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Curriculum is an area of education that is characterized by a lack of agreement
about its definition and nature. There are those who have divorced themselves
completely from much curricular practice at all and want to talk about curriculum
only as a discourse on politics and culture. These are mostly academians. And that
dialogue can be a lively and interesting conversation. However, rarely does it ever
get connected to the world in which most classroom teachers and administrators
live and toil. When it comes to laws and expectations like those of No Child Left
Behind, most academians have little to say except to condemn them as unwise laws.
However, practitioners need advice on how to respond to such requirements, even
those which may be based on fallacious assumptions about school effectiveness,
in order to make the most and best of what is included for the children they are
pledged and paid to serve.

This is a book by intelligent practitioners who have lived and worked in
many school districts. Their view of curriculum practice is not mere technique, nor
mindless sequencing of “magic steps” to minimally comply with laws and
regulations. The authors are not “arm chair” advisors or distant consultants. Rather,
they are thoughtful practitioners who have “walked the walk.” And it just hasn’t
been an aimless walking about. Rather, the authors of this book have labored not
only in school districts and schools in which they were employed as teachers and
administrators, but also in countless others as curriculum auditors, curriculum
leadership consultants, and subject area content experts. They know what it is to
intervene in the daily affairs of schools and school systems. They have encountered
the skeptics and the naysayers. They have persevered and have made a difference.
Their book is a kind of passing of the torch of their learnings to others. Even if
you think you know what they have done, just reading about it will provide some
new insights you may not have considered before. It has been my pleasure to have
worked with all of the authors as colleagues, so I know the educator who lives in
each of them. Theirs is the kind of idealism that is respectful of the educational
enterprise in which we all believe.

I was once told that the definition of “organizational love” was disciplined
caring. These authors not only care deeply about schools, children, and learning,
but they also have labored in the cause of organizational love, and they continue
to do so in a disciplined way. What they have written is an example of the discipline
that is necessary to be responsive to the curricular requirements confronting educators
in these times.

Perhaps the highest tribute one colleague might pay to another is to note,
as I do,  that if my professional reputation were on the line for the curriculum/or-
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ganizational study I had to do, these are the people I would want on my team. They
are practical, tough-minded, and excellent teachers. 

So open these pages with confidence. What these authors have to tell you
they have done, and the practices work. There are, of course, many other things
one could write about these days concerning curriculum. But the litmus test has
been and will continue to be most important in the work place of classrooms and
schools. If that is where you also toil, you will discover that this book is an invaluable
resource.

– Fenwick W. English
R. Wendell Eaves Distinguished Professor of Educational Leadership

School of Education, University of North Carolina at Chapel Hill
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Introduction 3

Suppose you want to travel with a large group of people from one side of the
country to the other, starting and ending at the same time, while traveling in separate
vehicles. Along the way you have certain locations at which you must meet at pre-
determined times. How do you proceed?

You could tell everyone to get in their cars and head out, letting luck, chance,
and individual talent determine your success. Or, you could plan your trip, creating
a map and timeline that are feasible and checking progress along the way. While
both methods might get you to your goal, only one will do it efficiently and
effectively.

Guiding a large group of students from kindergarten through high school
graduation is a similar journey. They can travel without a map, hoping that the
talents of the drivers lead them in the most efficient, effective path. Or they can
follow a sequential plan designed to maximize their use of time, align their learnings,
and check their progress. Which idea can be replicated, and which one provides
the most opportunity for success?   

While traveling without a map in today’s educational environment might
be adventurous, it often comes at an expensive price. Duplicated services, curricular
gaps, misaligned tasks, mismatched resources, and disparate achievement perfor-
mance are all symptomatic of on-the-fly design. Each one creates an obstacle to
learning for the student and a poor use of resources for the district. Today, the
stakes are too high for success to be left to chance. 

Across the United States there is increasing emphasis on high-stakes
assessment, student learning standards established by states, and the needs of school
districts to improve curriculum alignment with national, state, and local goals and
expectations. Requirements of the federal No Child Left Behind law have increased
the urgency of improving student performance, and educators are literally scrambling
to determine how to meet those needs as expeditiously and effectively as possible.
Teachers, library media specialists, and administrators have sought expertise in
curriculum design, delivery, evaluation, and management, often with very limited
financial and human resources upon which to draw during these efforts.

The purpose of this practitioners’ handbook and the accompanying CD is to
provide the basic elements of a curriculum management system that will help school
districts address the need to improve student learning in as practical a manner as
possible. The emphasis throughout the book on alignment of the written, taught, and
tested curriculum provides a framework for quality control of a district’s educational
program. The guidance presented here draws heavily upon the foundations of
curriculum management initiated and developed by Fenwick English. Further
resources are the many school systems in which the authors have observed, trained,
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or coached educators or in which they have themselves worked to implement changes
congruent with the guidance offered. 

While many states have developed student learning standards and
frameworks, most are not specific enough to provide clear and precise objectives
for teaching and learning in the classroom. Thus it is imperative that local school
districts develop curriculum that will support teachers’ instructional efforts to provide
students equal access to the learning implicit in state standards and the assessments
through which students are to demonstrate the knowledge and skills learned.

The handbook is organized into three sections. Section I provides a general
overview of the activities critical to the design, development, and subsequent
management of an effective curriculum system. Section II addresses more specific
steps that demonstrate how to carry out the activities described in Section I. For
several of the actions, Section III offers sample documents and templates. The same
samples and documents are included on the CD so that district practitioners will
not have to recreate them. The handbook further contains a glossary of terms, a
suggested reading list for use by educators, and information regarding professional
backgrounds of the authors.

Possible uses of the handbook and CD are varied. For example, the overview
(Section I) might be sufficient for expanding understanding of the basic elements
of a sound curriculum system by board members, administrators, and teachers. The
“how to” steps of Section II might be most helpful to individuals charged with
specific roles in stages of curriculum design, delivery, evaluation, or management.
Certainly those practitioners are the ones likely to find some of the Section III
examples particularly useful.

4 Managing Curriculum and Assessment: A Practitioner’s Guide



Section I: The Big Picture: Concepts and Fundamentals 5

Curriculum management planning is a comprehensive function intended to produce
a system for effective design, development, implementation, and evaluation of a
district’s curriculum. The planning includes several stages of work and should be
established and communicated in a comprehensive curriculum management policy
with administrative procedures or a board-adopted plan to direct the processes. 

Section I provides an introductory overview of the curriculum management
planning function and its components. The intent is to offer a common foundation
of understanding upon which district leaders and staff can create a system or modify
an existing system to ensure effective design and delivery of curriculum and
assessment operations and optimize student achievement. The basic elements of
Section I include the following:

� A needs assessment
� A curriculum development/review cycle
� An assessment plan that incorporates state and district

assessments of student learning correlated with state
expectations and district curriculum

� Scope-and-sequence documents for curriculum areas
� Curriculum guides for teachers in all curriculum areas,

including librarians and media specialists
� Instructional materials selection
� Design and development of assessments for curriculum
� Staff development to support stages of design, delivery,

and evaluation of the curriculum, including effective use
of data

� Curriculum monitoring processes for administrators and
teachers

� Assessment implementation and data use
� Program evaluation for decision-making

SECTION I • THE BIG PICTURE

Introduction: Concepts and Fundamentals
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Overview of Curriculum Management Planning

Effective school districts have systematic plans for managing the design and delivery
of curriculum. The plans should be required by board policy and described in a
curriculum management document. Often included is a philosophical statement that
describes district expectations regarding the alignment of curriculum, instruction,
and assessment; their match to state or national standards; and their support of the
district mission and vision. Roles and responsibilities related to curriculum,
instruction, and assessment are identified and assigned. 

The curriculum management plan includes three major processes: needs
assessment, planning and design, and implementation. Each process is broken down
into the functions shown in Figure 1.1. 



Checkpoint for Curriculum Management Planning

1. What are the typical components of curriculum management planning?

2. Describe the cycle of processes involved in curriculum management
planning. 

3. Explain why each component of curriculum management planning
is important.

Section I: The Big Picture: Concepts and Fundamentals 7

The cyclical model for the process is shown in the diagram in Figure 1.2.
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Needs Assessment

Before launching a major curriculum development effort, school district leaders are
advised to conduct a needs assessment to assist them in creating appropriate focus
to the work. Improved student learning is always the goal sought, but aligning the
written, taught, and tested curricula can reap many additional benefits: support for
effective teaching, clarity of scope and sequence for student learning, and precision
in linkage between specific learning objectives and the instructional materials and
student assessments in use. To maximize the benefits of curriculum review, develop-
ment, and evaluation, a needs assessment is the critical first step.

1. What is a needs assessment in curriculum management? The needs
assessment considers the mission, purpose, and outcomes of the
educational program and identifies any existing gaps between current
status of student achievement and desired results. It reveals what is
needed so that the organization can focus its efforts on changes that
will support fulfillment of the district mission and purpose and
attainment of the desired outcomes. A needs assessment may begin
with strategic plan vision, purpose, and goal statements if such
information is available and current. Otherwise, the quality of the
needs assessment is strengthened by establishment of these premises
before further action.

2. Why is a needs assessment important? A well-designed and
effectively developed needs assessment provides the foundation upon
which curriculum design and development will be built. Having a
needs assessment in hand creates targeted focus for action and prevents
unnecessary repetition of effort. The needs assessment identifies areas
of concern based on quantitative data such as student test scores or
qualitative data found in opinion surveys and staff discussions. Often,
these data reflect shortcomings in written curriculum documents.
These sources of information and feedback are the core elements of
the assessment plan.

3. Who conducts a needs assessment? A needs assessment is led by a
district administrator or staff member who is knowledgeable about data
collection methods as well as the “big picture” of district curriculum
and assessment responsibilities. An alternative guide to the needs
assessment process is an external process expert with similar knowledge
who can support the district administrative leaders and work effectively



with the organization’s participants. Those who participate or contribute
information during the needs assessment are typically: 

• administrators, 
• teachers, 
• school library media specialists,
• students,
• parents or community members,  
• state department of education staff, or 
• intermediate educational unit staff (county, regional service districts). 

4. When is a needs assessment completed? A needs assessment is com-
pleted before curriculum review and revision occur. (See Section I,
Curriculum Development Cycle.) Timing during the year is dependent
on when the curriculum review is scheduled to begin. Ensuring
adequate time for completion and analysis before undertaking the
review is the critical guideline on timing.

5. How is a needs assessment conducted? Conducting a needs assess-
ment involves several specific steps. (See Section II, How to: Needs
Assessment.) Most important is that the leadership for such a project
possesses the skills of issue identification, question design, and inquiry
format, as well as expertise in compiling and analyzing data for
decision making. Communicating summary and disaggregated data
and identifying implicit and explicit information from the data are
other critical skills for the needs assessment leadership. The leadership
can be internal or external, but credible and pertinent knowledge of
both assessment strategies and organizational functions and respon-
sibilities is most important. 

With the results of a well organized and carefully implemented needs assessment,
the district leaders and staff will be ready to move forward, making efficient and
effective use of the time and energy committed to curriculum development. Data
from the needs assessment provide part of the foundation for developing the scope
and sequence and for conducting program evaluation.

Section I: The Big Picture: Concepts and Fundamentals 9



Curriculum Development Cycle

Schools exist for the purpose of teaching and learning. Too often school district
personnel plan for issues that support teaching and learning—such as facilities,
transportation, technology, and staff development—without developing a specific
plan for creating the necessary foundation of curriculum. What knowledge and
skills must students have to be successful in both an educational setting and the
“real world” in which they live outside of school? This question is revisited in a
timely and systematic fashion so that administrators, teachers, and librarians can
provide the best learning opportunities possible for the students in their care. 

1. What is a curriculum development cycle? A curriculum development
cycle is a systematic schedule or calendar for addressing the design,
delivery, and review of curriculum in all content areas. The timeline
for the cycle includes both core and elective areas and is manageable
within a district’s human and financial resources. The components of
the cycle include needs assessment, curriculum development or
revision, materials selection, assessment development, and curriculum
implementation. Implementation should include staff development
and program evaluation for each content area. 

2. Why is a curriculum development cycle important? Planning for
curriculum development within a cycle allows district personnel to
address ongoing curricular and instructional needs in a timely manner.
The cycle provides for systematic allocation of resources so that
financial resources can be budgeted wisely, and the capacity of district

10 Managing Curriculum and Assessment: A Practitioner’s Guide

Checkpoint for Needs Assessment

1. What is a needs assessment, and how does it contribute to effective
curriculum planning and development?  

2. What factors are typically considered in a comprehensive needs
assessment that will assist curriculum developers in a school district?

3. Who leads and who participates in a needs assessment?



staff members to assimilate new materials and perform required tasks
will not be overloaded. Long-range budget planning can then anticipate
and address all aspects of the curriculum development cycle.

3. Who establishes a curriculum development cycle? This task is ideally
completed by personnel with knowledge of and responsibility for
budget, resources, and curriculum. In larger districts, this would be
a small committee comprised of central office personnel and
representatives from the curriculum and instruction department,
including media specialists. In smaller districts this might fall to a
designated person with ancillary responsibilities in the curriculum
area (e.g., assistant principal, lead teacher). Some districts choose to
involve one or two representative parents or community members.

4. When does a curriculum development cycle begin and end? A
complete cycle for all content areas covers a time period sufficiently
long to include all core and elective subjects. A typical cycle for a
given content area may cover a five- to seven-year span. In some
states, a cycle might be determined by a state-mandated process for
selecting new textbooks in a particular content area.

The table in Figure 1.3 is one example of a cycle that would cover the four core
content areas.

A cycle like the one shown in Figure 1.3 would spread major textbook purchases
across time, lessening the impact on budgets. Elementary school teachers who teach
all subjects would not be expected to implement more than one new core curriculum
in a given year.
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Elective areas could be incorporated into the schedule above without a major
effect on personnel or budgets; for example, mathematics and music could be done
in one year, while science and physical education could be done in another.
Development or revision of curriculum used by school librarians could occur
simultaneously with work in language arts.

A “rule of thumb” has historically been that the number of curriculum
groupings determines the length of the cycle. An eight-year cycle can have eight
groupings. All subject areas must be included in the cycle. However, modification
of this “rule of thumb” has become necessary in order for districts to establish
cycles that correspond with state assessments, using the data for curriculum
modification. Where state textbook adoptions have an established cycle that impacts
local curriculum decisions, that schedule is also a guide to determining local cycles.
The textbook is not the curriculum, but local planning must coincide with state
adoptions in some instances.

Curriculum development includes building a scope and sequence and writing
curriculum guides. Because work in other stages has an impact on the content of final
curriculum documents, work does not move through the steps in a linear fashion.

If an eight-year cycle were to be instituted for each subject area, there would
be some “down time” between program evaluation and needs assessment; however,
data from the program evaluation would be a major component of the needs assessment
at the beginning of a new cycle, as the student performance data would be.

5. How is the cycle developed? Initial development of the cycle will be
influenced by several factors, such as existing state cycles for revision
or textbooks adoption, national standards revision, available financial
resources, student assessment performance, and capacity of district
personnel to do the work. Once the initial cycle is developed, it is
revisited periodically so that plans can be adjusted to meet changing
circumstances.

