolum is being implemented with
fidelity, is having the intended impact on student achievement, and is modified if ineffective;
(B) Implementing a schoclwide “tesponse-to-intervention” model;
(C) Providing additonal supports and professional development o teachers and principals
in otder to implement effective strategies to support students with disabilities in the least
restrictive environment and to ensure that limited English proficient students acquire
language skills to master academic content;
(D) Using and integrating technology-based supports and interventions as part of the
instructional program; and :
(E) Insecondary schools--
(1) Increasing tigor by offering opportunities for students to enroll in advanced
coursework (such as Advanced Placement ot International Baccalaureate; or
science, technology, engineering, and mathematics courses, especially those that
incorporate tigorous and relevant project-, inquity-, or design-based contextual
learning opportunities), catly-college high schools, dual enrollment programs, ot
thematic learning academies that prepare students for college and careers, including
by providing approptiate suppores designed to ensure that low-achieving students
can take advantage of these programs and coursework;
{(2) Improving student transition from middle to high school through summer
transition programs or freshman academies; '
(3) Increasing graduation rates through, for example, credit-recovery programs, re-
engagement strategies, smaller learning communities, competency-based instruction
and petformance-based assessments, and acceleration of basic reading and
mathematics skills; or
(4) Establishing carly-warning systems to identify students who may be at risk of
failing to achieve to high standards or graduate.
(3) Increasing learning time and creating community-otiented schools.
(i Requited activities. 'The LEA must--
(A} Establish schedules and implement strategies that provide increased learning time (as
defined in this notice); and
{(B) Provide ongoing mechanisms for family and community engagement.
(ify Permissible activities. An LEA may also implement other strategies that extend learning time and
create community-oriented schools, such as—
(A} Partnering with parents and parent osganizations, faith- and community-based
organizations, health clinics, other State or local agencies, and others to create safe school
environments that meet students’ social, emotional, and health needs;
(B) Extending or restructuring the school day so as to add time for such strategies as
advisoty petiods that build relationships between students, faculty, and other school staff;
(C) Implementing approaches to improve school climate and discipline, such as
implementing a system of positive behavioral suppotts ot taking steps to eliminate bullying
and student harassment; or
(D) Expanding the school program to offer full-day kindergarten or pre-kindergarten.

{4) Providing operational flexibility and sustained support.
(i) Reguired activities. The LEA must--

10



(A) Give the school sufficient operational flexibility (such as staffing, calendars/time, and
budgeting) to implement fully a comprehensive approach to substantially improve student
achievement outcomes and increase high school graduation rates; and
(B) Ensute that the school receives ongoing, intensive technical assistance and related
support from the LEA, the SEA, or a designated external lead partner organization (such as
a school tutnaround organization or an EMO).
() Permissible activities. The LEA may also implement other strategies for providing operational
flexibility and intensive suppott, such as--
(A) Allowing the school to be run under a new governance arrangement, such as a
turnaround division within the LEA or SEA; or
(B) Implementing a per-pupil school-based budget formula that is weighted based on
student needs.

11



1/13/10

Arkansas's 5% Persistently Low Performing Schools

A B C

1 [LEA# District School Rank

2 3502010 ({DOLLARWAY SCHOOL DISTRICT DOLLARWAY HIGH SCHOOL 1
3 4713051 |0SCEOLA SCHOOL DISTRICT OSCEQLA HIGH SCHOOL 2
4 5403019 |HELENA/ W.HELENA SCHOOL DIST. CENTRAL HIGH SCHOOL 3
5 901003 [DERMOTT SCHOOL DISTRICT DERMOTT HIGH SCHOOL 4
6 6002060(N. LITTLE ROCK SCHOOL DISTRICT LYNCH DRIVE ELEMENTARY SCHOOL 5
7 6601019 [FORT SMITH SCHOOL DISTRICT TRUSTY ELEMENTARY SCHOOL 6
8 6202024 [HUGHES SCHOOL DISTRICT HUGHES HIGH SCHOOL 7
9 1802007 [EARLE SCHOOL DISTRICT EARLE HIGH SCHOOL 8
10 3502009 |DOLLARWAY SCHOOL DISTRICT DOLLARWAY MIDDLE SCHOOL 9
11 1805021 [TURRELL SCHOOL DISTRICT TURRELL HIGH SCHOOL 10
12 4713050[0SCEOLA SCHOOL DISTRICT OSCEOLA MIDDLE SCHOOL 11
13 6001061]|LITTLE ROCK SCHOOL DISTRICT CLOVERDALE MIDDLE SCHOOL 12
14 6002077 [N. LITTLE ROCK SCHOOL DISTRICT ROSE CITY MIDDLE SCHOOL 13
15 5404032 |MARVELL SCHOOL DISTRICT MARVELL HIGH SCHOOL 14
16

Page 1



Appendix C

RACE TO THE TOP
FEDERAL DEFINITIONS

Alternative routes to certification means pathways to certification that are authorized
under the State’s laws or regulations, that allow the establishment and operation of
teacher and administrator preparation programs in the State, and that have the following
characteristics (in addition to standard features such as demonstration of subject-matter
mastery, and high-quality instruction in pedagogy and in addressing the needs of all
students in the classroom including English language leamers' and student with
disabilities): (a) can be provided by various types of qualified providers, including both
institutions of higher education and other providers operating independently from
institutions of higher education; (b) are selective in accepting candidates; (¢} provide
supervised, school-based experiences and ongoing support such as effective mentoring
and coaching; (d) significantly limit the amount of coursework required or have options
to test out of courses; and (e) upon completion, award the same level of certification that
traditional preparation programs award upon completion.

College enrollment refers to the enrollment of students who graduate from high school
consistent with 34 CFR. 200.19(b)(1) and who enroll in an institution of higher education
(as defined in section 101 of the Higher Education Act, P.L. 105-244, 20 U.S.C. 1001)

within 16 months of graduation.

Common set of K-12 standards means a set of content standards that define what
students must know and be able to do and that are substantially identical across all States
in a consortium, A State may supplement the common standards with additional
standards, provided that the additional standards do not exceed 15 percent of the State's
total standards for that content area.

Effective principal means a principal whose students, overall and for each subgroup,
achieve acceptable rates (e.g., at least one grade level in an academic year) of student
growth (as defined in this notice). States, LEAs, or schools must include multiple
measures, provided that principal effectiveness is evaluated, in significant part, by student
growth (as defined in this notice). Supplemental measures may include, for example,
high school graduation rates and college enrollment rates, as well as evidence of
providing supportive teaching and learning conditions, strong instructional leadership,
and positive family and community engagement.

Effective teacher means a teacher whose students achicve acceptable rates (e.g., at least
one grade level in an academic year) of student growth (as defined in this notice). States,
LEAS, or schools must include multiple measures, provided that teacher effectiveness is
evaluated, in significant part, by student growth (as defined in this notice). Supplemental

""The tetm English language learner, as used in this notice, is synonymous with the term limited English
proficient, as defined in section %101 of the ESEA
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measures may include, for example, multiple observation-based assessments of teacher
performance.

Formative assessment means assessment questions, tools, and processes that are
embedded in instruction and are used by teachers and students to provide timely feedback
for purposes of adjusting instruction to improve learning.

Graduation rate means the four-vear or extended-year adjusted cohort graduation rafe as
defined by 34 CFR 200.19(b}(1).

Highly effective principal means a principal whose students, overall and for each
subgroup, achieve high rates (e.g., one and one-half grade levels in an academic year) of
student growth (as defined in this notice). States, LEAs, or schools must include multiple
measures, provided that principal effectiveness is evaluated, in significant part, by student
growth (as defined in this notice). Supplemental measures may include, for example,
high school graduation rates; college enrollment rates; evidence of providing supportive
teaching and learning conditions, strong instructional leadership, and positive family and
community engagement; or evidence of attracting, developing, and retaining high
numbers of effective teachers.

Highly effective teacher means a teacher whose students achieve high rates (e.g., one
and one-half grade levels in an academic year) of student growth (as defined in this
notice). States, LEAs, or schoaols must include multiple measures, provided that teacher
effectiveness is evaluated, in significant part, by student growth (as defined in this
notice). Supplemental measures may include, for example, multiple observation-based
assessments of teacher performance or evidence of leadership roles (which may include
mentoring or leading professional learning communities) that increase the effectiveness
of other teachers in the school or LEA.

High-minority school is defined by the State in a manner consistent with its Teacher
Equity Plan. The State should provide, in its Race to the Top application, the definition
used.

High-need LEA means an LEA (a) that serves not fewer than 10,000 children from
families with incomes below the poverty line; or (b) for which not less than 20 percent of
the children served by the LEA are from families with incomes below the poverty line.

High-need students means students at risk of educational failure or otherwise in need of
special assistance and support, such as students who are living in poverty, who attend
high-minority schools (as defined in this notice), who are far below grade level, who have
left school before receiving a regular high school diploma, who are at risk of not
graduating with a diploma on time, who are homeless, who are in foster care, who have
been incarcerated, who have disabilities, or who are English language learners.

High-performing charter school means a charter school that has been in operation for at
least three consecutive years and has demonstrated overall success, including (a)
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substantial progress in improving student achievement (as defined in this notice); and (b)
the management and leadership necessary to overcome initial start-up problems and
establish a thriving, financially viable charter school.

High-poverty school means, consistent with section 1 lll(h)(l)(C)(ﬁiii) of the ESEA, a
school in the highest quartile of schools in the State with respect to poverty level, using a
measure of poverty determined by the State.

High-quality assessment means an assessment designed to measure a student’s
knowledge, understanding of, and ability to apply, critical concepts through the use of a
variety of item types and formats (e.g., open-ended responses, performance-based tasks).
Such assessments should enable measurement of student achievement (as defined in this
notice) and student growth (as defined in this notice); be of high technical quality (e.g.,
be valid, reliable, fair, and aligned to standards); incorporate technology where
appropriate; include the assessment of students with disabilities and English language
learners; and to the extent feasible, use universal design principles (as defined in section
3 of the Assistive Technology Act of 1998, as amended, 29 U.S.C. 3002) in development
and administration.

Increased learning time means using a longer school day, week, or year schedule to
significantly increase the total number of school hours to include additional time for (a)
instruction in core academic subjects, including English; reading or language arts;
mathematics; science; foreign languages; civics and government; economics; atts;
history; and geography; (b) instruction in other subjects and enrichment activities that
contribute to a well-rounded education, including, for example, physical education,
service learning, and experiential and work-based learning opportunities that are provided
by partnering, as appropriate, with other organizations; and (c) teachers to collaborate,
plan, and engage in professional development within and across grades and subje,cts.2

Innovative, autonomous public schools means open enrollment public schools that, in
return for increased accountability for student achievement (as defined in this notice),
have the flexibility and authority to define their instructional models and associated
curriculum; select and replace staff; implement new structures and formats for the school
day or year; and control their budgets.

? Research supports the effectiveness of well-designed programs that expand learning time by a minimum
of 300 hours per school year. (See Frazier, Julie A.; Morrison, Frederick J. “The Influence of Extended-
year Schooling on Growth of Achievement and Perceived Competence in Early Elementary School.” Child
Development, Vol. 69 (2), April 1998, pp.495-497 and research done by Mass202(.) Extending learning
into before- and after-school hours can be difficult to implement effectively, but {s permissible under this
definition with encouragement to closely integrate and coordinate academic work between in-school and
out-of school. (See James-Burdumy, Susanne; Dynarski, Mark; Deke, John, "When Elementary Schools
Stay Open Late: Results from The National Evaluation of the 21st Century Community Learning Centers
Program." <hitp://fwww.mathematica-

mpr.com/publications/redirect PubsDB.asp?strSite=http://epa.sagepub.com/cgi/content/abstract/29/4/296>
Educational Evaluation and Policy Analysis, Vol. 29 (4), December 2007, Document No. PP07-121.)
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Instructional improvement systems means technology-based tools and other strategies
that provide teachers, principals, and administrators with meaningful support and
actionable data to systemically manage continuous instructional improvement, including
such activities as: instructional planning; gathering information (e.g., through formative
assessments (as defined in this notice), interim assessments (as defined in this notice),
summative assessments, and looking at student work and other student data); analyzing
information with the support of rapid-time (as defined in this notice) reporting; using this
information to inform decisions on appropriate next instructional steps; and evaluating
the effectiveness of the actions taken. Such systems promote collaborative problem-
solving and action planning; they may also integrate instructional data with student-level
data such as attendance, discipline, grades, credit accumulation, and student survey
results to provide early warning indicators of a student’s risk of educational failure.

Interim assessment means an assessment that is given at regular and specified intervals
throughout the school year, is designed to evaluate students’ knowledge and skills
relative to a specific set of academic standards, and produces results that can be
aggregated (e.g., by course, grade level, school, or LEA) in order to inform teachers and
administrators at the student, classroom, school, and LEA levels.

Involved LEAs means LLEAs that choose to work with the State to implement those
specific portions of the State’s plan that necessitate full or nearly-full statewide
implementation, such as transitioning to a common set of K-12 standards (as defined in
this notice). Involved LEAs do not receive a share of the 50 percent of a State’s grant
award that it must subgrant to LEAs in accordance with section 14006(c) of the ARRA,
but States may provide other funding to involved LEAs under the State’s Race to the Top
grant in a manner that is consistent with the State’s application.

Low-minority school is defined by the State in a manner consistent with its Teacher
Equity Plan. The State should provide, in its Race to the Top application, the definition
used.

Low-poverty school means, consistent with section 1111¢h)(1)(C)(viii) of the ESEA, a
school in the lowest quartile of schools in the State with respect to poverty level, using a
measure of poverty determined by the State.

Participating LEAs means LEAs that choose to work with the State to implement all or
significant portions of the State’s Race to the Top plan, as specified in each LEA’s
agreement with the State. Each participating LEA that receives funding under Title I,
Part A will receive a share of the 50 percent of a State’s grant award that the State must
subgrant to LEAs, based on the LEA’s relative share of Title I, Part A allocations in the
most recent year, in accordance with section 14006(c) of the ARRA. Any participating
LEA that does not receive funding under Title I, Part A (as well as one that does) may
receive funding from the State’s other 50 percent of the grant award, in accordance with
the State’s plan.
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Persistently lowest-achieving schools means, as determined by the State: (i) Any Title I
school in improvement, corrective action, or restructuring that (a) Is among the lowest-
achieving five percent of Title I schools in improvement, corrective action, or
restructuring or the lowest-achieving five Title I schools in improvement, corrective
action, or restructuring in the State, whichever number of schools is greater; or (b) Is a
high school that has had a graduation rate as defined in 34 CFR 200.19(b) that is less than
60 percent over a number of years; and (i1) Any secondary school that is eligible for, but
does not receive, Title I funds that (a) Is among the lowest-achieving five percent of
secondary schools or the lowest-achieving five secondary schools in the State that are
eligible for, but do not receive, Title I funds, whichever number of schools is greater; or
(b) Is a high school that has had a graduation rate as defined in 34 CFR 200.19(b) that is
less than 60 percent over a number of years. To identify the lowest-achieving schools, a
State must take into account both (i) The academic achievement of the “all students”
group in a school in terms of proficiency on the State’s assessments under section
1111(b)(3) of the ESEA in reading/language arts and mathematics combined; and (i) The
school’s lack of progress on those assessments over a number of years in the “all
students” group.

Rapid-time, in reference to reporting and availability of locally-collected school- and
LEA-level data, means that data are available quickly enough to inform current lessons,
instruction, and related supports.

Student achievement means—

(a) For tested grades and subjects: (1} a student’s score on the State’s assessments
under the ESEA; and, as appropriate, (2) other measures of student learning, such as
those described in paragraph (b) of this definition, provided they are rigorous and
comparable across classrooms.

(b) For non-tested grades and subjects: alternative measures of student learning
and performance such as student scores on pre-tests and end-of-course tests; student
performance on English language proficiency assessments; and other measures of student
achievement that are rigorous and comparable across classrooms.

Student growth means the change in student achievement (as defined in this notice) for
an individual student between two or more points in time. A State may also include other
measures that are rigorous and comparable across classrooms.

Total revenues available to the State means either (a) projected or actual total State
revenues for education and other purposes for the relevant year; or (b) projected or actual
total State appropriations for education and other purposes for the relevant year.

America COMPETES Act elements means (as specified in section 6401(e)(2)(D) of
that Act): (1) a unique statewide student identifier that does not permit a student to be
individually identified by users of the system; (2) student-level enroliment, demographic,
and program participation information; (3) student-level information about the points at
which students exit, transfer in, transfer out, drop out, or complete P-16 education
programs; (4) the capacity to communicate with higher education data systems; (5) a
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State data audit system assessing data quality, validity, and reliability; (6) yearly test
records of individual students with respect to assessments under section 1111(b} of the
ESEA (20 U.S.C. 6311(b)); (7) information on students not tested by grade and subject;
(8) a teacher identifier system with the ability to match teachers to students; (9) student-
level transcript information, including information on courses completed and grades
earned; (10) student-level college readiness test scores; (11) information regarding the
extent to which students transition successfully from secondary school to postsecondary
education, including whether students enroll in remedial coursework; and (12) other
information determined necessary to address alignment and adequate preparation for
success in postsecondary education.



LEAS PARTICIPATENG IN R

JANUARY 8, 2010
2
2
&
. Signatures on S
LEA Demographics MOUs “ . | Preliminarv Scope of Work — Participation in each applicable Plan Criterion
& 7l ¢
s 12 L BRI sl blleleleleBE E s |
2 s ErlrPelREEiElE R EREREREBREIE |IZ
Participating LEAs a o ‘%% 2. 182 Y FIEIE IE EIEEEIIEREIZ I I
g |£ Ele R IEslESP E  EEIEREREEIEIEIEIE
5 g |& |§ g% = I s N O =
2 z |& |28 |&8 g =
& 2. g |z |Z8 5
S e ~ g =
sl =|"g| *®
. =]
Academics Plus ¥ 34 134) 0
Alma School District 345 1205
Alpena School District ’ 57 253
Arkadelphia School Di&'ct E 194: 813 1 1 1
Arkansas Virtual Academmy * 2] 500 253 1 1
 Armorel School District 2 445 89 1
Ashdown Schoal District 5 1546 655 1
Atkins School District 3 1000 390 1 1
Augusta School District 3 484 352 i 1
Bald Knab School District 3 1318 664
Barton-Lexa School District 2 766 464
i [ 2875 1087 1
2 1432 349
2 530, 209
2| 578 353
7 3215 1039
¥ 2 701 f]
[Benton Schaool District 7 4587 1230 1
Bentonville Schoal District 15] 13060 2305 1 1 i 1
School District 3] ]DRS' 35 1 1 1 i 1 L 1
Berryville School District 4 1868] 78
[Bismarck School District 3 983 42 1
Blevins School District A 631 3 1
7| 3022 2198
3 1413 630/
b ] I
411 239 L 1 1
695 503
1569 72 1
Bryant School District 1 Zﬁq 1695 1
Buffalo Island Central School District 80. 432
Cabot School District 1 987 2146 1
(Caddo Hills School District 5 3
Calica Rock School District 09 17
Camden Fairview School District 2435 154 1
Carlisle School District 2 18 25 1 1 i 1 1 1 1
(Cave City School District 5 1347| 70+ .
Cedar Ridge School District 3 819 328 1
Cedarville School District 3 936 554 1 I 1
Centerpoint Schoof Distriot 3 104 5 . 1
Charleston School District 2 36 2
Clarendon School District 2 54 4
Clarksvills School District 5 254! 1232 1 1 1
Cleveland County Schaol District 3 89 06 1 1 1 1 1 1

7-v xipueddy



LEAS PARTICIPATING IN RTTT

JANUARY 8, 2010

Clinton School District 4 1321 508 1 1 1 1 1 1 1 1 1
[Concord Scheol District 4& 200 1 1 1
Conway School District 1 9033 2968 1 1
Corning Schoof District 1064} 569
Cotter School District 669 338 1
[Covenant Keepers * 2 194 189
Cross County School District 2 596 353
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Lakeside School District Lake Village 5 3038 952
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Lead Hill School District 2 370 20 1
Lee County School District 1116 98 1
Lincoln Consolidated School District 1326 62
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Lanoke School District 4 1872 787 1
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|Mincral Sfrings School District 4 504 353 1 1 1 1 1 1
Monticello School District 4 2076 97 1 1 1 1 1 1
Mount Ida School District 2 534 26, 1 1
Mount Vernon-Enola School District 2 506 274 1 1
(Mountain Home School District 6 4010 154 1 1 1
[Mountain Pine School District 7 [3v] 53] 1 T
Mountainburg School District 3 676 67 1 1 1
Mutberry/Pleasant View BiCounty School District 4| 399 249, 1 1 1
(Murfreesboro School District 531 169 1 1
ashville School District 4 1898 979 1 1 1 1
lemo Vista School District 498 2 1 1 1
Nettleton School District 7 3142 1444 1 1
evada School District 399 274 1 1
orfork School District 465 245
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Omaha School District 2| 4 23
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Pine Bluff Schiool District 1 482 3358 I
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South Mississippi County School District 5 1272 787 1
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Southside School District 3 1518 606 1
Spring Hill School District 2. 472 151
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Benchmark Exams
Grades 4, 6, & 8 2002 - 2004
Combined Poplulation

Grade 4 Math -

Grade 4 Literacy

Basic

Year Bel Basic

2003 24% 16%

Proficient Advanrced Bel Basic

21% 39% 15%

Basic Proficient Advanced

24% 54% 7%

Grade 6 Math .

Grade 6 Literacy

Year Bel Basic Basic

Proficient Advanced Bel Basic

2003 35% 30%

28% 7% 25%

Basic Proficient - .Advanoed

49% 26% 1%

Grade 8 Math

Grade 8 Literacy -

B

Arkansas Department of Education
Curriculum and Assessment

Profici
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Augmented Benchmark Exams Grades 3 - 8 Combined Population -

Grade 3 Math

Grade 3 Lits

~33% |

Grade 4 Literacy

25%

Proficient

1%

Advanced

P

A% ] 2% [

A%

A%

Grade 5 Math

Bel Basic Proficient
38%.
9%
6%
32%

Advanced

Bel Basic

34% [ ~25% [ 31% |-

A%

L AT%

Grade 6 Math

ProfiAdv

Pro

28%

S 5%

43%

T a0% ]

- 7%

Grade 7 Math

9% |

Grade 7 Literacy

1

Advanced

Proficient

35%

ProflAdv _

Proficient
Y6

Advanced

5% ° 2
|___16% | 35% | 21% |

S

2006 38% “18%

2005 ] 3% | 7 20% ] 31% | 2% 43%
Grade 8 Math
Year Bel Basic Basic Proficient Advanced

10% 44%
L2005 -] -48% . |-~ 19% L | e - 33% | [ 8% ] 80% T | 45% [o12% |~ 57%
Prof/Adv percentage is based on the actual numbers nof the rounded numbers.
Grade 5 Science :
Advanced Prof/Adv
- S 43!

3%

| . Grade 7 Science.

Proficignt Advanced

ProflAdv
3




Gap - Average Scale Scores

[Raporing standarés not met in blank clls.

INGTE: The NAEFR Math scale ranges from 0 to 500, Observed dlfferences are not necassarlly statstically significant.
|SOURCE: U 5. Department of Education, Instituts of Education Sciences, National Centsr for Education Statistics, Nati

of NAEP)
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Gap - Average Scale Scores

Reporting standarda nat met in blank celts,
INGTE: The NAEP Math scale ranges from 0 to 500. Observed dlfferences are not necessarty sististiealy signficant.
|SOURCE: U.S. Department of Education, Instiute of Education Sciences, National Genter for

Statlstics, National

of

Progrezs (NAEF)

200; 31 5 1
200: 29 5 0
200 28 3 4
200! 28 [ 5
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ECRUCATION STATISTICS
Institute of Education Sciences Rep()[ tCard

Overall Results

® In 2008, the average score of fourth-grade students in Arkansas
was 238. This was not significantly different from the average
score of 239 for public school students in the nation.

The average score for students in Arkansas in 2009 (238) was not
significantly different from their average score in 2007 (238} and
was higher than their average score in 1992 (210).

In 2009, the score gap between students in Arkansas at the 75th
percentile and students at the 25th percentile was 38 points. This
performance gap was not significantly different from that of 1992
{42 points).

The percentage of students in Arkansas who performed at or
ahove the NAEP Proficient level was 36 percent in 2008, This
percentage was not significantly different from that in 2007 (37
percent) and was greater than that in 1992 (10 percent).

The percentage of students in Arkansas who performed at or
above the NAEP Basic level was 80 percent in 2009, This
percentage was not significantly different from that in 2007 (81
percent) and was greater than that in 1992 (47 percent).

‘ies

Snaps

Arkansas
Grade 4

. 2009 Public Schools
hot State Repeort
Atkanses Average Score
1982° 210
1896" 216
20007 2974
2000 26
2003 229+
2005 236
200¢ 238
2009 238
Watior (public)
2008 239
Percem below Basic  Peroert a3t Proviolent
and at Basic  and Advanced
Il Below Basiz [ Bask  [B Proficient [l Advanced

“ Significantly different (p < .05} from state's results in 2009.
# Rounds to zero.
a Accommodations not permitted.

NOTE: Detail may net sum to totals because of rounding.

Compare the Average Score in 2009 to Other States/ wrisdictions

B District of Columkia
8 DonEA!

' Department of Defense Education Activity schools (domestic and overseas).

In 2008, the average score in was

= |ower than those in 29 statesfjurisdictions

= higher than those in 9 states/jurisdictions

e not significantly different from those in 13 states/jurisdictions

Results for Student Groups in 2

Percent of Avg

Reporting Groups students score
Gender '

Male 51

Female
Race/Ethnicity

White 66

Black 23

Hispanic 8

Asian/Pacific Islander

American Indian/Alaska Native
Mational School Lunch Program

Etigible 59

Not eligible

49

# Rounds to zero. 1 Reporting standards not mei.

NOTE: Detail may nol sum to totals because of rounding, and because the
"Information not available" category for the National Schoel Lunch Program, which
provides free/reduced-price lunches, and the "Unclassified” category for
race/ethnicity are not displayed.

Compare the Average Score to Nation (public)

Scare
00§
250 .
Nation
240 B 53 2378 239 239 i iy
o I - T 5238 zf_hg_,_g_;lhrkaaun-
p1gr P2 .
s mmnr T
220 i-m ':_‘_______o..—
210 Lae=tT 216 2T 06
0%
200
'* S==v~ Accommodations were not permitted

Cremendl Accommodstions were permitted

A

92

'96 ki) 03 05 0¥ ‘09
Year

* Significantly different {p < .05) from 2009.

Score Gaps for Student Groups

= In 2009, male students in Arkansas had an average score
that was not significantly different from that of fernale
students. This performance gap was not significantly
different from that in 1992 (1 point). °

In 2009, Black students had an average score that was 28
points lower than that of White students. This performance
gap was not significantly different from that in 1992 (29
points).

In 2009, Hispanic students had an average score that was
12 points lower than that of White students. Data are not '
reported for Hispanic students in 1992, because reporting
standards were not met.

In 2009, students who were eligible for freefreduced-price
school lunch, an indicator of poverty, had an average score
that was 22 points lower than that of students who were
not eligible for free/reduced-price school lunch. This
performance gap was not significantly different from that in

1996 (23 points).

NOTE: Statistical comparisons are calculated on the basis of unrounded scale scores or perceniages.
SOURCE: U.5. Department of Education, Insfituie of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress

(NAEP), various years, 1992-2008 Mathematics Assessments.
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Qverall Resuits Achievement-Level Percentages and Average Score Resuits

= In 2009, the average score of eighth-grade students in Arkansas Arkansas Average Score

was 276. This was lower than the average score of 282 for public 1999: 2584

school students In the nation. 1992 255:

m The average score for students in Arkansas in 2009 (276) was not 19953 262

. i . . 2000 261*

significantly different from their average score in 2007 (274) and 000 .

was higher than their average score in 1990 (256), 2003 286*

w In 2009, the score gap between students in Arkansas at the 75th 2005 272+

percentile and students at the 25th percentile was 48 points. This 2007 274

performance gap was not significantly different from that of 1990 2009 276
(45 points). Mation (public)

m The percentage of students in Arkansas who performed at or 2009 282

Percent beinu.l Basic  Percent at Proficient
d gt Fasie  and Advanced

Il Below Bask [JBasi [ Podclent ’An‘vamed

* Significantly different (o < .05) from state’s results in 2008.
a Accommodations not permitted.

NQOTE: Detall may not sum to totals because of rounding.

above the NAEP Proficient level was 27 percent in 2009. This
percentage was not significantly different from that in 2007 (24
percent) and was greater than that in 1990 (9 percent).

m The percentage of students in Arkansas who performed at or
above the NAEP Basic level was B7 percent in.2009. This
percentage was not significantly different from that in 2007 (65
percent) and was greater than thatin 1990 (44 percent}.

Compare the Average Score in 2009 to Other States/ urisdictions

Compare the Average Score to Nation (public)

Scare
00
280
+ 280~ 282 Nation
280 2Ty 2*773*27"3 u.-o_ﬁtl:l;ﬁ}
* I
270 252-;%%-;;..4-— £ ra 276 sas
B Y T UL W S
P01 @062 261 N
250 P56L256R 237
8 District of Columbia ) 240

8 DooEAY

. ety Accommodations were permitted
' Department of Defense Education Activity schools {(domestic and overseas).

f B-=-=-8 Accommodations were not permitted

‘0 '92 96 ‘0r 03 '05 07 08
In 2008, the average score in was Year
= ower than those in 35 states/jurisdictions * Signiticantly different (p < .08) from 2009.

m higher than those in 6 states/jurisdictions
Score Gaps for Student Groups

r not significantly different from those in 10 states/jurisdictions
w |n 2009, female students in Arkansas had. an average’

Results for Student Groups in 2009

Percent of Avg.

Reporting Groups students score
Gender '

Male 51

Female 49
Race/Ethnicity

White 62

Black 21

Hispanic 8

Asian/Pacific Islander 1

American Indian/Alaska Native 1
Naticnal School Lunch Pregram *

Eligible 53

Not eligible 47 290

# Rounds to zero. 1 Reporting standards not met.

NOTE: Detail may not sum to totals because of rounding, and because the
"Information not available” category for the National School Lunch Program, which
provides fresfreduced-price lunches, and the "Unclassified" category far
race/ethricity are not displayed.

score that was not significantly different from that of male
students. This performance gap was not significantly
different from that in 1990 (2 points). '

In 2009, Black students had an average score that was 34
points lower than that of White students. This performance
gap was not significantly different from that in 1990 (34
points).

In 2009, Hispanic students had an average score that was
15 points lower than that of White students. Data are not*
reported for Hispanic students in 1990, because reporting
standards were not met.

In 2009, students who were eligible for free/reduced-price
school lunch, an indicator of poverty, had an average score
that was 26 points lower than that of students who were
not eligible for freef/reduced-price school lunch. This
performance gap was not significantly different from that in
1896 (24 points).

NOQTE: Statistical comparisons are calculated on the basis of unrounded scale scores or percentages.
SQOURCE: .S, Department of Education, Institute of Education Sciences, Natienal Center for Education Statistics, National Assassment of Educational Progress

(NAEP), various years, 1880-2009 Mathematics Assessrments.




Scale Score

NAEP Mathematics Grade 4 — White - Black
Gap - Average Scale Score: 2003-2009

280 -+
270 4
260
250 245 245
I I
220 - I : I
—N 5
N A 217
200 | 206
190 +
180 - T T T
2003 2005 2007 _ 2009
e Black == \White

! Accommodations not permitted. -
NOTE: The NAEP Mathematics scale ranges from 0 to 500. Observed differences are not necessarily statistically significant.
SOURCE: U.5. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress (NAEP).




Scale Score

NAEP Mathematics Grade 4 — White - Hispanic
Gap - Average Scale Score: 2003-2009

280 -
270 A
260 -

- : - -245 245
20 242 - N
240 237 : 15 1 1

16 13 | | 4-! 12
221
200 4+
180 - : : - - .
2003 2005 2007 2009
=0=Hispanic =0 White

* Accommodations not permitted.
NOTE: The NAEP Mathematics scale ranges from 0 to 500. Observed differences are not necessarily statistically significant.
SOURCE: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress {NAEP).




Scale Score

NAEP Mathematics Grade 4 — Hispanic - Black
Gap - Average Scale Score: 2003-2009

280
270

i
260 -
250 -
240 - 233

230
230 - |
! | 16
310 a7 217
200 206
180 T T
2003 2005 : 2007 2009
=o=Black =0==Hispanic

* Accommodations not permitted.
NOTE: The NAEP Mathematics scale ranges from 0 to 500. Observed differences are not necessarily statistically significant.
SOURCE: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress (NAEP).




Scale Score

NAEP Mathematics Grade 4 — National School Lunch Program
Gap - Average Scale Score: 2003-2009

280 -
270 4 -
260 -
24 250
250 - 247 _Jg -
i |
239 | 22 |
20 ] 20 | |
220!-———"‘/'225 L 229 s
221
210
P10 R
180 : : ,
2003 2005 _ 2007 2009
—o— NSLP Eligible —o—NSLP Not Eligible

! Accommodations not permitted.
NOTE: The NAEP Mathematics scale ranges from 0 to 500. Observed differences are not necessarily statistically significant.
SOURCE: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress (NAEP).




Scale Score

NAEP Mathematics Grade 4 — Students with Disabilities
Gap - Average Scale Score: 2003-2009

280 5
270 +
260 -
250 - o
239 240 240

240 - i
230 - 25 I
210 -215
200 - e

202
190 - R R e e
130 T T T

2003 2005 2007 2009

=o=5D =0=Not SD

NOTE: The NAEP Mathematics scale ranges from 0 to 500. Observed differences are not necessarily statistically significant.
SOURCE: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress (NAEP).




Scale Score

NAEP Mathematics Grade 4 — English Language Learners

Gap - Average Scale Score: 2003-2009

270
260 -

250 -+

17 239 238

240 - 236

220 oo

200 -

190 -

180 T T T 1
2003 2005 2007 2009

=o-ELL =>=Not ELL

NOTE: The NAEP Mathernatics scale ranges from 0 to 500. Observed differences are not necessarily statistically significant.
SOURCE: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress (NAEP),




Scale Score

NAEP Mathematics Grade 4 — Gender
Gap - Average Scale Score: 2003-2009

280 -
270 -
260 -
1 233 239
240 - e 236 I
i

230 - 236 .

-1 230
220 o
210 4
200 O O S - e s e e e e - F . S
190 - e e e
180 T T T

2003 2005 2007 2009

—— ——
! Accommodations not permitted. Male Female

NOTE: The NAEP Mathematics scale ranges from 0 to 500. Observed differences are not necessarily statistically significant.
SOURCE: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress (NAEP).




Scale Score

NAEP Mathematics Grade 8 — White - Black
Gap - Average Scale Score: 2003-2009

390 e e
300
290 - - S 284
280 - 273 e — —1
270 - T/_" 38 | I 34 I
w0l 36 | ] 28 | Bt
250 - | | —— — 1
| ‘.\/;'4 251

240 1 o= 243
230 239
220 -
210 -
200 |
190 4
180 ‘ :

2003 2005 2007 2009

=o=Black =—o—White

! Accommodations not permitted.
NOTE: The NAEP Mathematics scale ranges from 0 to 500. Observed differences are not necessarily statistically significant.
SOURCE: U.5. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress (NAEP).




NAEP Mathematics Grade 8 — White - Hispanic

310~ Gap-Average Scale Score: 2003-2009

300 -
290 - 281 . 282 284

280 - 275 - g o . - ) ﬁ

I
270 - O
I

260 -

250 -
240 - 248

Scale Score

230 -
220 -
210 4
200 -

190 -

180 T T
2003 2005 2007 2009

0 - . o .
! Accommodations not permitted. HISpamc White ]

NOTE: The NAEP Mathematics scale ranges from 0 to 500. Observed differences are not necessarily statistically significant.
SOURCE: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress (NAEP).