Checkpoint for Curriculum Development Cycle

1. What are the factors that influence a district’s determination of a
curriculum development cycle?

2. When does a cycle begin and end—with what actions or products? 
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Some classroom teachers plan their assessments after a complete unit of instruction
has taken place. A more effective practice is to include assessment as part of the overall
unit plan before instruction begins. The same holds true for development of an aligned
written, taught, and tested curriculum. Consideration of assessment needs is a vital part
of the curriculum development process. What will a district assessment process look
like?  What types of assessments will be considered so there will be multiple measures
of student learning? Will all objectives be included in district assessments, or will some
objectives be more important than others? How will the assessments for a specific
content area fit into a larger picture of district-wide assessments?

1. What is a comprehensive, district-wide assessment plan? A district-
wide student assessment plan includes both high-stakes external assess-
ments and local summative and formative assessments that test students
at regular intervals throughout the year. The district plan will address
the purpose for assessments, the scope of district assessments, plans for
data collection and interpretation, and the expectation that data will be
available and used for decision-making in a variety of ways, including
needs assessment and program evaluation. Plans for data interpretation
will address training or staff development for all stakeholders who will
be analyzing and using data: school board members, administrators,
teachers, media specialists, and parents. Likewise, the staff development
needs of district personnel who will write local assessments need to be
considered in the district-wide assessment plan.

2. Why is a district assessment plan necessary? A district’s progress is
publicly measured by high-stakes external assessments. With the enact-
ment of No Child Left Behind legislation, these assessments are frequently
the state tests on which Adequate Yearly Progress is based. Analysis of
the data from once-a-year summative assessments and modification of
curriculum and instruction based on the analysis is an important part of
a district’s assessment plan. However, a once-a-year summative assess-
ment is “too little, too late” to have a positive impact on student achieve-
ment. Information about student learning is needed on a timely, ongoing
basis throughout the year so that teachers can re-teach an objective to
an entire class or work one-on-one with specific students so that all
students master the desired learning. Based on assessment data, librarians
can also provide additional support in those content areas where media
use has been incorporated into the curriculum. The assessments used are
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the means for answering the question: How will we know the students
have learned what the curriculum intends them to learn?

3. Who creates a district assessment plan? A district-wide assessment
plan is typically created by a team composed of central office personnel
and building administrators. The team’s membership includes the person
who has responsibility for assessment and representatives from
administrators and teachers who have responsibility for curriculum and
instruction as well as assessment. Once district-wide needs for scoring
and reporting have been identified, the district’s manager of information
systems can assist the planning team in determining the district
technology support required to meet those needs. Planning content-
specific assessments that are a part of the bigger picture will be a joint
responsibility of district leadership and members of the curriculum
development team for the content area.

4. When is a district assessment plan developed? Because a district
assessment plan is the umbrella for development of content-area
assessments, creation of the district-wide plan precedes the work of
curriculum and assessment writing in any content area. Ideally, a district’s
curriculum management plan and the comprehensive assessment plan
will be developed in conjunction with one another so the plans are
cohesive and reflect district policies related to alignment of the written
and tested curriculum. 

5. How is a district assessment plan developed? The first step in developing
a district assessment plan is selection of a team to do the work, as
described in Step #3. Then a timeline for completing the task is estab-
lished. A district assessment plan considers both mandated external
assessments and district-wide assessments and the role each plays in
improving student and district performance and accountability. The plan
also addresses the components listed in #1 on page 13 (What is a district-
wide assessment plan?). A calendar for external and district-wide assess-
ments is developed so that assessments can be spaced throughout the
year. The starting point for such a calendar is a complete listing of
assessments to be administered, as illustrated in Figure 1.4. Once the
plan is completed, it is presented to the board of education for approval.
The following overview summarizes a sample district assessment plan.
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Checkpoint for Comprehensive Assessment Plan

1. How does an assessment plan help answer the questions related to
how we know students have learned what they should be learning?

2. What are the important elements in an assessment plan, and why is
such a plan important?

3. Why are both local and state assessments important elements of an
assessment plan?  

4. What are critical considerations regarding timing and frequency of
assessments?

5. How do assessment data contribute to effective curriculum design
and implementation?  
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Scope and Sequence Development

Defining the scope and sequence for learning is the foundational step in the actual
curriculum development process. The scope and sequence guides the selection of
instructional materials and the development of district assessments. The scope and
sequence provide the basis from which specific curriculum guide pages are written
to assist teachers in the instruction related to each curricular objective. 

1. What is scope and sequence? The scope of curriculum is a clearly
stated set of K-12 learning objectives that reflects local, state, and
national expectations. The sequence is the order in which those
objectives are taught. In initial planning, the sequence is established
across grades or courses. Later in the process, the order in which
objectives are taught at a particular grade level or course is determined;
this may take the form of a pacing guide.

2. Why are scope and sequence important? The scope-and-sequence
document provides the foundation from which a district’s curriculum
is written. A well articulated scope-and-sequence document provides
a clear map of the learning path for students. It also gives teachers
a clear picture of the learning that most students coming into their
classes will have mastered and helps teachers avoid unconscious
duplication of material already learned.

3. Who develops a district’s scope and sequence? Ideally, the scope
and sequence for a curriculum are developed by a curriculum
development team who also become the writers of the curriculum
guides. The team needs a strong leader and a representative group of
teachers committed to the process.

A. The leader can be a curriculum director, a subject-area
specialist, a media specialist, or a principal. The job title of
the individual is not important; however, it is important that
the leader be committed to the task and have the necessary
authority to hold team members accountable for the work they
do. If expertise in these skill areas does not exist in the district
or if time constraints are a barrier, outside consultant help can
be utilized, or teaming with a neighboring district can blend
talent pools for common purposes and tasks.



B. The size of the teacher team is dependent on the size of the
district, but taking care to not create too large a committee
makes for more efficient and effective drafting work. One
person per grade level is desirable, but that may stretch small
districts. More than one person per grade level creates a large
team that may make overall management more difficult.
Considerations in putting the team together include the
following:

• Expertise in the content area;
• Representation across grade levels; and 
• Representation across buildings or areas of the district. If

districts blend talents and develop a shared approach, equal
or comparable participation needs to be ensured.

C. Once the team is selected, members are trained in the steps
needed to develop a sound scope-and-sequence document. Staff
development in the writing of curriculum and in developing
articulation from level to level within the curriculum design is
important. A critical training component is the development of
skills to design curriculum that aligns with content, context,
and cognitive requirements of state standards and assessments.

Although a relatively small team is involved in the work of developing
the scope and sequence and subsequent curriculum documents, review
by all teachers who will teach the curriculum and staff, such as media
specialists who will support that teaching, is essential. This review
includes all grade levels at elementary school and content area teachers
at middle and high school levels. A specific process for receiving and
evaluating input from the large group of teachers needs to be in place.

4. When is a scope-and-sequence document developed? The creation
of the scope and sequence is the first step of the curriculum
development process. It is also the most critical step as the whole
curriculum rests on this foundation. The time span needed to complete
the work depends on when the work is being performed and whether
there is a current curriculum that allows for revision instead of
comprehensive rewriting. The following are possible scenarios for
scheduling the work.
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• Summer development—with stipends recommended according to
district contracts or practices: This can be done in one to two weeks.
Input from the writing team in the morning can be word-processed
and edited in the afternoon; this work is then reviewed the following
morning and serves as the starting point for the next day’s work.
A scope and sequence produced in this fashion still needs to be
presented to the entire faculty at the beginning of the new school
year. The process for instructional materials selection can begin
after faculty have had input on revisions.

• School year—after school or Saturday work meetings with stipends
suggested for this scenario also: A minimum of six meetings is
needed, with work from each meeting compiled and edited between
meetings and distributed for review prior to the next meeting. If
work is spread out over several weeks or months, more time is
needed at each meeting to “get back to speed” on the process and
remember where previous work had ended. This process begun
early in the year provides time for products of the curriculum
development team to be circulated among faculty for input and
necessary revisions.

• School year—during the school day with substitutes provided: As
with other models, the leader and clerical helper need to compile
work done at any one session to use as a starting place for the next
session. This scenario, when begun early in the year, also provides
time for the work of the curriculum development team to be
circulated among faculty for input and necessary revisions.

5. How does the development of a scope and sequence actually take
place? The actual process is complex and will be delineated more
fully in the “How to” section of this book. The steps below provide
a “big picture” of the process.

• Collect materials needed for training.
• Train selected team members.
• Create a backloaded (see Glossary) scope and sequence based on

state standards or frameworks and assessments.
• Add objectives determined by local needs.
• Identify and highlight essential learnings to be assessed in district

tests (and other measures) and those expected to be tested in other
high-stakes assessments.

• Review and edit the draft document.
• Submit the draft of the scope and sequence to stakeholders for review.
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Having common educational goals and objectives within a school district brings focus
to the work of classroom teachers. Developing documents to guide the instruction in
all curricula offered by a school district is critical to effective educational programs
and equitable access by all students to the intended curriculum at each grade level and
school. The development of a scope-and-sequence document for each curricular area
and course is the starting point or foundation for writing curriculum guides. However,
quality curriculum guides contain much more than the scope-and-sequence information.

1. What is a quality curriculum guide? While the formats of curriculum
guides might vary based on local preferences, there are several key
elements that contribute significantly to the quality and usefulness of
curriculum guides:

• state and local standards, where applicable, from which curriculum
is derived;
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Curriculum Guides

• Review and consider all suggestions; make changes as appropriate.
• Finalize scope and sequence.
• Present to district administration for approval, then to the school

board.

Checkpoint for Scope and Sequence

1. What is meant by “scope” and by “sequence,” and why are they
important to curriculum development?

2. When is a scope-and-sequence document best developed, and how
is it used?

3. How does a scope-and-sequence document assist teachers and
principals?

4. What might be the implications if no scope or sequence has been
developed in a curricular area?



• clear learning goals and objectives linked to each standard, stating
what students are expected to know and do, how the objective is
performed, and the estimated typical time for learning;

• information keying each curriculum objective to district or state
performance assessments;

• specific information about prerequisite skills or courses, concepts
required before this learning objective (e.g., scope and sequence
across grade levels and courses);

• information regarding the primary and supplemental instructional
materials to be used, with matches between each objective and the
materials provided; and

• specific examples of how key concepts and skills can be approached
in the classroom.

2. Why is a curriculum guide important for each course offering?
Without common direction and learning objectives, teachers may
unintentionally deliver several different versions of the same courses.
Such variations in instructional content leave students at the mercy
of chance to achieve equal educational opportunities in the classroom.
Likewise, they are left with differing opportunities to learn what is
necessary for them to demonstrate knowledge and skills on district
or state assessments. The use of curriculum guides is especially helpful
for teachers new to the school district and for media specialists and
other certified staff who support classroom instruction. 

3. Who leads/coordinates the development and writing of curriculum
guides? As described in the previous section regarding the development
of a scope-and-sequence, the work is typically accomplished by a team
led by a strong leader and involving a representative group of certified
personnel, including teachers and media specialists. However, without
strong curriculum leadership resources on the staff, districts might
choose to contract with a curriculum consultant to lead or coach the
project implementation. The writing of curriculum guides is best carried
out by the team that designed the scope and sequence because their
mastery of the content and contextual rationale for the scope and
sequence is likely to be strong. However, some districts choose to
expand the working group to include additional staff members on
writing teams after the scope-and-sequence document has been
completed. In that case, some additional training in the writing of
curriculum guides is required to ensure that all participants have the
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necessary skills to perform the work. All staff from all grade levels
who teach the specific curriculum are involved eventually in reviewing
draft guides and providing feedback. 

4. When are curriculum guides written and revised? The cycle of
curriculum work is outlined in the table included in the section entitled
An Overview of Curriculum Management Planning. The cycle
provides a systematic approach to review curriculum and write or
revise guides. If no guides are currently present, the content areas for
immediate attention are best prioritized to address first those assessed
on high-stakes tests at the state and district levels. Another
consideration for timing is to address first the curricular areas in
which data show low student performance. Further, when state
standards or assessments are changed, the local written curriculum
needs review and revision as appropriate to align with those changes.

5. How are the curriculum guides developed? Ideally, several compo-
nents of the development are in place as part of a curriculum
management system for the district and before guide design and
development occur. Those components are broadly summarized here
and elaborated upon with more details in Section II, Nuts and Bolts: 

• Identify the elements in a curriculum guide that will help teachers
and other certified staff, such as librarians, meet the intent of
common learning experiences for students (see #1). Develop, or
obtain from other sources, different layouts of guide pages to find
the one that seems most user-friendly for the staff and provides
space for the elements identified. 

• Make sure that the selected format is usable in all curricular areas,
not just the area currently being developed. Common formats
enhance usefulness by allowing teachers to focus on the content
rather than learning new formats.

• Be sure the guide adequately matches state expectations for content
and supportive information where such information is available.

• Decide whether the guides are to be produced as hard-copy
documents, online resources, or both. Even with the current
emphasis on using technology, many teachers still prefer to have
hard-copy documents at their disposal.

• Determine the desired format for all curriculum guides based on
the considerations of the bullets above. Format of hard-copy
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documents and online documents should be as similar as possible
for ease of use by teachers. Hot links in electronic documents may
appear in hard-copy documents but will be of no help in the paper
copies.

Before curriculum guide development work is to begin, the broad
clusters of actions necessary are: 

• establish a timeline for the development, review, and approval of the
curriculum guides. Include timeframes for drafting, review and
feedback, board approval, production, distribution, and training in use
of the guides and instructional materials adopted with the curriculum;

• select a curriculum development team and identify the leader;
• provide staff development as needed;
• gather informational resources to be used;
• develop the scope-and-sequence document;
• write the curriculum guides;
• conduct review and feedback; modify as needed;
• and complete the process within the timeline, and begin staff develop-

ment and implementation.

Thoughtfully outlined steps usually result in guides that respond to teacher needs
and focus on learning objectives that will be the foundation for aligning the written,
taught, and tested curricula. Through this effort, students will then have improved
access to the intended common curriculum and a better chance of demonstrating
what they know and are able to do in pursuit of state standards and local goals.

Checkpoint for Curriculum Guides

1. Describe the critical contents of a quality curriculum guide.

2. Why is it important to have written curriculum guides for all subjects
taught?

3. When and how are guides best developed?

4. Specify the critical steps in designing and writing curriculum guides. 



A critical step to support implementation of an aligned curriculum is the selection
of instructional materials to support the subject-area goals and objectives. Efforts to
identify the clear and deep alignment of instructional materials with the curriculum
will enhance the likelihood of teachers implementing that curriculum in the classroom.
(See Glossary and material evaluation forms in Section III.) In states where there
are either state-mandated adoptions or a state-selected list of adoptions from which
districts are to choose their instructional materials, some “sorting of the alternatives”
has already occurred at the state level relative to textbooks as the primary instructional
materials. Attention should also be given to the alignment of supplemental
instructional materials available both in the classroom and in the media center, but
the major focus in the discussion that follows is on textbook adoption. 

1. What is an instructional materials selection process? This process
includes review, evaluation, selection, piloting, and adoption of
instructional materials to support implementation of the district’s
curriculum. It includes elements such as: 

• assigned leadership and participation, 
• calendar coordinated with the curriculum development cycle and

committee work, 
• vendor/publisher solicitation procedures,
• guidelines for publisher meetings, 
• designated review steps, and 
• procedures for final adoption of materials. 

A materials selection team collects materials and examines them against
the written curriculum using pre-established evaluation forms and
developing data summaries of the review. Materials identified as
aligning best with the goals and objectives, as well as the intended
methodology, are put through a final review. If piloting is part of the
process design, the materials tentatively selected from among those
given top ratings are piloted before final selections are made and board
approval is requested. The piloting process often includes use of
materials with the new curriculum in a designated number of classrooms
at specified grade levels. Ordering the materials and planning for
distribution are the final steps of the process.
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2. Why is a materials selection process important? A process is needed
to ensure focus on the appropriateness of various materials for the
specific district’s curriculum, unless there are single-option, state-
mandated textbooks, in which case little local choice will be present.
A clear selection process also ensures a fair and thorough review of
materials for all affected grade levels, similar treatment of vendors,
and professional excellence in evaluating the materials themselves. If
timed well, the process can result in materials available for piloted use,
for inclusion with specific reference in curriculum guides, and for
teachers’ guidance as they begin to prepare implementation of the
curriculum.

3. Who participates in the materials selection process? Typically either
a district office curriculum staff person, a principal, or a member of
the curriculum development team serves as the coordinator/leader of
the materials selection process. Having two or three members from the
curriculum development team on the selection team is helpful. A library
media specialist is a valuable support in locating vendors and resources
and in developing a selection policy. Further, the review usually includes
involvement of representative school principals, librarians, and teachers
from various grades levels. Parents are often invited to participate at
some stage of the review, and at least a sample of teachers in the
curricular area are involved in piloting materials before final selection.

4. When does materials selection occur? Several actions are typically
either under way or completed before materials selection begins. The
learning goals and objectives have been established in a scope-and-
sequence document. The instructional philosophy and expected
instructional approaches have been delineated. An evaluation form
for use in selecting materials is then designed to incorporate criteria
related to the goals, objectives, and instructional approaches and
appropriate rubrics for rating the materials reviewed. The evaluation
form also includes additional factors such as readability and absence
of culture and gender biases. 

At this point, sample materials can be solicited from vendors/
publishers and prepared for review. Any review of materials prior to
completion of the scope-and-sequence document, establishment of clear
instructional expectations, and preparation of the materials evaluation
forms could result in choices of less aligned materials based on less
objective and less focused evaluations. The materials evaluation data are
compiled in a user-friendly summary for use in both preliminary and
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final decisions. Drafts of district assessments are sometimes revised later
as materials are selected and guides modified. 

It is critical that instructional materials demonstrate clear and deep
alignment with the intended learning, including the instructional
methodology to be eventually included in the curriculum guide information,
and with the assessments to be used. For example, materials to support a
specific laboratory class might look quite different from those preferred
for a class with integrated curriculum and seminar structure. If such
documents as state assessment handbooks or released test items are
available, those are considered in the evaluation of materials as well.

Materials are best chosen in time for specific references to be
entered into the written curriculum guides. The selection process also
occurs far enough in advance of final adoption of the guides so that
piloting can include both guides and the tentatively selected materials. 

5. How is the materials selection process designed? To promote clear
communication and understanding of the importance of the process,
the broad requirements are spelled out in board policy as part of a
curriculum management (design/development and delivery) policy.
Administrative guidelines or procedures are then developed to spell
out the steps and provide specific direction for the work. 

Checkpoint for Instructional Materials Selection

1. Describe a typical curriculum materials selection process and how it
integrates with curriculum development. 

2. What is the alignment evaluation process, and why is it important?

3. When are materials best selected?
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A district-wide comprehensive assessment plan is the starting place for a meaningful
assessment program within any school system. That plan (as described earlier) en-
compasses external and internal assessments, the use of data from those assessments,
staff development related to creation, and use of assessments and the data generated



from them. The plan provides the foundation for design of assessments related to
each curricular area. Understanding of the fundamentals of assessment design is
necessary for the development of valid and reliable content-area assessments.

Content-area assessment includes a wide range of methods for ascertaining
whether or not students have mastered the desired knowledge and skills. Assessments
may be summative—at the classroom, school, or district level—or formative.
Formative assessment occurs at the classroom level; it enables teachers to make timely
decisions about adjusting instruction for the whole group or for individual students.
Multiple kinds of assessments covering the same content reduce reliance on a single
assessment for determining whether or not students have mastered the content. 

1. What is involved in assessment design? In his book Student-Centered
Classroom Assessment, Rick Stiggins lists the following considerations
that are critical to high-quality assessment design:

• clearly defined expectations for student learning, 
• the purpose for any assessment, 
• the assessment methods (such as multiple choice or performance,

machine scored versus teacher graded), 
• the sampling of the content that will be included versus all the

content that could be included, and
• elimination of bias that might distort results (14-17).

Attention to these considerations will help ensure development of
assessments that provide valid and reliable information about student
achievement.

2. Why is assessment design important? Each of the five considerations
listed above has a different implication for the importance of
assessment design.

• Too often questions that students are asked to respond to on a test
do not match the specified learning objectives for a course. This
occurs especially when tests that accompany commercial materials,
used in many states across the nation, are used to measure learning
related to the curricular standards in a specific state. 

• A test that provides a benchmark for student achievement across a
district will not be the same as a teacher-made assessment that
diagnoses whether or not students—collectively or individually—
are ready to move on to the next concept.
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• The method for assessment is frequently determined by the purpose
for assessment. Determining whether or not students have mastered
basic skills or concepts might call for a short-answer or multiple-
choice test. A performance task may be a better means of assessing
a student’s ability to apply a range of cumulative or connected
knowledge.

• It would be very difficult, if not impossible, to assess—either
formally or informally—all the content that students are expected
to learn. Decisions are made about a representative sample of
concepts and skills to be included on any given assessment.

• Deep alignment between local assessments of curriculum objectives
and state assessments in use should focus on providing a range of
assessment methods that will allow students to learn and experience
different ways to demonstrate their knowledge or skills so that
whatever types of assessment items are in use, they can respond
knowledgeably. Application of current brain research information
can contribute significantly to the development of effective,
meaningful assessments at the local level.

• Elimination of bias does not refer only to ethnicity or gender.
Reading difficulty or length of tests are just two areas, which, if
not carefully considered in assessment design, could distort
information gleaned from assessments. Occasionally, contextual
references are included that have not yet been part of the students’
experience socially, intellectually, or geographically.

In addition to these considerations, test writers should also consider the
context and cognitive type of individual items on external assessments
and include items with similar context and cognition demands on local
assessments. Attention to these factors will enable students to transfer
more readily the knowledge and skills assessed on both sets of tests. This
match between local and external assessments is one aspect of deep
alignment.

3. Who develops assessments used within a school system? Responsi-
bility of assessment development within a district rests upon indivi-
duals at different levels within the organization. 

• Development of criterion-referenced tests that will be used across
the district is the responsibility of a district-level administrator. That
individual will choose a small but representative team that includes
teachers at various levels to oversee development of tests. 
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• Diagnostic tests that teachers use to determine students’
preknowledge and mastery of a given objective can be developed
either at the district level, by grade-level or department teams, or
by individual teachers.

• Formative and summative assessments (see Glossary) used by
individual classroom teachers are developed by those teachers.

In all cases, individuals involved in creating assessments need a sound foundation
in assessment design that comes through appropriate staff development.

If expertise does not exist within the district for development of district-
wide assessments, or if multiple responsibilities limit the time available for test
development, services of outside consultants can be utilized to develop desired
assessments.

4. When are content-area assessments developed? It is desirable that
the creation of the district-wide assessment plan precede any work
on content-area assessments. However, with or without a district-
wide assessment plan, creation of district assessments in a given
content area can begin once the scope-and-sequence document is
finalized.

Classroom teachers develop both formative and summative assessments during the
implementation of a newly revised curriculum. A clearly defined set of learning
objectives for each course, based on the scope and sequence, is the prerequisite for
developing assessments of any type.

5. How are assessments in a given content area developed? The
following considerations will lead to the development of sound
district-wide assessments. More specific details on each of these
considerations are included in Section II of this book.

• Develop a content-area assessment plan for each grade level at the
elementary school or each course at the secondary level. This plan
will include the type and number of assessments, how the
assessments will be administered, and how they will be scored. The
content-area plan fits under the umbrella of the district’s assessment
plan and is consistent with that plan in all aspects.

• Review the results of required internal and external assessments to
help determine areas of local assessment emphasis.
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• Incorporate information about the types of assessment items, how
students are expected to respond, and with what given information
when designing the content area assessments.

• Determine the content objectives that will be included on each
assessment, and then select or write items that specifically measure
those objectives.

• Have a pre-established process for reviewing the content of
assessments for validity and reliability and then revising the
assessments as necessary.

Attention to several areas will assist classroom teachers in creating a variety of
formative and summative assessments that will provide usable data to guide
instructional and programmatic decision-making. These areas include staff
development in appropriate use of different kinds of assessment, training in writing
test items that match specific learning objectives from the district’s adopted
curriculum, and time for teachers to work collaboratively to develop common
assessments and review assessment results.

Checkpoint for Assessment Design and Development

1. What factors are considered in designing assessments?

2. Why is it important to do the assessment design well?
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Staff Development and Curriculum Implementation

With scope and sequence, curriculum guides, materials selection, and assessments
completed, the next step includes staff development and curriculum implementation. 

1. What is involved in staff development and curriculum implemen-
tation? Staff development focused on the new curriculum and
materials is the foundation for successful implementation of a new
or revised curriculum. The staff development is designed for teachers
and administrators prior to use of the new curriculum and instructional
materials in the classrooms. Ideally, some staff development also



continues during curriculum implementation to address emerging
needs with use of the new curriculum or instructional materials. 

This stage also includes communication with parents and other
community members regarding the changes involved. This communication
might include parent newsletters, informational events, and grade-level
curriculum brochures.

2. Why is it necessary to plan implementation? Unless carefully planned
steps are taken to ensure readiness for curriculum implementation,
confusion and other problems can easily surface among the teachers
or with parents and community members. These two constituencies
need to be well informed about the changes that have been adopted,
and teachers particularly need to have support in developing comfort
and confidence as implementation begins. Without support, the
tendency among staff can be to “fall back” on comforts of curriculum
content and instructional materials. Parents and community members
develop confidence in what is occurring when they are well informed
with specific written information for ongoing reference. It is important
not to leave implementation preparation to chance if these needs are
to be met effectively.

3. Who is involved in implementation steps? A staff member is
designated to coordinate the planning of staff development for the
curriculum “orientation,” preferably with team leaders from the
curriculum development phase conducting the training. Often grade-
level leaders from elementary schools or department chairs at the
secondary level assume leadership for the staff development; in other
instances, individuals with expertise in the new curriculum are the
trainers. Librarians are helpful when curriculum materials are online
or when use of library resources is an integral part of the new
curriculum. To provide information to parents and the community,
designated curriculum committee members and other staff members
can prepare the informational brochures by grade level for elementary
curriculum and by course for secondary.

4. When does implementation begin? Once the curriculum guides and
instructional materials are prepared, the staff development for
implementation can begin. Certainly at least part of the training occurs
prior to teachers being required to use the curriculum and materials
in their classrooms. A staff development component easily ignored
is the availability of annual training for teachers and other certified
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staff, such as librarians new to the school district, after the initial
orientation sessions. The parent and community informational
materials are prepared immediately and disseminated as soon as
possible either before or during the initial stage of implementation. 

5. How is curriculum implementation planned and carried out? A plan
for both the staff development and communication steps during
implementation is carefully planned in advance. These two steps,
including ongoing follow-up training sessions, are scheduled and the
calendar shared with teachers to assure them that there is some
continuing support. The new curriculum and related materials are
made available as soon as possible to all teachers expected to use
them. They need the opportunity to become familiar with them in a
general way at first. Subsequently, they receive training in specific
content of the curriculum and the correlating materials, including how
the curriculum and materials align with the state standards and
assessments to be used. In some instances, grade-level teams and
department chairs coordinate follow-up sessions, and the teachers
conduct their own ongoing development with members of the
curriculum development team(s) assisting.

The implementation plan must include training for teachers who will use the new
curriculum and materials, the principals who will supervise the implementation,
specialty teachers such as librarians who will support the curriculum, and parents.
The training is designed specifically for each group, based on the particular job
duties of people within the group. Many districts provide training for certified staff,
such as teachers and librarians, who work directly with students, while few design
training for principals and parents. Training for these groups is a critical component
for program success.

Brochures that explain the new curriculum can be given to parents by teachers,
either at back-to-school events or through some other kind of personal contact.
Brochures should also be readily available in the principal’s office in every school
and at the district office. Another popular approach for parents is to hold curriculum
“fairs” or “forums” at which the new information is made available to them. An
effective preparation step is to inform parents in school newsletters and the general
public in the local newspaper that changes are occurring and that written information
is available upon request. This information can also be posted on the Web page of
a school or a school’s library, as well as the district’s Web page. Parents may be
more apt to read information posted by the school their children attend.
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Along with staff development and communication steps, monitoring and
supervision of curriculum development is a significant component of implementation.
(See Section I, Monitoring Curriculum Delivery.) 

Checkpoint for Staff Development

1. Why is staff development important to curriculum design and
implementation?

2. What are some important considerations in planning and designing
staff development for curriculum implementation?

3. How should staff development and the plans for curriculum
implementation be integrated?
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Monitoring Curriculum Delivery

With a curriculum in place and staff development on implementation of the
curriculum and use of accompanying instructional materials under way, teachers
are now ready to translate the curriculum into classroom instruction. There will be
a continuing need for support and guidance, not just ongoing training, but also
coaching and conversations about the curriculum and its implementation. This is
the stage referred to as “monitoring,” but it does not refer only to supervision. This
phase can include a range of activities that benefit teachers and students and enhance
the school district’s chance of attaining its educational goals. Monitoring activities
then inform both program evaluation and curriculum revision.

1. What is monitoring? Monitoring includes the various activities
undertaken by district and school administrators and by teacher teams
to observe curriculum implementation. It fulfills several purposes: 

• identify barriers to student mastery of the objectives, 
• discuss any strengths or problems with the related materials, and
• clarify instructional successes and problems related to the

curriculum. 



Typically, classroom visits by district and school administrators, review
of lesson plans, exchange visits among teachers, and grade-level or
departmental dialogue are components of the planned monitoring of
curriculum implementation. Regardless of the specific activities,
conversation and feedback are critical elements of effective monitoring.

2. Why is curriculum monitoring important? Without a systematic
approach to monitoring of curriculum implementation, it is difficult
to identify related needs of teachers and students and to intervene to
make implementation effective. Additionally, sound and varied
monitoring practices ensure that the adopted curriculum is being
taught by all teachers so that all students have equal access to the
curriculum. Monitoring activities also assist in identification of
problems or issues for consideration during the program evaluation
phase of curriculum work. Many teaching staffs (including grade-
level teams or department teams) have found that monitoring activities
help preclude misunderstandings and confusion about curriculum
changes. 