Scale Score

NAEP Mathematics Grade 8 — Hispanic - Black
Gap - Average Scale Score: 2003-2009

260 -

250 -

239
230 -

210 4

200 e o s PR R - _— — S S —

180 ; ’ ,
2003 2005 2007 2009

- O Hi .
* Accommodations not permitted. Black Hispanic

NOTE: The NAEP Mathematics scale ranges from O to 500. Observed differences are not necessarily statistically significant.
SOURCE: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress (NAEP).




Scale Score

NAEP Mathematics Grade 8 — National School Lunch Program
Gap - Average Scale Score: 2003-2009

310 -
300 -
285 290
26 I
280 - z;”_’___————‘—‘i 1 |
270 - 23 | 22 | |
|2l 1 ———
260 X
o 263 264
250 | 256 260
240 -
230 -
220 -
210
200 -
190 | o
180 : : .
2003 2005 2007 2009

' Accommodations not permitted.

=o=NSLP Eligible

=o=NSLP Not Eligible

NOTE: The NAEP Mathematics scale ranges from 0 to 500, Cbserved differences are not necessarily statistically significant.
SOURCE: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress (NAEP).



Scale Score

NAEP Mathematics Grade 8 — Students with Disabilities
Gap - Average Scale Score: 2003-2009

310 e e e e s
300 -
277 279 281
280 - 273 S o . —i .
1 I
270 - sq | | I
I so0 |
| I
43
30 | | e
220 4 BB T
210 A9
200 4 -
190 -
180 ! S
2003 2005 2007 2009
——=35D —o—Not SD

NOTE: The NAEP Mathematics scale ranges from 0 to 500. Observed differences are not necessarily statistically significant.
SOURCE: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, Naticnal A

1t of Educational Progress (NAEP).



Scale Score

NAEP Mathematics Grade 8 — English Language Learners
Gap - Average Scale Score: 2003-2009

72

270 -
260 - I

l |
250 - I I

| |

l |
230 - | |

l |
210 - | I

l |
190 - - | |
180 I : | !

2003 2005 2007 2009
| —o—ELL ~o=Not ELL

NOTE: The NAEP Mathematics scale ranges from 0 to 500. Observed differences are not necessarily statistically significant.
SOURCE: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress (NAEP).



Scale Score

NAEP Mathematics Grade 8 — Gender
Gap - Average Scale Score: 2003-2009
310 - N
300 4 -
290 - T

N : . . . : e 275
280 270 274

_ . ZW
270 273 274 277

260 - I - 267 R . -3 e g . . "2 s

250 -
240 -
230
220 -

210

200 -
190 s

180 T T T —

2003 2005 2007 2009

—— ——
! Accommodations not permitted. Male Female

NOTE: The NAEP Mathematics scale ranges from 0 to 500. Observed differences are not necessarily statistically significant.
SOURCE: U.5. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress {NAEP).




5200

Raposting standards nat met in blank cels.

INOTE: Tha NAEP Reading scale ranges from 0 to 500. Observed differences are not necessarlly statistically significant.

, [SOURCE: U.S. Department of Ecucation, Instituts of Education Sciances, National Canter fo: Edutation Statistics, National Assessment of Educational Progress (NAEP) Reading Assassments.
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The National Assessment of Educational Progress (NAEP) assesses reading in two content areas in grade 4: reading for literary experience and to gain
information. The NAEP reading scale ranges from 0 to 500.

Overall Reading Results for Arkansas Percentages at NAEP Achievement Levels and Average Score

* In 2007, the average scale score for fourth-grade students in Arkansas was i Arkansas (publlc) Average Scora
217. This was not significantly different from their average score in 2005 19928 | : 211
(217) and was higher than their average score in 1992 (211). 19948 209"

* Arkansas’ average score (217) in 2007 was lower than that of the nation's 10988 209
public schools (220), 1098 208"

* Of the 52 states and other jurisdictions that participated in the 2007 2002 213+
fourth-grade assessment, students’ average scale score in Arkansas was 2003 214
higher than those in 8 jurisdictions, not significantly different from those in 2005 217
13 jurisdictions, and lower than these in 30 jurisdictions.? 2007 217

* The percentage of students in Arkansas wha performed at or above the Nation (public)

NAEP Proficient level was 29 percent in 2007. This percentage was not 2007 £ T 220
significantly different from that in 2005 (30 percent) and was greater than Percent below Basic  Parcent at Basic, Proficient, and Advanced
that in 1982 (23 percent). Below Basic [ Basic El proficient Il Advanced
* The percentage of students in Arkansas who performed at or above the & Accommodations were not permitted for ths aesessmant,
NAEP Basic level was 64 percent in 2007, This percentage was not ’
significantly different from that in 2005 (63 percent) and was greater than NOTE: The NAEP grade 4 reading achievement levels correspond to the
that in 19532 (56 percent). s o Ao 05 o A o 28237,

Performance of NAEP Reporting Groups in Arkansas: 2007

Percent  Average Percent : Pearcent
Reporting groups of students score below Basic i  Advanced
Male 50 213 41 3
Female 50 221 32
White 70 228 26
Black 20 195 65
Hispanic 8 202 52
Astan/Pacific Islander 1 i ¥
American Indian/Alaska Native 1 i 1
Eligible for National School Lunch Program 56 205 50
Not eligible for National School Lunch Program 44 232 20
* In 2007, male students in Arkansas had an average score that was lower Score . Percentiles
than that of femaie students by 9 points. In 1992, the average score for 500/ '
male students was lower than that of female students by 6 points. 250
* In 2007, Black students had an average score that was lower than that of S w 75th
White students by 31 points. In 1992, the average score for Black students B ol e e 239241 242 249
was lower than that of White students by 29 points. 230 - e
* In 2007, Hispanic students had an average score that was lower than that 220 21.%'...%1..2'. -....; ';wﬂ Sith
of White students by 24 points. Data are not reported for Hispanic students 210 212+ 216217
in 1992, becauss reporting standards were not met. 200 188+ . 25th
* In 2007, students who were eligible for free/reduced-price school lunch, a 190 l..._l%‘__ e 1%55-_135
proxy for poverty, had an average score that was lower than that of 180 | - A 17
students who were not eligible for freefreduced-price schoal lunch by 26 - == -8 Apcommodations were not permittad
points. In 1998, the average score for students who were eligible for OT B0 Accommodations were permitied
freefreduced-price school [unch was lower than the score of those not 9z g4 98 0203 05 07

eligible by 25 points.

* In 2007, the score gap between students at the 75th percentile and
students at the 25th percentile was 46 points. In 1992, the score gap
between students at the 75th percentile and students at the 25th percentile
was 48 points.

NOTE: Scores at sefected percentiles on the NAEPR reading scafe indicate how well
students at lower, middle, and higher levels performed.

# Rounds to zero. 1 Reporting standards not met.

* Significantly different from 2007, T Significantly higher than 2005. | Significantly lower than 2005.

' Comparisons (higher/lowerinarrowerfwider/not different) are based on statistical tests. The .05 level was used for testing statistical significance. Statistical comparisons are
calculated on the basis of unreunded scale scores or percentages, Comparisons across jurisdictions and comparisons with the nation or within a jurisdiction across years may be
affected by differences in exclusion rates for students with disabilities (SD) and English language learners (ELL). The exclusion rates for SD and ELL in Arkansas were & percent
and 2 percent in 2007, respectively.For more intormation on NAEP significance testing see hitp:/inces,ed.gov/nationsreportcard/reading/interpret-results.aspitstatistical.

> "Jurisdictions” refers fo states and the District of Golumbia and the Department of Defense Education Activity schools.

NOTE: Detail may not sum to totals because of rounding and because the "Information not available® category for the National School Lunch Program, which provides free and
reduced-price lunches, and the "Unclassified" category for race/ethnicity are not displayed. Visit hitp:/inces ed.govinationsreportcard/states/ for additional results and detailed
information.

SOURCE: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress {NAEP), various
years, 1992-2007 Reading Assessments.
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The National Assessment of Educational Progress (NAEP) assesses reading in three content areas in grade 8: reading for literary experience, to gain
information, and to perform a task. The NAEP reading scale ranges from 0 to 500.

Overall Readmg Results for Arkansas Percentages at NAEP Achievement Levels and Average Score

* In 2007, the average scale score for eighth-grade students in Arkansas Atkansas {public) Average Score
was 258. This was not significantly different from their average score in 19988 H 3 i 256
2005 (258) and was not significantly different from their average score in 1008 @ 256
1998 (256)." 2002 260

« Arkansas' average score (258) in 2007 was lower than that of the nation's 2003 258
public schools (261). 2006 256

* Of the 52 states and other jurisdictions that participated in the 2007 2007 - 258
eighth-grade assessment, students' average scale score in Arkansas was Nation {public}
higher than those in 8 jurisdictions, not significantly different from those in 2007 [ L e 2 2#
12 jurisdictions, and lower than those in 31 jurisdictions.? Pament bolow Basic Percant at Basic, Proficlent, and Advanced

* The percentage of students in Arkansas who performed at or above the
NAEP Proficient level was 25 percent in 2007. This percentage was not
significantly different from that in 2005 (26 percent) and was not
significantly different from that in 1998 {23 percent). NOTE: The NAEF grade 8 reading achiavemant levels correspond to the

* The percentage of students in Arkansas who performed at or above the fg}g’,}’:}gﬂf‘;i‘.‘f_@;‘gﬁ gg::eﬁag;:ézojzagmgwer; Basic, 243-280;
NAEP Basic level was 70 percent in 2007, This percentage was not ) ) ' '
significantly different from that in 2005 {69 percent) and was not
significantly different from that in 1998 (68 percent).

Performance of NAEP Reporting Groups in Arkansas: 2007

Proficient . Advanced

_Below Basic D Basic

2 Accommedations were not permitted for this assessment.

Percent  Average Percent Pearcent

Reporting groups of students sgore below Basic Advanced
Male 49 253 36 1
Female 51 263 25 2
White 68 266 21 2
Black 24 236 57 #
Hispanic 8 249 40 #
Asian/Pacific Islander 1 I I i
American Indian/Alaska Native 1 T i i
Eligible for National School Lunch Pragram 51 247 42 1
Not eligible for Mational School Lunch Program 49 269 18 i 2
* In 2007, male students in Arkansas had an average score that was lower Score ' Percentiles

than that of female students by 11 points. In 1998, the average score for 500,,

male students was lower than that of female students by 11 points. 290 - L
* In 2007, Black students had an average score that was lower than that of 280 zl':flg____—-n—n—_n_n 75th

White students by 31 points. In 1998, the average score for Black students 279 283283 282 2m

was lower than that of White students by 29 points. 210§ oo
* In 2007, Hispanic students had an average score that was lower than that 260 269 283581 21 281

of White students by 18 points. Data are not reparted for Hispanic students 250 ¢ o

in 1898, because reporting standards were not met. 240 | 228 o 25th
* In 2007, students who were eligible for free/reduced-price school lunch, a 230 ] 238 - AT 28 237

proxy for poverty, had an average score that was lower than that of - B ===-8 Accommodations wers not permitted

students who were not eligible for freefreduced-price school lunch by 22 OT Dm0 Agcommadalions were permitted

peints. In 1998, the average score for students who were sligible for 98 w203 05 07

freefreduced-price school lunch was lower than the score of those not
eligible by 21 points.

* In 2007, the score gap between students at the 75th percentile and
students at the 25th percentile was 44 points. In 1998, the score gap
between students at the 75th percentile and students at the 25th percentile
was 44 points.

NOTE: Scores at selectad percentiles on the NAEP reading scale indicate how well
students at lower, middle, and higher levels parformed.

# Rounds to zero. 1 Reporting standards not met,

* Significantly different from 2007. T Significantly higher than 2005. | Significantly lower than 2005.

1 Gomparisons (higher/lower/narrower/wider/not different) are based on statistical tests. The .05 level was used for testing statistical significance. Statistical comparisons are
calculated on the basis of unrounded scale scores or percentages. Comparisons across jurisdictions and comparisons with the aation or within a jurisdiction across years may be
affected by differences in exclusion rates for students with disabilities (SD) and English language learners (ELL}. The exclusion rates for SD and ELL In Arkansas wero 5 percent
and 1 percent in 2007, respectively.For more intarmation on NAEP significance testing ses htip://nces.ed.gov/nationsreportcard/reading/interpret-results. aspistatistical.

2 "Jurisdictions" refers to states and the District of Columbia and the Department of Defense Education Activity schools.

NOTE: Detail may not sum o totals because of rounding and because the "Information not available™ category for the National School Lunch Program, which provides free and
reduced-price lunches, and the "Unclassified” catagory for race/ethnicity are not displayed. Visit hitp:/inces.ed.qov/nationsreportcard/states/ for additional results and detailed
information.

SOURCE: U.5. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress (NAEP}), various
years, 1998-2007 Reading Assessments.



Scale Score

NAEP Reading Grade 4 — White - Black
Gap - Average Scale Score: 2003-2007

280
260
250 4
240 -
230 - 223 225 226
] , — —1 32 |
220 33 I | : 31
210 - | I |
200 - ! I |
I e O
190 - foa— ; e [ " 108
190
180 - :
170 - -
160 .
2003 2005 2007
=0=Bl|ack —o—White

NOTE: The NAEP Reading scale ranges from O to 500, Observed differences are not necessarily statistically significant.
SOURCE: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress (NAEP}.



Scale Score

NAEP Reading Grade 4 — White - Hispanic

Gap - Average Scale Score: 2003-2007

270 -

260 -

250 ~

240 -
230 - 223 i 225 226

220 - r [ _‘]:13 e ﬁ24

210

200

204 202
190 4

180

160 T
2003 2005 2007
=0=Hispanic =o=White

NOTE: The NAEP Reading scale ranges from 0 to 500. Observed differences are not necessarily statistically significant.
SOURCE: U.5. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress (NAEP).




Scale Score

NAEP Reading Grade 4 — Hispanic - Black

Gap - Average Scale Score: 2003-2007
280 -

270 A

260 4

250 ~
240 + -
230 -

220 -

210

200

190 +

180 <~

160 T
2003 _ 2005 2007
=0=Black =0==Hispanic

NOTE: The NAEP Reading scale ranges from 0 to 500. Observed differences are not necessarily statistically significant.
SOURCE: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress (NAEP).




Scale Score

NAEP Reading Grade 4 — National School Lunch Program
Gap - Average Scale Score: 2003-2007

280 -
270
260 -
250

227 o
230 - e ] 24 1I1 26
220 - Ii 53 | I
210 - T | |

L5 )

200 - e e e 304 206 B | | 1
180 -
170 -
160 .

2003 2005 2007

=o=NSLP Eligible =o=NSLP Not Eligible

NOTE: The NAEP Reading scale ranges from O to 500. Observed differences are not necessarily statistically significant.
SOURCE: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress {NAEP).




Scale Score

NAEP Reading Grade 4 — Students with Disabilities
Gap - Average Scale Score: 2003-2007

280 -
270 -
260 ---
250 -
240 -
230 - : :
218 220 220
220 - E —']‘ i
{354 44 37
210 - . _—_ |
200 - I I I -
190 - I E |
I I _
180 - e oy —
I 183
170 4 L/;— e - -
160 6 : :
2003 2005 2007
| ——5D —o—Not SD

NOTE: The NAEP Reading scale ranges from 0 to 500. Observed differences are not necessarily statistically significant.
SOURCE: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress (NAEP).



Scale Score

NAEP Reading Grade 4 — English Language Learners

Gap - Average Scale Score: 2003-2007
280 -

270

260 -

250 -
240 -
230

220 - 214

210 - - T;

r

200 -

201
190 -

180 -+

170 -

160 T
2003 2005 2007

=o=ELL =o>=Not ELL

NOTE: The NAEP Reading scale ranges from 0 to 500. Observed differences are not necessarily statistically significant.
SOURCE: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress (NAEP).




Scale Score

NAEP Reading Grade 4 — Gender

Gap - Average Scale Score: 2003-2007
280 - e

270 4 -
260 4 -
250 -
240 -
230

218 221 221
220 - — T — i

209 213 213
200 -
190

180 -

170 +-

160 T
2003 2005 2007

—o-Male =—o=Female

NOTE: The NAEP Reading scale ranges from 0 to S00. Observed differences are not necessarily statistically significant.
SOURCE: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress {(NAEP).




|Raperting standands ot met In blank
INOTE: The NAEP Reading scale ranges from O to 500. Cbserved differances are not necessarily stetistically significant.
SOURCE: U.8. Department of Ecucaticn, Institute of Educatian Sclenoes, Natonal Center for ducation Statistics, Nations| Assesament of Educational Pro;

gress (NAEP) Reading Assessments.

2003 33 9 5
20058 29 18 4
2007 31 18 57 =




Scale Score

NAEP Reading Grade 8 — White - Black
Gap - Average Scale Score: 2003-2007

280 -
270 - 266 266 266
o ! T3 T 31
250 I I l E
I | |
240 ‘I;f ‘1_ ‘!
230 4 232 236 236
220 -
210 4
200 -|
190 +
180 A
170
160 T T |
2003 2005 2007

=o=Black =o=\White

NOTE: The NAEP Reading scale ranges from 0 to 500. Observed differences are not necessarily statistically significant.
SOURCE: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress (NAEP).




Scale Score

NAEP Reading Grade 8 — White - Hispanic

Gap - Average Scale Score: 2003-2007
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NOTE: The NAEP Reading scale ranges from 0 to 500. Observed differences are not necessarily statistically sigrificant.
SOURCE: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress (NAEP).
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SOURCE: U.5. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress (NAEP).



Scale Score

NAEP Reading Grade 8 — National School Lunch Program
Gap - Average Scale Score: 2003-2007
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1 T 21 | 22
| |

250 - - : . 1 1

240 - 250 247 247

230

220 -

210 -

200 -

190 -

180 -

170 - -

160 . .
2003 2005 2007

—o— NSLP Eligible =—o=NSLP Not Eligible

NOTE: The NAEP Reading scale ranges from O to 500. Observed differences are not necessarily statistically significant.
SOURCE: U.5. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress {NAEP).



Scale Score

NAEP Reading Grade 8 — Students with Disabilities

Gap - Average Scale Score: 2003-2007
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NOTE: The NAEP Reading scale ranges from 0 to 500. Observed differences are not necessarily statistically significant.

SOURCE: U.S. Department of Education, institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress {NAEP).



Scale Score

NAEP Reading Grade 8 — English Language Learners

Gap - Average Scale Score: 2003-2007
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NOTE: The NAEP Reading scale ranges from 0 to 500, Observed differences are not necessarily statistically significant.
SOURCE: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress (NAEP).




Scale Score

NAEP Reading Grade 8 — Gender
Gap - Average Scale Score: 2003-2007
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NOTE: The NAEP Reading scale ranges from 0 to 500. Observed differences are not necessarily statistically significant. )
SOURCE: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational Progress (NAEP).
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For Inmediate Release Contact;: Julie Johnson Thompson
June 1, 2009 (501) 683-4786 / (501) 766-7976

'|u|ie.thompson@arkansas.gov

LITTLE ROCK: Governor Mike Beebe and Arkansas Commissioner of Education
Ken James today joined the Common Core State Standards Initiative, a state-led
process to develop common English-language arts and mathematics standards.
The Common Core State Standards Initiative will be jointly led by the NGA
Center for Best Practices (NGA Center) and the Council of Chief State Schooi
Officers (CCSSO).

In addition to Arkansas the following states and territories have also signed a
Memorandum of Agreement (MOA): Alabama; Arizona; California; Colorado;
Connecticut, Delaware; District of Columbia; Florida; Georgia; Hawaii; Idaho:
lllinois; indiana; lowa; Kansas; Kentucky; Louisiana; Maine: Maryland;
Massachusetts; Michigan; Minnesota: Mississippi; Montana; Nebraska:
Nevada; New Hampshire; New Jersey; New Mexico; New York; North Carolina:
North Dakota; Ohio; Oklahoma; Oregon; Pennsylvania; Puerto Rico; Rhode
Island; South Dakota; Tennessee; Utah; Vermont; Virgin Islands; Virginia;
Washington; West Virginia; Wisconsin; Wyoming.

In the twenty-six years since the release of A Nation at Risk, states have made
great strides in increasing the academic rigor of education standards. Yet,
America’s children still remain behind other nations in terms of academic
achievement and preparedness to succeed.

By signing this MOA, Governor Beebe, Dr. James and their colleagues across
the country in commit to a state-led process to develop a common core of state
standards in English-language arts and mathematics for grades K-12. These
standards will be research and evidence-based, internationally benchmarked,
aligned with college and work expectations and include rigorous content and
skills.

"l appreciate Gov. Beebe's strong support of this initiative," Dr. James said.
"Because of his leadership and focus on education, our state has been at the
forefront of this movement, which will undoubtedly accelerate the academic and
economic success of our state as well as our nation.”

The Common Core State Standards Initiative will build directly on recent efforts
of leading organizations and states that have focused on developing college-and



career-ready standards and ensure that these standards can be internationaily
benchmarked to top-performing countries around the world. The goal is to have
a common core of state standards that states can voluntarily adopt. States may
choose to include additional standards beyond the common core as long as the
common core represents at least 85 percent of the state’s standards in English
language arts and mathematics. The second phase of this initiative is to
ultimately develop common assessments aligned to the core standards
developed through the process.

‘Because Arkansas has worked in recent years to align the rigor of our state's
mathematics and English language arts standards with college- and career-ready
requirements, we will be well-positioned to implement the common core state
standards,” Dr. James said. “Even 80, we know that the common core effort will
produce standards that are rigorous, clearly stated, and fewer in number that
what we presently teach so that Arkansas’ teachers will be able to spend the
time to teach concepts and applications at the necessary depth for high-level
learning.” :

The NGA Center and CCSSO will coordinate the process to develop these
standards and will create an expert validation committee to provide an
independent review of the common core state standards, as well as the
grade-by-grade standards. This committee will be composed of hationally and
internationally recognized and trusted education experts who are neutral to — and
independent of — the process. The college- and career-ready standards are
expected to be completed in July 2009. The grade-by-grade standards work is
expected to be completed in December 2009

- The Arkansas Department of Education strives to ensure that all children in
the state have access to a quality education by pro viding educators,
administrators and staff with leadership, resources and training.



Arkansas joins effort on curricular system
ARKANSAS DEMOCRAT-GAZETTE

Arkansas is joining with 45 other states to develop common curriculum standards in math and
English/language arts for public school students in kindergartenthrough-12th grades.

Gov. Mike Beebe and Education Commissioner Ken James signed a memorandum of agreement
on behalf of the state to support the Common Core State Initiative that is jointly led by the
National Governors Association’s Center for Best Practices and the Council of Chief State School
Officers. '

Curriculum standards are the basis for what is taught and then tested for in schools.

Arkansas was scheduled to revise and update its own curriculum standards or “frameworks” for
English/language arts this year. James announced earlier that the state would hold off on that
work, pending the outcome of the development of the common standards.

Historically, curriculum standards were developed by local systems and, more recently, by
individual states for their public schools.

This state-led national initiative is an attempt to develop a set of common standards that can be
voluntarily adopted by multiple states. The goal is to produce rigorous standards that are based on
research, that are comparable to standards in other high-achieving countries, and that are aligned
with the skills and knowledge that students need to be successful in college and the work force.

“As state school chiefs, we have been discussing and building momentum for state-led, voluntary
common standards that are both rigorous and internationally benchmarked for the past two
years,” said James, who is president of the Council of Chief State School Officers in addition to
his Arkansas duties.

“The broad level of commitment we have received from states across the nation for this
unprecedented effort is both gratifying and exciting. It also clearly illustrates that this is an idea
whose time has arrived,” James said in a news release.

Washington, D.C., the U.S. Virgin Islands and Puerto Rico are participating with the states in the
initiative,

The only states not fully participating are Texas, South Carolina, Missouri and Alaska.
Education Week said the states have a variety of reasons for not joining,

Missouri, for example, is waiting for the appointment of a new director of the Missouri
Department of Education. South Carolina’s independently elected education chief has signed up
to participate, but the governor has not. Texas has Just revised its curriculum standards and
purchased supporting textbooks and materials, the weekly said.

The College Board and ACT Inc., the makers of collegeentrance exams, along with Achieve Inc.,
a nonprofit organization that advocates and assists in developing high standards, are assisting the
governors association and the state education chiefs in devising the standards. In doing so, they
will build on existing standards developed by individual states and by leading organizations in the
different subject areas.



The governors and education chiefs’ organizations also will form a validation committee of
nationally and internationally recognized education experts 10 independently review the proposed
standards, according to a news release from the Council of Chicf State School Officers.

Each state may choose to add to the common set of standards, but the common core should make
up at least 85 percent of a state’s standards in English and math.

The college and career-ready standards - high school standards - are expected to be ready for state
and public review as soon as next month.

The grade-by-grade standards for math and English/ language arts are expected to be completed
in December for consideration by each state.

“We know that the common core effort will produce standards that are rigorous, clearly stated,
and fewer in number that what we presently teach so that Arkansas’ teachers will be able to spend
the time to teach concepts and applications at the necessary depth for high-level learning,” James
said in the news release.

This article was puablished on page 14 of the Thursday, June 04, 2089 edition in the Northwest Arkansas
section.



Key elements of
counting.cardinality, and
ordering small numbers:

The number word list
must always be used
in its usual order.

When counting
objects, each object
must be counted once
and only once—ne
skipping objects, and
ho returning to
objects that have
already been counted.
Butany counting
process that satisfies
this rule is correct.

The last word stated
in counting tells “how
any.”

“Later is greater”:
Numbers said later in
the count refer to
larger quantities.

Appendix B-2

Precursors for Kindergarten Mathematics

The Common Core State Standards for Mathematics begin at kindergarten—but a
child’s mathematical development begins even earlier. Therefore, as a preface to the
standards, we describe here some of the important foundations in early
mathematics that students are building on as soon as they enter kindergarten.t

Counting is such a fundamental part of life that one might not realize how
complexan activity it really is. When a child counts a set of seven bears, the child
says the number word list 1, 2, 3, 4, 5, 6, 7, while pointing toone new bear for each
number, This requires knowing the number list by heart as a list of separate words
with a fixed ordering. It also requires an understanding ofcounting as a procedure
that “tags” objects with number words in a one-to-one fashion. All of this takes time
to learn. However, even students who can use the number words one through seven
to enumerate a set of bears still might hot understand that there are seven bears.
When asked "How many bears are there,” such a student regards the counting
performance itself as an answer, instead of answeri_ng “seven bears.” Such a student
has not yet learned that the last number said while counting not only refers to the
individual bear that got “tagged” last, butalso describes the set of bears as a whole,
indicating that the set has seven members. This is called the cardinality principle:
the last number in the count tells “how many.”

A milestone in children’s ﬁnderstanding of cardinality is the ability to count out
n things, or to produce sets with a specified (small) number of objects. Examples
would be, “Let me hear three claps,” or “Bring me four books from that shelf” In the
latter case, the student should bring the teacher four beoks, not the Sfourth book in
the student’s count. .

Counting needn’t always involve collections of physical objects. Over time,
students should progress to count such things as sounds, events, parts of an object
(windows on a house, corners of a polygon), or abstract entities such as days of the
week. Children in prekindergarten should have extensive experiences in working
with numbers and using them to describe their environment.

Recognizing the number of objects at a glance, without having to count them one
by one, is called subitizing.*Subitizing aids students in understanding the cardinality
principle. It also builds toward conceptual subitizing, the ability to see larger
numbers as made of smaller chunks (without having to count those chunks). In Jater
grades, students will apply such strategies as they learn the base-10 system, coming

! Some material is used verbatim from National Research Council. (2009). Mathematics Learning in Early Childhood:
Paths Toward Excellence and Equity. Committee on Early Childhood Mathematics, Christopher T, Cross, Taniesha A.
Woods, and Heidi Schweingruber, Editors. Center for Education, Division of Behavioral and Sacial Sciences and Education.
Washington, DC: The National Academies Press.

? pronounced SO0-buh-tizing or SUH-bit-izing. Op. cit., p. 5-2.



to see the number “12” not only as “twelve ones” (twelve tally marks), but as a tens-
unit and two ones-units.

Early elements of counting and cardinality include being able to recite the count
sequence to 39 or higher, distinguishing the counting words as separate words and
producing them in a stable order {with fluency important at least up to 5); being
able to recognize the number of objects in groupings of 1, 2 or 3, without having to
count the objects one by one (i.e,, subitizing to 3); using counting to answer “how
many?” questions with small numbers of things, or up to 15 things if in a row; and
producing sets with a given (small) number of objects; and being able to read
written numerals 1 through 10, and write some of these numerals.

Early elements of solving simple story problems and number combination
problems include being able to use matching and counting strategies to decide
whether one set is more than, less than, or equal to ariother set in number of objects
(<5); being able to solve story and number combination problems with totals less
than or equal to 8;3being able to use fingers to express numbers 6 through 10 as 5
plus another number; working on learning how to decompose 3,4, and 5 (e.g, 5 =4
+1,5 = 3 + 2); and experiencing enough problem situations so that some sums and
differences become known. '

3 Young children solve situation and combination problems by maodeling (using objects, using fingers, or modeling
mentally}; by just knowing the answer; or by seeing or counting the answer.



A Note on the Format of the Grade-Level Working Drafts

Each grade is introduced with a short narrative overview entitled “Developing Coherent
Understanding.” This narrative is a capsule summary of the most important strand
progressions appearing in the given grade. (The strand progressions themselves are listed
at the end of this document. They will be described in greater detail in a separate
Progressions document).The overview narrative links the present gradeto the previous
grades and the grades tocome, giving a sense of the learning trajector(ies) that students are
on—and giving a sense of how those trajectories intersect and flow together, as for
example when fractions, multiplication, and division intersect and flow together in the
study of ratios in grade 6. The overview narratives need not address everything that
happens in each given grade. Rather, they focus on themost important developments at
each point in time.

The grade level overview is followed by a series of several headings, each orie the title
of a single progression having significant presence in the grade in question. Under each of
theseprogression headings, there appear core concepts that students should understand,
and core skills that students should acquire.

Example of a Progression appearing in Grade 2:

Progression heading {typically persists across a span of grades)

/ Progression key {links to Progressions doecument)

|.d
Base 10 Computation 1

T -units mak -anit.

Core Concepts - &, fentens-units make a hundeads -unit

_1.’ B Athrez-digit number ismade up of some hundveds, some tens and some oues. Each unit is composed af

Students ten of the nent smalker unit

understand that: € Inromparing thres-digit aunthers, the hundreds digls is decisive, unless the two numbers have the same
hundrads digit in which case, the tens digits 2re considered next. and finaly the 1s diglts if all lavger diglts
are the same. )

o inadding or subtracting one operates separately with the units of sach size, except when regrouping is
ugeded,

& The scheme for regrouping isthe same at each place, because each unit is composed of ten of the smaller
uait.

Core Skills - 1 Compare and ardsr numbers to 1,800

Students can —p 2 Givena three-dight number, quickiy find 10 more or 10 less than the number, and guickiy find 100 mare or 100

dd lessthan the nuinber.

an [+H

3 Addand subtract muitidight numbars by using decompasition strategies, jumnp strategies, and other strategies
based on placa valua.

4 Xnow the addition table to aukomaticity: Given two numbers 0-10, guickly stete their sum, and given two
oumbers 0-20, guickly state their giffzrance.

5 Compute sums and differences mentally, by applying conceptsof place value and rulesof arithmetic 2




Kindergarten*

Developing Coherent Understanding

Kindergarteners rapidly extend their knowledge of numbers beyond what they have already
learned at home or in preschool. Their sense of cardinality; their growing fluency with the number
word list; their skill at 1-1 counting correspondence; and their knowledge of written number
symbols will all strengthen and begin to flow together.

Children at this age model situations with objects, fingers, and math drawings, and they use
cardinal counting® to solve problems; the teacher can also write equations to go with the
problems.For more than/less than relations, or comparisons with totals up to 10, students can act
out or show the situation, and count or match to solve.

Students’ work in relations and operations in kindergarten serves a double purpose. It helps
children become more fluent in modeling, cardinal counting, and number partners, while also
promoting fluency with the number word list. Fluency with the number word list helps students
graduate to counting on strategies which they will need in Grade 1 to solve more challenging
problems. '

Students in kindergarten use = and  symbols. They are working on learning the partners for 6,
7,8,9,10 {e.g., 10 =6 + 4, 10 = 3 + 7, etc.); knowledge of these partners should grow naturally out
of extensive experience with numerical situations. It is important to begin learning the partners for
10 in kindergarten, because students in grade 1 will be using make-a-ten methods to find sums and
differences within 20. _

Students will naturaily add numbers in a flexible order (using the fact that a + b = b + q),
especially in part-part-whole problem situations. Likewise, students will learn through experience
that adding or subtracting zero doesn’t change a number (a + 0 = a = 0 + a). These two principles,
which kindergarteners themselves need not articulate, are the beginnings of the Rules of
Arithmetic, which will become more useful, and more formalized, throughout elementary school,
eventually becoming the basis for algebra.

An important milestone for kindergarteners is to be able to see teen numbers as a ten and some
‘extra’ ones. Thus, 18 is a ten and eight ‘extra’ ones, The same rule holds for the number 10 as well:
itis a ten and no 'extra’ ones. For students to view ten ones as a ten, a perceptual shift is required.
Whereas the number 10 has always described ten distinct things, *, *, %, *, %, %, %, %, %, %,
students must now be able to “package up” these ten distinct things into a single thing—a single
unit—as * k%% % % % & % *_ A single one of these tens-units is worth ten ordinary ones-units.
Mentally packaging ten distinct things into a single tens-unit—a process known as unitizing—is the
first major step students will take along a multiyear progression leading to fluency with base 10
arithmetic.

4 Some material is used verbatim from National Research Council. (2009). Mathematics Learning in Eorly Chiidhood: Paths Toward Excellence
and Equity. Committee on Early Childhood Mathematics, Christopher T. Cross, Taniesha A. Woads, and Heidi Schweingruber, Editors. Center for
Education, Division of Behavioral and Social Sciences and Education. Washington, DC: The National Academies Press.

3 Cardinal counting means using counting to tell how many items there are in a set (not just “tagging” each item in the set with its own
number word).



Counting and Cardinality na

A

B2W N

The number word list through 100 follows patterns, but also has some irregularities.

Say the number word list from O to 100 by ones; skip count by tens to 100.
Count on from a given number within the known sequence {instead of aiways counting from 1).
See collections of up to 8 objects as being composed of subgroups (conceptual suhitizing).

Use cardinal counting to answer “how many?” questions with up to 10 things in various arrangements (e.g.,
array, circular, scattered), or up te 25 things if in a row,

Write numerals from O to at least 19. Read numerals O to 100.

Base 10 Computation nb

Lo I o T ~ - B -

Ten ones make a unit of ten.

A teen number is a ten and some ‘extra’ ones. _

Decade words refer to groups of tens. For example, thirty refers to a group of three tens.

A two-digit number is some tens and some ‘extra’ ones. For example, 29 is two tens and nine ones.

Know the partner of each number 3 to 9 {i.e., the number that makes 10 for each number 3 to 9).

Early Relations and Operations nc

A

4

Counting on 1 is the same as adding 1. That is, one more thana number is the next number in the count,
and one less than a number is the previous number in the count,

Use matching and cardinal counting strategies to decide whether one set is more than, less than, ar equal to
another set in number of ohjects (< 10).

Compare and order numbers < 20 (based on their numeral representations).