3. Who is responsible for curriculum monitoring? Curriculum
monitoring is a shared responsibility. Central office administrators
and staff working in the areas of curriculum design and staff
development need to be included in part of the monitoring activities,
especially school/classroom visits and occasional staff dialogues. The
key leaders and participants for curriculum monitoring, however, are
the school principals (and assistant principals, where applicable).
Teachers themselves can also be significant participants in curriculum
monitoring. As a part of ongoing monitoring, teachers are often
encouraged to share the work of designing model lesson plans,
developing new activities to support the curriculum changes, and
integrating curriculum across subject areas.

4. When does curriculum monitoring occur? Ideally curriculum
monitoring begins soon after the staff development orientation to
curriculum and instructional materials as teachers begin using the
new curriculum in classroom instruction. Monitoring is introduced
during staff development and staff meetings as one of the instructional
support activities as well as a curriculum supervision practice.
Frequent observations, conversations, and progress checks then
become ongoing components of the monitoring function. When
principals and assistant principals have experienced the staff
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development related to curriculum with their teachers, the monitoring
function has a greater relevance to both administrator and teacher
roles and to the collaboration desired during implementation.

5. How is curriculum monitoring carried out? A variety of monitoring
activities have been successful in different schools across the states.
It is helpful if the district and school administrators establish a
“protocol” or set of expectations regarding curriculum monitoring
and communicate that information to all certified staff. Additionally,
teachers can be invited to offer suggestions for monitoring practices
that they deem helpful. 

Usually, the district office administrators (or curriculum staff) coordinate planning
and training for curriculum monitoring. They also participate in monitoring by visiting
classrooms, either with the principal or independently, and by engaging in staff
conversations at school staff, grade-level, or departmental meetings. These are the
personnel who obtain a system-wide picture of the curriculum implementation issues
and can contribute to program evaluation with that broad-based information. The
principals set the tone for collegial development and professional growth through a
supportive coaching approach. Frequent classroom visits to identify critical curriculum
implementation topics or issues and participation in dialogues with grade-level teams
or departmental teams are two of the principals’ monitoring activities. Classroom
observations by district and building-level administrators and follow-up conversations
related to those observations can be made more productive through training such as
The 3-Minute Classroom Walk-through. Reviewing teachers’ lesson plans on a regular
basis or having teachers keep track of curriculum implementation in a systematic
way are practical steps to help school administrators get a picture of implementation
progress by individual teachers or by grade level or department. 

Classroom visit exchanges, team “debriefings” and conversations, and shared
lesson-designing activities can be effective monitoring activities in which teachers
participate. Periodic surveys regarding a new or modified curriculum, related
materials, or such problems as pacing of learning objectives can also be useful.
Information from ongoing monitoring activities feed into program evaluation,
curriculum planning, and related curriculum review activities. 

Checkpoint for Monitoring Curriculum Delivery

1. What are some ways in which the implementation of curriculum can
be monitored? 

2. Why is this function more than just a supervisory practice?
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3. Who are the parties typically involved in curriculum monitoring?

4. Describe some approaches to effective curriculum monitoring.
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A successful district-wide assessment program depends upon four key ingredients:
an overall assessment plan that guides all assessment and evaluation with the district,
well-designed assessments with items that specifically match student learning
expectations, ethical and consistent test administration and implementation, and
appropriate use of data derived from the assessments. The first two considerations
have been addressed in Comprehensive Assessment Plan and Assessment Design
and Development. The discussion that follows describes the considerations relevant
to district-wide test implementation and use of data; some of the discussion may
apply to teacher-made assessments as well.

1. What is involved in assessment implementation and use of data?
Procedures related to district-wide assessment administration include
attention to security of assessments when deemed necessary, clear
and specific instructions for test administration, and adherence to
those instructions by individuals administering the assessments.

Use of data includes organization and analysis of data.
Appropriate analysis of data requires staff development for all
individuals who will use the data. The ultimate use of data occurs in
the planning and delivery of instruction, when teachers and librarians
make instructional decisions based on the data available to them.

2. Why are appropriate implementation and use of data important?
Unless consistent procedures are developed and followed in the
administration of tests, results lack validity and reliability. When
procedures are followed, and when there is confidence that data are
valid and reliable, those results provide the basis for meaningful action
steps based on the data. Data are not collected just for the sake of
having data; assessment results guide programmatic decision-making
at the district and building level and instructional decision-making at
the classroom level.

Assessment Implementation and Data Use



3. Who is responsible for assessment implementation and use of data?

• Any district employee involved with instruction, curriculum
development, and assessment will have some responsibility for
assessment administration and use of data.

• District-level assessment personnel have the overall responsibility
for test production, preparation of appropriate instructions for
administration, test dissemination, provisions for scoring, and
training in data interpretation.

• District-level curriculum personnel will use the data in program
evaluation and as a basis for revision in curriculum development.

• Building administrators will oversee administration of assessments
in their respective buildings and will work with classroom teachers
to make decisions at both the building and classroom level related
to building programs and instructional strategies and modifications.

• Classroom teachers, in most cases, will be responsible for
administering assessments according to protocol, interpreting data
relative to their own students, and making instructional decisions
based on the data.

4. When will analysis of data occur, and how soon should interventions
take place? One of the most important aspects of any assessment
program is the timely availability of data. In planning for test
administration and scoring, quick turnaround is a high priority.
Analysis of data occurs just as soon as data are available. Appropriate
teacher interventions in the classroom follow data analysis. There is
often a complexity of multiple issues within the school units or district
that impact the time required to access aggregated and disaggregated
data. However, it is critical that the data dissemination and analysis
take place within a reasonable timeframe in order to impact teacher
planning to meet student needs.

5. How can district personnel become proficient in appropriate use of
data? Appropriate use of data begins with staff development. Training
issues have been discussed under Comprehensive Assessment Plan
and Assessment Design and Development. Understanding and
application of assessment vocabulary, meaningful organization and
presentation of data, and interpretation of data are key components
of training relevant to data use. If district personnel at any level—
classroom to superintendent and board of education—are to make
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appropriate instructional decisions based on the data, then familiarity
with district curriculum and the relevance of any assessment to the
curriculum is crucial. Data that sit in a file cabinet or on a shelf are
of no value for the district, the staff, or the students.

Checkpoint for Assessment Implementation and Data Use

1. What is involved in implementation of assessment?

2. What is included in “data use?”

3. Who are the persons most likely to use data, and how are their various
uses similar and different?

4. What should be the critical impacts of appropriate data use?
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Program Evaluation

The list of programs in place in almost any school system is a lengthy one. A
typical list includes curriculum for core content areas and electives, extra- and co-
curricular programs, ancillary programs related to both content and personal skills,
motivational programs, discipline program . . . the list could go on and on. The
commercial providers of many materials promote their product as the answer to a
multitude of problems. District personnel develop and implement curriculum that
is intended to enable students to be successful in learning required knowledge and
skills. The truth of the matter is that some programs work while others do not.
Some programs need to be discarded while others have a powerful influence and
support district goals for student learning. It is through program evaluation that the
value of programs can be determined.

1. What is program evaluation? Program evaluation is the systematic
review of programs in place in a district or programs that are being
considered for implementation. The evaluation process collects
qualitative and quantitative data related to the effectiveness of these
programs in order to make determinations about adopting, maintaining,
eliminating, or modifying them.



2. Why is program evaluation important? The purpose for programs
within a district is to either directly impact teaching and learning or
support those activities. The education of children is too important
and resources are too limited to spend time and money implementing
programs that do not have a positive impact on learning. It is
imperative that those programs which are essential to students’ success
in life be of highest possible quality, while those programs that are
not contributing to success be eliminated. Program evaluation is the
process that enables these conditions and decisions. Program
evaluation can facilitate identification of misalignment between
programs and district goals.

3. Who is responsible for program evaluation? The board of education
sets the expectation for program evaluation through board policy. The
development of a process for program evaluation is the responsibility
of central office administration. Implementation of program evaluation
may fall upon different district personnel, depending on the program
being evaluated. Input from parents and community members can be
solicited as part of the process.

4. When does program evaluation occur? There are two times when
program evaluation is most appropriate. The first time occurs before
a new program is purchased or implemented, includes careful reviews
of the program, and determines the probability that the program will
meet the needs of the district or the problem it is intended to solve.
This evaluation is similar to (but not identical to) the needs assessment
in the curriculum development cycle. The second time when program
evaluation is appropriate is after the implementation of a new program
or curriculum. It is evaluation at this point that is the focus of the
stage described here. A plan for evaluation is established before the
program is implemented in the classroom. Formal evaluation of the
efficacy of a revised curriculum occurs after the program has had at
least one full year of implementation. 

5. How is program evaluation carried out? A formal plan for evaluation
is established before the rollout of the new or revised curriculum.
Specific and measurable goals are set, using baseline data from the
year before implementation where appropriate. The needs assessment
may provide some of the baseline information. Interviews and surveys
can be a source of both quantitative and qualitative data. Personnel
responsible for the evaluation are identified, with their specific tasks
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delineated. A timeline for the entire process is established. Procedures
for follow-up activities, based on results of the evaluation, are included
in the plan. 

Checkpoint for Program Evaluation

1. What is meant by program evaluation, and why is it important?  

2. What factors should be considered in program evaluation, and what
information contributes to this function?

3. How does student assessment data support quality program evaluation? 

4. How is program evaluation carried out?

5. How does program evaluation fit into the work of curriculum design
and development? 
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Section II • Nuts and Bolts

Introduction: “How To” Steps

As noted in Section I, curriculum management planning is a comprehensive function
intended to produce a system for effective design, development, implementation,
and evaluation of a district’s curriculum. The planning includes several stages of
work and should be established and communicated in a comprehensive curriculum
management policy with administrative procedures or a board-adopted plan to direct
the processes. 

The “how to” chapters in Section II present detailed actions necessary to
carry out that function in steps consistent with the overview of curriculum
management planning in Section I. The basic elements of this planning function
include the following items.

� A needs assessment
� A curriculum development/review cycle
� An assessment plan that incorporates state and district

assessments of student learning correlated with state
expectations and district curriculum 

� Scope-and-sequence documents for curriculum areas
� Curriculum guides for teachers in all curriculum areas,

including librarians and media specialists
� Instructional materials selection
� Design and development of assessments for curriculum
� Staff development to support stages of design, delivery,

and evaluation of the curriculum, including effective use
of data

� Curriculum monitoring processes for administrators and
teachers

� Assessment implementation and data use
� Program evaluation for decision-making

Section II address each of these elements of curriculum management
planning.

Introduction: “How To” Steps
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In needs assessment, the focus is on identification of strengths, weaknesses, or
problems within the educational program before designing initiatives or launching
changes in curriculum. A well-crafted needs assessment will generate information
about gaps in programs and curriculum, unsatisfactory results from current efforts,
anticipated changes in the district and state expectations for students, and unmet
needs of students as reflected in current data. 

Conducting the needs assessment involves specific steps:

1. Establish leadership for the needs assessment. A leader can come
from within the organization if skills and experience exist in areas
of issue identification, question design, and data compilation and
analysis. Without this expertise, district leaders can contract for
external process leadership for the assessment and data analysis.

2. Select a needs assessment team. The designated leader should choose
a team small enough to function efficiently and large enough to have
adequate representation of appropriate stakeholders. Typically these
teams are comprised of seven to 10 people. Teams can include persons
from various levels of the organization who are knowledgeable about
the development and use of data, critical thinkers who can see the “big
picture” and how the parts fit into the whole, and those who can clearly
articulate questions and issues. Members should also have demonstrated
skills in analyzing and applying data to decision-making. A library
media specialist can provide invaluable support as part of the team in
providing research support and identifying available materials.

3. Clarify the questions to be answered during needs assessment. The
team clarifies and documents the specific questions in order to focus
the selection of data that will be included in the needs assessment.
Input from teachers within the system is helpful in this area. Figure
3.1 in Section III provides a sample survey, while Figure 3.2 provides
results from an actual survey.

4. Determine what information is currently available. The team should
identify potentially useful information from such sources as:

• written statements of district vision, goals, or outcomes for the
educational program; 

How To: Needs Assessment
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• federal expectations and state
standards or curriculum; 

• information about future ex-
pectations from federal and
state sources;

• current research articles and
resources; 

• current written district curri-
culum; 

• school-based and district dis-
aggregated test data (past
three to five years); and

• constituent survey responses.

Figure 3.3 in Section III provides a sample list of data sources to be
considered.

5. Identify what information is missing and how to obtain it. E.g., if no
survey data are available, how will that feedback information be
acquired?  

• By external assistance, 
• by brief school-based staff and parent/student surveys, or
• by accessing state or county data sources?  

Or, if no test data reports are available by ethnicity or socio-economic
factors, how can the team obtain that level of information
disaggregated by the school and district?  

6. Prioritize the data collection tasks. This step includes matching the
data to the questions and reviewing what the group determined in
Step 5 to be sure team members spend time wisely and find the
desired answers.

7. Access curriculum research information. The group reviews studies
and reports from current curriculum research to identify additional
information that might be necessary or beneficial to the decisions.

8. Identify clearly stated performance standards and expectations against
which the current conditions or status can be compared. The team
should include both external (such as federal and state) and internal

Technology Tip
Access national standards and
those for your state through the
Internet. A download of state
standards allows you to cut-and-
paste rather than retype. Your
media specialist can be the “go
to” person for locating appro-
priate research and resources.
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(community and school district) statements of expectations, goals, or
standards. Certainly include the indicators of Annual Yearly Progress
(AYP).

9. Assign study and analysis tasks to complete the assessment work.
Using the data compiled and the criteria and questions identified,
analyze the data and summarize the findings.

10. Decide upon a data report format and compile the report. After
compiling the data (Steps 4 through 7 on pages 42–43), the team
determines the appropriate format for data display and a format for
the entire needs assessment report. Minimum contents should be: 

• introduction (the who, what, when, why, and how of the needs
assessment—including standards and expectations as well as
methods of analysis used in the needs assessment); 

• executive summary of “findings” or results of the needs assessment
(the key points derived from the data analysis);

• detailed discussion of questions included in the assessment and the
needs identified through the assessment data (including tables and
charts where applicable to simplify display of data); and

• related documents (timetable, sources of responses, research
sources). 

11. Disseminate the needs assessment report. The team should provide
the report to all persons within the organization who are involved in
educational program and operational decision-making. Team members
should be available to hear feedback and discuss with respondents. 

12. Revise report as needed in response to feedback. 

13. Establish ongoing resource support to users of the assessment report.
Team members should be available as resources to the decision-
makers at district and school levels who will use the needs assessment
report to review curriculum, related educational programs, student
assessment design, and specific organizational operations and
functions. The completed needs assessment can be used as a source
of baseline data during curriculum development and revision work
and when program evaluation is conducted some time after curriculum
implementation.
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A curriculum development cycle is a systematic schedule or calendar for addressing
the design, delivery, and review of curriculum in all content areas. The components
of the cycle include needs assessment, curriculum development or revision, materials
selection, assessment development, curriculum implementation—including staff
development, and program evaluation for each content area. Planning for curriculum
development within a cycle allows district personnel to address ongoing curricular
and instructional needs in a timely manner. 

1. Determine district personnel who will establish the cycle. These
individuals should have knowledge of and responsibility for budget,
resources, and curriculum. 

2. Establish the time period that the curriculum cycle will encompass.
The period should be long enough to include all core and elective
subjects. A typical cycle for a given content area may cover a five-
to seven-year span. In some states, a cycle might be determined by
a state-mandated process for selecting new textbooks in a particular
content area. 

Initial development of the cycle will be influenced by several factors. These include
existing state cycles for revision or textbooks adoption, national standards revision,
available financial resources, student assessment performance, and capacity of
district personnel to do the work. 

The table in Figure 2.1 (also shown in Section I) is one example of a cycle
that would cover the four core content areas.

How To: Curriculum Development Cycle
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A cycle like the one shown in the table would spread major textbook purchases
across time, lessening the impact on budgets. Elementary school teachers who teach
all subjects would not be expected to implement more than one new core curriculum
in a given year.

Figures 3.4 and 3.5 in Section III provide samples of curriculum review
cycles with more detail than the table above, but without reference to specific content
areas. Figures 3.6 and 3.7 are examples of cycles with content areas included. Finally,
Figure 3.8 is a typical outline for the first year of revision in a given content area.

As noted in Section I, Comprehensive Assessment Plan, the creation and admini-
stration of assessments aligned with the district’s curriculum and use of data obtained
from those assessments is crucial to the measurement of students’ learning and the
modification of instruction to increase learning. While many people will be involved
with the assessment process—students, classroom teachers, building administrators,
and district administrators—the work of all those individuals should be guided by
a well-thought out assessment plan that addresses the many kinds of assessment
and the needs of various stakeholders.

1. Select a small team of individuals who are knowledgeable about
assessment to develop the initial draft of an assessment plan. The
team should include the district personnel responsible for assessment,
an individual with information technology responsibilities at the
district level, and representatives from building administrators. One
or two teachers with an interest and expertise in assessment would
be good members of the team.

2. Set a timeline for development of the plan. While the timeline may
change slightly as you work, you need to set a reasonable timeframe
initially so the project will be completed in a timely manner.

3. Determine the components that you will include in your assessment
plan. The planning should consider the following:

How To: Comprehensive 
Assessment Plan Development
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• A rationale for testing. This will include a mission statement and
a philosophy of assessment. Why are assessments administered in
your district?  While current legislation requires you to do so, there
are other sound educational reasons that you should consider. Figure
3.9 in Section III provides a sample of a district philosophy.

• A list of assessments that will be administered. Assessments range
from high-stakes external assessments such as state assessments
and College Board exams to district-wide criterion referenced tests.
(See Figures 3.9 and 3.10 in Section III.)

• A district assessment calendar. District staff, students, and parents
all need a big picture of what required assessments will be given
and when they will be administered. (See Figure 3.11 in Section
III.)

• Collection, organization, and dissemination of assessment results.
Data arrive in various ways. Sometimes the data are returned from
an external source in electronic form or hard copy. Local data may
be obtained through technological resources but may also come
through paper/pencil methods. Whatever the method for collecting
data, questions about communicating results must be answered.
How will data be organized for dissemination? Who will get what
in the way of results?

• Staff development. Ongoing staff development in the use of data
is essential if the assessment process is to make a difference in
student learning. Training should address many aspects of
assessment: the kinds of
assessments being used in the
district and the purposes for
each; interpretation of the
data from any assessment;
ways to modify instruction
based on assessment results;
and development of sound
local assessments, for both
district-wide and individual
classroom use.

• Test protocol and security. If data are to be collected district-wide,
you will need to develop specific protocols for test administration.
If you determine that security is necessary for some tests, you need
to address the issue of storage (either for hard copies or for electronic
copies).  

Technology Tip
Develop your assessment plan
from the very beginning with input
from those individuals in informa-
tion technology who will support
implementation. A plan is only as
good as the infrastructure that
supports it.



48 Managing Curriculum and Assessment: A Practitioner’s Guide

• Resources. A district assessment program requires both human and
financial resources. Consideration of these should be included in
an assessment plan so that funds can be appropriated in the district
budgeting process.

• Assess the assessment plan. In developing an assessment plan, it
would be wise to build in a requirement for periodic review of the
plan. You want to be sure that the plan continues to meet the needs
of a changing scene—both in your district and by mandates of
federal and state legislation. 

4. Don’t reinvent the wheel. Go to the work of known and respected
experts in the assessment field to determine current research-based
practices. (Suggestions are included in the Reference section of this
book.) Check the Web sites of other districts to find examples of
good assessment plans that might guide your thinking.

5. Begin writing the plan, once your team has identified the components
of the district’s assessment plan and you have researched the topic
to your satisfaction. A single individual can do the writing, or it can
be assigned to different individuals, but the final product needs to
read with one voice. Regardless of who does the writing, the entire
team needs to read, review, and make suggestions for change before
the document is disseminated any further.

6. Share the plan with a wider audience after the assessment planning
team approves the initial draft. The wider audience should include
all district staff with assessment and curriculum responsibilities, all
building administrators, and any other stakeholders identified by the
team.

7. Review and consider the suggestions for change from the larger
audience, making appropriate modifications to the final document.

8. Take the finalized draft of the comprehensive assessment plan to the
superintendent for approval and then to the school board either as an
information item or for approval if district policy requires board
approval.
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As noted in Section I, Scope and Sequence Development, the creation of a scope
and sequence is the basis for all subsequent curriculum work in any content area.
The scope-and-sequence document is used to establish pacing throughout the year
and to guide creation of district-wide assessments and selection of instructional
resources. Well-written objectives in the scope-and-sequence document enable the
creation of curriculum guides. Curriculum guides, in turn, assist teachers in planning
lessons with appropriate instructional strategies and assessments that promote
maximum student achievement of each objective. The importance of “getting it
right” at this stage cannot be overemphasized!

1. Select the curriculum development team members. The composition
of your curriculum team can make or break the process. You need
to think about the team leader, the size and structure of your team,
and how to select members of the team.

A. Team leader: As noted in the Overview section on scope and
sequence, the leader can be someone from within the district
or an external consultant/leader. Choices from district personnel
might include a curriculum director, a subject area specialist,
or a building-level administrator. The team leader needs some
expertise in both the curriculum development process and the
content area under consideration. The leader should have the
authority to hold team members accountable for the work
required to accomplish the task. At the same time, the leader
needs to have the interpersonal skills necessary to encourage
team members, build consensus, and facilitate the entire
process. In other words, be firm, but not heavy-handed.

B. Size and structure: The number of people on the team will
depend somewhat on the size of the district. 

• In mid-sized to large school districts, representation from
each grade level, K-8, is desirable, with teachers of required
high school courses also included. For example, in
English/Language Arts, include a teacher from each grade
level (9-12). In mathematics, teachers of Algebra 1, Geometry,
and Algebra 2 should be part of the team, with one teacher
representative from higher-level mathematics courses. More

How To: Scope and Sequence Development
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than one person per grade or course can lead to an unwieldy
team; others can be involved in feedback at a later stage.
Including a media specialist as a team member will result in
expanded knowledge of print and electronic resources by the
entire team, especially in content areas where teachers may
not be aware of the media options available to them. In
smaller districts it may be necessary to function with fewer
teachers. In this situation, representatives across levels are
needed—primary, intermediate, middle school, and high
school. 

• Some building administrators may want to be involved in
the revision process. If there are principals on the team (other
than the team leader), clearly establish the position of those
principals as team members—not leaders. The authors have
been involved in situations where building administrators
who were accustomed to authority within their own buildings
wanted to have the same authority on a curriculum team;
this situation can impede the entire curriculum development
process.

C. Selection of members: Expertise in and enthusiasm for the
content area are critical attributes for team members. The
selection process will vary, depending on the size of the district.

• In small systems, district or building-level administrators
may know exactly who the right people are for a specific
revision team. It is important, however, that the same “good
people” not be recruited for every revision team. Across time,
the involvement of as many people as possible in various
content areas leads to far greater faculty buy-in than if the
same people are doing the work all the time.

• In larger systems, building-level administrators can
recommend teachers from their buildings whom they consider
to be good candidates for the curriculum development team
or there can be an application process. From a list of
recommendations and applications, the team leader and any
other administrators concerned with the composition of the
team can choose team members that will include individuals
from each grade level who also represent schools from
various locations within the district. 
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• Team members will want to know “what they are getting
into.” Before recruiting a curriculum development team in
districts of any size, district leaders should be ready to share
an outline of responsibilities and a general timeline for the
task. An important decision is whether teachers will be
involved only with scope and sequence, or whether some or
all will have a broader involvement for curriculum guide
development. (The scope and sequence is the critical
foundation but only a small part of an entire curriculum
guide.)

• Sample recommendation forms for principals, application
forms, and letters of invitation to selected teachers are
included in Section III if your district chooses to use these
types of procedural communication. (See Figure 3.12 in
Section III for a sample application form. Typical letters to
different stakeholders are included in Figure 3.12 on the CD.)

2. Collect materials needed for training. Good news! The materials
needed for training are very similar to those required for the needs
assessment, so you will need little extra effort to assemble them. The
following documents will provide the direction needed by the
personnel working on scope and sequence:

• written statements of the district vision and goals for the educational
program;

• data from the needs assessment;
• state standards or curriculum documents for the content area under

consideration;
• national standards and current research related to the content area;
• information related to objectives addressed by mandated assessments

(state assessments, norm-referenced, college entrance) and
performance on those assessments; 

• the most recently written curriculum for the content area; and
• access to software that writers will use in creating documents.

Identification of the software will be part of the initial planning
process.

As noted in How To: Needs Assessment, a district media specialist
can provide support in conducting research and finding helpful
resources. A checklist is included in Section III to be used in keeping
track of data and documents that are available within a district and
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can be used in both needs assessment and curriculum development
work. (See Figure 3.3 in the Needs Assessment division in Section
III.)  Two examples of additional scope-and-sequence and curriculum-
development training documents are found in Figure 3.13.

3. Train selected team members. Regardless of the subject matter, there
is basic training in deep curriculum alignment that is applicable for
all content areas. Team members need training in:

• the steps required in developing a scope-and-sequence document;
• the foundational principles of curriculum development, as described

in the Overview of Curriculum Management Planning;
• how to interpret and use correctly the terminology of curriculum

work (alignment, articulation, coordination, standards, goals,
objectives, indicators);

• how to identify contextual elements in curriculum goals and
objectives and in assessment
items;

• how to recognize cognitive
domains and types and to use
the language of cognition ap-
propriately; 

• how to write clear objectives
using contextual information
and cognitive language; 

• how to identify and create
deep alignment across the
written, taught, and tested curriculum; and

• how to use the software that has been selected for curriculum
writing.

The understanding of deep alignment is critical for those individuals
involved in curriculum development. The research on the impact of
deep alignment spans almost a century. In his book, Deciding What
to Teach and Test, Fenwick English built on the conceptual theories
of alignment and transfer developed by Edward Thorndike (85). In
the early 1900s Thorndike established the concept of transfer, which
is enhanced when contexts for learning, application, and assessment
are similar. Brain research from the 1990s has not only reinforced
Thorndike’s findings, but also has found evidence that the more ways
a student is asked to demonstrate knowledge, the deeper that student’s

Technology Tip
Designate a “Curriculum Develop-
ment” folder on a district server
accessible only to the district’s
curriculum team. Writers should
consistently save their work to that
location as well as to auxiliary stor-
age devices such as flash drives.
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understanding of the knowledge. This latter finding is especially
important when considering types of assessment. 

4. Align the written curriculum with that which is tested. No one has
articulated the need for alignment of the written, taught, and tested
curriculum better than Fenwick English in both Deciding What to
Teach and Test and Deep Curriculum Alignment. The written curricu-
lum must reflect the knowledge and skills for which students are held
accountable on mandated external assessments. 

To achieve the alignment between the written and tested
curriculum, create a scope-and-sequence matrix that is based on assessed
content on high stakes assessments such as state tests and College Board
exams. This is called backloading. To backload, utilize the assessment
blueprints provided by your state or any other document that describes
the content of the assessment. To determine the format and context of
assessments, analyze released items through the process of item
deconstruction. Deconstruction involves analyzing the vocabulary used
in an item, what is required to demonstrate the knowledge or skill in
the item, the prior knowledge that is required, and the format of the
item. (See Figure 3.14 for an activity illustrating deconstruction.)

Curriculum writers use different approaches when writing
objectives for each grade level.

• Some writers choose to include objectives at levels of introduction,
mastery, and reinforcement. 

• Others include only objectives that are to be mastered at the grade
where the objective appears. Objectives may spiral in difficulty across
grades so that an objective at one grade is a prerequisite (a necessary
introduction) for a subsequent grade, but mastery is expected of all
objectives included at a specific grade. Objectives mastered at one
grade level are reinforced through use at higher grades. The
abbreviated matrix shown in Figure 2.2, which was created through
backloading, uses this approach. Another example is provided in
Section III, Figure 3.15, with a more complete version of that same
example on the CD. 

Regardless of the approach for selecting or writing objectives, tested
objectives should be included in a district’s scope and sequence well
before those same objectives appear on state assessments so that
students have adequate time for practice and mastery. 
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This format is crucial in identifying how objectives flow across grade
levels. Frequently (but not always) state documents are created without
writers from different grade levels talking to one another. As a result,
there may be redundancy or gaps in the development of key concepts.
The far left column (labeled Concepts, with names of concepts or
skills chosen by the matrix creators) facilitates developing a flow in
the matrix. You cannot depend upon state numbering systems to
indicate spiraling development of the same concept. (E.g., Notice
how 1.1.A and 1.1.B address different concepts from kindergarten to
grade 3 in Figure 2.2.)

5. Add to the matrix any objectives determined by local needs, including
any graduate profiles or expectations that may have been previously
established. This is called frontloading.

6. Write precise, measurable objectives. Precision in writing depends upon
the verb in use. Words such as “understand,” “recognize,” or “appreciate”
do not describe what students should know or be able to do. Terms like
“introduce” or “reinforce” speak to what the teacher will do. “Investigate”
or “explore” can be student-learning activities, but those words fail to
describe measurable student learning. Verbs and their contexts that
communicate what the student learns and does might be: “define and
give examples of,” “identify,” “explain in a three-paragraph response,”
“compare and contrast features of . . . in an oral presentation,” “identify
the . . . and evaluate the merits of each in consideration of . . .,” or
“construct a . . . using the principles of  . . . ”.

Curriculum writers can use the following questions to measure
quality of objectives.

• Does the objective/indicator clearly state what the student will know
or be able to do?

• Does the objective focus on what students are to learn rather than
on what the teacher will do?

• Are objectives concise and easy to read?
• Do I, as a classroom teacher, know what strategies I could use to

teach this objective?
• Do I know how I can assess student mastery of this objective?
• Is the objective sufficiently clear that the teacher in the next room,

looking at the same objective, will interpret its meaning in the same
way that I do?
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Some examples of objectives that match these criteria are given below.

• Generate a word problem from a given subtraction or addition sentence. 
• Sort a collection of objects (such as attribute blocks) using a two-

circle Venn diagram. 
• Differentiate between renewable and nonrenewable energy sources

in a brief single paragraph. 

Poorly written objectives may include more than one instructional
objective (as noted in the matrix), may include nonmeasurable terms
(such as “understand”), and are often broad or lengthy. Examples of
these include the following:

• Demonstrate knowledge of addition, subtraction, multiplication, and
division; other number sense, including numeration and estimation;
and the application of those operations.