Salve situation problems and oral and written number combination problems with totals less than or equal to
10.

Experience enough problem situations so that some additions and subtractions become fluently known,

Quantity & Measurement nd

A

Objects have various attributes (such as length, weight, “purpleness,” bitterness, and so on}; a single object
might have several attributes of interest.

Directly compare two objects to see which one has “more of” a shared attribute.

Rank three objects by a shared attribute, and use transitivity to compare two objects indirectly.

Geometry: Progression to be determined

A

1

L]
f.]



Grade 16

Developing Coherent Understanding

Grade 1 brings two major developments in students’ ability to solve problems. First, students in this
grade replace “counting all” strategies with more powerful “counting on” strategies. Back in
Kindergarten, students might solve the problem 8 + 6 = ?by first drawing eight circles, next drawing
six more circles, and finally counting all of the circles to abtain the answer 14. But students in grade
1 must come to “trust” eight as a cardinal number and then use it as starting point for counting on.
Thus the student might say, “Eiiiight......nine-ten-eleven......twelve-thirteen-fourteen. The answer is
fourteen.” (The pauses are helping the student to keep track of how many have been counted on.
This student is taking advantage of the additional prior knowledge that 6 = 3 + 3.) When counting
on, the student sees 8 as a cardinal number—an amount—but immediately shifts perspective to
view 8 as a member of the number word list, a starting point for counting,

The second major development in problem solving is the wider scope of problems students are
able to solve. Using more powerful solution methods such as counting on (and, for some students,
making tens and other derived fact strategies), students can now solve all types of addition and
subtraction problems, including relatively difficult ones such as comparison problems and join
problems with change unknown. _

Through their extensive experiences with numerical situations, students will naturally learn
that three or more addends can be combined in any order (the “any which way” rule). This
realization will play an important role in make-a-ten strategies, as when students solve 6 + 7 = 6 +
(3+4)=6+(4+3)=(6+4)+3=10+3=13.This kind of reasoning process relies on the
commutative and associative rules for addition. Students should be able to describe the stepsin
their reasoning, though they need not use technical terms. Such reasoning will be important in
grade 2 and beyond when students are learning the base-10 algorithms for adding and subtracting
multidigit numbers. Already in grade 1, students are laying foundations for base 10 arithmetic by
seeing, counting, writing, and working with tens-units and ones-units from 1 to at least 100.

Students in grade 1 begin to measure—that is, they assign numbers to continuous quantities
using a chosen unit. More than simply “using a ruler,” measurement is a rich visual and conceptual
process in which students tiiust mentally partition an object inta copies of a unit and iterate the unit
to count the number of “copies” of the unit the object “contains.” This imaginative process builds on
students’ shape composition and decomposition work in geometry. g

Measurement in standard units lays a foundation for, and will continue to play a role in,
important subjects in later grades, such as multiplication, division, fractions and ratios, For
example, fractions are introduced in grade 3 using ideas of partitioning and unit fractions.

Grade 1 students work on their spatial reasoning, but they also take the first steps beyond a
purely visual-holistic approach to shapes by beginning to classify shapes based on specific
properties. This is the beginning of a trajectory that will continue up through later grades, when
students will become able to reason deductively about shapes based on their properties.

¢ Some material is used verbatim from National Research Council. {2009). Mathematics Learning in Early Childhood: Paths Toward Excellence
and Equity. Committee on Early Childhood Mathematics, Christopher T. Cross, Taniesha A. Woods, and Heidi Schweingruber, Editors. Center for
Education, Division of Behavioral and Social Sciences and Education. Washington, DC: The National Academies Press,



Early Relations and Operations nc

Counting on is just an abbreviation of counting all, in which the initial counts are omitted.
Addition and subtraction are related; subtraction can be thought of as finding a missing addend.

Use counting on strategies or derived fact strategies to solve situation problems and oral and written number
combination probiems with totals less than or equal to 20,

Experience enough problem situations so that many or all sums and differences within 20 become fluentiy
known. ‘

Base 10 Computation nb

A

[ N (N S

Any teen number is larger than any single digit number.
Teen numbers are ordered according to their ones digits.

In comparing two-digit numbers, the number with more 10s is larger; if the number of 10s is the same in
each, the number of 1s decides. ' '

Count to 120 or beyond using mixed units: units of ten plus leftover units of ones.

Compare and order numbers to 120 (based on their numerical representations).

Use make-a-ten strategies to solve number combinations suchias 7+?=16and 17 -9 =2,

Find 10 more or 10 less than a number, o '

Add one-digit numbers to two-digit numbers; add multiples of 10 to twe-digit numbers; add two-digit numbers
with no regrouping required.

Fluently write numerals to 19; write numerals to 120.

Quantity & Measurement e

A Lengths are measured by comparing them to other lengths, e.g. the standard lengths 1 inch, 1 foot, 1

[

centimeter, 1 meter. The length of an object can be measured {expressed numerically} by the number of
length units that span it with no gaps or overlaps.

Lengths are additive; If an object or figure is decomposed into several pieces, then the length of the whole
can be found by adding thelengths of the pieces,

Measure whole-unit lengths in units of inches, feet, and centimeters; determine total length by adding lengths
of two parts.

Geometry: Progression to be determined

A

1

]
[.]



Grade 2

Developing Coherent Understanding

In second grade, students begin serious study of the base-ten system of place value. They extend
their number sense to larger numbers, extend automaticity with addition and subtraction facts to
20, and explore and invent algorithms for adding and subtracting two-digit numbers. These
algorithms are built on the twin foundations of place value and the rules of arithmetic.

Meanwhile, students solidify their understanding of the operations of addition and subtraction
by continuing to apply these operations in diverse problem solving situations. These include all the
usual joining, separating, and comparing situations, as well as situations involving addition and
subtraction of lengthsand nonroutine problems. The numbers in problems should sometimes have
significance in base 10; for example, students might have to find 100 less than‘a number to solve a
problem, or join two groups of 30 things. :

In this grade, the numbers in story problems become larger, and a more explicit understanding .
of the inverse nature of addition and subtraction comes into play as a solution strategy. Students at
this grade can represent situations as written equations with unknowns, reflecting on the equations
to solve the problems. _ . o

Students’ work in measurement in this grade takes them closer to multiplicative reasoning and
unit fractions, by introducing units composed of smaller units. [[Need to discuss the {continuous)
number line at this grade. Not sure what to say about it here, but it shouldn’t just pop up suddenly
in grade 3 when we use it to talk about fractions. N.B., the number line should not be introduced
before Grade 2 (Early Math Panel, p. 5-22}.]]

In geometry, students continue progressing toward a more logical, verbal perspective based on
the properties of shapes. Meanwhile, the work they are doing in measurement will support their
study of perimeter in grade 3.

Understanding & Applying Operationsne

A Addition and subtraction apply te situations of joining, separating, comparing parts to wholes, and
comparing magnitudes to one another. These situations can be represented by addition and subtraction
sentences such as a+b =¢, b= ¢ - a, and so on.

8 When any tivo of the numbers in an addition or subtraction number sentence are known, the unknown
number can be found, whether by using fact recall, or, in situations with larger numbers, by using the
inverse relationship between addition and subtraction.

1 Produce full sets of number combinations, asintheset5+3=8,3+5=8,8=5+3,8=3+45,8-5=3,8-3=
53=8-505=8-3,
2 Solve a variety of routine and nonroutine addition/subtraction story problems with numbers up to two digits.”

Base 10 Computation b

7
Includes problems involving total length, length increase, and length differences.



A Ten tens-units make a hundreds-unit.
A three-digit number is made up of some hundreds, some tens and some ones. Each unit is composed of

| ten of the next smaller unit.

| ' ¢ Incomparing three-digit numbers, the hundreds digit is decisive, unless the two numbers have the same

| hundreds digit, in which case, the tens digits are considered next, and finally the 1s digits if all larger digits
are the same. :

0 Inadding or subtracting, one operates separately with the units of each size, except when regrouping is
needed.

E The scheme for regrouping is the same at each place, because each unit is composed of ten of the smaller
unit.

1 Compare and order numbers to 1,000.
2 Given a three-digit number, guickly find 10 more or 10 less than the number, and qunckly find 100 more or 100
i : less than the number.
‘ 3 Add and subtract multidigit numbers by using decompasition strategies, jump strategles and other strategies
based on place value.

4 Know the addition table to automaticity: Given two numbers 0-10, quickly state _their sum, and given two
numbers 0-20, guickly state their difference. :

5 Compute sums and differences mentally, by applying concepts of place value and rui_es of arithmetic.®

Quantity & Measurement nNa

A When measuring a length, if a smaller unit is chosen, more units must be iterated to measure the length in
«  those units.

A small number of long units might form a greater total length than a large number of small units.

€ Anumberline is a straight line that has been marked off with multiples of a length unit. Numbers on the
number line indicate distance from the zero point.

b Onanumber ling, the sum P + ¢ lies g units to the fight of P. The difference P - gliesq units to the left of P.

1 Measure whole-unit lengths in units of inches and centimeters.’
2 Measure lengths in units composed of 10 or 12 of a smaller unit.
3 Represent sums on the number line; determine lengths of intervals on the number line.

Geometry: Progression to be determined
A [f.]
1 [.]

8 .
Includes sums of four one-digit summands, making tens where halpful, Students should he able to add two-digit numbers mentally.

2 Includes measuring lengths of line segments, lengths of stratght, skinny objects, and straight-line linear measurements on shapes, such as the

heights, widths and diagonals of rectangles and rectangular objects, widths {diameters) of circles, etc.



Grade 3

Developing Coherent Understanding

Grade 3 opens up two very important chapters in a student’s study of mathematics. One new
chapter is multiplication and division. Students must be given time to learn the meanings of these
operations to solve a variety of problems. They learn how multiplication and division problem
situations share the basic multiplication structure axb = p- This structure can be understood as ‘a
groups of b things equals p things.’ The groups must have the same number of things in them to be a
multiplication. Common ways to get equal sized groups are sharing and distribution. When any one
of the numbers (a,b,p) is missing, it can be found from the two given numbers using multiplication
or division. _

Students simultaneously begin working on multiplication fact recall, which for most students
will solidify over the next several years to come. Grade 3 multiplication and division is the starting
point for a long trajectory, one that leads to proportional reasoning and linear equations in middle
schaol. . _

Students’ insights into place value developed adding and subtracting extend to multiplication
and division. They see how the product of a 1 digit number and 2 or 3 digit number is the sum of the
products of the 1 digit number and each base ten component. This is a use of the distributive
property. They see how division by a one digit divisor can be done by breaking the dividend apart
by place value and using the distributive property to find the quotient in pieces by place value,

Fractions are the other major chapter that opens in grade 3. Students in grade 3 must enlarge
their concept of quantities to include fractional quantities. This is one of the most important
transitions in school mathematics. To make sense of fractions, students will need time and repeated
experiences discussing and reasohing about fractions as they use fractions to describe and solve
problems about quantities, and as they represent fractions with such things as fraction strips (made
of paper or drawn) and number lines. Measurement contexts are helpful in making fractions
concrete and fractions are essential for understanding measurement quantities.

Fractions are introduced using unit fractions, fractions with numerator equal to 1. Unit fractions
are formed by dividing a whole inte equal parts. An important case is when the “whole” in question
is the part of the number line lying between 0 and 1.

Dividing a whole into equal parts points to a deep connection between fractions and division.
This connection emerges in full only by grade 6, when students understand the fraction /b as the
quotient a+b.

Meanwhile, students in grade 3 also grow toward mastery of addition and subtraction, They
apply addition and subtraction to solve a variety of routine and nonroutine problems, and they gain
fluency in computation of multidigit sums and differences. They add and subtract mentally in
special cases, such as 2,500 + 6,000, and they add or subtract smoothly using pencil and paper
when numbers are large. Students can use place value to explain what they do when adding and
subtracting in expanded form. The steps in the standard algorithm, such as “borrowing past zero,”
make sense to them given their understanding of place value, which has been developing steadily
since first grade.



Understanding & Applying Operationsne

A

axh = p means the total number of things, p, in a groups of b things each. When any two of these numbers
are known, the unknown number can be found by multiplication or division. '

p+a = b means the number of things, b, in each group when p things are divided equally into a groups.

p+b = a also means the number of groups, g, that result when p things are divided into equal groups of b
things each.

The total number of things in @ groups of b things each is the same as the total number of things in b
groups of a things each, that is, axb = bxa

Dividing by a smaller number gives a larger quotient.

Multiplying by bthen dividing by b leaves a number unchanged. Likewise, dividing by b and multiplying by
b leaves a number unchanged.

Solve a variety of routine and nonroutineproblems requiring addition/subtractionﬁm
Solve story problems about things that are organized into equal groups in an apparent way.
Solve multistep story problems requiring both addition/subtraction and multiplication/division:

Base 10 Computation b

A

Yok W N R

Digits in each place are worth ten times as much as digits in the place to the right; comparisen of numbers
is decided by the leftmost digit, with subsequent digits breaking ties.

The product of a one-digit number times a multidigit numher is the sum of the products of the one-digit
number times each base 10 component. This is an instance of the Distributive Rule.

Multidigit numbers can be expanded into sums of units, tens, hundreds, and so on. The expanded forms
can be used to add, subtract, multiply and divide mentally and with paper and pencil.

The standard algorithms for addition and subtraction use a vertical format to align digits with the same
units. Trading cperations are used to group and regroup.

Demonstrate number sense of place value for numbers to 100,000.

Add and subtract three-digit numbers in‘vertical format using the standard right-to-left algorithms.
Quickly recall multiplication facts for which one factor is 0, 1, 2, 5 or 10 and the related division facts.
Multiply two and three digit numbers by single digit numbers,

Divide two and three digit numbers by single digit numbers, without remainder.

Fractions nr

To show 1/n of something, divide the thing into n equal parts.

All fractions are built from putting unit fractions together. In general, 9/b of something is the amount
formed by a parts, each of which is /6 of the thing.1!

nfp = 1 for any nonzero whole number n.

Fractions are numbers with magnitudes and can be placed on a number line. To show 1/ as a number,
divide the part of the number line lying between 0 and 1 into b equal parts. The number /b lies at the right
endpoint of the first subinterval. The number 9/» lies at the right endpoint of a copies of this subinterval
laid end to end.12

10 This includes addition and subtraction situations involving lengths and time intervals.

1 This includes so-called “impreper” fractions. For example, 17f5is17 parts, each of which is 1/¢ of a thing.

12 This includes so-called “improper” fractions. For example, 17/5 lies at the right endpoint of 17 copies of the subinterval 1/5laid end to
end,



Fractions can be compared as to their magnitude. A fraction q is greater
represents a greater portion of the same whole, or when g lies to the right of r on a number line.

For unit fractions, the greater the denominator, the smaller the fraction.

Use fractions to describe quantities {“After the party there were 1 1/3 pizzas left over”), parts of wholes, and
parts of a collection.

Place fractions in correct position on a number line.
Compare and order fractions with equal numerators or equal denominators.

Use 1/2 and 1 as benchmark numbers to compare and order fractions (such as 3/8 and 7/10} that have unaqual
numerators and denominators.

Solve story problems that involve ordering and comparing fractional quantities.

Quantity & Measurement

A

n bW

Durations of time are measured by comparing them to other durations of time, such as the earth’s rotation
period or the duration of time required for an hourglass to empty. : :

Durations of time can be represented as lengths, with longer durations pictured as segments of greater
length.

Measure lengths using rulers marked with halves, fourths, and eighths of inches,
Measure distance around an object’s boundary to half-unit aécu_raéy.

Compute perimeters of polygons by adding given si'dé lengths.. . '
Compute elapsed time to the nearest minute,

Collect data using a systematic format, and construct frequency tables and line plots to summarize and display
the data. :

Geometry: Progression to be determined

A

1

f.d
{d



Grade 4

Developing Coherent Understanding

Fourth grade students learn that the fraction representation of a number is not unique. For
example, the symbols 2, 19/5, and 8/4 all refer to the same value or point on a number line. This
complication was not present for whole numbers, which have unique representations in base 10.
Given a fraction, various fractions equivalent to it can be generated by multiplying or dividing
numerator and denominator by the same nonzero whole number.

Students first learn to add and subtract fractions with the same denominator, starting with the
case where the sum is less than 1. They understand and can explain (using fraction strips or
number lines) that when they add or subtract fractions with the same denominator, they are
working with like parts, and the sum or difference is the fraction that tells howrmany"of those parts
are in the result. For example, 3 fifths plus 1 fifth is 3+1 fifths and 5 sevenths minus 2 sevenths is 5
- 2 sevenths. In fact, the same reasoning underlies addition and subtraction in the decimal system,
where ones are added to ones, tens are added to tens, tenths are added to tenths, and so on. In both
cases, students add or subtract like units. o

To add and subtract fractions with unlike denominétors, students first find equivalent fractions
with the same denominator. They see that when fractions have different denominators, such as /3
and 3/4, they are not expressed in terms of like parts (2/3 is in terms of thirds and 3/4 is in terms of
fourths, but thirds and fourths are not the same size). By reasoning about fraction strips or number
lines, students understand that when they give fractions common denominators, they express both
fractions in terms of like parts, i.e., in terms of the same unit fractions. Students then understand
that once they have changed the fractions to equivalent ones that have the same denominator, they
have reduced the problem of determining the sum or difference to the previous case.

Decimals are introduced in grade 4 as a representation of fractions with standard denominators
10, 100, 1000. Decimals extend and complete the base 10 system of place value; each base 10 unit is
ten times larger than its neighbor to the right, and each base 10 unit is 1/10 as large as its neighbor
to the left. Computati'cin with decimals is delayed until grade 5 to allow time for students to build
conceptual connections between fractions and decimals.

Students in grade 4 are also building whole number fluency with multiplication and division
facts and computation. Together with a good understanding of fractions, fluency with multiplication
and division gives students a secure footing for later grades, when students will learn the
sophisticated uses of multiplication and division that we call proportional reasoning.

In geometry, students learn the concept of area. As with any other quantity, areas are measured
by comparing them to other areas—in this case, the areas of unit squares. Thus, the area of a figure
is measured by the number of unit squares needed to cover it with no gaps or overlaps. Students
use this concept to compute areas for rectangles, and for shapes decomposable into rectangles.
Students are also building their geometric vocabulary by studying lines, line segments, and angles.
Naming these elements enables students to analyze shapes more systematically in terms of their
constituent parts.



Understanding & Applying Operationsne

A Quantities in context can be added and subtracted only when they refer to the same underlying unit. For
example, ¥ of a box of cookies and % of a cookie do not add up to 1 cookie.

1 Solve multiplicative comparison problems with whole numbers {problems involving the notion of “times as
much”}.

2 Solve multistep and nonroutinestory problems requiring both addition/subtraction and multiplication/division
of whole numbers.

Solve story problems that involve adding and subtracting fractional quantities.
4 Solve story problems that involve comparing and crdering decimal quantities.

Base 10 Computation wn

A Adecimal number stands for a sum of fractions whose denominators are powers of 10. For example, 0.349
stands for 3/10 + 4/100 + 9/1000.

B Decimal digits in each place are worth ten times as much as digits in the place to the right; comparison of
decimal numbers is decided by the leftmaost digit, with subsequent digits breaking ties.

Demonstrate number sense of place value for numbers from0.001 to 1,000,000,

Fluently add and subtract multidigit numbers in vertical format using the standard right-to-left algorithms.
Quickly recall multiplication facts to 10 x 10 and the related division facts.

Fluently multiply two, three and four digit numbers by single digit whole numbers; fluently multiply two-digit
numbers by two-digit whole numbers.

5 Divide two and three digit numbers by single dlglt numbers with remainder; divide four-digit numbers by a
multiple of 10 with remainder, > :

FURE S T

Fractions nr

A Two fractions are equal (or "equivalent”) when they occupy the same point on a number line—or, what is
the same, when they represent the sarne portion of a whole.

B Multiplying or dividing the numerator and denominator of a given fraction by the same nonzero whole
number yields a fraction that is equivalent to the given one: (m<0)/(nxs) = 9/b and te+n/(b+n) = afp,

¢ A mixed number stands for the sum of its whole number portion and its fractional portion.

Rename fractions to equivalent forms and identify equivalent fractions."*
Compare and order fractions; place fractions on a number line.
Add and subtract fractions with like or unlike denominators.™

Use decimals to describe quantities {“The bike path is 1.75 miles long”), parts of wholes, and parts of a
collection.

BW N

(1]

Compare and order decimals; place decimals on a number line,
6 Know the decimal equivalents for halves and fourths.

13 Students should be able to express the result of diviston as a number sentence; for exampie, 720 + 7 = 102 r 6 can also be stated as 720 =
7x102 + 6.

34 This includes the faliowing types of equivalence: ¥a=4%/5 3% ="7/2, =3 %,

B Addition and subtraction of mixed numbers is optional at this grade.



Quantity & Measurement ndg

A The area of a closed plane figure is a measure of how much space it encloses,16

B Asquare with side length 1 unit is said to enclose “one square unit” of area. The area of a closed plane
figure can be measured (expressed numerically) by the number of square units that fit inside it with no

gaps or overlaps.

€ Tiling a rectangle with unit squares shows that a rectangle a units long by b units wide encloses an area of
axb square units.

D Areais additive: If a figure is decomposed into several pieces, then the area of the whole figure can he
found by adding the areas of the pieces (expressed in common units).

E  Anangle is measured by the number of one-degree angles that fit inside it with no gaps or overlaps.

1 Measure and compute whole-square-unit areas of real-world and geometric figures decomposable into
rectangles. :
2 Measure angles in whole-number degrees using a protractor; sketch angles of specified measure.

Geometry: Progression to be determined

1 intuitively, the area is a measure of how long it would take to “color in” the figure evenly with a crayon; by contrast, intuitively perimeter is a
measure of how long it would take to trace around the figure.



Grade 5

Developing Coherent Understanding

Previously, students have understood fractions as repeated sums of unit fractions. In Grade 5,
students learn that fractions can alsc be interpreted as the product of a whole number and a unit
fraction: /b = ax1/b. More generally, students in grade 5 learn that the fraction 2/b indicates a
division: 4/b = a+b. In short, fractions are quotients. This realization represents a major milestone
in this grade. Understanding fractions as quotients is a crucial element of both proportional
reasoning in grade 6 and the algebraic manipulation of fractions in later grades.

Students learn to add and subtract decimals, using exactly the same base 10 reasoning they
used for multidigit whole numbers.By working with decimals, fractions and whole numbers in
problem solving situations, students begin to learn that it is the relationships between quantities
that matter in solving a problem, not how the quantities are represented numerically. This is a step
of maturity along the path to algebra, where the relationships between quantities are in the
foreground (as equations), and form of the numbers is entirely obscured (by the use of variables).

Even as students are gaining experience with fractions and decimals, they are nearing the end
of their primary trajectory in whole number computation by using the standard division algorithm.
As with the other base 10 algorithms students learn to use, this one rests on place value and the
rules of arithmetic {notably the distributive rule). A complication special to the division algorithm is
the need to estimate along the way.

Volume is a milestone in the progression of geometric measurement that began in early grades
with length measurement. As with other quantities encountered along the measurement
progression, volumes are measured by comparing them to like quantities—in this case, the volumes
of unit cubes. Thus, the volume of a solid is measured by the number of unit cubes needed to fill it
with no gaps or overlaps. Students use this concept to compute volumes for rectangular prisms.

Coordinates and the coordinate plane are first introduced in this grade. Later, the coordinate
plane will become a shared setting for algebra and geometry. The coordinate plane will also
support students’ study of functions and statistics by illustrating the way in which two related
quantities vary together.

Understanding & Applying Operationswe

A Quantities in a problem might be described with whole numbers, fractions or decimals; the eperations
used to solve the problem depend on the relationships between the guantities, not the form of the number.

1 Solve single step, multistep, and nonroutine story problems requiring addition/subtraction of whole numbers,
fractions {including mixed numbers), and decimals.”

2 Solve multistep and nonroutinestory problems requiring both addition/subtraction and multiplication/division
of whole numbers.

17 . . . . N
Probtems should not mix fractions with decimals except in simple cases, such as 2.5 —1/a, 3/10 + 0.4, etc.



3 Estimate answers to computations and compute mentally to assess.reasonableness of results.

Base 10 Computation nb

A The standard algorithm for division is based on breaking the dividend apart by place value and using the
Distributive Rule to find the quotient in pieces by place value.

B Inadding or subtracting decimal numbers, one operates separately with the units of each size, except
when regrouping is needed; the scheme for regrouping is the same at each place, because each unit is
composed of ten of the smaller unit.

Fluently multiply multidigit numbers using the standard algorithm.
Divide two and three digit numbers by two digit numbers, with remainder, using the standard algorithm.
Demonstrate number sense of place value for numbers from millionths to millions..

Quickly find 0.1 more than a number and 0.1 less than a number, 0.01 more than a number and less than a
number, and 0.001 more than a number and less than a number.

BowW N =

5 Add and subtract decimals using standard algorithms and understanding of place value.:

Fractions wr
A Fractions are quotients: a+b = ax1/b = 9/b,

1 Add and subtract mixed numbers,

2 Solve story problems that mvolve multlplyang fractional quantltles by whele numbers and multiplying whole
number quantities by fractions.™

3 Solve division/sharing story problems that have fractional answérs.

Geometric Measurement cc

A The volume of a solid figure is a measure of how much space it contains. A cube with side length 1 unit is
said to contain “one cubic uhit” of volume. The volume of a solid figure can be measured (expressed
numerically) by the number of cubic units that fit inside it with no gaps or overlaps.

B8 Packing a rectangular prism with unit cubes shows that a rectangular prism ¢ units long by w units wide
by # units tall contains a volume V = £ xw xh cubic units.1® The base of the prism has area A =¥ xw square
units, so the volume of the prism can also be expressed as V= xh cubic units.

¢ Volume is additive: If a solid figure is decomposed into several pieces, then the volume of the whole figure
can be found by adding the volumes of the pieces (expressed in common units).

1 Measure and compute whole-square-unit volumes for ractangular prisms and for real world objects well
described by rectangular prisms.

Coordinate Geometry cd

18 The unit fraction */» might represent some quantity of interest, with the whole number ¢ acting to ‘scale up’ the quantity, {“The cargo train
carrled 7 trucks, each truck weighing 1/4 of a ton. How many tons of trucks did the cargo train haul altogether?”) Alternatively, the whole
number a might represents some quantity of interest, with the unit fraction /b acting to ‘scale down’ the quantity. {"There are 12 walls in
Vivian's apartment. She painted 1/3 of them, How many walls did Vivian paint?”}

The dimensions of the prism should be whole numbers in the chosen unit, The same unit should be used for all three dimenslons.



i : i i

A A pair of perpendicular number lines (or “axes”) defines a coordinate system. A given point in the plane
has a separate position along each of the two axes; the two positions of the point are called its coordinates.

1 Graph points in the coordinate plane, and read off the coordinates of graphed points.?
2 Determine the lengths of horizontal and vertical segments in the plane, given the coordinates of their
endpoints. .

20 . . . . . . .
Exercises should include graphing sets of paints that fall along lines and curves, and constructing scatterpiots for bivariate data. The units of
measure should not always be the same for both coordinate axes. Coordinates may be whole numbers, fractions or decimals.



Grade 6

Developing Coherent Understanding

Ratios, rates, and proportional relationships are centrally important both within and outside of
mathematics—throughout middle school, high school, and beyond. Students in grade 6 are
beginning the serious study of these subjects. In doing so, students build on, formalize, and
tietogethertheir previous work with multiplication, division, fractions, and measurement.

In previous grades, students used subtraction to compare like quantities, noting for example
that a $50wristwatch costs $45 more than a $5wristwatch.Such comparisons (based on
subtraction) are called absolute comparisons. In grade 6, students begin using division to make
relative comparisons. Watches priced at $50 and $5 can be compared in relative terms by saying
that the first costs 10 times as much as the second. E

A ratio is a quotient that serves to compare two quantities. The dimensionless ratio 10 in the
wristwatch example tells how many times larger one cost is condpared to another.

Ratios are also useful for part-part and part-whole coinparisons._ In a television news program,
commercials might amount to 6 minutes out of a 30 minute time slot, leaving only 24 minutes for
news. The ratio of commercial time to news time could be expré:ssed as 6:24,6/24,1/4, or 0.25, The
ratio of commercial time to the total could be expressed as 6:30, 6/30, 1/5, 0.2, 20/100, or 20%.
Students in grade 6 learn to form such ratios, convert them from one form to another, and use them
as a toaol to solve problems. S

The most important application of ratiosis the analysis of proportional relationships. These are
relationships in which two quantities vary together in such a way that their ratio varies not at all. A
prototypical example is an object moving at a constant speed. The distance covered grows with
elapsed time, but in such a way that the ratio (distance covered} /(elapsed time)remains fixed. The
characteristic fixed ratio in a proportional relationship is called the unit rate, and it is the basic
entrée into understanding the relationship. The quantities being compared in unit rates are often
unlike, as in (distance) /(time), (Population) /(square mile), {Calories) /{gram), or (cost) /(dozen)—as well
as time rates of consumption, depletion, production, increase, decrease, and growth of a quantity.
The study of proportional relationships launches students on a trajectory that takes them onward
to functions, modeling, and mature quantitative reasoning.

Probability is another important application of ratios in grade 6. Students begin serious work
with probability in this grade by learning to compute theoretical probabilities, and by comparing
theoretical probabilities to frequencies obtained from probability experiments.

Rational Numbers®nn

A Multiplication and division of fractions follows (#/6)x(¢/d} = lox€)f{bxd) and (a/b) + (5/d) = (9/6) x (/) =
laxd) /(b xc

21
All numbers are nonnegative at this grade.
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Multiplying a quantity by the fraction 9/s can be interpreted as a stretching operation {by a factor of a)
combined with a shrinking operation (by a factor of b).
The division algorithm can be used to express fractions in decimal form.

Multiply and divide decimals using standard algorithms and understanding of place value.
Convert fractions to decimals and vice versa.
Compare and order rational numbers presented in various forms, and place them on a number line.

Solve real-world and mathematical problems requiring arithmetic with rationai numbers presented in various
forms, converting as appropriate and estimating to check reasonableness of answers.

Ratios, Rates &Proportionai Relationshipsng

A

Theratio of a to b compares a to b in relative terms using division. The ratio of a to b may be expressed in
several ways: as a quotient, a+b; as a fraction, 9/b; in classical form,as a:b; or in decimal form, as the result
of the indicated division. ‘

Two quantities of the same kind, a and b, can be compared in relative terms by saying that “a is r times as
much as b.” In this case,the ratio r = a+b= a/stells how many times as much.?2This ratio may be less than,
equal to, or greater than 1. : . .-

P% of a quantity means P/100 times as much as the quantity; the percentage P% refers to P parts out of
100, or the ratio P:100. ) . :

Two quantities x and y that vary together in such a way that their ratio varies not at all are said to be
directly proportional to one another, or to be in a proportional relationship.

A proportional relatienship is characterized by its unit rate(the constant ratio ofone quantity to another).

Compare quantities by forming ratios; solve problems involving fihding one quantity given the other and the
ratio. _
Find a percentage of a quantity;solve problems involving finding the whole given a part and the percentage.

Decide whether two quantities that vary together obey a proportional retationship, and analyze proportional
relationships using the unit rates that characterize them.”

Geomeitric Measurementec

A

Area and volume formulas for rectangles and rectangular prisms remain valid when the dimensions of the
figures are fractions. :

The area of a figure doesn't change when the figure is translated, rotated, or reflected.
[Area ofa right triangle and other triangles in terms of base and height.]

Find the area of right triangles, other triangles, special quadrilaterals, and polygons {by decomposition into
triangles and other shapes).

Find surface area of 3-D figures with flat faces.
Solve problems involving area, volume, and surface area of real-world objects.

Angles, Lines & Planesab

A Concepts to come

2 g={g+b)Yxbanda=(o/b) x b

23 Students should be able to analyze proportional relationships by using tables, by graphing pairs in the coordinate plane, and by computing
ratios of pairs. Problem situations might include unit pricing, miles per gallon, Calories per gram, conversion of measurement units, densities
such as Inhabitants per square mile and kilograms per cubic meter, and rates of consumption, depletion, production, increase/decrease, and
growth,
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Verify facts, experimentally, about the angle sum of trlangles exterior angles, ancE alternate interior angles of
parallei lines. Determine the angie sum of interior angles of convex polygons, and the angle sum of exterior
angles of convex polygons.

Determine, experimentally, parallel lines in space, lines perpendicular to a plane, lines parallel to a plane, the
plane passing through three given points, and the plane perpendicular to a given line at a given point.

Probability ba

A

Events occupy a continuum from impossible to certain, with less likely, equally likely, and more likely
lying in between.

Probability is a quantitative measure of how likely something is to happen; it is a measure of certainty or
uncertainty. The probability of an event can be represented by a number between 0 and 1, with ¢
representing impossible and 1 representing certain.

The set of all possible outcomes for an experiment is called the sample space.

A specified event indicates some portion of the sample space, namely those outcomes in whlch the event
occurs.

When all outcomes of an experiment are equally likely, the theoretical probablllty of an event is the ratio
of the number of outcomes in which the event occurs to the total number of cutcomes.

Determine sample spaces using such methods as organized lists, tree diagrams, and area models.

Determine and interpret theoretical probabilities for simple events, using fractions, decimals and percents to
describe probabilities.

Use proportionality and a basic understanding of prbbabiiit_y to make and test conjectures about the results of
experiments and simulations.



Grade 7

Developing Coherent Understanding

In Grade 7 students start to make an important transition to algebra. Although they have used
variables in earlier work, they now start making systematic use of them in two important
situations: representing a specific quantity to found in a problem, and representing a general
relationship between two quantities that vary together. For example, given a problem asking them
to compare two cell phone plans, students learn that choosing a variable to represent the number of
minutes they use each month leads to a systematic method for setting up an equation to find the
break even point.

Proportional relationships provide an important context for students to start expressing
general relationships using symbols. In Grade 6 they have explored proportional relationships with
graphs and tables, and by computing particular ratios of the propoftionally related quantities. For
example, in understanding the proportional relationship between time and distance traveled, they
have used a speed of 65 mph to compute the distance traveled in 1, 2, and 3 hours, and they have
used the fact that a 99 mile journey takes 1.5 hours to compute an average velocity of 66 mph. Now
they learn to use variables to express proportional relationships. For example, if a car gets 25 mpg,
they write d = 25g to express the relationship between the distance d, in miles, that a car can travel
and the number d of gallons in its tank. They can also write this relationship as g = 0.04d, and
reason that this means that to travel an extra 60 miles they.will need an extra 0.04#60 = 2.4 gallons.
The learn to make general statements about the relationship between proportional quantities using
the algebraic form of the relationship, noting for example that the constant of proportionality
between d and g is the reciprocal of the constant of proportionality between g and d. They graph
the relationships and relate the slope of the gréph to the unit rate, and understand how changes in
the constant of proportionality affect the shape of the graph. This provides an important connection
to later work in which students develop an increasingly sophisticated understanding of families of
functions and the role of parameters.

Students also use symbols to express more complex relationships, such as the proportionality
between the area of a circle and the square of its radius. They learn to see that the formula
V=1/3 mr2hcan be interpreted as saying that for a fixed height the volume of a circular cone is
proportional to the square of the radius of its base, and also that the volume is directly proportional
to the volume of a circular cylinder with the same height and radius. The constant of
proportionality, /3, is universal in the sense that any type of cone bears the same relationship to
the corresponding cylinder. Thus the expression /3 wr2h has multiple interpretations and its
structure can be explored at multiple levels. The work with data and statistics in Grade 7 provides
further opportunities for students to move back and forth between concrete interpretations of
symbolic expressions and abstract manipulation of them, as they learn to work with and reason
about formulas for the average, for example, where this an opportunity to provide both algebraic
and common sense explanations of the fact that adding a constant to every data value adds the
same constant to the average.
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As the use of variables to expression general relationships blossoms, so does the domain of the

variables expand into the entire domain of rational numbers, including negative numbers.

Ratios, Rates and Proporticnal Relationships ng

A A proportional relationship between two co-varying quantities is one in which there is a positive number k

(the unit rate or constant of proportionality) such that one quantity is always k times the other.

The distributive rule implies that adding an increment to one quantity increases a proportionally related
quantity by the constant of proportionality times the increment.

The units of the constant of proportionality are derived units, the ratio of the units of the two proportional
quantities, and often represent a rate or density.

Maodel situations in which one quantity is proportional to another using an eqi_:aticm, e;g.' y=kxwherekisa
constant. )

Rearrange formulas expressing proportionality or inverse proportionality to express each guantity in terms of
the other, and to express the constant of proportionality in terms of the quantities, .. write y = kxas x =
{1/k)y, or x=y/k, or y/x=k.

Relate a graph, table, and verbal representation of a proportional relationship to an equation for the
relationship, and use units to interpret the rate or coefficient.

Interpret an expression that represents a quantity in a context, both by interpreting the structure of the
expression and by graphing the function that the expression defines and interpreting the graph.

Equations and Their Solutions  ab

A

An equation in one variable is a statement that two expressions in that variable are equal, and a solution to
the equation is a number that produces 2 true numerical statement when it is substituted for the variable.

Formulate an equation for a result-known muiti-operation problem arising in a real-world or mathematical
context, and solve it by performing the inverse operations on the result in reverse order.

Represent equations in one variable by graphing the functions defined by the exprassion on either side, and
use the graphs to find approximate solutions and interpret the solutions in terms of the context.

Expressions 4a

A

The laws of exponents determine the interpretation of expressions with zero, negative, and fractional
exponents.

The rules of arithmetic determine the rules for multiplying negative numbers and for expressing
subtraction as addition of the additive inverse,

Read the structure in a numerical expression at a level necessary to enter it into a calculator or spreadsheet,
making use of parentheses and the conventions on order of operations.

Generate equivalent expressions from a given numerical or algebraic expression, including those involving
negative numbers and whole number exponents.



Statistics b

Visual displays and summary statistics condense the information in data sets into usable knowledge.

Randomness is the foundation for using statistics 1o draw conclusions when testing a claim or estimating
plausible values for a population characteristic.

Formulate questions that can be addressed with data. ldentify the relevant data, collect and organize it to
respond to the question.

Use appropriate displays and summary statistics for data.

Interpret data displays and summaries critically; draw conclusions and develop recommendations.

Geometric Measurement cb

A

Geometric properties that can be verified in the coordinate plane for figures with rational number
dimensions extend to figures with any dimensions, rational or irrational.

The circumference and area of a circle can be represented as the intuitive limit of perimeters and areas of
of approximating regular polygons;  is the area of unit circle. :

Produce a proof of the Pythagorean Thearem by the method. of right triangles in a square and the concept of
area. Produce a proof ofthe converse of the Pythagorean The_o_rem.

Show an intuitive understanding of the formulas for the velume of cylinders and right cones, and the fact that
the volume of right cone is 1/3 the volume of the cylinder with same base.

Experimentally determine the value of zand give an informal derivation of the formulas for the area and
circumference of a circle.

Use proportionality to determine the dimensions of figures with rational number dimensions that have been
scaled from smaller to larger and larger to smaller.



Grade 8

Developing Coherent Understanding

Two rivers of understanding converge in Grade 8 to support a deep understanding of linear
relationships: proportional relationships between co-varying quantities and the use of symbols to
express general relationships. This supports the incipient formation of a new concept, the concept
of function. Students move from thinking of functions as processes (subtract 65 mph times the
number of hours spent so far in driving from 300 miles to compute the remaining distance) to
thinking of them as objects (the function defined by d = 300 - 65¢). They use linear functions
systematically to model different situations, understanding the role of the parameters m and b in
@ = mt + b in fitting the function to the situation. This understanding of a function as an object in its
own right prepares the way for using function notation, where a letter is used to stand for a
function rather than a number, in later grades. ’

The idea of a function as something that takes inputs and yields oﬁtputs also underlies the
notion of a geometric transformation, which is the basis for geometry in Grade 8. Rotations,
reflections, and translations all take a figure as an input an yield a different figure as an output. The
understanding of ratios as expressing the proportionality between scale drawings, which was
developed in previous grades, grows into a more sophlsncated understanding of dlIatlons as
transformations which can be applied to any figure in the plane

The connection between linear functions and geometry in this grade is also manifested in an
understanding of slope as a ratio between the vertical and horizontal sides of a right triangle
aligned with the coordinate axes. Similarity of these triangles for different pairs of point on a line
show that the slope between any two points on a line is the same no matter which two points are
chosen.

Functions and the Situations -Théy Modelac

A Afunctions is a rule, often defined by an expression and represented by a graph, that represents the
relationship between two varying quantities, taking one quantity as an input and yielding the other as an
output.

8 Equations arise in seeking input values that yield the same output for two functions, and the solution is the
input corresponding to the intersection of their graphs.

C Linear functions model situations where the difference between the output quantity and its initial value is
proportional to the input quantity.

1 lIdentify functions as linear or nonlinear from the expressions defining them and from their graphs.
2 Construct a function to model a linear relationship between two quantities, using information such as a verbal
description of real-world situation; the rate and initial value of the function; two values of the function; a

graph; or a table of values.

3 Interpret the rate of change and initial value of a linear function in terms of the situation it models, and in
terms of its graph.
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Model a linear pattern in a scatter plot by a straight line, using an informal fitting procedure, and decide i
there is evidence of an association between the two guantities by judging the amount of variation around the
line.

Irrational Numbers, Quantity and Measurementna ni

A

An irrational number can be approximated by a rational number, and the approximation can be used to
compare the size of irrational numbers.

Locate on the number line rational and irrational numbers given by numerical expressions involving rational
number, power with rational exponents, and radicals.

Estimate the value of a numerical expression and compare two numericat expressions, saying which is larger;
use estimates to check answers obtained by technology.

Use scientific notation and units of different magnitudes™ to express very large and very small quantities that
arise in real-world situations and to compare their order of magnitude.

Use the rules of arithmetic and the laws of exponents to compute arithmetic operatiohs on numbers expressed
using radicals or scientific notation.

Equations and Their Solutionsan

A

Equations can be solved by steps that successively transform the equation into simpler equations. These
steps are logical deductions, based on using the rules of arithmetic and the properties of equality, from the
assumption that the equation is a true statement about the number that the variable represents.

There is a systematic method for solvmg alinear equatmn in one variable by collecting like terms, adding
to or subtracting from both sides, and multlplymg or dividing both sides by nonzero constant.

The solutions of a linear equation in two variahles-are coordinate pairs that form a line when plotted in the
plane.

The simultaneous solutions of two linear equations in two variables are the coordinates of the points
where the two corresponding lines intersect. The system has one solution if the lines have different slope,
no solutiens if they are parallel but distinct, and infinitely many solutions if they are the same line.

Solve linear-equations in one variable, and equations involving the absolute value of linear expressions, and
explain the steps in the solution in terms of the rules of arithmetic and the properties of equality.

Solve linear inequalities in one variable, and inequalities involving absolute values of linear expressions, by
solving the corresponding equation and choosing the appropriate region on the number line.

Solve systems of two linear equations in two variables algebraically and graphically.

Congruence and Similarity e

A

B

Two plane or solid figures are congruent if one can be obtained from the other by a sequence of rotations,
reflections, and translations (a congruence),

Two plane or solid figures are similar if one can be obtained from the other by adilation?s followed by a
congruence (a similarity).

Such as centimeters and kilometers, grams and kilograms, hours and nanoseconds.
% A dilation is a transformation that moves every point along a line from a fixed center by a fixed scale factor.
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Congruent figures have the same area or volume. A similarity transformation with a scale factor of k
changes areas by a factor of k2 and volumes by a factor of k3.

For aline in the coordinate plane, any two right triangles with legs parallel to the axes and hypotenuse on
the line are similar, and so the slope (rise over run) hetween any two points is the same.

Describe the effect of simple rotations, reflections, and translations on coordinates of points and simple
figures.

Determine if two triangles are congruent by observing the congruence of the three side, two sides and the
angle between them, or two angles and the side between them.

Determine if two triangles are similar by observing whether three side are related by a constant scale factor,.
two sides are related by a constant scale factor and the angles between them are congruent, or two angles are
congruent.

Using simiiar triangies, prove that two lines In the coordinate plane are paréllel if and only if they have the
same slope, and two lines (not parallel to the axes) perpendicular if and only if their slopes multiply to 1.



Progressions in Grades K-8

Note, a progression may appear in more than one band

Approximately Grades K-5

Number®
Counting and Cardinalityna
Base Ten Computation v
Early Relations and Operations n:
Quantity and Measurement na
Understanding and Applying Operations e
Fractions we
Geometry
Shapesea
Angles, Lines, and Planesc
Geometric Measurement .
Coordinate Geometryad

Approximately Grades 6-8

Number
Ratios, Rates, and Propartional Relationships s,
Rational Numbers an
Irrational Numbers w
Algehra
Expressions s
Equations and Their Solutions av
Functions and the Situations They Modelac
Geometry
Angles, Lines, and Planes c
Geometric Measurement e
Coordinate Geometry'a
Congruence and Similarity c.
Data
Probabilityvs
Statistics ab

® Two motifs will appear and reappear throughout the Number
progressions: the rules of arithmetic (zn algebraic perspective),
and the number line (metric perspective). We intend to provide
sidebars on the rules of arithmetic and the number line, and we
want to design an ican scheme to highlight appearances of the

tules of arithmetic and the number line throughout the

Progressions document. At the proper time, the properties of
equality and the laws of exponents will be added to the rules of
arithmetic and the number line will be extended into coordinate

spaces.

¥ Includes slopes of lines in the coordinate plane and how the

definition depends on similarity.



List of Progression Titles and Approximate [Placeholder] Grade Ranges

Approx  Approx
Grade Grade
D Title Start End

Na Counting and Cardinality K 1
b Base Ten Computation K 6
Ne Early Relations and Operations K 1
Nd Quantity and Measurement K >8
Ne Understanding and Applying Operations 2 7
Nf Fractions 3 6
Ng Ratio, Rates& Proportional Relationships 6 8
Nh Rational Numbers 6 8
Ni Irrational Numbers 8 >8
Ga Shapes K 5
Gh Angles, Lines and Planes 4 [
Gc Geometric Measurement 5 7
Gd Coordinate Geometry 5 > 8
Ge Congruence and Similarity 8 >8
Aa  Expressions 6% >8
Ab Equations& Their Solutions 6 >8
Ac Functions& The Situations They Model 6 »>8
Da  Probability 6~ >8
Db Statistics 7 >8

% The progression might discuss what's going on as far back as Kindergarten, but | don’t think the grade level standards for
Kindergarten should explicitly show “Expressions” as a heading! The relevant work appears under other headings.

Similar comments as for Expressions above; in early grades this work appears under other headings. Also, | think we need a
statement that students should be formulating questions and collecting data as part of their work in science. Not all of the data
should be “What ice cream do people like.”



Progression for Functions and Coordinates, Middle and High School

Block 1: Points, Equations, and Formulas

Concepts

A. Use of two axes and correspondence
between ordered pairs of numbers and point
in the plane.

B. Identifying the trend displayed by a set of
points.

C. Graphing a simple equation.

D. Understand the idea of dependence of one
quantity on another, but without formal
function notation.

E. Use of coordinates to prove theorems and
make measurements.

Connections

F. Plotting points leads to shapes in the plane
(squares, triangles, rectangles), whose
properties can be analyzed using
coordinates.

G. Equivalent expressions lead to identical

points on a graph; expressions whose values
differ by a constant give points shifted
vertically.

Skills

1. Plot points, read off coordinates of points

2. Describe verbally a trend shown in a graph
as increasing, decreasing, leveling off, and
oscillating.

3. Graph a linear, quadratic or similar equation
by making a table of values and plotting
points and joining them where appropriate.

4. Graph a relationship given in words or by a
formula, putting-variables on the correct
axes. o

5. Use coordinates to compute araas,
perimeters, midpoints, and distances.

Connections R
6. Identify squares and apply the Pythagorean
;- Theorem to figures given by coordinates.
-7. - Predict vertical shift in points from formula
" .and vice versa.



Block 2: Function notation: Relationship between Graphs and Linear and Proportional Relationships

Concepts

A.

A function describes the relationship
between two quantities. Function notation
gives the relationship between input and
output which can be represented as a table
or graph.

B. The set of points satisfying an equation of
the form » = 14 -k 8 represents a function
whose graph is a line.

C. Aproportional linear relationship hasa
graph that is a line through the origin.

D. The slope of a line represents a rate of
change.

Connections

E. Slope and similar triangles.

F. Modeling quantities with a constant rate of
change.

G. Line of best fit in a scatter plot,

Skills

1. Graph a linear equation; identify vertical
intercept and slope from the graph and
equation and table.

2. Find horizontal intercepts of a linear
equation from the graph and equation and
fable.

3. Rewritealinear equation of the form
wi. -85 = & 1o graph and identify the slope
and intercepts.

4, Write an equation representlng a
proportionality or linear relationship
expressed in'words. Find the constant of
proportionality; use itto make predictions.

5. For constant ¢ , find 72 and solve
Ma¥ = fori usingagraph, table, or
formula.

6. Compute and interpret rates of change, both
.from'the equation of a line and from points
“onaline,

Connections
7. Slope and ratio.
8. Using units to apply and interpret slope.



Block 3: Function notation: Nonlinear functions

Concepts

A. The form of an expression representing a
function corresponds to the shape of its
graph; common functions have characteristic
shapes.

B. Domain and range and their interpretation
in terms of input and cutput.

C. Inverse variation.

0. Points of intersection of the graphs of twe
functions, ¥ = 43} and 3 = ¥,
correspond to solutions of the equation
PR R AN

Connections

E. Equations: Solving for intercepts and
intersections; finding domains. ]

F. Expressions: Roots and fractional exponents.

Skills

1. Make graphs of

5 T ik o 3 = s
i

;- T, ym T

FEE pE g em it

2. Identify function type from the shapes of the
graph of equations of the forms in #1.

3. ldentify domain and range from a graph.

4. Predict the largest domain and range for
function types in #1. _

5. For constantc, evaluate 743 and solve
Y=y for functions in #1. (Exponentials
by trial and error-or by graphing.)

Connections .

6. Solve quadratic-and cubic equations (where

“-. possible) of the form 4™ = &.a% =

7. ‘Estimate a solution to an equation of the

form 2% = & by purposeful trial and error,
bisection or zooming on a graphing
calculator.



Block 4: Exponential Functions

Concepts Skills

A. Arate of change can be expressed as a rate of 1. Applying absolute and relative rates of
change {eg: people per year) or a relative change and using them to make predictions.
rate of change (eg: percent per year). 2. Exponential functions of the form

B. Constant relative rate of change leads to 2k o as continuous functions of t.
exponential functions. (We assume & ¥ are constants.)

C. Repeated percentage growth (at a constant 3. Identifying exponential growth versus
relative rate) generates graphs that “bend exponential decay from a formula.

b lEl:pward. . N . _ 4. Identifying the nitial value and growth or

: iizzz:e::;t}%mm eventually outstrips decay rate from a tgb]e:c_)r graph.
8 : 5. Write an expression for a function with a

constant percent growth rate; and use it to
make predictions.
6. For constant ¢ , evaluate 7 and estimate
the solution to %% =&,
7. Calculate and interpret rates of change
- between two points on an exponential curve,

Connections Connections g
E. Ratios and percents. 8. Use algebraic manipulation to identify the
F. Expressions involving exponents. relative rate of change in functions such as
B ki o gl T

E F AL nthﬁA

9. Reinforce order of operations and
simplification with examples such as
S:‘Mh versus !ﬂ ‘:1&5;*?1
‘La?kié!“i Eﬁi&ﬂ"‘ varsus ﬂzjﬁ.ﬂ;;’“ .



Block 5: Quadratic Functions

Concepts Skills

A. The graph of a quadratic function is a 1. Graph a quadratic function in the form
parabola. rom gl by b

B. The form of an expression representing a woom b §3E p K
quadratic function displays features of its e gy — oM = pd
graph: 2. Interpret the value of © on the graph
¢  Standard form: Vertical intercept ymasd bbb,
e pops 3 [norretesini anaparabos.

) 4. ldentifving zeros from the factored form.
5. Identifying the vertex point from the vertex
form. S

6. Use quadratic functionsto solve problems.

Connections Connections -

C. Expressions: Factoring, completing the 7. Factoring: To find zeros.
square. 8. Quadratic formula: To find intersection
D. Equations: Quadratic formula, solving . points.
equations by factoring. 9.  Compléting the square: To find the vertex.



Block 6: Introduction te Circles and Trigonometric Functions: Sine, Cosine, Tangent

Concepts

A

Equation of a circle centered at the origin

B. Circle definitions of the sine, cosine, tangent
extend the triangle definitions.

C. Trigonometric functions are periodic.

D. Identities: Quotient; Pythagorean identity.

E. Identities: Odd and even functions
Connections

F. Shape: Similarity, Pythagoras' Theorem.

G. Equation of circle.

Skills
1. Plot equations of the form wF o o ol
2. Use the circle to compute values of sine,
cosine, tangent of special angles.
3. Use the circle to identify symmetry (odd and
even) in frigonometric functions.
4. Derive the identity Hbi® - sukt o m 2
Connections ) .
5. Identify angles whose sines and cosines are
related. o o
6. Solveuh - mv® for the functions giving

the top and bottom halves of the circle.



Block 7: Transformations of Functions and Graphs

Concepts Skills

A. Transforming the expression for a function 1.

transforms the graph.
B. Inverse functions.

Identify the effect on the graph of replacing
Had by P d & bR Pa bR Include
both positive and negative .

C. Composition of functions. 2. Solve problems in which a transformation of
a graph is described verbally (reflectin * -
axis, shift upward, stretch, etc).

3. Read values of an inverse function from
graph or table, . - :

4. Find a formula for anvinverse functlon by
solving an equation.

5. Compose functions glven by formuias, tables
and graphs.

6. Evaluate the composntlon of a function and
its inverse.

Connections Connections:

D. Equations: Finding an expression for an
inverse function,

E. Expressions: Formula for a transformed
function; composition of functions.



Block 8: Summarizing: Families of Functions

Concepts
A. Functions occur in families in which the
parameters correspond to features of the

graph.
Connections
B. Modeling.

Skills
1. Interpret the parameters in the formula for
linear, quadratic, exponential functions.
2. Identify the parameters in the graph of a
linear, quadratic, exponential function and
-draw conclusions about its formula.

Connections . o
3. Suggest a functioh that has the same
quantitative behavior as the trend displayed
by the data in a scatierplot.



To Be Added:

. Conics (hyperbolas and ellipses) and their geometry.
. Parametric curves.
. The use of technology
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Student Practices
In Reading, Writing, and Speaking and Listening

The following practices in reading, writing, and speaking and listening undergird and help unify the rest of
the standards document. They are the “premises” —broad statements about the nature of readiness in
reading, writing, and speaking and listening—that underlie the individual standards statements and cut
across the various sections of the document. They are not themselves standards: every idea introduced
here is subsequently represented in one or more places within the larger document.

As students progress toward being college and career ready, they exhibit with increasing fuliness and
regularity the foliowing capacities in their reading, writing, and speaking and Ilstemng :

1. They demonstrate independence as readers, writers, speakers, and h’steners.

Students can, without significant scaffolding or support, comprehend and @ luate complex text across a
range of types and disciplines, and they can canstruct effective arguments and’ clearly cenvev intricate or
muftifaceted information. Likewise, students are |ndependently abl d;scern a speaker s key points as

well as ask questions and articulate their own ideas. '

2. They build strong content knowledge.

Students build a base of knowledge across a wide range of subject matter by engaging with works of
quality and substance. They demonstrate their abilit to‘become profn:lent in new areas through research
and study. They read purposefully and listen attentively fo gain both general knowledge and the specific
in-depth expertise needed to comprehend subject matter nd solve problems in different fields. They
refine their knowledge and share it through substantwe wrltmg and speaking.

'task, purpose, and discipline.

3. They respond to the varying demands of audren

Students consider their reg;dmg,_ ntmg, and speaking and listening in relation to the contextual factors of
audience, task, purpose,-and disci ine. They appreciate nuances, such as how the composition and
familiarity of the audience shouid affect tone. They also know that different disciplines call for different
types of evidence (e.g: ,_.'d'ocum ary evidence in history, experimental evidence in the natural sciences).

4. They compr'ehen'diq.g .weﬂ:qs:critique.

Students are éngaged aﬁd open-minded—but skeptical—readers and listeners. They work diligently to
understand precisely.what an author or speaker is saying, but they also question an author’s or speaker’s
assumptions and.assess the veracity of claims.

5. They privilege evidence.

Students cite specific textual evidence when offering an oral or written interpretation of a piece of
writing. They use relevant evidence when supporting their own points in writing and speaking, making
their reasoning clear to the reader or listener, and they constructively evaluate others’ use of evidence.

&. They care about precision.

Students are mindful of the impact of specific words and details, and they consider what would be
achieved hy different choicgs. Students pay especially close attention when precision matters most, such



as in the case of reviewing significant data, making important distinctions, or analyzing a key moment in
the action of a play or novel.

7. They craft and look for structure.

Students attend to structure when organizing their own writing and speaking as well as when seeking to
understand the work of others. They understand and make use of the ways of presenting information
typical of different disciplines. They observe, for example, how authors of literary works craft the

structure to unfold events and depict the setting.

8. They use technology strategr'caﬂy and capably.

Students employ technology thoughtfully to enhance their reading, writing, speaklng, and stening. They
tailor their searches online to acquire useful information efficiently, and they |ntegrate what th 2y learn
using technology with what they learn offiine. They are familiar with the strengths‘and” limitation of
various technological tools and mediums and can select and use those best sulted té the1r communlcatlon
goais. e ;




How to Read The K-12 ELA Document

The draft ELA K-8 Grade-Level Standards are divided into several parts. This introduction also
includes Student Practices. Following that are the standards proper: the Reading, Writing, Speaking,
and Listening strands for grades K-3 (Reading and Writing only), 4-5, and 6-8. {Grade 9 to core
completion is forthcoming.) Following those are sets of illustrative texts in Readmg and in Writing,
respectively.

first by grade band {grades K-3, 4-5, and 6-8 in th]S draft) and seCOnd by ' trand (Reading, Writing, and
Speaking and Listening). Each grade-band section follows a near identical format (with some
variation, noted below):

Reading

Each grade-band section (except K-3 as yet in this draft) begins with a graphical overview of
required text complexity at each gradé:level.:This is followed by a partial list of illustrative
texts, divided by subject area, related to the grade band. (The actual texts and numerous
additional ones are sampled elsewhere in the K 8 standards document.)

Next comes text describing: three key achlevemenl:s demonstrated by students in the grade
band. These are summative statements about the kinds of “big jumps” in reading achievement
that students should make durmg thelr years in these grades.

A numbered list of core 's] ls for the grade band immediately follows. These skills, closely
modeled on the College- and: Career—Ready Standards, describe the “how” of reading regardless

The next element is:the core skills applied to the core text types. These paragraphs describe
how the core skli}s for the grade band are put to use in reading grade-band-appropriate texts in
. _'narratwe ﬁctmn :poetry, drama, and literary nonfiction (simply nonfiction at the lower grades).

"r{in_ K-3, the_re are additional foundations materials describing the acquisition of early
literacy..”

Writing

Like Reading, each grade-band section in Writing contains key achievements and core
skills. The next section consists of core skills applied to the core text types of narrative,
informative/explanatory, and argumentative writing. Concluding each Writing strand
(except in K-3 in this draft} is a language table summarizing in tabular form the skills in
conventions of writing, terms, grammar and usage, mechanics, precision and concision,
and style that students in each grade band must master, further develop, or be introduced
to.



Speaking and Listening

The grade-band sections of Grades 4-5 and 6-8 include key achievements and core
skills, as in Reading and Writing. Following those are the core skills applied to various
communications, specifically recitation and reading aloud and classroom discourse.
Speaking and Listening in K-3 is under construction in concert with a Language
Foundations document.

The draft standards document also includes illustrative texts in Reading and annotated samples
in Writing, arranged first by grade band and second by text type.

The illustrative texts in Reading (from grades 6-8 in this draft) are brief’ samples of texts
representative of the complexity and quality of reading that students are expected 10" do in
the grade band. ELA-related texts in narrative fiction, poetry, drama; and (I:tera'
nonfiction are presented first, followed by texts in h:stary/c:wcs scrence ane
mathematics, and the arts. ; i

The annotated samples in Writing (narrative texts from: grades K= in thlS draft) help
illustrate the level of student performance that students composing in-the core text types
of narrative, informative/explanatory, and argumentatwe writing are expected to achieve.
Annotations accompanying each sample indicate how the samplé meets (or in some cases
falls somewhat short) of the various wrltmg standard i]




Mlustrative Texts

Exemplars of Reading Text Complexity and Quality

Selecting Text Exemplars

In selecting texts to serve as exemplars for the K-12 English language arts staﬁé'qr_:gis, the work
group began with the contributiens of teachers and educational leaders and researchers who have
experience working with students in the grades for which the texts have? ‘

grade bands will have sample texts) Second, the texts shnuld be ores that-are of hlgh quality in
their expression, form, and use of language.

These criteria generated a wide range of texts in avariety of styles that covered an extensive
number of topics. While any selection of texts can only partially represent the cultural diversity of
the United States, these texts include many of the voices that: contribute to the American
experience. In selecting texts from those submltted by contrlbutors for inclusion with the draft, the
work group sought to balance classic and historic tekts with more recent and contemporary works.
The group also leaned toward selectmg texts by Amencan authors

Once texts were chosen for c0n51derat10n, they were also checked using a variety of established
readability scales to help verify that they.were of sufficient text complexity. Each method of
measuring readability has its strengths and Ilmltatmns, s0 consulting a range of different measures
helped the work group achieve a :atcurate an:assessment of readability as possible, Furthermore,
for text types and formats (particularly poetry) where traditional readability measures are
unsuitable, professional'jiidgmient of complexity necessarily played a greater role.!

Copyright and i’émiésions

For those. exemplar texts not inthe public domain, the work group is seeking permission from the
rightsHolders for limited ise by the Common Core State Standards Initiative of the National
Goverpors Assocmug_ ;

! Though advances have been made in the area of assessing text complexity, more work remains to be done. Given the
increasingly recognized relationship between being able to read complex texts and being college and career ready, our
tools for assessing text complexity must improve further if all students are to meet the chablenge of being ready for
postsecondary education and workforce training. To that end, participants in the K-12 ELA backmapping project are
working to evaluate current readability measures and determine what more needs to be done to improve wpon them. Two
aspects of that work are trying to assess and enhance the precision of existing tools and making text complexity a
manageable concept for students, teachers, parents, and curriculum developers.
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While we await permissions grants from the rights holders, we will make use of texts under a
conservative interpretation of Fair Use, which allows limited, partial use of copyrighted text for a
nonprofit, educational purpose as long as that purpose does not impair the rights holder’s ability to
seek a fair return for his or her work, ‘

Please note that these texts are included solely as exemplars in support of the standards. Any
additional use of those texts that are not in the public domain, such as for classroom use or
curricalum development, requires independent permission from the rights holders. The texts may
not be copied or distributed in any way other than as part of the overall Common Core Standards
Initiative document. T

page 2 of 76



For English Language Arts

Narrative Fiction

From “The Tell-Tale Heart” by Edgar Allan Poe (1843)
From Littls Womaen by Louisa May Alcott {1869}

From The Adventures of Tom Sawyer by Mark Twain (1876)
From "After Twenty Years” by 0. Henry {1908)

From 4 Wrinkle in Time by Madeline L'Engle {1962)

From The Dark is Rising by Susan Cooper {1973)

From Dragonwings by Laurence Yep (1975)

From Roll of Thunder, Hear My Cry by Mildred Taylor (1976)

From “Eleven” from Woman Hollering Creek: And Other Stories by Sandra Cisneros (1992)

From The Absolutely True Diary of a Part Time Indion by Sherman Alexie (2007):3‘
From Where the Mountain Meets the Moon by Grace Lin (2009)

“The Fox and the Crow” by Aesop (translation 1884) i
From “The Emperor’s New Clothes” by Hans Christian Andersen {translatlon 13371

From “The Minotaur” from Tanglewood Tales by Nathaniel Hawthorne (1853\

From "The People Could Fly” from The People Could Fly: American’ BIack Fa[ktales by Vlrglma Hamilton {1985]

From Black Ships before Troy: The Story of the lliad by Rosemary Sutchff (1993:

Poetry
“Paul Revere's Ride” by Henry Wadsworth Longfellow {1861}

26

“Jabherwocky” by Lewis Carroll (1872).....:i.

29

“Twelfth Song of Thunder” from The Moum:ﬁm LChant: A Na]avo Ceremany Najavo tradition {1887) e

30
31

“The Song of Wandering” by W.B. Yeats {1899\
“The Railway Train" by Emiiy Dir:kinson [1893]

32

33

“Chicage” from Chicago Poems by Carl Satidburg {1914]
“I, Too” by Langston Hughes (19251

34

“Oranges” from Black Hcm‘ by Gary Soto [1985]

35

37

“A Poem for My leljarlan,:Mrs Long": from ‘Acolytes by Nikld Giovanni (2007)

Drama

39

From The Dmry qunne Franke by Frances Goodrich and Albert Hackett (1958)

therary Nonﬁctmn
From "Eetter on Thomias jefferson" by John Adams {1822, 1850)

40

From Narrqﬂve of the Life of Frederick Douglass An American Slave by Frederick Douglass(1845).....

"Gettysburé‘Ad_f_:lrg_sE"- by Abraham Lincoln[1863)

................ 41
43

44

From "Blood, Toii,"Tears and Sweat” by Winston Churchill (1940)
"l Am an American” Day Address by Learned Hand (1944)

45

“Remarks to the Senate in Support of a Declaration of Conscience” by Margaret Chase Smith (1950)
From Travels with Charley: In Search of America by John Steinbeck (1962)

................ 46
49

“] Have a Dream” by Martin Luther King, Jr. (1963)

50

52

From “Address to the Nation on Civil Rights” by John F. Kennedy {1963)
From I Know Why the Caged Bird Sings by Maya Angelou {1969}

55
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Narrative Fiction

From “The Tell-Tale Heart” hy Edgar Allan Poe (1843)
When I had made an end of these labors, it was four o'clock—still dark as midnight. As the bell
sounded the hour, there came a knocking at the street door. I went down to open it with a light
heart,--for what had I now to fear? There entered three men, who introduced themselves, with
perfect suavity, as officers of the police. A shriek had been heard by a neighbour during the night;
suspicion of foul play had been aroused; information had been lodged at the pohce office, and they
(the officers) had been deputed to search the premises.

I smiled,--for what had I to fear? | bade the gentlemen welcome. The shnek T said, was ‘myownina
dream. The old man, | mentioned, was absent in the country. [ took’my visitors all oyer the’ House. !
bade them search--search well. 1 led them, at length, to his chamber. I showed thém histreasures,
secure, undisturbed. In the enthusiasm of my confidence, | brought chairsinto the room, and
desired them here to rest from their fatigues, while I myself,‘{n the:wild audacaty of my perfect
triumph, placed my own seat upon the very spot beneath whlch reposed the corpse of the victim.

The officers were satisfied. My manner had convinced' them l was smgular]y at ease. They sat, and
while I answered cheerily, they chatted of familiar things: But ere long, I felt myself getting pale and
wished them gone. My head ached, and I fancied a ringing in -y ears:but still they sat and still
chatted. The ringing became more distinct:--It continued and became more distinct: | talked more
freely to getrid of the feeling: but it contifiued: and gamed deﬁmteness--untl] at length, I found that
the noise was not within my ears, .

No doubt | now grew _very_ pale,--but H talkeci more ﬂuently, and with a heightened voice. Yet the
sound increased--and what could 1 do? It was a low; dull, quick sound--much such a sound as a
watch makes when enveloped.in cottan. Tgasped for breath--and yet the officers heard it not.
talked more quickly-—-more vehemently, but the noise steadily increased. { arose and argued about
trifles, in a high key and with violent gest:culatwns but the noise steadily increased. Why would
they not be gone? | paced the floor to and fro with heavy strides, as If excited to fury by the
observations of the méii--biit'the rivise ‘steadily increased. Oh God! what could I do? I foamed--1
raved--1 swore! [ swung thie chair’ upon which I had been sitting, and grated it upon the boards, but
the noise arose over all'and continuaily increased. It grew louder—-louder--louder! And still the men
chatted p]easantly, and sinjled. Was it possible they heard not? Almighty God!--no, not They heard!-
they suspected'—-they knew'--they were making a mockery of my horror!-this I thought, and this 1
think-But anything was better than this agony! Anything was more tolerable than this derision! I
could bear those hypocntlcal smiles no longer! I felt that I must scream or diel and now--again!--
harki iouder' Iouder' louder! louder!

"Villains!" 1 shrleked, "dissemble no more! I admit the deed!--tear up the planks! here, here!-It is
the beating of his hideous heart!"
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From Little Women by Louisa May Alcott (1869) _

"Merry Christmas, little daughters! I'm glad you began at once, and hope you will keep on. But|
want to say one word before we sit down. Not far away from here lies a poor woman with a little
newborn baby. Six children are huddled into one bed to keep from freezing, for they have no fire.
There is nothing to eat over there, and the oldest oy came to tell me they were suffering hunger
and cold. My girls, wili you give them your breakfast as a Christmas present?”

They were all unusually hungry, having waited nearly an hour, and for a minufe no one spoke, only
a minute, for Jo exclaimed impetuously, "I'm so glad you came before we began!".

"May 1 go and help carry the things to the poor little children?" asked Beth . gerly.

"I shall take the cream and the muffings,” added Amy, herorcally gmng up the eshe ost liked.

Meg was already covering the buckwheats, and piling the bread mto one big plate

"I thought you'd do it," said Mrs. March, smiling as if satisfied, "You sha]l all go and help me, and
when we come back we will have bread and milk for kfast and make 1t up at dinnertime."

They were soon ready, and the procession set out Fortunately ; vas early, and they went through
back streets, so few people saw them, and no one laughed at the queer party.

A poor, bare, miserable room it was, with: broken wmclows no ﬁre ragged bedclothes, a sick
mother, wailing baby, and a group of pale hungry chlldren cuddled under one old quilt, trying to
keep warm. o

How the big eyes stared and the blue hps smaled as. the girls wentin.
"Ach, mein Gott! It is good. angels cole to us"' sald the poor woman, crying for joy.

"Funny angels in hoods and mlttens, sald jo, and set themn to laughing.

In a few minutes it real]y d|d seern as lf kmd spirits had been at work there. Hannah, who had
carried woodl:made a-fire, and stopped up the broken panes with old hats and her own cloalk. Mrs.
March gave tl1e mothertea and gruel, and comforted her with promises of help, while she dressed
the littleé'baby as tenderly as if it had been her own. The girls meantime spread the table, set the
children round the  fire, and fed them like so many hungry birds, laughing, talking, and trying to
understand the funny] broken English.

"Das rst gut!}'_ "D1e-Engel-kmder!" cried the poor things as they ate and warmed their purple hands
at the comfoftalilé blaze. The girls had never been called angel children before, and thought it very
agreeable, especiaily Jo, who had been considered a "Sanche’ ever since she was born. That was a
very happy breakfast, though they didn't get any of it. And when they went away, leaving comfort
behind, 1 think there were not in all the city four merrier people than the hungry little girls who
gave away their breakfasts and contented themselves with bread and milk on Christmas morning.