• Demonstrate knowledge of mathematical systems (including real
numbers, whole numbers, integers, fractions), geometry, and number
theory.

• Understand natural selection, adaptation, and diversity. 

7. Limit the number of objectives. Robert Marzano’s research, as reported
in What Works in Schools, has identified “a guaranteed and viable
curriculum” as the most important factor in student learning (15, 22-
34). “Guaranteed” means that all students have the opportunity to
learn the same content—the written curriculum that all teachers are
expected to deliver; “viable” means that the written curriculum is
limited in scope to a number of objectives that teachers can expect
students to master in the time available. A good rule of thumb for
curriculum teams is the “100-80” rule: Plan a reasonable scope of
content that will allow teachers to teach 100 percent of the content
in 80 percent of the time available in the school year. Teaching 100
percent of the curriculum is not negotiable; if teachers do not teach
100 percent of the curriculum for any grade level or course, students
enter the next grade with gaps in the knowledge that the receiving
teacher expects them to have. The 80 percent time allocation, however,
may vary from district to district; district personnel should agree on
the time allocation that seems most reasonable to them. The “100-
80” rule, or a district’s modification of that rule, should allow for
both re-teaching and enrichment, as well as taking into account those
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instances when fire drills, pep assemblies, weather-related school
cancellations, and other events eat into the teaching time. 

The first draft will almost surely contain far more objectives
than teachers can reasonably teach to mastery in a school year. Some
specific steps and considerations can help the members of a curriculum
development team reduce the number of objectives.

• Estimate the amount of time needed for students to master each
objective, including time needed for distributed practice throughout
the year. This should be a range (such as four to six hours), knowing
that all students do not learn at the same rate. Estimates should be
in hours rather than periods, as time allocations may vary from
building to building. (Training activities for estimating time can be
found in Section III, Figure 3.17.) 

• Add the estimated time needed for mastery of all objectives (using
the top end of the range) and compare that with the time available.
Remember to use 80 percent of class time as the available teaching
time; for example, if there are
180 class hours available,
figure approximately 144
hours for actual teaching/
learning time. (Your district
may choose a percent other
than 80 percent; if so, cal-
culate from that percent.)

• When the estimated time
exceeds the available time,
cuts need to be made. If there
are objectives in the matrix
that do not appear on any
external assessment, consider those for deletion. If all objectives
are tested, then use information from item analysis of the state
assessment to determine which objectives are tested more frequently
(thus considered more important), and consider deleting less
frequently tested ones. It is important to remember, however, that
an objective not tested at one grade level may be prerequisite
knowledge for an objective tested at a higher level.

8. Classify the cognitive type of each objective. An example of
classifying by cognitive type is provided in Section III, Figure 3.16.
A rigorous set of objectives includes expectations across all cognitive

Technology Tip
Work with the informational tech-
nology liaison to implement a
relational database system that
will establish connectivity across
all phases of the work—scope-
and-sequence development of,
creation of curriculum guides,
and writing and administration of
assessments linked to specific
assessments.
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levels. A large percentage of objectives should be at the application
level or more complex. Rewrite, as appropriate, those objectives for
which expectations can be raised to higher levels, keeping in mind
the assessment demands and instructional approaches intended. 

9. Review and edit the draft document before sharing it with
administrators, teachers, and other stakeholders across the district.
Rewrite objectives for clarity if needed. If a verb says “understand,”
decide what you really want students to be able to do. Looking at a
released test item related to the objective may provide insight. If an
objective repeats across grade levels, decide how to spiral that objective
so that the expectations for students increase across grade levels.

10. Disseminate the draft scope-and-sequence document to appropriate
stakeholders, ensuring that you include in the review those teachers
who will deliver the finalized curriculum. Make sure to clearly label
the document DRAFT at this point. In soliciting feedback, you may
want to include a brief questionnaire with the draft to guide individual
or group reviews. Let teachers and others responding to the draft
know that the team will consider all feedback, but that the final version
may not reflect every suggestion. Establish a deadline for receiving
and considering feedback. A sample questionnaire is included in
Section III, Figure 3.18. 

11. Consider all suggestions made and questions asked by reviewers when
making final revisions to the scope-and-sequence document. Once
finalized, the scope-and-sequence document now becomes the
foundation for development of curriculum guides. 

The scope-and-sequence document, as noted earlier, does not delineate when to
address specific learning objectives within a given grade level or course. Once the
scope-and-sequence document has been completed, district personnel may choose
to create a pacing guide for each grade level or course that identifies the order in
which objectives will be taught during the year. The time allocations determined
in Step 7 on page 56 are helpful in this process. The pacing guide is not meant to
prescribe day-by-day instruction; rather, it is meant to delineate content for larger
chunks of time, such as months or grading periods. The synchronization provided
by the process is especially helpful in districts with a mobile student population
(students who move from one school to another within the district.) The caveat
related to pacing guides is that they are just that—guides. Some students need more
time than others to learn specific material. Teachers can address individual differences
through differentiated instruction and extended learning time.
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Although there are some variations in procedural steps that might work well for
teams charged with the responsibility for developing curriculum guides, the following
approach has proven effective and practical in several districts. These steps elaborate
upon the general steps contained in Section I, Curriculum Guides. The critical
parameters to remember are that information contained in the guides should be
clear and complete enough to support teachers in implementing the curriculum and
using appropriate materials and instructional methods, but concise enough to avoid
“overwhelming” the user. A good test is to ask a few questions: “Would this be
meaningful and helpful to a new teacher who is learning the local curriculum and
implementing it in the classroom?”  “If I were given this guide, would I know
enough to feel competent in planning my instruction for this subject area and grade
level?” “Does this guide tell me enough about what students have been taught
before they come to my classroom, if they have been in this school district?”  

1. Prepare for guide development. Before work on specific curriculum
guides begins, there are some broad, comprehensive steps to take that
will apply to all curriculum review/development, documents, and
processes. The district leadership should have put those into place
with the comprehensive curriculum management policy referred to
in the Overview and briefly outlined earlier: determining the format
for guides and the content (see Section I, Curriculum Guides, Steps
5,); deciding whether the guides will be provided in hard copy or
online; and clarifying the curriculum development process itself from
the point of writing the scope-and-sequence documents through
approval of the curriculum guides. If this foundation is not yet in
place, consider the following parameters. 

A. Identify the desired components to be included in all curriculum
guides, regardless of subject area. This should be done by the
district leadership team. A typical example of components for
curriculum guides follows but is not necessarily all-inclusive.
The components agreed upon by the leadership team should
be included on the guide pages for each curriculum objective.
(See Section III, Figures 19-21 for tips on writing guides and
for samples of curriculum guide pages.)

• Learning goals and objectives obtained from the scope and
sequence, clearly linked or keyed to state learning standards

How To: Developing Curriculum Guides
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or frameworks, is the starting point for the written guides.
These statements communicate what the students are expected
to know and do.

• Information about how the students are expected to perform
each objective is incorporated with each objective. E.g.,
“Given an unlabeled map of the Middle East, students will
be able to identify the countries with 100 percent accuracy.”  

• Information estimating the typical timeframe for the learning
should accompany each objective. This may also be included
in a pacing chart for the subject area in the specific grade
level.

• Clear statements of prerequisite skills/courses or expected
prior mastery of skills need to be indicated for each objective.
This information is found in the scope-and-sequence
documents by reviewing objectives in the curriculum for
grade levels or previous learning.

• Assessment information that keys each objective to the
assessments (state or local) on which the students are held
accountable for being able to demonstrate the knowledge or
skills. Further, the guides should provide sample classroom
assessment items. Ideally, the examples will represent
different contextual approaches to the items—different
cognitive levels, varying modes of questions. (See How To:
Assessment Design and Development.)

• Identify the primary and supplemental instructional materials
to use with each objective. Clear linkage between objectives
and the content of instructional materials is a critical
component to enhance use of the guides. Information from
the instructional materials selection team is the critical
informational resource for this information. (See How To:
Instructional Materials Selection.)

• Provide specific examples of how to approach key concepts
and skills relevant to each objective in the classroom. These
examples make the guides especially helpful to teachers.
There might be accompanying samples of activities, a list of
activities, or suggested strategies for teachers to use.

B. Determine the appropriate format for presenting the agreed-
upon guide contents.  Consistency of format for the content
among guides contributes to user-friendliness, so use of a
predetermined, preferred format helps. A reasonable criterion
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for good guides is to make
them useful for teachers and
school administrators. This
consideration is particularly
important for elementary
teachers who must use
guides for several different
curricular areas on a regular
basis as they develop their
lesson plans. Consistency of
guide formats also helps secondary teachers who teach more
than one course or in more than one subject area. The scope-
and-sequence documents developed by the curriculum teams
are the foundation for developing the guides and should
accompany each grade-level guide. Several issues need to be
addressed in determining the format best for your district.

• Consider the adaptability of formats to all curricular areas.
• Collect some samples from other school districts or have a

team member or two develop some examples of page layout
options. (Guide format examples can be found in Figures
3.20 and 3.21 in Section III.) 

• Determine whether the guides will be Web site-based
curriculum documents or hard-copy versions. This decision
is likely to influence the eventual choice of format. 

• In general, avoid temptations to make the basic formats more
than a maximum of two pages per objective. The guides do
not need much narrative but do need clear topical information
and clearly keyed cross-references.

• Come to consensus on the preferred format.
• Prepare a brief summary of the rationale for the selection

and solicit feedback on the draft format from teachers not
on the team. 

• Make any modifications deemed appropriate based on that
feedback.

2. Organize the team that will develop and write the guides.

• Confirm the timeline and calendar for the work in each curricular
area being developed or reviewed and for which guides are being
developed. Include review of resources, drafting of guide content,

Technology Tip
Be sure that the software chosen
for all aspects of the curriculum
work will support the content you
will need to include in guides
across all areas, such as equa-
tions, diagrams, and maps.
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review of draft documents and feedback, required approvals by the
board of education, production and distribution of guides, and
training in use of guides as the critical actions in the process.
Coordinate this scheduling with that of the instructional materials
selection team. Include estimated times for ongoing follow-up
training and annual training for teachers new to the district.

• Identify the team responsible for writing the guides (including at
least some representation from the scope-and-sequence team, if not
all members), and appoint a team leader to coordinate the work.
This leader may be the same person who guided the scope-and-
sequence document development, especially in smaller districts.
Assign that role before the team convenes for the writing phase of
work. 

3. Provide staff development for the guide development/writing team.

• If team membership is expanded beyond those persons involved in
developing the scope-and-sequence document, provide training or
orientation to the tasks of writing guides as needed for the writing
team based on their levels of expertise. The critical skills are outlined
in How To: Scope and Sequence Development. (The need for
training and skill development is one reason to try to retain the
same team members from the scope-and-sequence work through
the development of the guides.)

• If necessary, contract with a trainer for coaching in the skills of
writing curriculum and designing guides. This effort will help to
avoid confusion in the initial stages and enable the team members
to move forward with confidence and complete the work efficiently.

4. Write the guides. Before beginning the work of writing the curriculum
guides, it is preferred to have the scope-and-sequence team develop
a preliminary pacing chart to identify estimated order and timing of
instruction for the identified goals and objectives in the subject area(s)
being addressed. (See How To: Scope and Sequence Development
and Section III, Figure 3.22.) The chart development should consider
when students are accountable for mastering the objectives included
on state and local assessments, information that will be useful in later
steps of curriculum guide writing. If this task has not been
accomplished, it needs to be completed before moving further into
this process.
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• Using the chosen format, begin transferring the information available
at this point into the designated component sections of the guides. 

• Confirm that the content adequately matches state expectations for
student learning content and curriculum document formats where
that information is required and available. 

• Be sure to identify instructional materials as “primary” and
“supplemental,” attending first to the primary materials adopted for
the curricular area. The information contained in the forms for
materials evaluation and selection may provide some of the
important details regarding alignment with specific objectives.
Assign one team member the specific duty of reviewing those
evaluation forms for reference use.

• Invite teachers to contribute examples of effective classroom
strategies or activities for the particular objectives where prior
experience is identifiable. Add examples as needed, but continue
to confirm their alignment with and appropriateness for the specific
objectives. 

• As the draft formats are completed for each subject area and grade
level being addressed, review them for possible cross-references to
such guide enclosures as a scope and sequence (K-12) and pacing
charts for various grade levels and subject area objectives.

5. Obtain feedback and modify the draft.

• When a preliminary draft of a guide is available, assign team members
to invite review and solicit feedback from teachers at school sites.
Clarify that the writing team will consider, but might not include, all
suggestions, based on the combined responses across schools. 

• Document the feedback either with notes from team discussions or
written feedback on the drafts returned by teachers after review. 

• In addition to revisions indicated by feedback from teachers,
revisions need to be made based on an in depth analysis of guide
quality. Critical components to be considered for analysis include
congruence of activities and assessments with objectives, distribution
of objectives across cognitive types, and alignment of resources
with objectives (including context and assessment formats).
Additional components that might be considered are included in
the Sample Curriculum Guide Analysis form, Section III, Figure
3.23. District personnel may choose to include other components
that reflect local needs or priorities. 

• Revise guide drafts as considered appropriate by the writing team.
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6. Submit the guides for approval or adoption as required by district
policy. Local policies and state requirements regarding board adoption
of curriculum vary. Your requirements might dictate that the school
board adopt/approve the scope-and-sequence documents for all
curriculum, or that it adopt scope-and-sequence documents for
elementary curriculum and course descriptions for secondary offerings.
A few require board adoption of the actual curriculum guides for
teachers. Your decisions on what documents will be taken to the local
board for approval or adoption should conform to your own state law
and local policy requirements.

• If policy requires that the school board approve only the scope-
and-sequence documents laying out goals and objectives, the work
moves to the implementation stage after this approval.

• If the policy requires that the school board approve both scope and
sequence of goals/objectives and curriculum guides, prepare the
guides for school board review and approval. 

• If law or policy requires your board to approve course descriptions,
those can be written simultaneously with completion of the scope-
and-sequence documents or in conjunction with the writing of
guides. 

Should revisions be necessary after board review and before approval,
amend as needed. 

7. Disseminate the approved curriculum guides. After board approval,
as dictated by law or policy, prepare guides for dissemination to all
teachers, including scope-and-sequence information to support
articulation needs. Begin the implementation of curricular changes
and use of new instructional materials with staff development, and
communicate curriculum information to parents in brief, user-friendly
brochures, both in hard copy and on school and district Web sites.
Retrieve all previous guides and communicate instructions to avoid
their further use. 
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A school district should have a clearly outlined process for the selection of
instructional materials to support delivery of the curriculum. Such a process includes
not only steps for interacting with vendors of materials, but also clear steps and
rubrics for evaluating the materials to ensure optimum alignment with the curriculum.
Because the curriculum will have been aligned with state expectations, the result
should be the availability of textbooks, supplemental books, software, and other
resources that contribute directly to student mastery of the intended learning. With
alignment as the driving force behind both curriculum design and materials selection,
teachers will be better able to teach the adopted curriculum and to provide classroom
instruction that lead students toward improved achievement. 

Once the goals and objectives are prepared in a scope-and-sequence
document, the materials selection can begin. Typically school board policy outlines
the working relationship between the district and vendors/publishers of instructional
materials; therefore, this guide will emphasize the process of evaluating and selecting
the instructional materials. 