“That's loving our neighbor better than ourselves, and [ like it,” said

Meg, as they set out their presents while their mother was upstairs collecting clothes for the poor
Hummels,
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From The Adventures of Tom Sawyer by Mark Twain (1876)

But Tom's energy did not last. He began to think of the fun he had planned for this day, and his
sorrows multiplied. Soon the free boys would come tripping along on all sorts of delicious
expeditions, and they would make a world of fun of him for having to work--the very thought of it
burnt him like fire, He got out his worldly wealth and examined it--bits of toys, marbles, and trash;
enough to buy an exchange of WORK, maybe, but not half enough to buy se much as half an hour of
pure freedom. So he returned his straitened means to his pocket, and gave up the idea of trying to
buy the boys. At this dark and hopeless moment an inspiration burst upon hini Nothmg lessthan a
great, magnificent inspiration.

He took up his brush and went tranquilly to work. Ben Rogers hove in 51ght presently——the very boy,
of all boys, whose ridicule he had been dreading. Ben's gait was the‘hop-skip:and-jimp--proof
enough that his heart was light and his anticipations high. He wag eating an apple;and giving a long,
melodious whoop, at intervals, followed by a deep-toned ding:dong- dong; din dong-dong, for he
was personaling a steamboat. As he drew near, he slackened speed, took the: mlddle of the street,
leaned far over to starboard and rounded to ponderously and with laborious f pomp and
circumstance--for he was personating the Big Missouri, and considered himself to be drawing nine
feet of water. He was boat and captain and engine-bells combined; so he had to imagine himself
standing on his own hurricane-deck giving the orders and executmg them:

"Stop her, sir! Ting-a-ling-ling!" The headway ran almost out and he drew up slowly toward the
sidewalk, L s

“Ship up to back! Ting-a-ling-ling!". Hls arms stralghtened and stiffened down his sides.

"Set her back on the stabboard' ng~a-lmg llng' Chow’ ch-chow-wow' Chow!" His right hand,

“Let her go back on the labboard1 ‘
describe circles.

-'_ljnlg-a—lmghng! Chow-ch-chow-chow!" The left hand began to

"Stop the stabboard! Ti'ng__-a' i g~,_1hg!_§tap the labboard! Come ahead on the stabboard! Stop her!
Let your outside turnover slow! ’

Ting-a-‘ling—lfﬁg! _Chow-di.;};j:o\f\.;! ‘Get out that head-line! LIVELY now!

Come=:out with ydur spnﬁé-lme--what re you about there! Take a turn round that stump with the
bight of: it! Stand by that stage, now--let her go! Done with the engines, sir! Ting-a-ling-ling! SH'T!
S'H'T! SH' T"' (t:rymg the gauge-cocks).

Tom went on whltewashmg-—pald no attention to the steamboat. Ben stared a moment and then
said: "Hi-YI! YOU'RE up a stump, ain't you!"

No answer. Tom surveyed his last touch with the eye of an artist, then he gave his brush another
gentle sweep and surveyed the result, as before. Ben ranged up alongside of him. Tom's mouth
watered for the apple, but he stuck to his work. Ben said:

*Hello, old chap, you got to work, hey?"
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Tom wheeled suddenly and said:
"Why, it's you, Ben! I warn't noticing."

"Say--I"'m going in a-swimming, | am. Don't you wish you could? But of course you'd druther WORK-
-wouldn't you? Course you would!"

Tom contemplated the boy a hit, and said:
"What do you call work?"

"Why, ain't THAT work?"

Tom resumed his whitewashing, and answered carelessly:
*Well, maybe it is, and maybe it ain't. All  know, is, it suits Tom Sa_v(f}qy."

"Ch come, now, you don't mean to let on that you LIKE it?" L7

The brush continued to move.

"Like it? Well, I don't see why [ oughtn't to like it. Does a boy ge. a chance to whitewash a fence
every day?"

That put the thing in a new light. Ben stopped mbblmg ‘his apple Tom swept his brush daintily back
and forth--stepped back to note the effect:‘4dded a‘touch here dfid there--criticised the effect
again—Ben watching every move and gettmg more and ore ‘interested, more and more absorbed.
Presently he said: : S

"Say, Tom, let ME whitewas!;:q'.li&!e:
Tom considered, was about td:'}:“onsent- but he aiteréd his mind:

"No--no--1 reckon it; wouidn b hardly do, Ben. You see, Aunt Polly's awful particular about this fence-
-right here on the street; you know--but:if it was the back fence I wouldn't mind and SHE wouldn't.
Yes, she's awful particular about’ this fence; it's got to be done very careful; | reckon there ain’t one
boyina thousand maybe two thousand that can do it the way it's got to be done.”

"No--:s that so? Oh come, now--Temme just try. Only just a little--1'd let YOU, if you was me, Tom."

"Ben, I’d like to, honest m]un but Aunt Polly--well, Jim wanted to do it, but she wouldn't let him; Sid
wanted to do it, and she wouldn't let Sid. Now don't you see how I'm fixed? If you was to tackle this
fence and: anythlng was to happen to it--"

"Oh, shucks, I' ll be just as careful, Now lemme try. Say-—-I'll give you the core of my apple.”
"Well, here--No, Ben, now don't. I'm afeard--"
"I'll give you ALL of it!"

Tam gave up the brush with reluctance in his face, but alacrity in his heart. And while the late
steamer Big Missouri worked and sweated in the sun, the retired artist sat on a barrel in the shade
close by, dangled his legs, munched his apple, and planned the slaughter of more innocents. There
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was no lack of material; boys happened along every little while; they came to jeer, but remained to
whitewash. By the time Ben was fagged out, Tom had traded the next chance to Billy Fisher for a
kite, in good repair; and when he played out, Johnny Miller bought in for a dead rat and a string to
swing it with--and so on, and so on, hour after hour. And when the middle of the afternoon came,
frorm being a poor poverty-siricken boy in the morning, Tom was literally rolling in wealth. He had
besides the things before mentioned, twelve marbles, part of a jews-harp, a piece of blue bottle-
glass to look through, a spool cannon, a key that wouldn't unlock anything, a fragment of chalk, a
glass stopper of a decanter, a tin soldier, a couple of tadpoles, six fire-crackers, a kitten with only
one eye, a brass doorknob, a dog-collar--but no dog--the handle of a knife, four pleces of orange-
peel, and a dilapidated old window sash. 4

He had had a nice, good, idle time all the while--plenty of company

--and the fence had three coats of whitewash on it! If he hadn't run out of whitewa he wou]d have

bankrupted every boy in the village.

Tom said to himself that it was not such a hollow world, aftei:all: He had dlscove red a great law of
human action, without knowing it—namely, that in order to.make a‘nan or aboy covet a thing, it is
only necessary to make the thing difficult to attain. If he had'been a great and wise philosopher, like
the writer of this book, he would now have comprehénded thatWork consists of whatever a hody is
OBLIGED to de, and that Play consists of whateverra body is ot obliged to'do. And this would help
him to understand why constructing artificial flowers or performisigon a tread-mill is work, while
rolling ten-pins or climbing Mont Blanc is only amusement. There are wealthy gentlemen in
England who drive four-horse passenger- coaches ‘twenty or thirty miles on a daily line, in the
summer, because the privilege costs them consnderable money; but if they were offered wages for
the service, that would turn it into work and then’ they wou]d resign.

The boy mused awhile over thé: substantlal change whlch had taken place in his worldly
circumstances, and then wen@e__d toward h__aadqug_rters to report.
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From “After Twenty Years” by 0. Henry (1908)

The policeman on the beat moved up the avenue impressively. The impressiveness was
habitual and not for show, for spectators were few. The time was barely 10 o'clock at night, but
chilly gusts of wind with a taste of rain in them had well nigh de-peopled the streets.

Trying doors as he went, twirling his club with many intricate and artful movements, turning
now and then to cast his watchful eye adown the pacific thoroughfare, the officer, with his stalwart
form and slight swagger, made a fine picture of a guardian of the peace. The viginity was one that
kept early hours. Now and then you might see the lights of a cigar store or of an all~mght lunch
counter; but the majority of the doors belonged to business places that had‘long siri¢e been closed

When about midway of a certain block the policeman suddenly slowed'his ‘w
doorway of a darkened hardware store a man leaned, with an unhghted c;gar
policeman walked up to him the man spoke up quickly.

mouth As the

"It's all right, officer,” he said, reassuringly. "I'm just walung for a frien
made twenty years ago. Sounds a little funny to you, doesn‘tit? Well, T L. explam ifyou'd like to
make certain it's all straight. About that long ago there used to e a restatirant where this store
stands—'Big Joe’ Brady's restaurant." . i

"Until five years ago,” said the policemar;: It was torn down th

The man in the doorway struck a match and lit hls cigar. The light showed a pale, square-
jawed face with keen eyes, and a l:tt]e whlte scar’ near his rlght eyebrow. His scarfpin was a large
diamond, oddly set. ; :

"Twenty years ago to-n_iﬁht," said'th_e méh, "l dfhed here at ‘Big Joe' Brady's with Jimmy Wells,
my best chum, and the ﬁnest"chap in.the world. He'and I were rajsed here in New York, just like two
brothers, together. I was eighteenand Jimmywas twenty. The next morning | was to start for the
West to make my fortune. Yoii couldn't have dragged immy out of New York; he thought it was the
only place on earth. Well; we agreed that night that we would meet here again exactly twenty years
from that date and, time; 1o matt >t what our conditions might be or from what distance we might
have to come We fi igured that in twénty years each of us ought to have our destiny worked out and
our fortunes made, whatever they were going to be."

lt sounds pretty mterestmg, said the policemnan. "Rather a long time between meets, though,
it seerr_i_s_ to me. Haven'tyou heard from your friend since you left?"

"Well;yes, for a time we corresponded,” said the other. "But after a year or two we lost track of
each other. Yoisée, the West is a pretty big proposition, and I kept hustling around over it pretty
lively. But 1 know Jimmy will meet me here if he's alive, for he always was the truest, stanchest old
chap in the world. He'll never forget. I came a thousand miles to stand in this door to-night, and it's
worth it if my old partner turns up."

The waiting man pulled out a handsome watch, the lids of it set with small diamonds.

“Three minutes to ten,” he announced. "It was exactly ten o'clock when we parted here at the
restaurant door."
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"Did pretty well out West, didn't you?” asked the policeman.

"You bet! I hope Jimmy has done half as weil. He was a kind of plodder, though, good fellow as
he was. I've had to compete with some of the sharpest wits going to get my pile. A man getsin a
groove in New York. It takes the West to put a razor-edge on him.”

The policeman twirled his club and took a step or two.
"I'll be on my way. Hope your friend comes around all right. Going to call time on him sharp?”

"I should say not!" said the other. "I'll give him half an hour at least. If ]1mmy Is alive on earth
he'll be here by that time. So long, officer." ) e

"Good-night, sir," said the peliceman, passing on along his beat trym 'ors as he weng:-

There was now a fine, cold drizzle falling, and the wind had: nsen from ltS uncertam puffs into
a steady blow. The few foot passengers astir in that quarter hurried dlsmally and silently along with
coat collars turned high and pocketed hands. And in the don‘r of the hardware store the man who
had come a thousand miles to fill an appointment, uncertam almost to. absurdlty, with the friend of
his youth, smoked his cigar and waited. -

About twenty minutes he waited, and thenral:.'tall man iﬁ"a};l o __uvercoét, with collar turned up
to his ears, hurried across from the opposite side of the street. ent directly to the waiting man.

"Is that you, Bob?" he asked, doubtfully.
"Is that you, Jimmy Wells?" cnecl the man iri the door

"Bless my heart!” exclaimed the new arrlval graspmg both the other’s hands with his own.
"It's Bob, sure as fate. | was céttain I'd find | you here if you were still in existence. Well, well, welll—
twenty years is a long time. The:old restaurant's gone, Bob; 1 wish it had lasted, so we could have
had another dinner there: How has the West treated you, old man?"

"Bully; it has g[ven fne. everythmgl asked it for. You've changed lots, Jimmy. I never thought
you were 50 ta]l by two or three mches

“Oh | grew a btt aﬂer I Was twenty "

omg well in New York jlmmy'?"

"Moderateiy !have a position in one of the city departments. Come on, Bob; we'll go around to
aplace I know of, and have a good long talk about old times.”

The two ttien started up the street, arm in arm. The man from the West, his egotism enlarged
by success, was beginning to outline the history of his career. The other, submerged in his overcoat,
Tistened with interest.

At the corner stood a drug store, brilliant with electric lights. When they came into this glare
each of them turned simultaneously to gaze upon the other's face.

The man from the West stopped suddenly and released his arm.
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"You're not Jimmy Wells," he snapped. "Twenty years is a long time, but not long enough to
change a man's nose from a Roman to a pug.”

“it sometimes changes a good man into a bad one," said the tall man. "You've been under
arrest for ten minutes, 'Silky’ Bob. Chicago thinks you may have dropped over our way and wires us
she wants to have a chat with you. Going quietly, are you? That's sensible. Now, before we go on to
the station here’s a note I was asked to hand you. You may read it here at the window. It's from
Patroiman Wells."

The man from the West unfolded the little piece of paper handed him. His;hand was steady
when he began to read, but it trembled a little by the time he had finished. The niote was rather
short, : i

ricigar Fsaw.it was
urid.anid got a

Bob: I was at the appainted place on time. When you struck the match to light ye
the face of the man wanted in Chicago, Somehow I couldn’t do it myself;.so I went
plain clothes man to do the job. = :
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From A Wrinkle in Time by Madeline L'Engle (1962)

“If we knew ahead of time what was going to happen we'd be - we'd be like the people on
Camazotz, with no lives of our own, with everything all planred and done for us. How can I explain
it to you? Oh, I know. In your language you have a form of poetry called the sonnet.”

“Yes, yes,” Calvin said impatiently. “What’s that got to do with the Happy Medium?” -

“Kindly pay me the courtesy of listening to me.” Mrs. Whatsit's voice was stern, and for a
moment Calvin stopped pawing the ground like a nervous colt. “Ht is a very strict form of poetry, is it
not?” :

Yo"

“There are fourteen lines, [ believe, all in iambic pentameter That’s a very ‘stric thythm or
meter, yes?” E L 2

“Yes." Calvin nodded.

“No

“But within this strict form the poet has’ complete freedo o say whatever he wants,
doesn’t he?” :

"Yes.” Calvin nodded again.

“So0,” Mrs. Whatsit said.

“So what?”

“Oh, do not be stuplcl buyl" Mrs Whamt scolded "You know perfectly well whatI am
driving at!”

"You mean yuu re comparmg our lives to a sonnet? A strict form, but freedom within it?”

“Yes." Mrs Whal‘Slt sald “You re given the form, but you have to write the sonnet yourself.
What you say: 1s comp]etely up to you.”
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Frem The Dark is Rising by Susan Cooper (1973)
Midwinter Day

He was woken by music. It beckoned him, lilting and insistent; delicate music, played by delicate
instruments that he could not identify, with one rippling, bell-like phrase running through it in a
gold thread of delight. There was in this music so much of the deepest enchantment of all his
dreams and imaginings that he woke smiling in pure happiness at the sound. In the moment of his
waking, it began to fade, beckoning as it went, and then as he opened his eyes it:was gone. He had
only the memory of that one rippling phrase still echoing in his head, and itself f‘édjpg so fast that he
sat up abruptly in bed and reached his arm out to the air, as if he could bring it back..

The room was very still, and there was no music, and yet Will knew: that itk :

He was in the twins’ room still; he could hear Robin's breathing; slow and dee ; from the other bed.
Cold light glimmered round the edge of the curtains, but no-one Wwas stlrrmg anywhere it was very
early. Will pulled on his rumpled clothes from the day before, and shpped out: Df the room. He
crossed the landing to the central window, and looked down: T

In the first shining moment he saw the whole strange- amlllal world gllstenmg white; the roofs of
the outbuildings mounded into square towers of snow, and beyond:them all the fields and hedge:
buried, merged into one great flat expanse, unbroken whiteto the horizon's brim. Will drew in a
long, happy breath, silently rejoicing. Then, very famt]y, he heard the music again, the same phrase.
He swung round vainly searching for it ln ‘the’ alr, as 1f he mlght see it somewhere like a flickering
light. e g

"Where are you?"

It had gore again. And when he looked back thmugh the window, he saw that his own world had
gone with it. in that flash, everythmg ‘had chariged. The snow was there as it had been a moment
before, but not piled now on'tgofs éristretching flat over lawns and fields. There were no roofs,
there were no fields. Théf'e wereonly trees. Will was looking over a great white forest: a forest of
massive trees, sturdy as towers and ancient as rock. They were bare of leaves, clad only in the deep
snow that lay,untouchied along every "branch, each smallest twig. They were everywhere. They
began so closé to the hotise that he was looking out through the topmost branches of the nearest
tree, cou!d have reached out and shaken them if he had dared to open the window. All around him
the triges stretched to the ﬂat horizon of the valley. The only break in that white world of branches
was away over to the south, where the Thames ran; he could see the bend in the river marked like a
single stilled wave in this white ocean of forest, and the shape of it looked as though the river were
wider than'it shou]d have been.

Will gazed and gazed, and when at last he stirred he found that he was clutching the smooth iron
circle threaded onte his belt. The iron was warm to his touch.

He went back into the bedroom,

“Robin!" he said loudly. "Wake up!" But Robin breathed slowly and rhythmically as before, and did
not stir.
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He ran into the bedroom next door, the familiar small room that he had once shared with James,
and shook James roughly by the shoulder. But when the shaking was done, James lay motionless,
deeply asleep.

Will went out onto the landing again and took a long breath, and he shouted with all his might:
"Wake up! Wake up, everyone!" .

He did not now expect any response, and none came. There was a total silence, as deep and timeless
as the blanketing snow; the house and everyone in it lay in a sleep that would not be broken.

Will went dewnstairs to pull on his boots, and the old sheepskin jacket that héﬂ'bel onged, before
him, to two or three of his brothers in turn. Then he went out of the back door, closi ng it quietly
behind him, and stood looking out through the quick white vapour of his' hr th = ;

The strange white world lay stroked by silence.. No birds sang. The garden was €
this forested land. Nor were the outbuildings nor the old crumbllng walls, Thereldy on]y a narrow
clearing round the house now, hummocked with unbroken siowdrifts, before the trees began, with
a narrow path leading away. Will set out down the white tunnel ofthe path, stowly, stepping high to
keep the snow out of his boots. As soon as he moved away fom the house, he felt very much alone,
and he made himself go on without looking back overhis shotilder, because he knew that when he
looked, he would find that the house was gone. :

He accepted everything that came inte his mind; without thought or question, as if he were moving
through a dream. But a deeper part of him knew that e was not dreaming. He was crystal-clear
awake, in a Midwinter Day that had been walﬁng for-him to wake into it since the day he had been
born, and, he somehow knew, for centurles before that:Toriorrow will be beyond fmagining.... Will
came out of the white-arched path'into th -road, ved siiooth with snow and edged everywhere
by the great trees, and he looked up between the branches and saw a single black rook flap slowly
past, high in the early sky :
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From Dragonwings by Laurence Yep (1975)
Chapter IX: The Dragon Wakes (December, 1905—April, 1906)

By the time the winter rains came to the city, we were not becoming rich, gut we were doing well.
Each day we put a little money away in our cold tin can. Father never said anything, but I knew he
was thinking about the day when we might be able to afford to bring Mother over. You see, it was
not simply a matter of paying her passage over on the hoat. Father would probably have to go over
after her and escort her across. There had to be money for bribes—tea money; Uncle called it—at
both ends of the ocean. Now that we no longer belonged to the Company, we somehow had to
acquire a thousand doilars worth of property, a faraway figure when you'tan only $ave nickels and
dimes. ks ' -

And yet the hope that we could start our own little fix-it shop and qualify as"frjexj_ghé'ht"szjsteadi]y
grew with the collection of coins in the tin can. | was happy mast of the time, even when it became
the time for the New Year by the Tang people’s reckoning. [1.] e

We took the old picture of the Stove King and smeared somehoney ort'jt before we burned it in the
stove. Later that evening we would hang up a new picture of the:Stove Kitig that we had bought in
the Tang people’s town. That was a sign the Stove King had réturiied to his place above our stove,
After we had finished burning the old picture,-,\'qi;_'e'say down to a Tunich-of meat pastries and
dumplings. Robin ate guietly—for her, that is. Actyally, she monopolized only half the conversation.
“Look,” she said. “My aunt would never go fnifor those:pagan customs-—not in her house, But I could
sneak the old picture out and tell her youi wanted:to replace it with a new one. Then you could smear
honey on it for her.” TR

“But you no believe in the Stavgilfing’
“Of course not,” she snapped. She sqq_irmed'ip_ her'seat. “But it might make you feel better.”

I could see that she really wanted to-‘make herself feel better. No sense in taking chances with the
supernatural, and so __i-'tq:ul_ﬂ:t Il her'train of thought because I sometimes carried the little cross
she had given.me inmy pggket:—"g_u’s_,t_uas insurance.

{.]
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From Roll of Thunder, Hear My Cry by Mildred Taylor {1976)

“You were born blessed, boy, with land of your own. If you hadn’t been, you'd cry out for it while
ou try to survive... like Mr. Lanier and Mr. Avery. Maybe even do what they doing now. It's hard on
man to give up, but semetimes it seems there just ain’t nothing else he can do.”

"I.. I'n sorry, Papa,” Stacey muttered.

After a moment, Papa reached out and draped his arm over Stacey's shoulder.

‘ “Papa,” I said, Standihg to;join tﬁelﬁ, “we giving up too?"

_ - -] Comment [jsm1]: This is the spacing
and indentation In my r.opy Isthis - "~ °
corract? .

that little ole fig. But that fig tree’s got roots that run deep, anid'it belongs m that yard as much as
that oak and walnut. It keeps blooming, bearing fruit yearafter year, knowmg I'the time it'll never
: get as big as them other trees. Just keeps on growing and domg what'it gotta do It don't give up. It
| give up, it'll dle There’s a lesson to be leamed from that llttle tree Cassie: glrl cause we're like it.
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From “Eleven” from Woman Hellering Creek: And Dther Stories by Sandra Cisneros (1992)

What they don’t understand about birthdays and what they never tell you is that when
you're eleven, you're also ten, and nine, and eight, and seven, and six, and five, and four, and three,
and two, and one. And when you wake up on your eleventh birthday you expect to feel eleven, but
you don't. You apen your eyes and everything's just like yesterday, only it's today. And you don't
feel eleven at all. You feel like you're still ten. And you are -- underneath the year that makes you
eleven.

Like some days you might say something stupld and that's the part of you that's still ten, Or
maybe some days you might need to sit on your mama's lap because you'te scared, and that s the
part of you that's five. :

And maybe one day when you're all grown up maybe you: w111 ‘need to 1
three, and that's okay. That's what [ tell Mama when she's sad:' i d needs. to c
three. R :

Because the way you grow old is kind of like an omon or hke the rings iiside a tree trunk or
like my little wooden dolls that fit one inside the other_ ‘each year inside’ the next one. That's how
being eleven years old is. ) '

You don't feel eleven. Not right away. If takes a few;:ﬁ'ays, weeks even, sometimes even
months before you say Eleven when they ask. you And you don t feel smart eleven, not until you're
almost twelve. That's the way it is. i s i
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From The Absolutely True Diary of a Part Time Indian by Sherman Alexie (2007)
it's a weird thing.

Reservations were meant to be prisons, you know? Indians were supposed to move onto
reservations and die. We were supposed to disappear.

But somehow or another, Indians have forgotten that reservations were meant to be death camps.

1 wept because | was the only one who was brave and crazy enough to leave the rez. | was the only
one with enough arrogance. . i

I wept and wept and wept because I knew that I was never going to drink apd "lj"eqa_usé‘l‘l_z.t\(l_ _"s_:,ﬁever
going to kill myself and because I was going to have a better life outin the white wotld, -

I realized that I might be a lonely Indian boy, but 1 was not E'lilp:l"'le\_li_lfl my Ildﬁel_jne
millions of other Americans who had left their birthplaces in search of a drean

. There were

I realized that, sure, 1 was a Spokane Indian. | belonged to tiiht;t;ibe. ButI also Belonged to the tribe
of American immigrants. And to the tribe of basketball players. And to thé tribe of bookworms.

And the tribe of cartoonists,

And the tribe of teenage boys.

And the tribe of small-town kids. ;
And the tribe of Pacific Northwéstéfﬁer_s_. i

And the tribe of tortilla chlipél-iifp_.d-sal_s,a lﬁi’r‘,_ers. R

And the tribe of poverty.

And the tribe p_f_fp_.\{le-i"él._-:édérs,
And the trib@jﬁfﬁéﬁﬁéd_ sofs.
And t:l_.i_e:'tﬁbe. Efifhoys wiigf:;jea].].;"missed their best friends.
It wa;;.huge rez‘i.lhi;:z'atiqn;

And that's ‘when | knew that | was going to be okay.
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From Where the Mountain Meets the Moon by Grace Lin (2009}
Chapter 1

Far away from here, following the Jade River, there was once a black mountain that cut into the sky
like a jagged piece of rough metal. The villagers called it Fruitless Mountain because nothing grew

on it and birds and animals did not rest there. N

Crowded in the corner of where Fruitless Mountain and the Jade River met was a village that was a
shade of faded brown. This was because the land arcund the village was hard and -poor. To coax rice
out of the stubborn land, the field had to be flooded with water. The villagers had to; ‘ramp in the
mud, bending and stooping and planting day after day. Working in the mu ‘much made jtspread
everywhere and the hot sun dried it onto their clothes and hair and homes:: everything in
the village had become the dull color of dried mud. :

One of the houses in this village was so small that its wood boards, held together.by the roof, made
one think of a bunch of matches tied with a piece of twine: Inside, there was barely enough room for
three people to sit around the table—which was ]ucky because only three peop]e lived there. One of
thern was a young girl called Minli. .

Minli was not brown an dull like the rest of thejiri']lage. She-:h_ad glassy black hair with pink cheeks,
shining eyes always eager for adventure, and a'fast smile thai flashed from her face. When people
saw her lively and impulsive spirit, they thought her name, which meant quick thinking, suited her
well. “Too weli,” her mother sighed, as Minii had a habit of quick acting as well.

[..]

page 19 of 76



“The Fox and the Crow” by Aesop (translation 1884)

A Crow, having stolen a hit of flesh, perched in a tree, and held it in her beak. A Fox, seeing her,
longed to possess himself of the flesh, and by a wily stratagem succeeded. "How handsome is the
Crow,"” he exclaimed, "in the beauty of her shape and in the fairness of her complexion! Oh, if her
voice were only equal to her beauty, she would deservedly be considered the Queen of Birds!" This
he said deceitfully, having greater admiration for the meat than for the crow. But the Crow, all her
vanily aroused by the cunning flattery, and anxious to refute the reflection cast upon her voice, set
up a loud caw, and dropped the flesh. The Fox quickly picked it up, and thus addressed the Crow:
"My good Crow, your voice is right enough, but your wit is wanting."

He whao listens to flattery is not wise, for it has no good purpose.
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From “The Emperor’'s New Clothes” by Hans Christian Andersen (translation 183 7)

Many years ago, there was an Emperor, who was so excessively fond of new clothes, that he spent
all his money in dress. He did not trouble himself in the least about his soldiers; nor did he care to
go either to the theatre or the chase, except for the opportunities then afforded hin for displaying
his new clothes. He had a different suit for each hour of the day; and as of any other king or
emperar, one is accustomed to say, "he is sitting in council,” it was always said of him, *The
Emperor is sitting in his wardrobe.”

Time passed merrily in the large town which was his capital; strangers arrived every day at the

court. One day, two rogues, calling themselves weavers, made their appedrance. They gave out that
they knew how to weave stuffs of the most beautiful colors and elaborate 5
manufactured from which should have the wonderful property of
who was unfit for the office he held, or who was extraordinarily:si

"These must, indeed, be splendid clothes!" thought the Empe Had I sucha stjt, 1 might at once
find out what men in my realms are unfit for their office, aitd also beable to distinguish the wise
from the foolish! This stuff must be woven for me immediately.” And 'iié:ggused large sums of
money to be given to both the weavers in order that they might begin theirwork directly.

5o the two pretended weavers set up two Ioom;"‘.‘,:fand afféct_@a_d to work very busily, though in reality
they did nothing at all. They asked for the most delicaté silk and the purest gold thread; put both
into their own knapsacks; and then continued theii pretended work at the empty looms until late at
night. L T,
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From “The Minotaur” from Tanglewood Tales by Nathaniel Hawthorne (1853)

"Alas! my son," quoth King Aegeus, heaving a long sigh, "here is a very lamentable matter in hand!
This is the woefullest anniversary in the whole year. It is the day when we annually draw lots to see
which of the youths and maids of Athens shall go to be devoured by the horrible Minotaur!”

"The Minotaur!” exclaimed Prince Theseus; and like a brave young prince as he was, he put his hand
to the hilt of his sword. "What kind of a monster may that be? Is it not p0551ble, at the risk of one's
life, to slay him?” :

But King Aegeus shook his venerable head, and to convince Theseus thatitwas quite.a hopeless
case, he gave him an explanation of the whole affair. It seems that in the ilanid of Crete; therelived a
certain dreadful monster, called a Minotaur, which was shaped partly like a'man’ ‘and part]y like a
bull, and was altogether such a hideous sort of a creature that it i is: redlly disagreeable'to think of
him. If he were suffered to exist at all, it should have been on, S0 b

of some deep cavern, where nobody would ever be tormented by his abominablg: ‘aspect. But King
Minos, who reigned over Crete, laid out a vast deal of money in bmldmg a habitation for the
Minotaur, and took great care of his health and comfort, merely for mischief's sake, A few years
before this time, there had been a war between the city of. Athens and the island of Crete, in which
the Athenians were beaten, and compelled to beg for peace No peace could they obtain, however,
except on condition that they should send seven young men and sevén maidens, every year, to be
devoured by the pet monster of the cruel King Minos, For thrée years past, this grievous calamity
had been borne. And the sobs, and groans;and. shrleks with which the city was now filled, were
caused by the people's woe, because the fatal day had'é éomeagain, when the fourteen victims were
to be chosen by lot; and the old people feared lest their sons or daughters might be taken, and the
youths and damsels dreaded lest. thej themsaives might be destined to glut the ravenous maw of '
that detestable man-brute. i

But when Theseus heard the story, he stralghl:ened himself up, so that he seemed taller than ever
before; and as for hls face itwas mdlgnant despiteful, bold, tender, and compassionale, all in one
look.

“Letthe peopleﬁfAthen this year:draw lots for only six young men, instead of seven,” said he, "I
will myseif be the seventh and iet the Minotaur devour me if he can!"

"0 my. dear sof;% cried ng Aegeus, "why should you expose yourself to this horrible fate? You are a
royal j prlnce and have a‘nght to hold yourself above the destinies of common men."

"Itis because fama prmce, your son, and the rightful heir of your kingdom, that [ freely take upon
me the ca]amlty ofyour subjects,” answered Theseus, "And you, my father, being king over these
people, and answerable to Heaven for their welfare, are bound to sacrifice what is dearest to you,
rather than that the son or daughter of the poorest citizen shauld come to any harm."
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From “The People Could Fly” from The Peeple Could Fiy: American Black Folktales by Virginia
Hamilton (1985)

They say the people could fly. Say that long ago in Africa, some of the people knew magic. And they
would walk up on the air like climbin up on a gate. And they flew like blackbirds over the fields.
Black, shiny wings flappin against the blue up there.

Then, many of the people were captured for Slavery. The ones that could fly shed their wings. They
couldn't take their wings across the water on slave ships. Too crowded, don't you know

The folks were full of misery, then. Got sick with the up and down of the sea.So they forgot about
flyin when they could no longer breath the sweet scent of Africa. i

Say the people who could fly kept their power, although they shed. thexr wmgs They 'looked the

same as the other people from Africa who had been coming over ‘who had dark skin., Say you
couldn’t tell anymore one who could fly from one who couldn [ ;

One such who could was an old man, call him Toby. And standm tal! yet aﬁ'ald Was a young woman
who once had wings. Call her Sarah. Now Sarah carrled_a babe tied to het back She trembled to be
so hard worked and scorned. : ;

The slaves labored in the fields from sunup to sundown The owner of the slaves callin himself their
Master. Say he was a hard lump of clay. A hard, gimty coal. A tiatd rock pile, wouldn't be moved. His
Overseer on horseback pointed out the’ shaves who were slowin down. So the one calied Driver
cracked his whip over the slow ones to’ ‘iake thern move faster That whip was a slice-open cut of
pain. 5o they did move faster, Had to '

(-]
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From Black Ships before Troy: The Story of the llind by Rosemary Sutcliff (1993)

In the high and far-off days when men were heroes and walked with the gods, Peleus, king of the
Myrmidons, took for his wife a sea nymph called Thetis, Thetis of the Silver Feet. Many guests came
to their wedding feast, and among the mortal guests came all the gods of high Olympus.

But as they sat feasting, one who had not been invited was suddenly in their midst: Eris, the
goddess of discord, had been left out because wherever she went she took trouble with her; yet
here she was, all the same, and in her blackest mood, to avenge the insult.

All she did—it seemed a small thing—was to toss down en the table a golden app]

Then she
breathed upon the guests once, and vanished, '

The apple lay gleaming among the piled fruits and the brimming; wme CUps; and e‘ndlng close to
look at it, everyone could see the words "To the fairest" traced on its snde

Then the three greatest of the goddesses each claimed that. it was &rs. Hera clalmed it as wife to

Zeus, the All-father, and queen of all the gods, Athene claimied that shéshad the better right, for the
beauty of wisdem such as hers surpassed all else. Aphrodite only smiled; and asked who hada
better claim to beauty's prize than the goddess of beauty hers

They fell to arguing among themselves; the argument became a quarrel and the quarrel grew more
and more bitter, and each called upon the assembled gtiests to' Judge between them. But the other

guests refused, for they knew well enough that, whlchever goddess they chose to receive the golden
apple, they would make enemies of the other two ¢
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Poetry

“Paul Revere’s Ride” by Henry Wadsworth Longfellow (1861)

Listen, my children, and you shall hear

Of the midnight ride of Paul Revere,

On the eighteenth of April, in Seventy-five;
Hardly a man is now alive

Who remembers that famous day and year.

He said to his friend, "If the British march

By land or sea from the town to-night,

Hang a lantern aloft in the belfry arch

Of the North Church tower as a signal light,-
One, if by land, and two, if by sea;

And I on the opposite shore will be,

Ready to ride and spread the alarm
Through every Middlesex village and farm,
For the country-folk to be up and to arm."

Then he said, "Good night!" and with mulﬂed oar s

Silently rowed to the Charlestown shore,” ..
Just as the moon rose over the bay, =+
Where swinging wide at her moorings lay
The Somerset, British man-of-war;". =
A phantom ship, with each mast and spar '
Across the moon like a prison bar,

And a huge black hulk, that was magmﬁed
By its own reflectlon in the tlde

Meanwhile, his friend; throug h a]ley and street,
Wanders and watches with eager-ears,

Tilt in the silence arotind him he hears

The muster of men at the barack door,

The séund of arms, and the tramp of feet,

And the measured tread of the grenadiers,
Marching down to their boats on the shore.

Then he climbed:to the tower of the church,
Up the wooden stairs, with stealthy tread,
To the belfry-chamber overhead,

And startled the pigeons from their perch
On the sombre rafters, that round him made
Masses and moving shapes of shade,—

Up the trembling ladder, steep and tall,

To the highest window in the wall,

Where he paused to listen and look down

A moment on the roofs of the town,
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And the moonlight flowing over all.

Beneath, in the churchyard, lay the dead,
In their night-encampment on the hill,
Wrapped in silence so deep and still

That he could hear, like a sentinel's tread,
The watchful night-wind, as it went
Creeping along from tent to tent,

And seeming to whisper, "All is well!”

A moment only he feels the spell

Of the place and the hour, and the secret dread
Of the lonely belfry and the dead;

For suddeniy all his thoughts are bent

On a shadowy something far away,
Where the river widens to meet the bay,--
A line of black that bends and floats

On the rising tide, like a bridge of boats.

Meanwhile, impatient to mount and ride,
Booted and spurred, with a heavy stride
On the oppasite shore walked Paul Revere,
Now he patted his horse's side, o
Now gazed at the landscape far and near,
Then, impetuous, stamped the earth, -::
And turned and tightened his sacldle-g rth
But mostly he watched with eager.search.
The belfry-tower of the 01d North Church
As it rose above the graves.on the hilt;
Lonely and speciral and somhre and stl]I
AndJo! as he looks, on the belfrils he[ght i
A glimmer, and then a gleam: of light!

He springs to the saddle; the bru:lle helurns,
But lingers and.gazes, till fulkén. hIS sught

A second lamp inthe belfry burnsf

Ahurry.of hoofs ina v1llage street,

A shape in the moonlight;a bulk in the dark,

And beneath, from'the pebbles, in passing, a spark
Struck:out by a steed ﬂymg fearless and fleet;

That was; alll And:yet, through the gloom and the light,
The fate of a'ntion was riding that night;

And the spark struck out by that steed, in his flight,
Kindled the land into flame with its heat.

He has left the village and mounted the steep,
And beneath him, tranquil and broad and deep,
Is the Mystic, meeting the ocean tides;

And under the alders, that skirt its edge,

Now soft on the sand, now loud on the ledge,

Is heard the tramp of his steed as he rides.
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It was twelve by the village clock

When he crossed the bridge inte Medford town.
He heard the crowing of the cock,

And the barking of the farmer's dog,

And felt the damp of the river fog,

That rises after the sun goes down.

It was one by the village clock,
When he galloped into Lexington.
He saw the gilded weathercock
Swim in the moonlight as he passed,

And the meeting-house windows, blank and bare,

Gaze at him with a spectral glare,
As if they already stood aghast
At the bloody work they would look upon.

It was two by the village clock,

When he came to the bridge in Concord town.
He heard the bleating of the flock,

And the twitter of birds among the trees,

And felt the breath of the morning breeze
Blowing over the meadows brown.

And one was safe and asleep in his bed

Who at the bridge would be first to fall,-
Who that day would be lying dead, T
Pierced by a British musket-ball.

You know the rest. In the books you have read,
How the British Regulars firéd and fled,-%:,
How the farmers gave them ball for ball,

From behind each fence and farm—yard wall,
Chasing the red-costs’ ‘down the lane,

Then crossing the fields to emerge agam
Under the trees at'the tirn of thié road,

And only paﬁsing to 'ﬁ're aii'dflcad

So through the aight rode Paul Revere;

And sg through the night:went his cry of alarm
To every Middlesex village and farm,—

A cry of defiance and not of fear,

A voice in the:darkness, a knack at the door,
And a word that shall echo forevermore!
For, borne on the night-wind of the Past,
Through all our history, to the last,

In the hour of darkness and peril and need,
The people will waken and listen to hear
The hurrying hoof-beats of that steed,

And the midnight message of Paul Revere.
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“Jabberwaocky” by Lewis Carrolf (1872)
"Twas brillig, and the slithy toves
Did gyre and gimble in the wabe;
All mimsy were the borogoves,
And the mome raths outgrabe.

'Beware the Jabberwock, my son!

The jaws that bite, the claws that catch!
Beware the Jubjub bird, and shun

The frumious Bandersnatch?’

He took his vorpal sword in hand:

Long time the manxome foe he sought—
So rested he by the Tumtum tree,

And stood awhile in thought,

And as in uffish thought he stood,

The Jabherwock, with eyes of flame,
Came whiffling through the tuigey wood,
And burbled as it came!

One, two! One, two! And through and through
The vorpal blade went snicker-snacl! :
Heleftit dead, and with its head
He went galumphing back.

'And hast thou slain the Jabberwoek? .
Come to my armis, my beamish boj!

0 frabjous day! Calloohl CalIay" -

He chortled in hisjo,

"T'was brillig; and the slithy toves
Did gyre and glmble in'the wabe:™
All mimsyivere the borogoves
And the mome raths outgrabe

page 29 of 76



“Tweifth Song of Thunder” from The Mountain Chant: A Najavo Ceremony - Najavo tradition

{1887)

The voice that beautifies the land!
The voice above,

The voice of thunder

Within the dark cloud

Again and again it sounds,

The voice that beautifies the land.

The voice that beautifies the land!
The voice below,

The voice of the grasshopper
Among the plants

Again and again it sounds,

The voice that beautifies the land.
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“The Song of Wandering” by W.B. Yeats (1899)
I WENT out to the hazel wood,

Because a fire was in my head,

And cut and peeled a hazel wand,

And hooked a berry to a thread;

And when white moths were on the wing,
And moth-like stars were flickering out,

I dropped the berry in a stream

And caught a little silver trout.

When I had Iaid it on the floor

I'went to blow the fire a-flame,

But something rustled on the floor,
And someone called me by my name:
It had become a glimmering girl

With apple blossom in her hair

Who called me by my name and ran
And faded through the brightening air.

Though [ am old with wandering
Through hollow lands and hilly lands,
Iwill find out where she has gone, .
And kiss her lips and take her hands; "
And walk among long dappled grass,

And pluck ! time and times are dotie,
The silver apples of the moan;~
The golden apples of the sun.
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“The Railway Train” by Emily Dickinson (1893}

{ like to see it lap the miles,
And lick the valleys up,

And stop to feed itself at tanks;
And then, prodigious, step

Around a pile of mountains,
And, supercilious, peer

In shanties by the sides of roads;
And then a quarry pare

To fit its sides, and crawl between,
Complaining all the while
In horrid, hooting stanza;
Then chase itself down hill '

And neigh like Boanerges;
Then, punctual as a star,

Stop -- docile and omnipotent --
At its own stable door.
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“Chicago” from Chicage Poems by Carl Sandburg (1914)

Hog Butcher for the World,

Tool Maker, Stacker of Wheat,

Player with Railroads and the Nation's Freight Handier;
Stormy, husky, brawling,

City of the Big Shoulders:

They tell me you are wicked and 1 believe them, for I have seen your painted women under the gas
lamps luring the farm boys. R
And they tell me you are crooked and I answer: Yes, it is true | have seen’’
free to kill again.

And they tell me you are brutal and my reply is: On the faces of women and hild
the marks of wanton hunger. o -

And having answered so I turn once more to those who sneer, a hlS my cnty, and,
the sneer and say to them: :
Come and show me another city with lifted head singing s0. proud to be ahve and coarse and strong
and cunning.
Flinging magnetic curses amid the toil of pllmg jUb on ]Ob here isatalt bo]d slugger set vivid
against the little soft cities;
Fierce as a dog with tongue lapping for action; cunmng asa savage pltted against the wilderness,

he gun_pjan kill and go

glve them back

Bareheaded,
Shoveling,
Wrecking,
Planning, L

Building, bre_:__ g, rebuﬂdmg, =

Under the smoke, dust all'over ]‘llS mouth laughmg wnth white teeth,

Under the terrible burden of: destmy laughing’as a young man laughs,

Laughing even as an Ignorant ﬁghter]aughs who has never lost a battle,

Bragging and laughmg that under his wrist is the pulse, and under his ribs  the heart of the
people, i : R

Laughmg'
Laughmg the stormy, husky hrawling laughter of Youth, haif-naked, sweating, proud to be Hog
Butchér, Taol Maker, Stacker of Wheat, Player with Railroads and Freight Handler to the
Nation. :
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“1, Toe” by Langston Hughes (1925)
[, too, sing America.

I am the darker brother.

They send me to eat in the kitchen
When company comes,

But I laugh,

And eat well,

And grow strong.

Tomorrow,

I'll be at the table
When company comes.
Nobody'll dare

Say to me,

“Eat in the kitchen,”
Then,

Besides,
They'll see how beautiful I am
And be ashamed—

I, too, am America.
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“Oranges” from Black Hair by Gary Soto (1985)
The first time I walked

With a gir], I was twelve,

Cold, and weighted down

With two oranges in my jacket.

December, Frost cracking

Beneath my steps, my breath

Before me, then gone,

As 1 walked toward

Her house, the one whose

Porch light burned yellow

Night and day, in any weather.

A dog barked at me, until

She came out pulling

At her gloves, face bright

With rouge. | smiled,

Touched her shoulder, and led

Her down the street, across

A used car lot and a line

Of newly planted trees,

Until we were breathing

Before a drugstore, We

Entered, the tiny beill

Bringing a saleslady -
Down a narrow aisle of goods i
I turned to the candies
Tiered like hleachers, )
And asked what she wanted -
Light in her eyes, a smile .
Starting at the corners®
Of her mouth: Iﬁngered
A nickel in my pocket™.
And when she/lifted a chocolate-
That ¢ost a dime;

I didn’t say anythmg
I took the nickel from’
My pocket, then ani'orange,
And set them quigtly on

The counter, When I locked up,
The lady's eyes met mine,

And held them, knowing

Very well what it was all
About.

Outside,
_A few cars hissing past,
Fog hanging like old
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Coats between the trees.

[ took my girl's hand

In mine for two blocks,

Then released it to let

Her unwrap the chocolate,

1 peeled my orange

That was so bright against
The gray of December

That, from some distance,
Someone might have thought

I was making a fire in my hands,
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“A Poem for My Librarian, Mrs. Long” from Acolytes by Nikki Giovanni (2007)
A Poem for My Librarian, Mrs. Long
(You never know what troubled little girl needs a book)

At a time when there was not tv before 3:00 P.M.

And on Sunday none until 5:00

We sat on the front porches watching

The jig sign go on and off greeting

The neighbors, discussion the political

Situation congratulating the preacher

On his sermon

There was always the radio which brought us

Songs from wlac in nashville and what we would now call
Easy listening or smooth jazz but when I listened

Late at night with my portable (that I was so proud of}
Tucked under my pillow : B
I heard nat king cole and matt dennis, june christy and e]la ﬁtzgerald "
And sometimes sarah vaughan sing black coffee .
Which | now drink
It was just called music

There was a bookstore uptown on Bay | street
Which ! visited and inhaled that wonderful odor
Of new books Lo
Even today I read hardcover ag.a. preference paperback only
As a lastresort o Lo

And up the hill on vine street u -
(The main black corridor) sat, our carnegle llbrary
Mrs. Long always glad; faiseeyou T

The stereoscope alwaysready: to. show you faraway
Places to dream about : L

Mrs, Long askmg what are. you lookmg for today

When Fwanted Leaves of Grass or alfred north whitehead
She would go to the. big libfary uptown and { now know
Hat in hand to ask to Horfow so that I might borrow

Probably they-sa_ld‘somerhmg humiliating since southern
Whites like to humiliate southern blacks

Bul she nonetheless brought the hooks

Back and I held them to my chest

Close to my heart

And happily skipped hack to grandmother’s house
Where [ would sit on the front porch

In a gray glider and dream of a world

Far away
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1 love the world where | was
I was safe and warm and grandmother gave me neck kissed
When [ was on my way to bed

But there was a world

Somewhere

Out there

And Mrs. Long opened that wardrobe
But no lions or witches scared me

I went through

Knowing there would be

Spring
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Drama
From The Diary of Anne Franke by Frances Goodrich and Albert Hackett {1958)

From Act I, Scene 1:
MIEP But, Mr. Frank, there are letters, notes. ..
MR FRANK Burn them. All of them,

MIEP Burn this? (She hands him a worn, velour-covered hook.)

MRFRANK  (quietly) Anne's diary. (He opens the diary and reads.) ‘Monday, the sixthof July,
nineteen hundred and forty-two.’ (To MIEP.) Nineteen hundred and forty-two. Is it possible, Miep?
Only three years ago. {He reads.) 'Dear Diary, since you and | are goingto be great friends, [ will
start by telling you about myself. My name is Anne Frank. I am'thirteen yéars old, I was born in
Germany the twelfth of June, nineteen twenty-nine. As my farnily is.Jewish we enjigrated to Holland
when Hitler came to power.’ o ) T
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Literary Nonfiction

From “Letter on Thomas Jefferson” by John Adams {1822, 1850)
(]

Mr. Jefferson came into Congress, in June, 1775, and brought with hima reputation for literature,
science, science, and a happy talent of composition. Writings of his were handed about, remarkable
for the peculiar felicity of expression. Though a silent member in Congress, he:was so prompt, frank,
explicit, and decisive upon cemmittees and in conversation, not even Samuel Adﬁms was more so,
that he soon seized upon my heart; and upon this occasion [ gave him my.vote, and did all in my
power to procure the votes of others. I think he had one more vote than any‘ether, and that placed
him at the head of the committee. 1 had the next highest number, and that placed me.second: The
committee met, discussed the subject, and then appointed Mr. Jefferson and nie to:make the
draught, [ suppose because we were the two first on the list. ;

The subcommittee met. Jefferson proposed to me to make the draft:1.said, "Twill not,’ "You should
do it.” "Oh! no." "Why will you not? You ought to do it." 'l will not.' 'Whjr?Q',:!Reasoﬁs enough.' "What can
be your reasons?' 'Reason first, you are a Virginian, and aVirginian oughtio appear at the head of
this business. Reason second, 1 am obnoxious, suspected, and-unpopular. You are very much
otherwise, Reason third, you can write ten times better than I caii'Well,' said Jefferson, 'if you are
decided, I will do as well as I can.’ 'Very well. When you havé-drawn it up, we will have a meeting.’

[
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From Narrative of the Life of Frederick Douglass An American Slave by Frederick
Douglass{1845)
[.]

The plan which 1 adopted, and the one by which [ was most: successful, was that of making friends of
all the little white boys whom [ met in the street. As many of these as | could, 1 converted into
teachers, With their kindly aid, obtained at different times and in different places, I finally
succeeded in learning to read. When 1 was sent of errands, | always took my book with me, and by
going one part of my errand quickly, 1 found time to get a lesson before my returii, ] used also to
carry bread with me, enough of which was always in the house, and to which | was always welcome;
for | was much better off in this regard than many of the poor white children in'pur neighborhood.
This bread [ used to bestow upon the hungry little urchins, who, in réturn, would give me that more
valuable bread of knowledge. I am strongly tempted to give the-Admes of two or three of those little
boys, as a testimonial of the gratitude and affection I bear them; but prudence forbids;—not that it
would injure me, but it might embarrass them; for it is almost an uppardonable offence to teach
slaves to read in this Christian country. It is enough to say ofthe dearlittle fellows, that they lived
oh Philpot Street, very near Durgin and Bailey's ship=yard. I vised to tall¢this matter of slavery over
with them. [ would sometimes say to them, [ wished 1 couldbe asfree as they would be when they
got to be men. "You will be free as seon as you are tweniy-one, but.L.am a slave for lifel Have not | as
good aright to be free as you have?" These words used to tfouble them; they would express for me
the liveliest sympathy, and console me with the hope that something would occur by which I might
be free. B .

I'was now about twelve years old, and the:thought 6_f being a slave for life began to bear heavily
upon my heart. Just about this tiine, T got hold of a book entitled "The Columbian Orator." Every
oppertunity I got, I used to réad this book. Among niach of other interesting matter, I found in it a
dialogue between a master and:his slave, The slave was represented as having run away from his
master three times. The di'alc_a_gué irep'r'esenté'd'j;he conversation which took place between them,
when the slave was retaken the third time. In this dialogue, the whole argument in behalf of slavery
was brought forward by the master, all:of which was disposed of by the slave. The slave was made
to say some very.smart as._wéll:és_:'impréssive things in reply to his master—things which had the
desired though unexpected:effect; for the conversation resulted in the voluntary emancipation of
the slave on the part of the master.

In the same book; | met with one of Sheridan’s mighty speeches on and in behalf of Catholic
emangipation. Thése wefé choice documents to me. I read them over and over again with unabated
interest!They gave tongue to interesting thoughts of my own soul, which had frequently flashed
through my mind, and died away for want of utterance. The moral which [ gained from the dialogue
was the power of truth over the conscience of even a slaveholder. What | got from Sheridan was a
bold denunciation of slavery, and a powerful vindication of human rights. The reading of these
documents enabled me to utter my thoughts, and to meet the arguments brought forward to sustain
slavery; but while they relieved me of one difficulty, they brought on another even more painful
than the one of which I was relieved. The more 1 read, the more [ was led to abhor and detest my
enslavers. I could regard them in no other light than a band of successful robbers, who had left their
homes, and gone to Africa, and stolen us from our homes, and in a strange land reduced us to
slavery. I loathed them as being the meanest as well as the most wicked of men. As [ read and
contemplated the subject, behold! that very discontentment which Master Hugh had predicted
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would follow my learning to read had already come, to torment and sting my soul to unutterable
anguish. As I writhed under it, I would at times feel that learning to read had been a curse rather
than a blessing. It had given me a view of my wretched condition, without the reme dy. It opened my
eyes to the horrible pit, but to no ladder upon which to get out. In moments of agony, [ envied my
fellow-slaves for their stupidity. | have often wished myself a beast. [ preferred the condition of the
meanest reptile to my own, Any thing, no matter what, to get rid of thinking! It was this everlasting
thinking of my condition that tormented me. There was no getting rid of it. It was pressed upon me
by every object within sight or hearing, animate or inanimate. The silver trump of freedom had
roused my soul to eternal wakefulness. Freedom now appeared, to disappear no more forever. It
was heard in every sound, and seen in every thing. It was ever present to torment me with a sense
of my wretched condition. I saw nothing without seeing it, ! heard nothing without-hearing it, and
felt nothing without feeling it. it looked from every star, it smiled in every.calm, breathed in every
wind, and moved in every storm. L e

[.]
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“Gettysburg Address” by Abraham Lincoln(1863)
Fourscore and seven years ago, our fathers brought forth upon this continent a new nation,
conceived in liberty, and dedicated to the preposition that all men are created equal.

Now we are engaged in a great civil war, testing whether that nation, or any nation so conceived
and so dedicated, can long endure. We are met on a great battlefield of that war. We are met to
dedicate a portion of it as the final resting-place of those who here gave their lives that that nation
might live. It is altogether fitting and proper that we should do this. Butin a large sense we cannot
dedicate,—we cannot consecrate,— we cannot hallow this ground. The brave mén;, living and dead,
who struggled here, have consecrated it far above our power to add or détract. The World will Iittle
note, nor long remember, what we say here, but it can never forget what theydid here: It;is.for us,
the living, rather to be dedicated here to the unfinished work that they have' thus fir so n biy
carried on. It is, rather for us to be here dedicated to the great task rémaining before Us;that from
these honored dead we take increased devation to that cause/for. which they hé'r;e gave the last full
measure of devotion; that we here highly resolve that these dead’shall not hiave died in vain; that
this nation, under God, shall have a new birth of freedom, and that Government of the people, by the
people and for the people, shall not perish from the earth : E
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From "Blood, Toil, Tears and Sweat” by Winston Churchiil (1946)
(-]

I say to the House as [ said to ministers who have joined this government, I have nothing to offer
but blood, toil, tears, and sweal. We have before us an ordeal of the most grievous kind. We have
hefore us many, many months of struggle and suffering.

You ask, what is our policy? I say it is to wage war by land, sea, and air, War with all our might and
with all the strength God has given us, and to wage war against a monstrous tyrahny never
surpassed in the dark and lamentable catalogue of human crime. That is our policy:

You ask, what is our aim? I can answer in one word. It is victory. Victory atall Eﬁétg. Vlc't_ol_'yiin spite
of all terrors - Victory, however long and hard the road may be, for without victory ere {$no
survival, S B

[-]

1 take up my task in buoyancy and hope. I feel sure that our chﬁse will ﬁot_‘be suffered to fail among

men. ] feel entitled at this juncture, at this time, to claim the:aid ofall and to say, "Come then, let us
go forward together with our united strength.":.‘; U
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“I Am an American” Day Address by Learned Hand (1944)

We have gathered here to affirm a faith, a faith in a common purpose, a commen conviction, a
commen devotion. Some of us have chosen America as the land of our adoption; the rest have come
from those who did the same. For this reason we have some right to consider ourselves a picked
group, a group of those who had the courage to break from the past and brave the dangers and the
loneliness of a strange land,

What was the abject that nerved us, or those who went hefore us, to this chnicé’i:'..We sought liberty;
freedom from oppression, freedom from want, freedom to be ourselves, This we then sought; this
we now believe that we are by way of winning. n o

What do we mean when we say that first of all we seek liberty? I often wonder w]i_e]:lg_er We'ido not
rest our hopes too much upon constitutions, upon laws and upan:courts, These are false hopes;
believe me, these are false hopes, Liberty lies in the hearts of mien and women;'when it dies thers,
no constitution, no law, no court can even do much to help it-While it lies there it needs no
constitution, no law, ne court to save it. o i o

And what is this liberty which must lie in the hearts 'Ef_:@'en_andiwomen?"lt is not the ruthless, the
unbridled will; it is not freedom to do as one likes; Thati the‘denial of liberty, and leads straight to
its overthrow. A society in which men recognize no check'upon their freedom soon becomes a
society where freedom is the possession of only'4 sayage fevii'as we have learned to our sorrow,

"What then is the spirit of liberty? I cannot define.it; 'can only tell you my own faith. The spirit of
liberty is the spirit which is not too suré'thatit is right; the:spirit of liberty is the spirit which seeks
to understand the mind of other mén and wWomen; the spirit of liberty is the spirit which weighs
their interests alongside its oWN wit]if)‘i.lt‘_biaé':j the spirit of liberty remembers that not even a
sparrow falls to earth unheeded. EET

The spirit of liberty is the =s'pi_l_"ito: 1m who,'néar two thousand years ago, taught mankind that
lesson it has never learned but never'quite forgotten; that there may be a kingdom where the least
shall be heard and considered side, by side with the greatest.

And now in that spirit, that spirit of dn America which has never been, and which may never be;
nay, which never will bé'except as the conscience and courage of Americans create it; yet in the
spirit of thiat America which lies hidden in some form in the aspirations of us all; in the spirit of that
America for which:our young men are at this moment fighting and dying; in that spirit of liberty and
of Ametica 1 ask youi-to-rise and with me pledge our faith in the glorious destiny of our beloved
country.”
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“Remarks to the Senate in Support of a Declaration of Conscience” by Margaret Chase Smith
(1950)
Mr. President:

1 would like to speak briefly and simply about a serious national condition. It is a national feeling of
fear and frustration that could result in national suicide and the end of everything that we
Americans hold dear. It is a condition that comes from the lack of effective leadershlp in either the
Legislative Branch or the Executive Branch of our Government.

That leadership is so lacking that serious and responsible proposals are being made that natlonal
advisory commissions be appointed to provide such critically needed leadershlp : :

I speak as briefly as possible because too much harm has a]readybeen done with 1rrespon51ble
words of bitterness and selfish political opportunism. | speakas hneﬂy as p0551b1e because the
issue is too great to be obscured by eloquence. | speak snmply and. bneﬂy ift; the hope that my
words will be taken to heart. L

I speak as a Republican. I speak as a woman. [ speak asa Umted States Senator I speak as an
American. . )

The United States Senate has long enjoyed wo'rid,wide resl':aect- as the éreatest deliberative body in
the world. But recently that deliberative charactér:has too often been debased to the level of a
forum of hate and character assassina 'on' Sheitered by the shie]d of congressional immunity.

It is ironical that we Senators can if debate n the Senate d[rectly or indirectly, by any form of
words, impute to any American‘wha isnot a Senator any conduct or motive unworthy or
unbecoming an American— 'cl without: that non-Senator American having any legal redress
against us—yet if we say{ the same thlng in the Sehate about our colleagues we can be stopped on
the grounds of bemg out of orde i “i

It is strange that we can’ verba]ly attack anyone else without restraint and with full protection and
yet we hold curselves above the sime type of criticism here on the Senate Floor, Surely the United
States Senate is big enough to take self-criticism and self-appraisal. Surely we should be able to
take the same kmd of character attacks that we “dish out” to outsiders.

I think that itis’ hlgh time fur the United States Senate and its members to do some soul-searching—
for us.to weigh our c(msmences—on the manner in which we are performing our duty to the people
of Amerlca-—on the manner in which we are using or abusing our individual powers and privileges.

I think that it is hlgh time that we remembered that we have sworn to uphold and defend the
Constitution, | think thatitis high time that we remembered that the Constitution, as amended,
speaks not only of the freedom of speech but also of trial by jury instead of trial by accusation.

Whether it be a criminal prosecution in court or a character prosecution in the Senate, there is little
practical distinction when the life of a person has been ruined.

Those of us who shout the loudest about Americanism in making character assassinations are afl
too frequently those who, by our own words and acts, ignore some of the basic principles of
Americanism;
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The right to criticize;

The right to hold unpopular beliefs;
The right to protest;

The right of independent thought.

The exercise of these rights should not cost one single American citizen his reputation or his right
to a livelihood nor should he be in danger of losing his reputation or livelihood merely because he
happens to know someone who holds unpopular beliefs. Who of us doesn’t? Otherwise none of us
could call our souls our own. Otherwise thought control would have set in.

The American people are sick and tired of being afraid to speak their minds Iest they be politically
smeared as "Communists” or "Fascists” by their opponents. Freedom of speech is not what it used
to be in America. It has been so abused by some that it is not exercised by, others

The American people are sick and tired of seeing innocent people, smeared

whitewashed. But there have been enough proved cases, such ds'the Amerasr
the Coplon case, the Gold case, to cause the nationwide distrist and strcng Sus]
be something to the unproved, sensational accusations.

e, the Hiss case,
on that there may

As a Republican, | say to my colleagues on this side of the ais ;ﬁt_hat the Repubhcan Party facesa
challenge today that is not unlike the challenge that it faced back-in Lincoln’s day. The Republican
Party so successfully met that challenge that it-éierged from the Civil War as the champion of a
united nation—in addition to being a Party that unrelentmgly fought loose spending and loose
programs. - e

Today our country is being psychologlcally dmded by the confusxon and the suspicions that are
bred in the United States Senate t6 spread like cancérous téntacles of “know nothing, suspect
everything” attitudes. Today wethave'y Democratlc ‘Administration that has developed a mania for
loose spending and loose programs. Hlstory is repeatmg itselif—and the Republican Party again has
the opportunity to emerge as the champlon of umty and prudence.

The record of the present Democraﬁc Admmlstratton has provided us with sufficient campaign
issues without the nétessity. of resortmg to political smears. America is rapidly losing its position
as leader of the world mmply because the Democratic Administration has pitifully failed to provide
effective ]eadership b

The Democratlc Admlmstratlon has completely confused the American people by its daily
contradictory grave warnings and optimistic assurances-that show the people that our Democratic
Admlmstratmn hasno. ided of where it is going,

The Democratlc Admm:stratlon has greatly iost the confidence of the American people by its
complacency to the threat of communism here at home and the leak of vital secrets to Russia
though key officials of the Democratic Administration. There are enough proved cases to make this
point without diluting our eriticism with unproved charges.

Surely these are sufficient reasons to make it clear to the American people that it is time for a
change and that a Republican victory is necessary to the security of this country. Surely it is clear
that this nation will continue to suffer as long as it is governed by the present ineffective
Democratic Administration.
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Yet to displace it with a Republican regime embracing a philosophy that lacks political integrity or
intellectual honesty would prove equally disastrous to this nation. The nation sorely needs a
Republican victory. But I don't want to see the Republican Party ride to political victory on the Four
Horsemen of Calumny—Fear, ignorance, Bigotry, and Smear.

[ doubt if the Republican Party could—simply because [ don’t believe the American people will
uphold any political party that puts political exploitation above national interest. Surely we
Republicans aren’t that desperate for victory.

1 don’t want to see the Republican Party win that way, While it mightbe a fleeting victory for the
Republican Party, it would be a more lasting defeat for the American people. Sure]y itwould
ultimately be suicide for the Republican Party and the two-party system that has protected our
American liberties from the dictatorship of a one party system. :

As members of the Minority Party, we do not have the primary authorlty to .‘formulate the pollcy of
our Government. But we do have the responsibility of rendermg constructlve eriticism, of clarifying
issues, of allaying fears by acting as responsible citizens. : .

As a woman, | wonder how the mothers, wives, sisters, and daughte feel about the way in which
members of their families have been politically mangled in the Senate debate—and 1 use the word
“debate” advisedly. : k

As a United States Senator, | am not proud of the way in which the ate has been made a publicity
platform for irresponsible sensationalism. 1 am not. proud of thie reckless abandon in which
unproved charges have been hurled froin ths: side of the aisle, I'am not proud of the obviously
staged, undignified countercharges that: have been attempted in retaliation from the other side of
the aisle, i :

I don't like the way the Senate has been made - rendezvous for vilification, for selfish political gain
at the sacrifice of individual reputatmns anid. national unity. I am not proud of the way we smear
outsiders from the Floor of the Sendte and hide behind the cloak of congressional immunity and stll
place ourselves beyﬂnd cnl:u:]sm on’ the Floor of the Senate.

As an American, | am shocked at the way ‘Republicans and Democrats alike are playing directly into
the Communist desngn of cenfuse, dmde and conquer.” As an American, I don't want a Democratic
Admlmstratmn whitewash” or, “cover-up” any more than a want a Republican smear or witch hunt,

Asan Amencan 1 cendemn a Republlcan “Fascist” just as much I condemn a Democratic
“Communist.” condemn -4 Democrat "Fascist” just as much as | condemn a Republican
“Communist.” They are equally dangerous to you and me and to our country. As an American,
want to see our nation recapture the strength and unity it once had when we fought the enemy
instead of ourselves.

It is with these thoughts that I have drafted what I call a “Declaration of Conscience,” | am gratified
that Senator Tobey, Senator Aiken, Senator Morse, Senator Ives, Senator Thye, and Senator
Hendrickson have concurred in that declaration and have authorized me to announce their
concurrence.
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From Travels with Charley: in Search of America by John Steinbeck {1962)

I soon discovered that if a wayfaring stranger wishes to eavesdrop on a local population the places
for him to slip in and hold his peace are bars and churches. But some New England towns don't -
have bars, and church is only on Sunday. A good alternative is the roadside restaurant where men
gather for breakfast before going to work or going hunting. To find these places inhabited one must
get up very early, And there is a drawback even to this. Early-rising men not only do not talk much
to strangers, they barely talk to one another, Breakfast conversation is limited to a series of laconic
grunts. The natural New England taciturnity reaches its glorious perfection at'breakfast.

[...] An icy mist covered the hills and froze on my windshield. I am not normally a breakfast eater,
but here I had to be or | wouldn’t see anybody unless I stopped for gas. At thefirst lighted roiidside
restaurant I pulled in and took my seat at a counter. The customeljs'were fold

sr.thélrcoffee
cups like ferns. A normal conversation is as follows: e

WAITRESS: “Same?”
CUSTOMER: “Yep.”
WAITRESS: “Cold enough for you?”
CUSTOMER: “Yep.”
(Ten minutes.)
WAITRESS: “Refill?”
CUSTOMER: "Yep."

This is a really talkative customer.
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“I Have a Dream” by Martin Luther King, Jr. (1963)

I say to you today, my friends, even though we face the difficulties of today and tomorrow, I still
have a dream. It is a dream deeply rooted in the American dream. I have a dream that one day this
nation will rise up and live out the true meaning of its creed: "We hold these truths to be self-
evident: that all men are created equal.”

I have a dream that one day on the red hills of Georgia the sons of former slaves and the sons of
former slaveowners will be able to sit down together at the tahle of brotherho‘od

I have a dream that one day even the State of Mississippi, a state sweltering with the heat of
injustice, sweltering with the heat of oppression, will be transformed into:an tasis of freedomiand
justice. [ have a dream that my four little children will one day live in.a nation where theywill not
be judged by the color of their skin but by the content of their character I have a dream ‘today.

T have a dream that one day down in Alabama with its vicious: Facists, w1th its Governor having his
lips dripping with the words of interposition and nullification—one day right: there in Alabama,
little black boys and black girls will be able to join hands withlittle whity boys and white girls as
sisters and brothers. SR '

['have a dream today.

I have a dream that one day every valley shall be exalted every hill and mountain shall be made
low, the rough places will be made plam and the crooked places will be made straight, and the glory
of the Lord shall be revealed, and all Hesh sha]! see 1t together

This is our hope. This is the faith: that fgo back to the South with. With this faith we will be able to
hew out of the mountain of despalr a stone of hope;With this faith we will be able to transform the
jangling discords of our nation‘into a beauuful symphony of brotherhood. With this faith we will be
able to work together, to pray together, to struggle together, to go to jail together, to stand up for
freedom together, kncwmg that we WI]l be free one day.

This will be the day w. T aI] of G s chlldren will be able to sing with new meaning:

My country tts of thee,': :
Sweet land ofhberty
Of thee I sing:

Land where my fathers dled
Land of the pl]grlms pride,
From every. mountaln-51de
Let Freedom | ring:

And if America is to be a great nation, this must become true. So, let freedom ring from the
predigious hill tops of New Hampshire. Let freedom ring from the mighty mountains of New York.
Let freedom ring from heightening Alleghenies of Pennsylvania. Let freedom ring from the
snowcapped Rockies of Colorado. Let freedom ring from the curvaceous slopes of California. But
net only that, let freedom ring from Stone Mountain of Georgia.

Let freedom ring from Lookout Mountain of Tennessee.
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Let freedom ring from every hill and molehill of Mississippi. From every mountainside, let freedom
ring. And when we allow freedom to ring, when we let it ring from every village, from every hamlet,
from every state and every city, we will be able to speed up that day when all of God's children,
black men and white men, Jews and Gentiles, Protestants and Catholics, will be able to join hands
and sing in the words of the old Negro spiritual: "Free at last! free at last! thank God almighty, we
are free at last!"
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From “Address to the Nation on Civil Rights” by john F. Kennedy (1963)
Good evening, my fellow citizens:

This afternoon, following a series of threats and defiant statements, the presence of Alabama
National Guardsmen was required on the University of Alabama to carry out the final and
unequivocal order of the United States District Court of the Northern District of Alabama, That
order called for the admission of two clearly qualified young Alabama residents who happened to
have been born Negro. That they were admitted peacefully on the campus is diie in good measure to
the conduct of the students of the University of Alabama, who met their responmbilltles ina
constructive way.

I'hope that every American, regardiess of where he lives, will stop and examine hig: conscierice
about this and other related incidents. This Nation was founded by men of many. nations. and
backgrounds. It was founded on the principle that ail men are. created equal and :that the rights of
every man are diminished when the rights of one man are threatened

Today, we are committed to a worldwide struggle to promote -and protect the nghts of all who wish
to be free, And when Americans are sent to Vietnam or-West Berdin, we do not ask for whites only. it
ought to be possible, therefore, for American students of any-colorto attend any public institution
they select without having to be backed up by: troops It ouight to to be possible for American
consumers of any color to receive equa] serwce m p]aces of pubhc accommodation, such as hote]s

the street, and it ought to be possible- for Amencan citizens of any color to register and to vote in a
free election without interference or fear: of reprlsal It ought to to be possible, in short, for every
American to enjoy the privileges of bemg American'without regard to his race or his color. In short,
every American ought to have'the right’ to be treated:as he would wish to be treated, as one would
wish his children to be treated But thts is not the case.

The Negro baby born in Amerlca today, regardless of the section of the State in which he is born,

has about one-half ag ‘much chance oficompleting a high school as a white baby born in the same
place on the same day, one- thlrd -ds much chance of completing college, one-third as much chance of
becoming a professlonai man, twice.as much chance of becoming unemployed, about one-seventh
as much chanee of earfiing $10,000 a year, a life expectancy which is 7 years shorter, and the
pruspects ofe earmng on]y half a$ much.