If the school district is small and not likely to generate advantages by large-
quantity purchasing, collaborating with nearby districts of similar size or through
a service center/intermediate unit might be desirable to identify other potential
purchasers who might benefit from meeting together with vendors and becoming
part of a joint purchasing effort with your district. Regardless of that option, the
following actions need to be undertaken.

1. Prepare for the work by determining logistics and organization of the
process.

• Choose a materials selection team. A district curriculum staff
member, or in the absence of that option, a superintendent-appointed
staff member with experience in curriculum materials review and
analysis should lead the selection process. Principal recommen-
dations and teacher applications can provide a pool of potential
members for the team. (See sample forms in Section III, Figure
3.24.) The selection team should include representation from the
group that developed the guides and representative teachers from
all grade levels where the materials under review will be used. If
the district is small enough to have each school represented without
creating a cumbersome size for the team, that representation is a
desirable end. In larger districts, designated team members might
“represent” two or more schools during the process. Inclusion of a

How To: Instructional Materials Selection
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library media specialist on the team will provide expertise in locating
resources for basic adoptions as well as supplemental resources.

• Establish and communicate the schedule for the team’s work. Clearly
designate periods of time for review and location of materials to
be reviewed by interested staff members before the final selection
is recommended to the school board. (Sample timelines are found
in Section III, Figure 3.25.) Be sure to coordinate this schedule
with the curriculum review cycle and the related curriculum review
team’s schedule.

• Identify the available instructional materials/textbooks suitable for
consideration as the main support for delivery of the curriculum.
Contact publishers and request samples of all related materials for
review. Samples of correspondence are found in Section III, Figure
3.26. 

• Establish a set of materials-review criteria and scoring forms as the
expected guidelines for all materials-selection teams to use. (See
example in Section III, Figure 3.27.) Include the curriculum goals,
objectives, and any other information that communicates what
students are expected to know or be able to do, as indicated in the
scope-and-sequence document that has been aligned with
assessments. The emphasis will be on evaluating the match/align-
ment of the materials’ content with the topic of the learning
(objective), the way in which the objective is to be learned and
assessed, and the grade level in which the curriculum places the
learning. The rubrics should also include factors such as readability
and absence of culture, race, and gender biases. 

• Conduct a review of the rubrics and put them into a form for
practicing their use with sample materials.

• Undertake a team-wide inter-rater reliability check using the rubrics
and form with at least two sample materials. Discuss results and
identify problems that surfaced in variations of ratings by more
than one point among team members. Determine whether the
differences occurred from true differences of evaluation or from
misunderstandings or inconsistent interpretations of the rubrics.

• Clarify or modify rubrics and further develop team consistency as
needed in response to the reliability, and complete final draft of the
rubrics and evaluation forms.

2. Conduct the preliminary materials evaluation. These steps will narrow
the field of publishers and products for final review.
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• Have team members work individually, each studying the materials
and completing independent rating sheets. 

• When the initial rating sheets have been completed, the team leader
should review the ratings and identify any materials and elements
of curriculum in which there were variances of more than one point
among the raters on the criteria. These will be the topics of the first
post-rating group discussion.

• Discuss the variances among team members to determine the
rationale underlying individuals’ ratings and reach consensus ratings
of no more than one point variation on total ratings if possible. 

• Tabulate the results into a summary form to provide a composite
of all ratings. (See sample in Section III, Figure 3.27.) It is
recommended that you not average these ratings, but rather that
you record the numbers of each rating and the total points (e.g., 7
- 3s, 5 - 2s [31]). Keeping track of the numbers of each rating can
preclude recalculation work if questions or disagreements arise later. 

• Review the team members’ composite results and discuss the
materials, one publisher/vendor at a time, to ensure that team
members note and understand any questions related to areas of
alignment and gaps in alignment. 

• Develop a final tabulation of ratings from the earlier forms with
modifications that individuals wish to submit based on the team
discussion. Retain these forms for use in developing curriculum
guides so that references to instructional resources can include
specific information regarding location of alignment with objectives
or the absence of linkage. If no linkage is present, supplemental
resources will need to be identified in the guide.

• The team leader identifies the ranking of vendors/materials according
to the rating results and presents the results for full team approval. 

• The team determines how many vendors to move forward in
consideration for adoption and then, according to the district
procedures, solicits multiple copies of materials for further review
or piloting. 

3. Pilot the materials if piloting has been predetermined as a step in the
process. Some school districts choose to ask a team of teachers to
pilot use of the tentative selections based on ratings before they
proceed with publisher interviews and development of a single
recommendation for further consideration. Others proceed with the
next steps and then pilot the tentative first-choice selection. Still others
complete the evaluation process and do not include a piloting stage.
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For those who choose to include a piloting stage, sample letters and
information are included in Section III, Figure 3.28.

4. Select publishers to interview, conduct the interviews, and review
results with staff.

A. With team approval of the rankings as summarized, the team
selects the tentatively favored materials, typically the highest
rated materials and the next one or two. However, do not include
those with ratings substantially lower than the most highly rated
materials unless district policy or procedures require a set
number of vendors to be interviewed. Sample forms for
summarizing review ratings are in Section III, Figure 3.29.

B. Schedule individual times for interviews with the
vendor/publisher representatives for the one to three “favored
materials.” Invite them for the interview meetings with the
team for the clear purpose of establishing several additional
pieces of information and options for consideration as the final
decision is made. Sample interview questions are found in
Section III, Figure 3.26. Conduct the interview sessions. While
this process must be guided by any prescribed procedures in
local board policy related to district/vendor relations, the
following are typical actions.

• Hold separate sessions with representatives from the
publishers in the “final” top rankings.

• Focus on such factors as price breaks, initial and follow-
through training and support service available to new users
of the materials, supplemental materials available with the
primary materials (e.g., CDs, videos), and delivery schedules.

• Obtain written information to confirm details or “agreements”
made in the oral interviews prior to your decision on materials
to be recommended.

C. After interview meetings are concluded, reconvene the team
to determine the recommended materials to propose for staff
review and potential board approval. The team may wish to
select a primary recommendation at this point if there is a clear
delineation of preference by scoring and by staff comments.
Then invite that publisher to do a formal presentation and
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answer questions at an open meeting. Otherwise, you may wish
to simply continue consideration of the favored two or three
and invite those publishers to make presentations at separate
meetings. A sample letter to publisher representatives to follow
interviews appears in Figure 3.26 on the CD. Provide time for
staff review of the materials and a summary of the team’s
evaluation work. You may accomplish this through either site-
based reviews or an invitational review and discussion time
period for any administrators and teachers interested in
reviewing the recommended materials, seeing the evaluation
results, and discussing the recommendation with team members
before preparing a recommendation for the superintendent and
school board. Ensure the availability of sufficient copies of the
materials under consideration so that they can be made available
at the school sites for staff discussions during this period. In
accordance with your district policy regarding review of
instructional materials before adoption, also advertise a schedule
of times for parents or other interested community members
to review and comment on the documents. Include team
members during those periods as much as possible so that
questions might be answered. Teachers who review the
materials should be asked to complete a rating sheet using the
established rubrics used by the original raters. 

D. Invite the finalist publisher(s) to make presentations in the
district and to answer questions as part of the next level of
review. Include teacher response forms as a follow-up to these
presentations. (See Section III, Figure 3.27, or use rubric
evaluation sheets from earlier steps.)

5. Make the recommendation for adoption. 

• Make a team decision on the materials to be recommended to the
superintendent and board. The decision-making process should take
into consideration the staff response forms, the team’s evaluation
data, the information gleaned from the publishers’ interviews and
presentations, and any additional information developed to this
stage. A form for summarizing the cost analysis information for
this step is included in Figure 3.29 on the CD. Earlier rating
summary sheets are appropriate for use at this stage as well.
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• Prepare a formal report for the superintendent and board recom-
mending the materials to be adopted and subsequently purchased.
Include the key points of evaluation and the rationale for the selection.

• Finalize school board approval for adoption of the materials to be
used in implementing the curriculum.

6. Move from adoption to use of materials.

A. Assign to a small follow-up team the responsibility of support-
ing the search for supplemental materials where such needs
have been designated for specific learning objectives during
the materials rating process. This team should:

• Solicit all teachers’ suggestions for the specific supplemental
needs so that teachers are aware of the needs and can become
part of the effort to meet those needs. 

• Conduct some alignment checks with the supplemental
materials consistent with the approach used in choosing
primary materials.

• Provide a list and briefing to the materials selection team
and seek their approval of the optional, supplementary
materials list for use by schools as desired.

• Disseminate the list to all principals and teachers in the
curriculum areas involved.

B. Provide staff development in implementation of the curriculum
(as included in the scope and sequence and eventually in the
written guides) and in use of the adopted materials over several
weeks or months. (See Sample Staff Development Calendar
in Section III, Figure 3.33.) Offer follow-up assistance from
either school district personnel or a team of school-based staff
who have been intensely trained in use of the materials and
can become the “in-house” experts to support teachers as
needed. To ensure common understanding of the curriculum
and materials, it is recommended that all teachers and librarians
be required to attend “preparation” training sessions; supportive
follow-up sessions can be voluntary. The initial “preparation”
sessions are best held in grade level teams, or in subject/course
teams at the secondary level. The voluntary training sessions
can be held by grade level or in articulation teams of teachers
and librarians within a school or across schools. 
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C. Establish periodic “debriefing” sessions in which teachers can
discuss any problems that arise in implementation of the
curriculum using the adopted and supplemental materials. (See
How To: Curriculum Monitoring.) Use the information from these
discussions to inform decisions about further staff development,
assistance to teachers, or curriculum modification needs. Retain
the process and use of the adopted materials through the time
period consistent with the curriculum review cycle.

The creation and use of high quality assessments—at both the district and classroom
levels—is crucial to the promotion of student learning, to the identification of what
students have and have not learned, to the reporting of the status of student learning,
and to the selection of interventions to remediate learning deficiencies. Staff
development should be provided for all personnel with assessment responsibilities.
Beyond staff development, there are specific steps to follow or considerations to
address in order to offer quality assessment opportunities for students. A timeline
sample to address this work is found in Section III, Figure 3.30, as is a planning
guide in Figure 3.31.

1. Provide staff development for all personnel with assessment respon-
sibilities (including classroom teachers) that includes the following
components:

• a variety of methods for assessment—such as observation, check
lists, constructed response, multiple choice, and performance tasks—
and when each method is most appropriate;

• specific examples of ways to use observations and checklists;
• writing questions that match identified learning objectives;
• writing good multiple choice questions, including effective stems,

good distracters, and parallel format for distracters;
• writing performance tasks with scoring guidelines;
• writing questions that require different levels of cognitive skills

(knowledge, application, analysis); and
• user-friendly format for tests, with all the same types of questions

How To: Assessment Design and Development
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together and appropriate use of white space and page arrangement
to reduce chances for distraction or confusion.

If expertise in assessment methodology does not exist within the
district, district personnel
might want to take advantage
of external workshops that
are available in this area.
Some workshops provide
trainer-of-trainer materials
that can be used in partici-
pants’ home districts to build
capacity of staff members across the district. 

Timing for staff development related to using appropriate
assessment methods and creating high-quality written assessments is
important. Knowledge from staff development that takes place too
far in advance of actual writing tends to grow stale so that time to
reactivate that knowledge is required. 

2. Create district- and building-level assessments using the following
steps:

• Select the specific learning objectives from the district’s written
curriculum that will be included on a given assessment. (See sample
text specifications for a quarterly test in Section III, Figure 3.32.)
Objectives selected should reflect the emphasis of the state
assessment, but not be restricted to objectives included on that test.
Results from state assessments should also be considered when
selecting objectives to be included on local assessments; areas in
which district students show particular weakness are ones that should
be emphasized on any district tests.

• Identify the assessment method or methods that will be used, taking
into consideration the way scoring will be done. Requiring students
to respond in a variety of ways increases the likelihood those same
students will be prepared for any type of external assessment; this
is one important aspect of deep alignment.

• Determine the length of the assessment and the number of questions
related to each learning objective.

• Write questions to meet established parameters of the assessment.
• Review questions, based on assessment results, to determine revisions

or modifications that will make the test more valid and more reliable.

Technology Tip
Link work in assessment develop-
ment with a relational database
system that connects all assess-
ment items with specific objectives.
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• If you plan to administer specific tests repeatedly over time, establish
appropriate security measures. If you will add new items for subsequent
assessments of the same learning objectives, determine how an item
bank can be developed with parallel items at the same level of
difficulty; this will allow for comparability of results over time.

With a scope-and-sequence document and curriculum guides in place and instructional
materials selected, focus now turns to strategies for effective implementation. The
importance of staff development was emphasized in the sections on needs assessment,
scope and sequence, materials selection, curriculum development, and assessment
design and development. Likewise, staff development is a critical component of the
work involved in effective implementation of a new or revised curriculum.

Even in the event that the district administration has determined that
development of guides will immediately follow design of the scope and sequence
and selection of materials, implementation still proceeds at this juncture with staff
development related to the scope and sequence and materials selected instead of
waiting for the completion of guides. In that instance, the further development of
guides is an evolving work, expanding the contents that support the curriculum
implementation and refining information available to teachers to ensure alignment
of a written, taught, and tested curriculum. Phasing in curriculum guide review and
adoption, along with eventual full use of the guides, occurs as the documents are
completed. Under either approach to the timing and ordering of steps, the following
actions need to be included in implementation:

1. Identify a district curriculum leader (or in the absence of such a
position, identify a superintendent-appointed staff member with
curriculum leadership skills) to direct and coordinate the
implementation work.

2. Establish a plan and schedule for principal and teacher staff
development and follow-through support using the completed scope-
and-sequence matrix, the curriculum guides (if prepared by this
juncture), and the accompanying instructional materials selected for
the new curriculum. 

How To: Staff Development and Implementation 
of a New or Revised Curriculum 
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3. To ensure common understanding of the curriculum and materials, it
is recommended that all teachers and principals be required to attend
“preparation” training sessions in the curricular areas of their
instruction or supervision; supportive follow-up sessions can be
voluntary. The initial “preparation” sessions might be held in district-
wide or school-based grade level teams, or in subject/course teams
at the secondary level. The voluntary training sessions can be held
by grade level or in vertical teams of teachers within a school or
across schools. (See Sample Staff Development Calendar excerpts in
Section III, Figure 3.33.)

4. Disseminate the new curriculum documents (scope-and-sequence
matrix or curriculum guides, and new instructional materials).
Distribution can be either in advance of the training sessions to allow
for preview or during the sessions to provide contextual framework
and common explanations to all staff in the same setting.

5. Plan for and communicate availability of follow-up assistance to
teachers as they implement the curriculum and use the adopted
materials. The resource persons for this assistance can be from either
school district personnel or a team of school-based staff who have
been intensely trained in use of the materials and are the “in-house”
experts to support teachers. The assistance might be offered to groups
of teachers at the school sites (e.g., grade level teams or subject area
teams) or to individual teachers as determined by assessment of the
varying staff needs after the preparation training sessions.

6. Include within the staff development training and follow-up assistance
several development activities for principals and any other persons
responsible for coaching and monitoring curriculum implementation.
Including principals with their teacher teams in curriculum training
(Step #3 above) is desirable both to foster the team approach to
implementation and to communicate the message that principals will
be an ongoing source of guidance, monitoring, support, and
accountability for use of the new curriculum and instructional materials.