This isnot a sectlonal issue: Difficulties over segregation and discrimination exist in every city, in
every State of the Umon, producing in many cities a rising tide of discontent that threatens the
public safety Nor is this a partisan issue, In a time of domestic crisis men of good will and
generosity should ‘be able to unite regardless of party or politics. This is not even a legal or
legislative issue alone. It is better to settle these matters in the courts than on the streets, and new
laws are needed at every level, but faw alone cannot make men see right. We are confronted
primarily with a moral issue. It is as old as the Scriptures and is as clear as the American
Constitution,

The heart of the question is whether all Americans are to be afforded equal rights and equal
opportunities, whether we are going to treat our fellow Americans as we want to be treated. If an
American, because his skin is dark, cannot eat lunch in a restaurant open to the public, if he cannot
send his children to the best public school available, if he cannot vote for the public officials who
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will represent him, if, in short, he cannot enjoy the full and free life which all of us want, then who
among us would be content to have the color of his skin changed and stand in his place7 Who
among us would then be content with the counsels of patience and delay?

One hundred years of delay have passed since President Lincoln freed the slaves, yet their heirs,
their grandsons, are not fully free. They are not yet freed from the bonds of injustice. They are not
yet freed from social and economic oppression. And this Nation, for all its hopes and all its boasts,
will not be fully free unti all its citizens are free.

We preach freedom around the world, and we mean it, and we cherish our freedom here at home,
but are we to say to the world, and much more importantly, to each other that this i is the land of the
free except for the Negroes; that we have no second-class citizens except Negmes that we have no
class or caste system, no ghettoes, no master race except with respect to Negroes’ .

Now the time has come for this Nation to fulfill its promise. The eventsrm Bll‘l‘l‘lll‘l an, and
elsewhere have so increased the cries for equality that no city or State 8¢ leglslatlve body can
prudently choose to ignore them. The fires of frustration and di$¢ord are burnmg in every city,
North and South, where legal remedies are not at hand. Redress is $ought i’ 1¢ streets, in
demonstrations, parades, and protests which create tensions and threaten violénce and threaten
lives. S ;

We face, therefore, a moral crisis as a country and a people. it catinot be met by repressive police
action. It cannot be left to increased demonstrations in the streets. It cannot be quieted by token
moves or talk. It is a time to act in the Congress, in yaur State ‘nd local legislative body and, above
afl, in all of our daily lives. It is not enough to pin the blame on others, to say this a problem of one
section of the country or another, or deplore the “Facts that we face. A great change is at hand, and
our task, our obligation, is to make that revolutmn that change peacefud and constructive for all.
Those who do nothing are mv1tlng shame as well as: ‘violence. Those who act boldly are recognizing
right, as well as reality. ; - Tagrh

[-]

This is one country It has beco) ie one: country because all of us and all the people who came here
had an equal chance to develop thexr talents. We cannot say to ten percent of the population that
you can't have that right; that yourchildren cannot have the chance to develop whatever talents
they have; that the only: way that they are going to get their rights is to go in the street and
demonstrate think we 6we them and we owe ourselves a better country than that.

Therefure, I'm askmg foryour help in making it easier for us to move ahead and to provide the kind
of equallty of treatment which we would want ourselves; to give a chance for every child to be
educated to the Im-ut of his talents.

As I've said hefore, not every child has an equa talent or an equal ability or equal motivation, but
they should have the equal right to develop their talent and their ability and their motivation, to
make something of themselves,

We have a right to expect that the Negro community will be responsible, will uphold the law, but
they have a right to expect that the law will be fair, that the Constitution will be color blind, as
Justice Harlan said at the turn of the century.

page 53 of 76



This is what we're talking ahout and this is a matter which concerns this country and what it stands
for, and in meeting it I ask the support of all our citizens.

Thank you very much.
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From I Know Why the Caged Bird Sings by Maya Angelou (1969)
She said she was going to give me some books and that | not only must read them, | must read them
aloud. She suggested that I try to make a sentence sound in as many different ways as possible.

"I'll accept no excuse if you return a book to me that has been badly handled." My imagination bog-
gled at the punishment I would deserve if in fact I did abuse a book of Mrs. Flowers'. Death would
be too kind and brief.

The odors in the house surprised me. Somehow I had never connected Mrs. Fld\;\iers with feod or
eating or any other common experience of common people. There must have been dn outhouse, too,
but my mind never recorded it. i :

The sweet scent of vanilla had met us as she opened the door

I made tea cookies this morning. You see, 1 had planned to invite. you for cookses and lemonade so
we could have this little chat. The lemonade is in the 1ceb0x 4 :

It followed that Mrs. Flowers would have ice on an ordinary day, when most famllles in our town
bought ice Iate on Saturdays only a few times durmg the: summer:tg be uséd in the wooden ice-
cream freezers. :

She took the bags from me and disappeared through the kitchien door Ilooked around the room
that t had never in my wildest fantasies imagined I would see. Browned photographs leered or
threatened from the walls and the whlte, freshly done-curtains pushed against themselves and
against the wind. I wanted to gobble up the room entn'e and take it to Bailey, who would help me
analyze and enjoy it. i

"Have a seat, Marguerite. Dﬁeri_t‘l}ere__py the table” She carried a platter covered with a tea towel.
Although she warned that'she hadn't tried hethand at baking sweets for some time, | was certain
that like everythmg e]se about her the cookles would be perfect.

They were flat mund wafers, shghtly browned on the edges and butter-yellow in the center. With
the cold lemenade they were sufficient for childhood's lifelong diet. Remembering my manners, |
took nice little lady-like bites'off the edges. She said she had made them expressly for me and that
she hadafew'in the kitchen that I could take home to my brother. 5o | jammed one whole cake in
my mouth and the rough ¢rumbs scratched the insides of my jaws, and if I hadn’t had to swallow, it
would have beena dream €ome true.

Aslate sh‘_e began ‘the first of what we later called "my lessons in living.” She said that | must always
be intolerant-of ignorance but understanding of illiteracy. That some people, unable to go to school,
were more educated and even more intelligent than college professors. She encouraged me to listen
carefully to what country people called mother wit. That in those homely sayings was couched the
collective wisdom of generations,
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History/Civics

Preamble and First Amendment of the United States Constitution by United States (1787,
1791)

Preamble

We, the People of the United States, in Order to form a more perfect Union, establish Justice,
insure domestic Tranquility, provide for the common defence, promote the general Welfare, and
secure the Blessings of Liberty to ourselves and our Posterity, do ordain and estabhsh this
Constitution of the United States of America. o

Amendment |

Congress shall make no law respecting the establishment of: rellgion, r prohib
exercise thereof; or abridging the freedom of speech, or of the press; or.the right ‘of people
peaceably to assemble, and to petition the Government for a redress of g#i vances
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From Whitney v. California 274 U.S. 357 (Brandeis Concurrence) by Louis D. Brandeis (1927)

Fear of serious injury cannot alone justify suppression of free speech and assembly. Men
feared witches and burnt women. It is the function of speech to free men from the bondage of
irrational fears. To justify suppression of free speech, there must be reasonable ground to fear that
serious evil will result if free speech is practiced. There must be reasonable ground to believe that
the danger apprehended is imminent. There must be reasonable ground to believe that the evil to
be prevented is a serious one. Every denunciation of existing law tends in some measure to increase
the probability that there will be violation of it. Condonation of a breach enhances the probability.
Expressions of approval add to the probability. Propagation of the criminal state 0fmind by
teaching syndicalism increases it. Advocacy of law-breaking heightens it'still furthet: But even
advocacy of violation, however reprehensible morally, is nata justification:f "denylng , '
where the advocacy falls short of incitement and there is nothing toindicate tha
would be immediately acted on. The wide difference between advocacy-and ement, between
preparation and attempt, between assembling and conspiracy, tiust be bome in'mind. In order to
support a finding of clear and present danger, it must be shown either that immediate serious
violence was to be expected or was advocated, or that the past conduiet furnishéd reason (o believe
that such advocacy was then contemplated.

Those who won our independence by | revo]utlon €] owards They did not fear
political change. They did not exalt order at the: ‘cost of llberty To. coiirageous, self-reliant men, with
confidence in the power of free and fearless reasonmg applied through the processes of popular
government, no danger flowing from speech can. he deemed cledr and present unless the incidence
of the evil apprehended is so imminent that it may befa]l before there is opportunity for full
discussion. If there be time to expose through discussion‘the falsehood and fallacies, to avert the
evil by the processes of education, the: remedy to be:applied is more speech, not enforced silence.
Only an emergency can justify repression. Such'must be the rule if authority is to be reconciled with
freedom. [Such, in my opinion; {3 the command of the Constitution. It is therefore always open to
Americans to challenge a law abrld,glng free Speech and assembly by showing that there was no
emergency ]ustlfymg lt s
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From A Night to Remember by Walter Lord {1955}

High in the crow’s nest of the New White Star Liner Titanic, Lookout Frederick Fleet peeredinto a
dazzling night. It was calm, clear and bitterly cold. There was no moon, but the cloudless sky blazed
with starts, The Atlantic was like polished plate glass; people later said they had never seen it so
smooth.

This was the fifth night of the Titanic's maiden voyage to New York, and it was already clear that
she was not only the largest but also the most glamorous ship in the world. Even.the passengers’
dogs were glamorous. John Jacob Astor had along his Airedale Kitty. Henry Sieeper Harper, of the
publishing family, had his prize Pekingese Sun Yat-sen. Robert W. Daniel the Philadglphia banker,
was bringing back a champion French bulldog just purchased in Britain. Clarerice Moore.of =
Washington had also been dog shopping, but the 50 pairs of Engllsh foxhounds he oug I
Loudoun Hunt weren’t making the trip.

This was all another world to Frederick Fleet. He was one of ix ]onkouts carrled by the Titanic, and
the lookouts didn't worry about passenger problems. They:were the. “eyes of the ship,” and on this
particular night Fleet had been warned to watch espec1ally fol 1cebergs

5o far, so good, On duty at 10 o’clock ...a few words about he'ic lem w1th Lookout Reginald
Lee, who shared the same watch...a few more- . ords about the cn]d., but mostly just silence, as the
two men stared into the darkness. ~

Now the watch was almost over, and stll] there ‘Was rigthing unusual Just the night, the stars, the
hiting cold, the wind that whistled through the riggmg ‘ag the'Titanic raced across the calm, black
sea at 22 %2 knots, It was almost 11: 40 P mion Sunday, the 14t of April, 1912.

Suddenly Fleet saw somethmg dn'ectiy ahead even d arker than the darkness.
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From The Great Fire by Jim Murphy (1995)
Chicago in 1871 was a city ready to burn. The city boasted having 59,500 buildings, many of them
— such as the Courthouse and the Tribune Building — large and ornately decorated. The trouble
was that about two-thirds of all these structures were made entirely of wood. Many of the
remaining buildings (even the ones proclaimed to be "fireproof") looked solid, but were actually
jerrybuilt affairs; the stone or brick exteriors hid wooden frames and floors, all topped with highly
flammable tar or shingle roofs. It was also a common practice to disguise wood as another kind of
building material. The fancy exterior decorations on just about every building Wwere carved from
wood, then painted to look like stone or marble, Most churches had steep]es that ‘appeared to be
solid from the street, but a closer inspection would reveal a wooden framgy rk covered wnth
cleverly painted copper or tin. i

The situation was worst in the middle-class and poorer districts:Lot sizes wer alland owners
usually filled them up with cottages, barns, sheds, and outhouses,— all made of fast- burnmg wood,
naturally. Because both Patrick and Catherine O'Leary warked, they were ab]e to:put a large
addition on their cottage despite a lot size of just 25 by 100feet. Inteéspersed in these residential
areas were a variety of businesses — paint factories, lumberyards, dtstlllerles gasworks, mills,
furniture manufacturers, warehouses, and coal dlstrlhutors

Wealthier districts were by no means free of fir. ire hazards State y stoite and brick homes had wood
interiors, arld stood side by side with sma]]er wood ,frame houses Wooden stables and other

The links between richer and poorer sectmns went beyond the materials used for construction or
the way buildings were crammed together Chlcago had been built largely on soggy marshland that
flooded every time it rained, As the years. passed and the town developed, a quick solution to the
water and mud problem was'needed. The:: answet was to make the roads and sidewalks out of wood
and elevate them above the waterlme, in some places by several feet. On the day the fire started,
over 55 miles of pine-block $treets'and 600 miles of wooden sidewalks bound the 23,000 acres of
the city in a highly combusr;ble,knot‘ S
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From Blue & Gray: African Americans in the Civil War by Jim Haskins (1998)
Introduction: A "White Man’s War?*

In 1775 the first shots were fired in the war between the thirteen American colonies and Great
Britain that ended in a victory for the colenists and the founding of a new nation, the United States
of America. Only eighty-five years later, in 1861, the first shots were fired in a different war—a war
between the states that became known as the Civil War. It was a war fought between the
Confederate States of America—and the states that remained in the Union, each side representing a
distinct economy, labor system, and philosophy of government. The southern states that formed the
Confederacy had agricultural economies that depended on a slave workforce and believed that any
rights not granted to the federal government by the United States Constitutjor helongsd to the
states. The northern states were undergoing rapid industrializatiori;which deperided on Wage
labor, and while northerners disagreed among themselves aboutslavery, most believed:it
represented a direct challenge to their own rights and freedonis. Most al$o believed that a strong
federal government, with the ability to legislate behavior in areasnot specifically/set forth in the
Constitution, was key to the growth and strength of the American républic. It Was inevitable that
these two very distinct societies would clash. For the Confederates, nicknamed Rebels, the Civil War
was a new war of Independence. For the Unionists, nickilained Yankees, it-was a war to preserve
the Union that had been so dearly won in the Arfierican Revolition

In the eyes of the four and an half million African Ameticans, énslaved and free, It was a war about
slavery; and they wanted to be part of the fight. Butmany northiern whites did not want blacks to
serve in the northern military. They called it a “white man’sWar” and said that slavery was not the
main point of the conflict. At first, northern generals actually sent escaped slaves back to their
southern masters. Eventually, the Union did accept Blacks into its army and navy.

Atotal of 178,895 black meﬁ"ge_:jved in 12()_;.i_nf-5§1:tr§':r"egiments, twelve heavy artillery regiments, ten
light artillery batteries, and seven cavalry regiments. Black soldiers constituted twelve percent of
the North's fighting forces, aiid they suffered a disproportionate number of casualties.

[.]
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From Words We Live By: Your Annotated Guide to the Constitution by Linda R. Monk (2003)
We the People...

The first three word of the Constitution are the most important, They clearly state that the
people - not the king, not the legislature, not the courts - are the true rulers in American
government. This principle is known as popular sovereignty.

But who are “We the People"? This question troubled the nation for centuries. As Lucy
Stone, one of America’s first advocates for women's rights, asked in 1853, “We the People’? Which
‘We the People’? The women were not included.” Neither were white males who ditlnot own
property, American Indians, or African Americans - slave or free. Justice Thitrgood l\llié,r_shalllj,:.the
first African American on the Supreme Court, described the limitation: e

For a sense of the evolving nature of the Constitution neéﬂ;]_qok i
than the first three words of the document’s preamble: ‘We the People,:When
the Founding Fathers used this phrase in 1787, they did not have in-mind the
majority of America’s citizens... e ks

The men who gathered in Philadelphia is 1787 could not:..have imagined, nor
would they have accepted, that the document they were:drafting would one day
be construed by a Supreme court to which had been appolnted a woman and
the descendant of an African slave. i T

Through the Amendment precess, more and more Americans were eventually included in
the Constitution's definition of “Wé the People.” Alter the'Civil War, the Thirteenth Amendment
ended slavery, the Fourteenth.Amendment gave African Americans citizenship, and the Fifteenth
Amendment gave black men'the vote. 11920 fft_hefN‘ineteenth Amendment gave women the right
to vote nationwide, and in 1971; the Twen
olds. ’ el
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From Freedom Walkers: The Story of the Montgomery Bus Boycott by Russell Freedman
(2006)
Introduction: Why They Walked

Not so long ago in Montgomery, Alabama, the color of your skin determined where you could sit on
a public bus. If you happened to be an African American, you had to sitin the back of the bus, even if
there were empty seats up front.

Back then, racial segregation was the rule throughout the American South. Strlctlaws—called “Tim
Crow” laws—enforced a system of white supremacy that discriminated agamst blacks and kept
them in their place as second-class citizens, ¥

People were separated hy race from the moment they were born:in segregated ho ltals until the
day they were buried in segregated cemeteries. Blacks and whites did not: attend the same schaols,
worship in the same churches, eat in the same restaurants, sleep'i in the same hotels, drink from the
same water fountains, or sit together in the same movie theaters : --

In Montgomery, it was against the law for a white persen and a Negro to play checkers on public
property or ride together in a taxi. e T

Most southern blacks were denied their rlght to vote ’I‘he blggest obstac]e was the poll tax, a special
tax that was required of all voters but was top cost]y for many blacks and for poor whites as well.
Voters also had to pass a literacy test to:prové that thiy could, read, write, and understand the U.S.
Constitution. These tests were often ngged to dlsqualify even highly educated blacks. Those who
overcame the obstacles and mmsted on registering as votérs faced threats, harassment. And even
physical violence. As a result, Afncan Americans in the South could not express their grievances in
the voting booth, which for the most part; was cIosed to them. But there were other ways to protest,
and one day a half century. ago, the black citizens in Montgomery rose up in protest and united to
demand their nghts‘—by wa]kmg peacefu]ly

Itali startedon a bus :
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Science and Technology

“Biography of an Atom"” by Jacob Bronowski and Millicent Selsam (1965)-

The birth began in a young star. A young star is a mass of hydrogen nuclei. Because the star is hot
{about thirteen million degrees at the center), the nuclei cannot hold on to their electrons, The
electrons wander around. The nuclei of hydrogen—that is, the protons—are moving about very fast
too. From time to time one proton runs headlong inte another. When this happens, one of the
protons loses its electric charge and changes into a neutron. The pair then clingtogether as a single
nucieus of heavy hydrogen. This nucleus will in time capture another proton. Now there is a nucleuys
with two protons and one neutron, called light helium. When two of these nuclei smash into each
other, two protons are expelled in the process. This creates a nucleus of hali with two.protons
and two neutrons. o : 2

This is the fundamental process of fusion by which the primitjii_rd;ﬁydroéér’l_\qf the universe Is built
up into a new basic material, helium. In this process, energy {s given off in the form of heat and light
that make the stars shine. it is the first stage in the birth oﬁ-t;[g__g heavier atoms.

After billions of years, the star, now no longer young, has a.ceniral core of:almost pure helium. The
helium nuclei begin to run into one another headlong. Every $6:often two helium nuclei crash
together to form a nucleus of four protons four; neutrons. This is called a beryllium-8 nucleus. It is
not the stable beryliium that we know on earth, which’has angther neutron is called beryllium-9,
Beryllium-8 is an unstable isotope that has a fantastically short life flies apart almost as soon as it is
formed—Iless than a millionth of a millionth of a'second, Only if another helium nucleus crashes into
the table beryllium nucleus in the brief thoment itslife da‘the parts remain together and form sew

stable nucleus of six protons and six heutrohs.

This is the moment when a éﬁifb(_m nuclé’ﬁs_ n-lil_i}ibprh. The atom of carbon whose story are telling
was born by this extracrdinary chance hillionis of years ago.
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From “Gravity in reverse: the tale of Albert Einstein’s ‘greatest blunder™ by Neil deGrasse
Tyson (2003)
Sung to the tune of "The Times They Are A-Changin™:

Come gather 'round, math phobes,
Wherever you roam

And admit that the cosmos

Around you has grown

And accept it that soon

You won't know what's worth knowin’
Until Einstein to you

Becomes clearer.

So you'd betfter start listenin’

Or you'll drift cold and lone

For the cosmos is weird, gettin’ weirder.
--The Editors (with apologies to Bob Dylan)

Cosmology has always been weird. Worlds resting on the backs of turtles, ‘Thatter and energy
coming into existence out of much less than thin‘air. And now, just When you'd gotten familiar, if hot
really comfortable, with the idea of a big bang, a]ong comes somethmg new to worry about. A
mysterious and universal pressure pervades.all of space and acts against the cosmic gravity that
has tried to drag the universe back togetheér ever since the big bang. On top of that, "negative
gravity” has forced the expansion. of the universe to acceierate exponentially, and cosmic gravity is
losing the tug-of-war. :

For these and similarly mmd-warpingl i&éag ififwgﬁéieth-century physics, just blame Albert
Einstein, G e e

Einstein hardly ever'sét foot in the laboratory; he didn’t test phenomena or use elaborate
equipment, He was a thepriséwho perfected the "thought experiment,” in which you engage nature
through your imagitiation;inventing:a situation or a modei and then working out the consequences
of some physical principle.

If--asiwas the case for Einstein--a physicist's model Is intended to represent the entire universe,
then mampulatmg the model should be tantamount to manipulating the universe itself. Observers
and experlmentahsts can then go out and look for the phenomena predicted by that model. If the
model is flawed, orif the theorists make a mistake in their calculations, the observers will detecta
mismatch bétween the model's predictions and the way things happen in the real universe. That's
the first cue to try again, either by adjusting the old model or by creating a new one.

One of the most powerful and far-reaching theoretical models ever devised ts Einstein's theory of
general relativity, published in 1916 as "The Foundation of the General Theory of Relativity" and
refined in 1917 in "Cosmological Considerations in the General Theory of Relativity." Together, the
papers outline the relevant mathematical details of how everything in the universe moves under
the influence of gravity. Every few years, laboratory scientists devise ever more precise
experiments to test the theory, only to extend the envelope of its accuracy.
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From “The Evelution of the Grocery Bag” by Henry Petroski (2003)

That much-reviled bottleneck known as the American supermarket checkout lane would be an even
greater exercise in frustration were it not for several technological advances. The Universal Product
Code and the decoding laser scanner, introduced in 1974, tally a shopper’s groceries far more
quickly and accurately than the old method of inputting each purchase manually inte a cash
register, But beeping a large order past the scanner would have led only to a faster pileup of cans
and boxes down the line, where the bagger works, had it not been for the introduction, more than a
century earlier, of an even greater technological masterpiece: the square-bottosed paper bag,

The geometry of paper bags continues to hold a magical appeal for those af.us who'dre fascinated
by how ordinary things are designed and made. Originally, grocery bags ere'created on demand
by storekeepers, who cut, folded, and pasted sheets of paper, making.versatile containers into
which purchases could be loaded for carrying home. The first paper bags manufactured::
commercially are said to have been made in Bristol, England, in the 18405;In 1352, a "Machine for
Making Bags of Paper" was patented in America by Francis Wolle; of Bethiéhiem, Pennsylvania.
According to Wolle's own description of the machine’s operation, *pieces of paper of suitable length
are given out from a roll of the required width, cut off from the.roll and atherwise suitably cut to the
required shape, folded, their edges pasted and lapped;and formed into complete and perfect bags.”
The "perfect bags™ produced at the rate of eighteen hundted per Holr by Wolle's machine were, of
course, not perfect, nor was his machine. The history of désign has yet to see the development of a
perfect object, though it has seen many satisfactoty ones and many substantially improved ones.
The concept of comparative improvement'is ‘é’l'x_lbeddqd in the pdradigm for invention, the better
mousetrap. No one is ever likely to lay claim to 4"'best! motisetrap, for that would preclude the
inventor himself from coming up With a still better mousetrap without suffering the
embarrassment of having preyiéusly declared the search complete. As with the mousetrap, so with
the bag. : RO ’
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From Genetics: From DNA to Designer Dogs by Kathleen Simpson and Sarah Tishikoff (2008)
“Hatshepsut was a queen of Egypt in the 15t century B.C. When her husband, the pharach, died,
Hatshepsut’s stepson, Thutmose 111, became king. Thutmose Il was only a boy at the time, so his
stepmother acted as regent-a sort of substitute king. The plan was that when Thutmose 11 grew up,
he would take charge, but Hatshepsut had other ideas. Declaring herself pharaoh, she ruled Egypt
with an iron hand for the next 22 years. In order to make herself seem more powerful in a country
dominated by men, Hatshepsut behaved like a man. She wore men’s clothing, called herself my male
titles, and even wore the false beard that make pharaohs wore.. g

wn 1903 an English archaeologist named Howard Carter opened a tomb.in.Egypt that held two

ily:Becausé. he was
searching for a male pharach, Carter resealed the tomb with the mimmies St:]]
later, the tomb was opened again and the smaller mummy was removed but the:
was left behind. Overtime people wondered who she might b Was it passﬂ:le ‘that the woman left
in the tomb was the missing pharaoh, Hatshepsut? In 1990 'experts Teopengd, the tomb to study the
mummy, who wore a wooden mask of the type that might attach to a'false beard...A special box
holding the organs was placed in the tomb with the mummy. High-tech 3 scanning equipment
showed the box containing Hatshepsut's organs also keld 4 tooth; -Experts ‘announced that this
mummy was the lost pharaoh Hatshepsut and the set outto prove lt wnth DNA"
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From The Number Devil: A Mathematical Adventure by Hans Magnus Enzensberger & Rotraut
Susanne Berner {1998)

.+ "I see,” said the number devil with a wry smile. “I have nothing against your Mr. Bockel, but that
kind of problem has nothing whatever to do with what I'm interested in. Do you want to know
something? Most genuine mathematicians are bad at sums. Besides, they have no time to waste on
them, That's what pocket calculators are for. I assume you have one.

“Sure, but we're not allowed to use them in school.”

“I see,” said the number devil. "That’s all right. There's nothing wrong witha littie"sfddition and
subtraction. You never know when your battery will die on you, But mathenidtics, my by, that's
something else again!” ., T o

-+« “The thing that makes numbers so devilish is precisely that they are'simplé. And you don't need
a calculator to prove it. You need one thing and one thing only: one. With'one—I:am speaking of the
numeral of course—you can do almost anything. If you ar¢-afraid oflarge nunibers—Ilet’s say five
million seven hundred and twenty-three thousand eight huiidred and"tyge]ve—-'all you have to do is
start with S v

1+1
1+1+1
T+1+1+1 o
.,-_14‘1+'1>r"13ﬂ+,1 i

can't tell me that's too complicated for you,

and go on until you come to ﬁgq‘miili'o_q .etc:ét'era. You

can you?
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From Math Trek: Adventures in the Math Zone by Ivars Peterson and Nancy Henderson
(2000)

From the meanderings of a pond’s edge to the branching of trees and the intricate forms of
snowflakes, shapes in nature are often more complicated than geometrical shapes such as circles,
spheres, angles, cones, rectangles, and cubes. ...Benoit Mandelbrot, a mathematics professor at Yale
University and an 1BM fellow, was the first person to recognize how amazingly common this type of
structure is in nature. In 1975, he coined the term fractal for shapes that repeat themselves within
an object. The word fractal comes from the Latin term for "broken.” T

Koch created and intriguing but puzzling curve. it Zigzags in such an odd patternthatl '
impossible to start at one pint and follow the curve to reach anotherpoint.

In 1904, Jong before Mandelbrot conceived of fractals, Swedish m'a_:themati" an Helgg__von
Seems

Like many figures now known to be fractals, Koch's (_:_urv_t._a:'is easj}"’t_q‘ ge}leiiate by starting
with a simple figure and turning it into an increasingly crinkly fo‘frg. Paoowd

What to Do

1. Draw an equilateral triangle with each.side meaédfigg 9 centimeters. (Remember, each

angle of an equilateral triangle measures 60°)°

2. Divide each 9-centimeter side:into three parts; eath measuring three centimeters. At the
middie of each side, add an‘equilatiral triangle one third the size of the original, facing
outward. Because each'side of the criginal triangle is 9 centimeters, the new triangles will
have 3-centimeter sides. o T T

When you examine the oii

r edge 6f:§rpur diagram you should se a six-pointed star made up
of 12 line segments. . :

3. At ghe.:_middlé-'of.éaéh_ egment of the star, add a triangle one ninth the side of the original
triangle. Thenew trianglés will have sides 1 centimeter in length so divide each 3-
centimeter segimient ifito thirds, and use the middle third to form a new triangle.

: :_5.4. Coinéjgne step farther, you create a shape that begins to resemble a snowflake.
“Ifyou were to ontinue the process by endlessly adding smaller and smaller triangles to

every new side, you would produce the Kach snowflake curve. Between any two points, the
snowflake would have an infinite number of zigzags.

page 70 of 76



That Math Jazz by Edward B. Burger and Michael Starbird

1, Lady Luck, and Lady Love”
1g with slack reins, is bridled and governed by law.—Boethius

omt spinning disco balls while sequined servérs jiggle through
ash-loosening cockeaiis. All this glitter. sets thétone at the Big
| on center stage, the giant wheel of forfine click$in its . -.

s to land in one of the 360 numbered slots—cne for'évery

, then 45 guests take one spin each in a turn:Af two spins

ne slot, the casino wins. If riot, you win. Sourids like good
make a match. You bet the farm. E

act the incredible miﬂbiﬂgnce of amatch will occur more than
es happen surprisingly often. ’
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of an Artist by Jan Greenberg and Sandra Jordan {2001)
13-75"

hat is not enough what is?

soberly dressed Reverend Theodorus van Gogh entered the

in the Brabant, a province of the Netherlands. He opened the
e, where exactly one year earlier he had sadly. written "Vincent
the inscription he wrote again “Vincent Willem'van Gogh,” the
vas sleeping soundly next to his mother in: the tiny parsonage

[ was an answered prayer for the still-g evmg famlly

grave by the door of the ch h where Pastdr van Gogh

2w to be a study redheadéd hoy Every. Sunday on his way to
he headstone carved with the name he shéired: Did he feel as if
Vincent, the one who would remi; -perfect in his parents’
nsatisfactory replacement" That miglit-have been one of the
feeling like alonely ‘outsider, as if he didn't fit anywhere in the

ent had an ordinary childhood, giving no hint of the painter he
ith an upstairs just two windows wide under a slanting roof,
e Was six he had two sisters, Anna and Elizabeth, and one
mnde h1m their mother s favorite. [...]

.ugh,}herself o_;‘lﬂ‘of either, came from an artistic background.
the royal faniily. A gifted amateur artist who filled notebooks
she thought Vincent had a pleasant talent that might be useful
a | develop into a great artist. In fact she recalled only that once
ut smashed it when she and his father praised it more than he
ason he tore up a drawing of a cat climbing a tree. It wasn't his
onality that left the biggest impression on his mother. That
1 and again as he grew older.

he children spent a lot of time out of doors. The freckled, red-
ten wandered by himself in fields and heaths that surrounded
ith the seasons of planting and harvest and with the

se labors connected them to the soil. The strong feeling he
Brabant and the lives of its peasants would be one of the major

e collected bugs and birds’ nests, He teased his sisters. He built
. Sometimes he invented games for all of them to play. After
cers thanked Vincent by staging a ceremony, and, with mock
bush from their father’s garden.
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it and Me: The Life and Songs of Woody Guthrie by Elizabeth

u think that you're not any goed. 1 hate a song that makes you

se. 1am out to fight those kind of songs to my very last breath of
4"

mself of wandering off. One minute i{ 'd'be there ‘the next he'd
0 anyone, abandoning those he loved hsx;t "He'd throwion a few
sling his guitar over his shoulder; and hi¢ the voad:- ~He'd stick
onto moving freight trains;;and hunler duwn with other

igles, and Hoovervi]]eq across Dapresswn Amenca

ate, soaking up some songs wark ‘songs, mbuntain and cowboy
southern chain garigs. He added thém to the dozens he already
s bursting with American folk songs. Playing the guitar and
nes: hard-bitten, rough-edged songs that told it like it was, full
| love. ‘

i’ when he was wa!kmg down aroad. He always had fifteen
his® mmd. just wamng to! be put together,

ot the nielody. ! Usually he'd borrow a tune that was already
As he.walked along, he tried to catch a good, easy song that
h}eard iy remember, and sing again later,

ned way, his voice droning and nasal, the words sharp and
anted him to follow their tightly written scripts and sing the
on the radio. Whenever they came at him with their hands full
[had rather sound like the cab drivers cursing at one another,
1e cowhands whooping and like the lone wolf barking, than to
ily lipped, show person.”

oody set off on one of his unannounced road trips. He left his
as and headed for New York City. It was a long, cold trip in the
opped in a diner he heard Irving Berlin’s lush, sentimental song,
. kwas exactly the kind of song Woody couldn't stand,

€ not to worry, that God would take care of everything,

worry about. The Great Depression, which had begun in 1929,
e, hungry people had been tramping the roads and riding the
In Europe another world war was raging, threatening to pull

wirled in Woody’s mind, and a few weeks later in a cheap,
vn song about America came together. Using an old Baptist
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UL LULLLULY, AU UIE UespeTate SIrengin of people making do in
he bottom of the sheet Woody wrote in his neat script, "All you
the song away.

1t, and heard about, and read about—gave Woody plenty of

ote down more than three thousand songs, taking stories from
ewspaper; union meetings and busted-up strikes; and the sights
d “that ribbon of highway.”

s Land Is Your Land.” When his good friend Pete Seeger heard
was one of Woody's weaker attempts. .Too simple, thought Pete,
If. Later he would say, “I'hat shows how wrong y 1.can be.”
Land Is Your Land” went from “one guitar picker to another,”

' way across America and outintothe world After-Woody's

y spreading. ' iy

ung all over the United:States by:just about, everybody:
nmigrants, gospel choirs; and resi-home residents. More than
orded his song, Pete Seeger figures it has reached “hundreds of
f people.” Matty Americans,consider it our unofficial national

re he had written; “l am out'to sing songs that'll prove to you
w-Haid it has run'you down and rolled over you. I am out to
ke pride in yourself. .
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Narrative Student Writing Collection

student writing is drawn from a number of states and reflects various curricula
1t of student writing ability. These particular samples illustrate growth in
d nonfictional. Future versions of the samples will include additional text

Juise the names of the writers, As a result, real names and places have been

e these pieces as permissions are pending and the samples embargoed until




Sunday. dad mum and me had a bike ride. we saw a rabit jumpt OUt in Front
vl

EE Y

: of end-of year kindergarten writing. it has an initiating event followed by
the writer concludes the piece with a reflection. The writer provides some

the piece by providing a sense of place and time {*| went tO

parke on

t (going to the park) is followed by two subsequent evérits {the wri er_{iafhg
nts and seeing a rabbit). e :
a reflection that provides a sense of closure (%t was.a very:fin day/”),
some detail (“a rabit Jumpt OUt in Front OFJ$1”).
y included a drawing that illustrated the storyi{not shown'here).




1 bot at littf coten ball

er | was so excited | woted (wanted) to run all the waye (way) there but |

ister but | didn’t know she was going to be so nerves (nervous) So we bot
she skwet (squeaked) so much she suwed {sounded) like a skewing
{night) when my Dad came home he sedi (said) wus {what’'s) that noese

t (nibblet} | named my hamster nibllet (nibblet) becaus (because) she nibls
us (because) she liks {likes) that She is a difent (different) hamster becaus
- there befor (before) that hamster but he did {died) becaus (because) my:.
hot (that) hamster onley {only) live for tow (two) yers: [years) but i drd tek

so soft and cuddley (cuddiy) she felt like a Jit '(Iittlé)i'cgten‘ {cotton} ball.

L ]

the story of getting a new hamster, The plece lncludes a clear start and end,
f her feelings develops the events: sk escrlbes

ce (“I went to biye a hamster") establlshcs the situation.

appropriately sequenced ‘events. Though she does not always signal the

s with transition ‘words; ;the i e_holds together logically.

il to descnbeactmns and: incidents (“I was so excited | woted to run all the
e Skwet so mur:h she suwed like a sweing bed”).

ialogye’(“And at nite; when my Dad came home he sedi wus that Noese”),
scribing the hamster as a “caten ball”), and linking words (And, so, After).
ludlng seéntence that provides closure and echoes the title (“After | took her
nd ciiddley she felt like a littll coten ball”).




My Ride on Space Mountain
n awesome trip to Florida. When | was there | went to Dinsey (Disney) world.

untain ride. My friend asked me if | wanted to go on it, but I said “No”,
cary ride. But, when they asked me a second time, this time | said “Yes!”

 was room for only one passenger that scared me a little bit, because usually |
y Dad sat behind me.

3ppy.- The seats were comfortable and we were moving slowly.'it:started to
tle scared. It was dark and | kept thinking that we weré going dow

It happy. | turned around to see my Dad and |
. I said “It’s a little bumpy.

e saw the others. | said “Hi.” They said; We weré:on a different ride.” Then the

0.

tain,” the writer “'és"c'n"‘ibg,‘s hist[w_esjta' jon to ride on Space Mountain and the
vriter recountsia chronolbgy of events, describes the main character’s feelings
ition phrasgs to guide the reader through the story.

th_els‘t'"o”sry in place andtime in the opening sentences (“A long time ago | went
 to-Floridai When livas there | went ta Dinsey world”).

the é)kp]arience and explains how he felt at the beginning, middle, and end of
- ("Whenfgot inthe seat . . .,” “The ride started . . .,” “In the middle of the

ff the ride . . ."). His reactions to being on the ride provide the

ry's structure.

the main character by describing his feelings, such as his fear about not

¢ to his parents on the ride.

ome details.

ogue to describe the situation {“My Dad said how are you doing. | said ‘It’s a

a sense of closure by describing a conversation he had after the ride and with
the parents said it was time to go.”



My Sat Trip To the Doctors Office
By: Tonya

1 was waiting in the the doctors office waiting for my doctor. | was pretty

she had something for me to do. She said, “I'll look but I'm not sure.” Crossing
had something for me to do because by now | was about to die of boredness.
a couple of piece’s of paper with a little story on It. | wondered what in the
my asked me, “Do you want to hear a story?” | nodded my head yes. And

e boy named Alex was riding his bike in the drive — way, practlc 18, his tricks.
no hands, no feet, even to hands and no feet. But most of: all withi'his eyes
part. It is scary because his dad thought that Alex was having fun a and he

ile-so he closed the garage door. Right after he pushed the'button and went

s closed headed for the garage. just then his: bike slid: into the garage... ... plop!
rage and couldn’t breath. He was yelling: for help as loud as he could at that
ing out of terror screaming. “Where are you and what i is the matter!?” By the
re was Alex lying there dead. HIS father drove himito the hospital but the

son is dead.” :

h Tonya now.”” All right”-{Wwas so éEated that | could barley feel my shot! That
ne good night | said a prayer that Alex Was happy in heaven and would have a

Ak %

Office” lllustrates Tonya s famlhanty with a demanding writing strategy. The
hina' story. At ahe levél: Tonya describes a trip to the doctor’s office to get a
2T mother tells her'd'story to alleviate her boredom. What is interesting about
v Tonyauses the emational impact of the story to carry her through the pain
phls,tlcated_ strategy, and given that Tonya is a third grader, she carries it off

establishing the writer’s age (and so establishing the time during which the
d'the setting ("l was about 8 year’s old and | was waiting in the the doctors
y doctor”).

gether two narratives (“Then my mommy asked me, ‘Do you want to hear a
head yes. And that’s were out story begins . . .") and successfully creates a
it night after my mom kissed me good night | said a prayer that Alex was

d would have a good life up there”).

parallel stories unfold naturally and reflect the writer's careful planning to
flines at the end of the piece.

ly details Tonya’s emotions in order to develop the character.

Dgue to segue between the two stories, The line ““Carol, you may come in
rings the reader back into the story that began in the doctor's waiting room.



Getting Shot and Living Through It

ed, mountain-top cold, waiting room. We were preparing for the shots of our
ria and maore,

Il covered in the night. It was hard to see the color the marky (murky) dark
ort of faded brown. The room was big, no, huge which gave it all the more

. Who knew what would be Jucking in the corner| Rat, monster, anything!

e doors, which were also brown and also faded. One was the way in. Not the
ther was the way to the other evil places. With the evil hallway.and the evil

2 most evil, The Shot Room. ’

ed with families. Including my family of five. My five year. old sélf,.my‘three
 year old sister. Then there was my mom and dédL;.Somefginfthe other children
 not knowing what would happen to them, $o they'would'just be playing. |
was playing with fear, playing, knowing what would haﬁpen ‘knowing that the
15 coming over closer. It was like knowmg you WQuId be put to sleep, sent to
ke a ride in the Electric Chair,

 were nat your best friend. After I,ong:whilé\a.nurse said, “Alyssa, Trevor,

s our turn. | got half dragged and | half walked The door creaked open. it was
Joor slammed shut. There was, NGt way out. Grown-ups guarding every

) way out we gave up andw nt forit,

- shot was eveh’ touchmg h|m he was already howling. When it did hit him he
leafen you: He was done. it -was my turn. (He was still crying so a nurse tried

vas: death -defyed, T'was scared. My mom and dad told me to “just be brave.”
L ’Just be brave?!” But | had not time to think. It was coming. just waiting to
trate my skinl | say why Trevor had screamed so loud. | couldn't hear

omin closer closer!

and fufilled it's job. | started with a whimper the, BOOM! full blast cry.

e didn’t even notice! Ugh! She was supposed to cry the most] Worse than

s over. We opened the door and the sparking sun blinded our eyes. It was

* & & % ok

ribes his experience getting a malaria shot, and he engages readers by
s how his anxiety grows while he waits for the shot.

e piece by setting the scene in the first paragraph {“We were in the darkness
) cold, waiting room. We were preparing for the shots of our lives”).

 series of events that are ordered purpesefully (“Trevor went first,” “It was
iryn had her turn .. .").



e narrative to create suspense by describing his dread waiting for his turn ("it
aiting to pounce, just waiting to penetrate my skin!”).
s the character of the first-person narrator by including information about his

es on key moments, such as his fear in the waiting room, but omits irrelevant

1e waiting room create an image of the scene {"The room was big, no, huge

> more reason to be terror bringing.”).

ces the action (“After a long whife a nurse said, ‘Alyssa, Trevor, and Taryn,
 interior monologue helps readers understand the narrator’s fear (“"Just be

1 ‘just be brave?i’™).

ates sentence structure.

temporal words, phrases, and clauses (before, After a long while; first, When it

a sense of closure with a concluding remark (“It:was over. All‘over:Finally”).




Miss Sadie

her rocking chair on her porch on summer days. But | still can see her. The old
sway of her big, brown body. Her summer dresses stained from cooking. |
tchen. | see her gray hair pulled back in that awful, yellow banana clip. Most of
of character and wisdom.

n cookies every summer day of 1988. | miss the days where | would sit on that
' to her stories, “Melissa!” she would holler. “What “chu doin’ here? Come see
ya?”

indmother who escaped slavery, back when white men:c"’ lild nniy do enythlng,
a ran for miles without food or water. It wasn’t too long’ before kier master

ok her home to whip her. | thought of how Blacks are treated ‘today. | sighed.
1l, blaring voice, old negro hymns passed down from her mother and grand
amazement.

ralking by us yelling, “Melissal Whattaye':vy.ant wifH'Z;hat old, fat, Black lady, any

s Johnson said to me, “No,\i\'li,’ Qou musn’t, we must feel sorry for that terrible
: done gone and not thc’:ught him’ho manners!” She actually wanted me to
iim. (Even though I went o s'house and punched him out the next day.)

for spending the whole summer W|th Sadie Johnson, “The cookoo of
r, But I'm so very glad | did; She taught me then, to not care what other
at | could be frlends w:th ‘someone generations apart from my own.

ant when school st'ai'ted. | had other things to think about. Boys, clothes,
rtant stuff

rern t‘s ’en MISS Sadie in a while. So after schoo! | trotted up to her house
leaves: -

cked open and the women adjusted her glasses. “May | help you?”

»
N

t remember,” she said and shut the door. | heard crying. 1 rang the door again
eave?” in a scared, confused voice,

I my mother told me to stop bothering Miss Sadie. | said | wasn’t bothering
on has a disease. Alzheimer's disease. It makes her forget things . . . people,
vant you over there anymore, you hear?” Then, | didn’t realize or

s0 special to you could forget your own existence when you’d shared a

in your mind.

g Miss Johnson cookies. She wasn't there. | learned from a family member
and that she'd die very soon. As the woman, a daughter maybe, spoke, my



5SLa LHESE CUUKIES. 1 5810, MY VOICE Cracking and tears weliing in my eyes.

old people. For their innacence, for their knowledge. I've learned-ta always

, e matter how cruel they may seem. But mainly I’ve learned, that you must
h a person. And memories are very valuable. Because Miss Sadie no longer sits
porch on summer days. I'm glad that i can still see her.

LR R 3

tive writing, while told from the perspective and with the voice of an eighth-
h from Jane Yolen’s Miz Berlin Walks,

he reader in by introducing the main character {Miss Sedne) ancf ‘establishing a
ss Sadie no longer sits in her rocking chair on her porc on summer days But |

Juence of events extending backward from the openmg sentence Events are
ly and chronologically.
s extensive detail to develop the plot and: character, excludes extraneous

hows internal motivation to flesh out: the charaCters

) reveal character and advance the story (f’l rang her ‘bell. The door cracked

ten adjusted her glasses. ‘May | help you?' / ‘Miss Sadie, it's me, Melissa.” / I-1,’
don’t remember,’ she said and shut:the ddof: Lheard crying. I rang the door
amed, ‘Please leave? in a%cared,, confused voice”).

entence structure for effect, 5

story back to where.it bega
rcle stories.

the ngrr’ator seeing Miss Sadie on her porch—
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Grades K-3

Standards for Reading

xity of Text Expected at Each Grade Level
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ext Types and Illustrative Texts for K-3
Fiction

ative Fiction Poetry and Drama

TEXTS TO COME - SAMPLE TEXTS TO COME

Nonfiction
Science/ Matﬂ/Technologj ‘ The Arts
SAMPLE TEXTS TO COME SAMPLE TEXTS TO COME
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Key Reading Achievements K-3
1ed by students learning toread like an explorer:

> details and moments within the text. Students during this phase are
tion to what they read. Just as students pay attention to the specifics of
y sound it out, they begin to also pay attention to a word's meaning as
n to words that appeal to their senses or suggest feelings. When

o pause and discuss a particular detail or event as they read and

 said. The habits of observing the text and what it says will form a basis
ywith. )

iips as well as the gist of what is said or told.Just as students are

1t the specifics, they are also learning to get an overall, coherent picture
-ussing what texts are about, both summarizing key points and

1s. They begin to see the relationships between characters in stories and
escriptions or explanations. They see how one event leads to another

ith core types of text, including different ways of presenting
idents at this stage are being introduced to a wide range of texts in

7 learn to navigate stories, poems as well as non-fiction, and grasp the
ry stories and non-fiction accounts and information. These years are
their general knowledge by reading extensively in history and science
d. They should be able to locate places on maps and make connections
ories. When reading informational texts, students demonstrate that
have learned.

Nasromhaor 12 2000 Camman Cars Standarde Warkine Neaft



Core Skills K-3

s explicitly.

e text invites or requires and explain how those inferences fill out the
ated.

sertions about what the text means by finding and citing specific

h in conversations with other readers and in writing.

meanings of words and phrases as they are used within the text,

1d figurative meanings.

ers, and events
mary of the text that captures the key points.
ng themes or theses that best express what the key points and details

t in the text, and explain when, where, how, and why it unfolds relative
nation described in the text.

es, and thoughts of characters in fiction and nonfiction based on how

t they say and do, and how they interact.

ses that suggest feelings or appeal to the senses and discuss how they
¢, feel, imagine, or understand what the author is trying to convey.
s kinds of texts are shaped differently and present information and

ifferent texts about the same events or topics.

or evidence used to support an explanation or an argument.
r uncertainties within or across sources and use reasoning or additional
1em.

liverse sources

ta, diagrams, maps, and other visual elements and explain how this

| contributes to the text.

s the table of contents, index, headers, page numbers, and key terms, to
find information in search.

nds on new vocabulary or other background information and consult
nce understanding.

ted in a text with relevant prior knowledge and beliefs, making explicit

ncepts gained through reading to build a more coherent understanding
ading of additional texts, and to solve problems.

November 13, 2009 Common Core Standards. Workine Draft



e Skills Applied to Core Text Types
Core Text Type: Fiction

ails and moments in stories and poems.All the elements that make

| wonderful are equally present in great young children’s literature. At
to pay attention to the story or poem they are reading by asking and

s about who s in the tale, what is happening, and where and when it is

s mature, students are able to offer specific details and language from
ced the more abstract why and what if questions (R-3). They are able
may have selected certain words and how those words suggest certain
X

ps as well as the gist of what is said or told.When students retell the
iar stories in sequential order, they are able to focus on a specific
relates to other events (R-1, R-7). Understanding characters in stories
e grades, where students imagine the feelings of the characters from
). Students also can think through causes for character’ actions and
ry results logically from the actions of those characters (R-2, R-7, R-8).
nto words the overall message or meaning of a story, indicated in

a selection, an explicit statement in the text, or as students mature,
haracters and from other details {R-6).

ly different range of expression to students that is at once natural and
ought play; they have music, and imagery, and they invite layered

s and the easy rhythms of songs offer a natural introduction to

enjoy the regular beats and rhyme in poetry as they pay attention to
ns in letters or word sounds (R-8). Students are able to share thoughts
r of a poem as well as specific words that make an impact on them (R-

story elements. Students learn to expect that stories describe the
rough events and challenges, and get a sense of the beginning, middle,
0). Students can discuss stories written by the same author about
pare different versions of similar tales from various cultures (R-11).

Armenaslanm 43 AN r, [ ) Anwdc TATL
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Core Text Type:Nonfiction

ils of the information and gaining specific knowledge. As a result of
s, students are beginning to enjoy the richness of ideas expressed in

) cite important details from texts (R-1, R-3). Students also are able to
s concerning essential textual elements (e.g., how, why, what-if), and
parts of a text to make their points (R-2). Students note when they
yulary word, or need to ask further questions to understand what they

and supporting ideas of a text.Students are able to combine )
different parts of the text, and just as they are able to do when reading
fer cause and effect relationships between ideas and events (R-7).
arize the text and describe in their own words how the information
ares with what they already knew about the subject (R-5, R-17),
elves questions such as, “Did I know that or not?” “Do I believe what [
) | agree or not?” Where discrepancies exist between various

> a text raises new questions about a subject, students know how to
ation to resolve issues or verify information (R-12, R-18). After

on the same topic, they are able to compare and contrast the

their overall messages (R-6, R-11).

vays of presenting information and ideas. Early on, students are
ween writing that is based on real events and writing that is based on
nts (R-10). They use knowledge of the organizational features of texts,
strations, contents, index and chapters, to locate key words, facts, or

n response to questions (R-2, R-14, R-15).
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Standards for Writing

Key Writing Achievements K-3

ccumnlate observations on one topic instead of another.Instead of
isparate statements, students in grades K-3 group observations around

- place, or a topic. They gather specific details to emphasize what they
ing and focusing their ohservations, students employ their emerging
on to separate one detail from another.

; to convey unique observations without the help of a picture.While
ten draw pictures to collect or organize observations, students by grade
ing alone to communicate several observations and ideas directly with a
1sory details as a primary way of showing or creating an image in the

ng in other authentic voices through dialogue although they may not be
roperly. They understand that they can use a range of different words
ibstitute a more precise descriptive word for a vague one.

ormation that is appropriate to text type.Students recognize and act
elling a story and informing about a topic. They know at a basic level
conventions.
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Core Skills K-3

focus, and organization
uation.

rposefully chosen observations.

ational structure.

o signal relationships between events or ideas.
ntence or section.

iils, examples, and illustrations
ons and descriptive details.
aneous information.

t language

ses to express ideas precisely, with a particular emphasis on nouns.
of the conventions of standard written English, including grammar,
aying particular attention to those conventions that help students add
servation.

plete simple sentences

mon and proper and singular and plural nouns

alization of proper nouns

marks

se everyday language

he Language Table K-3 for more details.

diverse sources

a text, experience, or lab the information needed to communicate an
planation.

ision and technology

gy as a tool to produce, edit, and distribute writing.
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re Skills Applied to Core Text Types

Core Text Type: Narrative

1 in time and/or place.
rive about a single event or several events loosely linked, controlling for

or use letters or phonetically spelled words to tell what happened, and
xction. (There may be few if any details.)

in time and/or place that is appropriate for the sequence of events to

containing two or more appropriately sequenced events using simple
lauses to signal chronological ordering.

or use letters or phonetically spelled words when correct spellings are
at happened; provide simple, minimal dialogue, and perhaps a few

losure and for a reflective statement.

hin which characters and events are portrayed.
dents and events, managing chronological sequence with temporal
clauses.

and what the narrator thought or felt; include simple, minimal dialogue
letails.
ict to the events, comment on the event, sum up the events, or tie the

e a location, introduce characters, or enter immediately into the story
der’s interest.
f events that unfolds naturally, using temporal words, phrases, and

t by providing pacing and avoiding extraneous information.

, often by providing motivation.

details.

d other narrative strategies.

conclusion that is reflective and/or that effectively ties up loose ends.
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Text Type: Informative/Explanatory

1 a title or first sentence.

res to illustrate or elaborate on the text.
ind information relevant to the topic.
information when prompted.

‘beginning to establish the topic (beyond using the title of the piece).
nizing system that sorts information into general categories, frequently
ormats. ‘

words to create links.

1 simple definitions to develop points.

levant to the topic.

res and/or graphs to illustrate the fopic.

information.

osure.

duction.

-ganizational structure that presents similar information together,

| after chapter book headings or picture books,

1ch as also, another, and, and more, to link ideas within categories of
: headers to signal groupings.

ecific facts and definitions to develop points.

aas, insights, or opinions that have been elaborated on or illustrated
s, quotations, and information.

information.

 sentence or section.

and establish a knowledgeable stance.

ganizational structure that is linked to a controlling idea.

ich as also, another, and, and more, to link ideas within categories of
» headers to signal groupings.

details and facts drawn from a combination of observation and data
r other sources, including experience.

rated ideas, insights, and opinions using a variety of strategies (e.g,
t, explanation, generalization).

and inappropriate information.

 sentence or section.

Mo L__4m annn NSNS JRUVE PRI THEE U 7 U R | S



Core Text Type: Argumentative

lirectly, or use the title of a book when writing about a text.

uggest causality {e.g., “1 like ... because...”}.

or opinions (e.g., “My favorite book is. . .") relevant to the topic.
reasons for preferences or opinions (e.g., “It reminded me of when I met

s book directly, or use the title of the bock as an introduction.
uggest causality (e.g. “1like... because...”).
ns to state opinions (e.g, “My favorite book is..."”) relevant to the

pport opinions.
n writing about literature (e.g., “He was mean and tried to burn up the
d into a cloud and washed away palaces and house”).

r book(s) directly.

nizing structure for sequencing opinions and reasons.

d organize opinions and reason(s) (e.g, because, another, and, also).
tive to the topic, and provide reasons.

ppert opinions and interpretations.

vhen writing about literature.

ing statement or recommendation.

rbook(s) directly, and attempt to capture the reader’s interest.

{0 the topic.

nizing structure for sequencing claims, reasons, and evidence.

ds to link and organize claims and reason(s) (e.g., because, another,

and details to support reasons and claims.

when writing about literature.
5 statement, reflection, and/or recommendation.
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Foundations

yhabetic and Print Foundations

per and lower case letters.

1gle syllable rhyming words.

ent vowel sounds and which letters represent consonants sounds.

e in the child's speaking and listening vocabulary:

unt the spoken syllables of multisyllable words (e.g., spaghetti, macaroni, alligator,

ee-phoneme words;
-or vowel sound of one-syllable words;
'words in a phrase or sentence.

rds into a complete sequence of separate phonemes.
nes into single-syllable words.
mds of the five major vowels and y.

ontains a vowel sound and spelling, and can use that knowledge to determine the
inted word,

tbetic principle that the letters of words, left to right, represent their
| between the number of syllables in a word and the number of letters in its

ir 3- and 4-letter, short-vowel words.

locate words in simple text.

frequency words including

e);

for, from, to, on, in, by, with, at);

y verbs (do, does, did: am, is, are, was, were: have, has, had);
d. but).

November 13, 2009 Common Core Standards, Working Draft



single-syllable words, whether inisolation or in text, including words whose

aphs (ch, sh. th, wh, ph) and the final trigraph —tch;

1sonant blends (e.g., camp, stop, rest, milk, north, branch);

\ant conventions (i.e.,wr-, gn-, kn-, -mb);

t vowels;

d long vowels (i.e, final-e pattern, long vowel digraph, -ight);

wo-syllable words, whether in isolation or in text, that comprise:

ion (e.g., landing, waited. dishes, hoping, hopping);

natical suffix {e.g., dirty. softly, hardest);

closed-syllable spelling pattern (e.g., magnet, napkin, bubble, wonder, bucket);
1ort vowels that end with short y or -ies (e.g., sandy, fancy, kitties, bunnies).
rds including:

cal words (e.g, these, thoge, some, could, should, through, when, why, where

arly spelled content words (e.g., one, two, eight, shoes, kind, people, busy,

ne- to three-syllable words, whether in isolation or in text, including:

e words with graphemically marked long vowels (polite, remain, chimpanzee);
uffixes and prefixes (e.g, unhappy. carefully. goodness, unbutton, rereading);
‘comprise familiar parts (e.g, doghouse, firetruck).

and irregular content words by sight as evidenced by speed and accuracy of
lation or in text.

ingle-syllable and muitisyllable words, whether in isolation or in text,

1 words (e.g. vocabulary, refrigerator, terrible, frightening);

mon Latin prefixes and or suffixes (e.g., transportation, informative, ,
re, ENOrmous).

ireek word parts (e.g., telephone, photography, biography)

nt Is Organized and Read

to-right, top-to-bottom, and page by page.

pages of a book.

rated by spaces or punctuation in written text.

ne basic features and conventions of text, such as

e page, author, page;

ence, picture, chart, illustration, photograph, map;

er, period, question mark, exclamation peint, quotation marks;
\ame, rhyme, spelling.

unction of basic features and conventions of print including paragraph, table of
ry, chapter, map.

November 13, 2009 Common Core Standards, Working Draft



1tN Tne 1uncnon and nature ot a variety of print materials (e.g, storybooks,
tays, story, fictional and informational texts.

ids such as glossary, children’s dictionary, definitions, table of contents, page
s, arithmetic conventions.

izers and aids such as indexes, alpbabetized compendia, atlas, maps, charts and

bits

nowledge to find and read words in text.
tic knowledge to follow the print and locate words during read-alouds and

o recognize function words in text,

owledge to identify decodable words.

low of the text to correct and corroborate word identification.
1s through reading.

d accuracy and fluency on successive readings of a text.

s and preprimer texts with purpose and understanding.

o identify visually unfamiliar words in text.

analysis skills to decode visually unfamiliar words while reading.

of text to correct or corroborate decoded words.

ppropriate meanings or usage of multiple meaning words(e.g., They can sing vs.
).

r correct pronunciation and interpretation of homographs (e.g., Take a how vs.
rthographically challenging words {e.g, hoping vs. hopping, sour vs. four, new

Is through reading.

g, especially by rereading phrases and larger sections of text to repair or
terpretation.

nd accuracy with instructional-level text by third reading.

d unpracticed text designed for the first half of first grade with fluency and

10wledge to grasp visually new words in text.

code visually unfamiliar words while reading,

of text to correct or corroborate decoded words.

opropriate meanings or usage of homographs (e.g., Can we project the cost of

" correct pronunciation and interpretation of words with ambiguous {e.g., Take
cceptional {e.g,, through, sign, bread), or inconsistent (e.g, never vs. fever; head
llow) spellings.

Is through reading.
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g, especially by spontaneously rereading phrases and larger sections of text to
acy and interpretation.

ind accuracy with instructional-level text by third reading.

d unpracticed text designed for the first half of second grade with fluency and

lently read level-appropriate nonfiction and fiction, including chapter books.

lysis knowledge to grasp visually new words encountered in text,
ecode visually unfamiliar words while reading.
ixes, suffixes, and roots to identify and grasp the meaning of visually new

of text to correct or corroborate word identification.

r correct interpretation of semantically ambiguous words {e.g., Close the door
d object vs. I don’t object).

orrect pronunciation of words with ambiguous (e.g., Take a bow vs. Tie a bow),
ugh, sign, bread), inconsistent (e.g, never vs. fever) spellings, or misleading

) spellings.

lIs through reading.

g, especially by spontaneously rereading phrases and larger sections of text to
acy and interpretation.

d unpracticed Grade 3 text with comprehension and with reasonable fluency.
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Language Foundations
dards articulating foundational language skills and understandings to
h as categories and comparatives; syntactic basics such as knowledge of

, clause, and sentence constructions; use of figurative language; and the
social pragmatic uses of language.

Under Construction

Writing Foundations
dards articulating foundational writing skills to include handwriting,
nlation and transcription, punctuation, capitalization, and discourse
organization.

Under Construction
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dards for Speaking and Listening

Under Construction



\ppendix: Language Table K-3

Under Construction
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Grades 4-5

Standards for Reading

xity of Text Expected at Each Grade Level

nplexity of text necessary for college and career readiness

 6-8Level Text

- Core Completion

<1
=
=

vides a graphical overview of the complexity of text that students in each grade
the core must be able to handle independently to be on course for college and
on the chart applies to those students who complete the core prior to finishing
offers a conceptual picture of the progression of text complexity, additional
efine text complexity in practical terms. Given the increasingly recognized
ble to read complex texts and being college and career ready, our tools for
t improve further if all students are to meet the challenge of being ready for
workforce training. To that end, participants in the K-12 ELA backmapping
e current readability measures and determine what more needs to be done to
cts of that work are trying to assess and enhance the precision of existing tools
nanageable concept for students, teachers, parents, and curriculum developers.



ustrative Texts for 4-5
Fiction
ative Fiction Poetry and Drama
TEXTS TO COME ' SAMPLE TEXTS TO COME

Nonfiction
Science/Math/Téchnology The Arts
SAMPLE TEXTS TO COME SAMPLE TEXTS TO COME



Key Reading Achievements 4-5
1ed by students learning toread like a reporter:

c details and moments within the text. Students learn to explain how
and larger passages contribute to the meaning of the text. Students at
1e habit of supporting their understanding of the text with specific )
xt. Students also should be able to distinguish information drawn from
efs and assumptions. By focusing on the text, students are able to follow
and to make additional inferences needed to fully understand what they

hips as well as the gist of what is said or told. Students should use
specific details of what is described as a firm foundation for making
acters, ideas, and themes. For example, they can determine character
1aracter acts in different situations. They can combine information

t places in the text to gain an overall view.

ith core types of text, including different ways of presenting

dents at this level should be reading a wide range of texts in fiction and
to navigate distinct text types such as stories, poems, and screenplays
informational texts, students demonstrate that they can outline and

ed. They interpret graphs, charts and maps to enhance their

erials. Throughout their reading, students should be learning new

d gaining a rich general content knowledge that will serve them in the
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Core SKills 4-5

s explicitly.

e text invites or requires and explain how those inferences fill out the
tated.

sertions about what the text means by finding and citing specific

th in conversations with other readers and in writing.

meanings of words and phrases as they are used within the text,

nd figurative meanings.

ers. and events
mary of the text that captures the key points.
ng themes or theses that best express what the key points and details

tin the text, and explain when, wheie, how, and why it unfolds relative
mation described in the text.

7es, and thoughts of characters in fiction and nonfiction based on how
t they say and do, and how they interact.

ses that suggest feelings or appeal to the senses and discuss how they
e, feel, imagine, or understand what the author is trying to convey.
s kinds of texts are shaped differently and present information and

ifferent texts about the same events or topics.

or evidence used to support an explanation or an argument.
I uncertainties within or across sources and use reasoning or additional
hem.

diverse sources

, maps, and other visual elements and explain how this information

to the text.

s the table of contents, index, headers, page numbers, and key terms to
find information in search.

nds on new vocabulary or other background information and consult
nce understanding.

ted in a text with relevant prior knowledge and beliefs, making explicit
g.

ncepts gained through reading to build a more coherent understanding
ading of additional texts, and to solve problems,
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re Skills Applied to Core Text Types

Core Text Type: Narrative Fiction

its, characters, and setting in particular moments in time. As students learn
: text, they learn to focus on specific moments in time as they discuss setting,
nts that make up the plot (R-7). Students are able to describe the setting,
place, and observe how it changes as the story unfolds (R-7). They observe
rtrayed, as well as how what characters say and do contributes to their

n(R-2, R-8). Students make basic inferences to understand the situation that
example, students follow pronoun references such as ‘he’ or ‘she’ and

s refer back to individuals they have already described (R-1, R-2). Students can
e text to support their understanding of particular moments in the story (R-3).

tat, when, where and why of stories, Like a reporter, students follow and

it, when, where, and why of the action in the stories they read (R-7, R-8). They
sservations of the text to achieve broader understandings. They are able to

nt faithfully the significant events of the text in chronological order (R-5, R-7).
nguish the traits of key characters as well as recognize similarities {R-8).

to describe the causes that link events to one another, including how

the central challenge (R-7, R-8). As the theme is often linked to lessons the
gh their experiences, it is crucial that students observe how characters change
text (R-6, R-8). Students are able to infer a lesson or theme when it is not
R-6).

ith the key elements of stories. Students learn to expect that stories describe
ters through events and challenges that have a beginning, middle, and end (R-
tories often have a lesson or moral, whether it is explicitly stated or and merely
ts navigate key text features such as the title and chapters, and explain how a
deas or a chapter advances the story (R-10, R-15). When students read several
» characters or similar events, they are be able to describe what they know and
s well as what information they discover in the new story they read (R-10, R-

e of text evidence to observe how the narrative unfolds.
derstand characters, themes, setting and the order of events.
es within and across texts.

pletion of the College- and Career-Ready Core
le by authors, such as where the story begins and how events unfold over time.

otives for characters and multiple explanations for events in the text.
ent authors construct stories to describe their distinct style and focus.



Core Text Type:Poetry

y and noting rihiymes and other repetitions that supply rhythm and
able to read poems out loud counting the syllables and recognizing

= to focus their attention on repetitive clements of poetry, such as
unds and beats that are at the heart of many poems (R-10). Asin

out loud simultaneously tests comprehension as well as speaking and
1ts should explore similarities to other rhythmic activities, such as

to savor the sounds or patterns of words (R-9, R-17).

subject and development of the poem. Reading poetry often requires
he description or situation the poem is describing (R-9). Despite

at of peems, students demonstrate their capacity to summarize and
and to articulate the main ideas or themes (R-5, R-6). They are able
at unfold in the poem (R-7). Students identify where and when they

e meaning of the poem and can reason and draw on the rest of the
R-12). Students practice both persistence and patience when they at

1 words or phrases or the structure of a line.

with reading poetry by attending to line breaks and other texit

i to recognize poems as a type of text (R-10). They see how line

em and reveal its contents (R-7). Students begin to internalize the

he core of figurative language and articulate how specific words affect
s emotions (R-9). They observe how similar words can have different
y comparing poems and other kinds of writing on similar subjects,

rly how poems often express ideas through powerful images and
R-11).

the specific observations and interpretations the poet makes.
he poem and the action achieved by what happens in the poem.
sons and images poets make.

pletion of the College- and Career-Ready Core

n by exploring the author’s choices of words and images.
caning and interpretations when analyzing poems.
hat illuminate what is distinctive or fresh in a poem.

Mmoo 47 BAAN A fa 33 sar_ Nl _mo_fi



Core Text Type: Drama

ils by acting out specific moments or events in the script or play. Drama
1ake the words on the page come alive through visualizing the action by

1 listening to the words {R-9). By translating what they see on the page into the
udents can demonstrate their understanding of the text by acting it out.and

o take direction from the text (R-10, R-18). Rather than slip into a monotone,
‘their comprehension by changing their voices as different characters are

g drama and narrative fiction (R-18).

als of the situation from the text: who is speaking and what is happening.
low the core questions of who, what, where, when, and why remain essential,
es as students become familiar with the structure of dramatic texts (R-7, R-10).
in the play requires making inferences from the script and interpreting

1al details (R-2). By reading with emotion and faithfulness to the text further
their understanding of characters’ thoughts and feelings as well as the overall
ribes {R-B). They are able to adjust their dramatic reading of texts to reflect

e situation, such as suspense, horror, and surprise (R-9).

' with reading a script, which has its own text structure and cues. When

its need to navigate a script, which has its own text structure, cues, and
Students become accustomed to how a script presents what characters say and
ffers an early opportunity for students to link what they learn through visual
 (R-14). When watching a video of a production, students are able to follow the
g with the play. They note what about the film surprised them based on their

e text and how the director interpreted stage directions and the like (R-17, R-

e how actors or other readers recite a passage or speech to their own reading

‘evidence to understand tone, motivation, and theme.
mderstand the progress of events and interactions between characters.
e script to visualizing the characters and the action in performance.

Jletion of College- and Career-Ready Core

the playwright uses such as soliloquy.
hge of issues left open to the actors’ and director’s interpretation.
ctive of the audience to that of the different characters.
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ore Text Type: Literary Nonfiction

ils of the information and gaining specific knowledge. Students

of what is described or explained and demonstrate their

se particulars (R-1). Students themselves describe what they learn
mething new and how this compares to their prior knowledge,
careful not to assume what is in a text is the same as what they have
yut a subject (R-16, R-17). They remain alert to new ideas and

lin the text, noting when new words occur or when they need to

to understand what is in the text (R-16, R-17). Students apply what
g literary non-fiction to reading fiction, such as reading about a place
ry set with the same setting (R-11, R-17). Students link the knowledge
ling to what they read next {R-18).

and supporiing ideas of a text. Studentsdemonstrate their capacity to

ead and to share what they have learned. As in narrative fiction,

anguage in the text to demonstrate they understand and can describe

and when, why, and how regarding what has happened or what is

onology or peint of view {R-1, R-3, R-7). They are able to outline the
lanation or argument, distinguish which points are most important,

R-5, R-6). Students are able to describe the significant details that the

rell as identify the main ideas that best capture what the key points .
nmon (R-6). They are able to follow an argument or explanation by 4}
nsitional language and logical connectors (R-12).

with gathering information from maps, graphs, and other sources.
id graphs and integrate the information they gain from them with
(R-14). They consult graphic features within texts (e.g, titles,

w upon maps and graphs from other sources and compare them with
R-15) Students also compare and contrast accounts of similar

uthors and describe how they are similar or different (R-11). They

rn from different sources about similar topics and identify where a
incertain or when they need te consult additional sources to

1, R-13).

s and specific concepts to build knowledge.
utline and evaluate the evidence, reasoning, and the argument.
rned from diverse sources of information, including media sources.

pletion of the College- and Career-Ready Core

’s style and rhetoric in the presentation of information and argument.
he sufficiency and relevance of evidence and reasoning.

hat illuminate the distinctiveness of an author’s argument and style.
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Standards for Writing

Key Writing Achievements 4-5

vations of a specific text, experience, or lab. Students show a
text, experience, or lab by sustaining attention on one moment
details that help the reader see exactly what the writer sees.
ing which students may simply indicate randomly what they
-5 choose details that relate to a particular focus. Students also
' to develop fully more than one paragraph, adding those details
1s for each paragraph; the paragraphs in turn contribute to
entire piece.

with support while making clear distinctions for the
etails from the physical world or fr