7. Either at this point or in conjunction with the finalization of curriculum
guides, write brief brochures that explain the new curriculum to
parents and communicate the student learning expectations within the
curriculum. (See Sample Parent Brochure in Section III, Figure 3.34.)
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8. Disseminate the curriculum brochures widely among parents to
optimize their understanding
and awareness of the curricular
changes. Consider district- or
school-based mini-sessions to
further explain the curriculum,
answer parent questions, and
communicate the future actions
related to assessment and eval-
uation as part of the curriculum
management system. 

9. Communicate the desired procedures for staff to offer ongoing
feedback or questions related to curriculum implementation so that
information is not lost during the interim between stages of
implementation and review and revision. One common strategy for
this step is to encourage teachers to retain implementation notes and
to either schedule periodic “debriefing” sessions or invite periodic
staff submission of suggestions for modification during the next review
and revision activities.

10. When planning future staff development and support activities related
to curriculum delivery, consider the questions and suggestions that
surface during implementation in order to promote continuous
improvement of both curriculum and instruction.

Technology Tip
Let parents know what kind of
information is available to them
on school and district Web sites.
Don’t neglect to communicate
the same information through
newsletters and parent meetings.

How To: Curriculum Monitoring

Curriculum monitoring assists in establishing an ethic of consistent improvement
in the delivery of the curriculum. The primary responsibility for monitoring the
delivery of the specified curriculum rests with the building principal. An effective
principal provides leadership aimed at diagnosing instructional behaviors, improving
teaching, and continuously reviewing expected teaching of the district-adopted
curriculum and the accompanying instructional materials. Monitoring needs to be
systematic and occur at all levels to ensure that the board-adopted curriculum is
being implemented in a way the system has established. Written documents need



76 Managing Curriculum and Assessment: A Practitioner’s Guide

to clarify district expectations for principals and other instructional supervisors to
assist and support them in monitoring the curriculum.

Fundamental to sound curriculum monitoring is the presence of a clearly
delineated process that includes teacher planning guides. (See sample in Section
III, Figure 3.35 and Figure 3.36.) Developing an effective process for monitoring
the curriculum involves the following steps:

1. Establish expectations for monitoring the delivery of the curriculum
on a consistent basis. Some districts accomplish this through the
principals’ annual goal getting. Specific steps to consider include the
following:

• Establish goals for building administrators and central office
administrators with responsibilities for curriculum and instruction
relative to time spent on curriculum monitoring. If improvement is
to occur, building administrators should work toward the ultimate
goal of spending 35 to 50 percent of their time in classrooms. 

• Develop or revise building level and appropriate central office
administrative job descriptions to include responsibility for
monitoring the delivery of the board-adopted curriculum. 

• Establish criteria linking administrative evaluations to classroom
monitoring practices. 

• Develop policies or written processes that include requirements for
building-level administrators to monitor the implementation of the
approved curriculum. 

2. Plan and implement administrative training on an ongoing basis to
meet the expectations established for the monitoring of the curriculum.
The training should include any employee who has responsibilities
for making sure that the curriculum is delivered so that all students
have equal access to it. Identify and implement a consistent
administrator training process in the area of classroom observations.
Identify a specific observation and feedback process that will assist
administrators in gathering data while observing in classrooms and
delivering feedback to teachers. 

The Downey walk-through model described in The Three-Minute Classroom Walk-
Through provides a strong research-based collaborative system for curriculum
monitoring that is not evaluative in nature. The observation structure focuses on
the gathering of data in five designated areas (20-36) in a short two-to-four minute
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period of time in the classroom. The model also allows for attention to school or
district expectations as well as implementation of specific programs. 

Using the data collected in the classroom, the observer decides whether or
not to provide feedback to the teacher.
Because of the short duration of the ob-
servation, an observer may base feedback
on several classroom observations rather
than a single one. Feedback can be direct
in nature, or it can encourage teachers to
self-reflect on their curriculum implemen-
tation and teaching practices (Downey,
43-81). 

Other specific strategies that might
reinforce effective curriculum monitoring
could include a review of lesson plans, samples of materials that teachers distribute
to students as part of the instructional process, and formative assessments given to
students. These reviews would focus on alignment with the district curriculum and
district/state assessment objectives. Teachers’ systematic feedback to principals and
curriculum administrators can also be useful. (See Curriculum/Textbook Feedback
Form in Section III, Figure 3.37.) Analysis of instructional materials and formal
assessments provides information about the match between these materials and the
learning objectives as well as the level of cognition required for students to complete
the work, whether classroom instruction or formal assessment. (See sample teacher
and principal forms for linkage of student work to standards and objectives in
Section III, Figures 3.38 and 3.39.)

Technology Tip
Some administrators use PDAs to
record information from classroom
observations. This allows them to
sort information and look for
trends that will inform building-
wide decisions about staff devel-
opment.

A successful district-wide assessment program depends upon four key ingredients:
an overall assessment plan that guides all assessment and evaluation within the
district, well-designed assessments with items that specifically match student learning
expectations, ethical and consistent test administration, and appropriate use of data
derived from the assessments. The “How To” sections for the Comprehensive
Assessment Plan and Assessment Design and Development have addressed the first
two considerations. The steps that follow describe the considerations relevant to
test administration and use of data. The steps apply specifically to district-wide

How To: Assessment Implementation and Data Use 
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administration, but many of them are applicable to teacher-made assessments as
well.

1. Determine how to score assessments and make appropriate purchases
of hardware or supplies needed for this purpose.

2. Once content-area assessments have been designed, arrange for
duplication and dissemination of the assessments at the appropriate
time. Duplication procedures may vary depending upon security
requirements. If a test is to remain secure, print and distribute the test
at a district site, with the requirement that tests be returned. If security
is not an important issue, you might share master copies of tests
electronically, with personnel at each building having the responsibility
for duplicating the assessment. In the latter case, building personnel
may need budgetary support for the duplication costs.

3. Develop clear and specific instructions for the administration that
will accompany each test.

4. Provide staff development relative to purposes for assessment and
assessment protocol for all teachers and building administrators, as
well as any district administrators with curriculum and assessment
responsibilities. 

5. Once tests have been administered, score tests in the predetermined
method.

6. If tests are scored at the district level, provide feedback in user-
friendly format that includes information about the following:

• performance of total groups
by class, grade level, build-
ing, and district;

• performance of individual
students; 

• performance by objective,
tied back to the learning ob-
jectives for the subject and
grade level being tested; and

• disaggregated performance of
any subgroup of students of

Technology Tip
Work with informational techno-
logy personnel to develop a
scoring and reporting system that
will provide relevant data in a
user-friendly format. The structure
of such a system needs to be
considered when the compre-
hensive assessment plan is
developed.
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significant size. The size of the group would be predetermined by
district personnel.

It should be noted that a separate report might not be necessary for
each of the categories above. Reports might be formatted in such a
way that multiple results could be gleaned from the same report. (See
sample Computer Report in Section III, Figure 3.40.)

7. If teachers are expected to score tests, provide appropriate forms for
tallying and organizing data. Provide teachers with the time and
training needed to do this. (See sample hand-analysis forms in Section
III, Figures 3.42 and 3.43.)

8. Provide staff development in the appropriate interpretation of the data
(regardless of how it was scored) and how to use the data to guide
curricular and instructional decision-making. (See Ten Tips for Using
Data Effectively in Section III, Figure 3.44.)

The ability to present data in a meaningful and usable form is not an innate skill.
It requires an understanding of the foundations behind the data and the ways in
which data will be used. At the user end, many professional educators have not
received formal training in the use of data. If outside assistance is needed in planning
for the presentation of data and initial staff development in the use of data, seek
that outside help. Do so, however, with the intention of building internal capacity
to sustain the processes of data presentation and analysis. (See a sample data mentors
program outline in Section III, Figure 3.45.) 

Program evaluation, within a public school context, is the process of systematically
determining the quality of a curriculum in a given content area or any other school
program and how the quality of that program might be improved. Program evaluation
has a variety of purposes: to identify needs to set priorities, to identify appropriate
methods for designing and implementing a program, to monitor and adjust during
implementation, to determine whether a program is meeting desired outcomes, and
to modify or terminate existing programs. 

How To: Program Evaluation
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The process of evaluation includes determining the criteria by which a
process will be evaluated and the data needed for those criteria, actually gathering
the data, and then applying the criteria to the data to determine the status of the
program. There are specific steps that provide the framework for almost any
evaluation that a district might undertake. District personnel should establish such
a framework to guide action planning for any program evaluation. The following
steps provide a prototype for such a framework.

1. Describe the purpose of the evaluation by answering critical questions.

• Why do you want to evaluate this program?
• What led to this decision?
• What problem do you expect to solve or what questions do you

expect to answer as a result of the evaluation?

2. Define the parameters of the program to be evaluated.

• Determine the scope of the program evaluation. Is it district,
building, or grade level?

• Delineate components of the program that will be included in the
evaluation.

• Decide in advance if program personnel will be evaluated as part
of the total program evaluation. If personnel are to be included,
make sure the processes involved are consistent with any negotiated
agreement with the teachers’ association.

3. Outline a management plan. (See an evaluation plan template and a
sample of a completed evaluation in Section III, Figures 3.46 and
3.47.)

• Identify a team leader, as well as additional personnel who will be
involved in the evaluation process. Delineate any requirements for
these personnel as well as ways of selecting them (voluntary,
nomination).

• Determine data to be used and methods for collection and analysis.
• Identify appropriate criteria for evaluating the collected data.
• Develop a timeline that is realistic in terms of time constraints of

personnel involved and the data that are to be gathered. Include
periodic team meetings in that timeline.

• Identify resources that will be needed and allocate funds to support
those needs.
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• Assign responsibilities.

4. Plan how the results will be used.

• Develop an appropriate reporting format for the results.
• Determine who will see these results and how the results will be

shared.
• Decide in advance the range of follow-up actions that might be

taken as a result of the evaluation. Actions could range from
termination to maintaining the status quo with no action to be taken.
A more likely action in most cases would be development of a
specific action plan to modify the program to improve its
effectiveness in meeting stated goals.

With a district-established program evaluation format in place, a specific program
evaluation can be initiated in any area. The designated team leader for the evaluation
will oversee the following steps, which reflect the process described above.

• Write a formal program evaluation
action plan, describing the process
from beginning to end as it applies
to the program under consideration.

• Conduct the evaluation, including
compilation and analysis of data.

• Formulate recommendations.
• Communicate results and recom-

mendations to the predetermined
audience and decision makers. (See
sample executive summary in
Section III, Figure 3.48.)

Designation of responsibility for recommendations that flow from the program
evaluation will be determined by the nature of the recommendations. Establish a
follow-up plan for dealing with recommendations, including periodic updates from
designated personnel as part of the plan.

Technology Tip
The template for program evalu-
ation should be online and easily
accessible for anyone who will
have responsibility for program
evaluation. Final evaluation re-
ports should also be stored online
and be available to appropriate
district personnel.
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All of the material included in this section is also contained on the CD that
accompanies this book. Files on the CD are frequently more extensive than the
examples found in this section. Figure numbers for files on the CD match the figure
numbers that are referenced in Section II. 

Section III • Sample Forms and Letters
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Needs Assessment

File Name Content
Figure 3.1 Teacher Needs Assessment Survey
Figure 3.2 Needs Assessment Data Summary Memo
Figure 3.3 Prioritized List of Needs Assessment Data

Figure 3.1 is a sample needs assessment survey that can be sent out at an
appropriate time so that data will be available for the needs assessment team
to consider.

Figure 3.2 is an actual summary of responses from a needs assessment conducted
by one district.

Figure 3.3 is a sample of a prioritized list of data and materials that a needs
assessment team might assemble to guide its work.

Index of Figures and Accompanying CD Files
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Curriculum Development/Review Cycle

File Name Content
Figure 3.4 Curriculum Revision and Materials Adoption Cycle
Figure 3.5 Curriculum Revision Process (by year)
Figure 3.6 K-12 Curriculum Revision Cycle
Figure 3.7 K-12 Curriculum Revision Cycle and Textbook

Adoption Plan
Figure 3.8 Curriculum Revision Timeline

Figure 3.4 and Figure 3.5 provide two different overviews of a six-year revision
cycle, without any reference to specific curriculum areas.

Figure 3.6 and Figure 3.7 are examples of six-year cycles in which specific
content areas are identified.

Figure 3.8 provides a schedule for the first year of curriculum revision in a
specific content area.
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Assessment Plan Development

File Name Content
Figure 3.9 Assessment Philosophy
Figure 3.10 Sample Test Descriptions
Figure 3.11 Testing Overview

Figure 3.9 in this guide contains one example of a district’s testing philosophy.
There are two examples on the accompanying CD. While the mission
statement is the same in both cases, the format and the narrative descriptions
vary. The sample test descriptions that follow in Figure 3.10 are referenced
in the first example.

Figure 3.10 on the CD provides sample test descriptions for a number of tests
administered in a district. These samples illustrate just a few of the tests
that might be administered in a district and are not intended to be all-
inclusive. In this guide, a single test description is included.

Figure 3.11 is a sample matrix of all the assessments given within a district,
with the approximate time of year for each assessment. This is similar to
the Overview of District Assessments found in Comprehensive Assessment
Plan in Section I, but the matrix contained here is more detailed.
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Figure 3.11
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Scope and Sequence

File Name Content
Figure 3.12 Team Selection: Letters and Forms
Figure 3.13 Sample Training Materials
Figure 3.14 Test Item Deconstruction Samples
Figure 3.15 Articulated Scope-and-Sequence Matrix, K-5 Science
Figure 3.16 Bloom’s Analysis: Description and Activity
Figure 3.17 Time Allocations
Figure 3.18 Feedback on Scope-and-Sequence Draft

Figure 3.12 in this guide is a sample application form with a generic job description
for curriculum revision work. Materials in Figure 3.12 on the CD include this
form as well as letters that can be used to advise principals and teachers of
the process and to invite applications and recommendations for team members. 

Figure 3.13 contains sample training materials that can be used early in the
training of the team that will develop the scope-and-sequence document.
Materials on the CD are more extensive than those in this book.

Figure 3.14 provides an example of the analysis involved in deconstructing test
items for the purpose of determining the content, context, and cognitive type
that apply to a given test item. Two examples are provided on the CD.

Figure 3.15 is an abbreviated scope-and-sequence matrix for K-5 science. State
standards on which this sample is based include Process Skills, Life Science,
Physical Science, and Earth Science. The sample in the text includes just
process skills, while the more extended illustration on the CD includes selected
objectives from each standard to illustrate the process of vertical articulation. 

Figure 3.16 summarizes a description of Bloom’s Taxonomy followed by samples
of classification for specific objectives. Materials on the CD are more extensive,
with an activity for teachers to complete, and a “key” for the teacher activity.

Figure 3.17 provides an introductory activity that illustrates the need for
determining feasibility of a set of curriculum objectives before adoption and
implementation. A process for determining time requirements for curriculum
objectives written or selected by a writing team is also included. Do the
objectives require more time than what has been allocated for the teaching
of the subject? On the CD this process is illustrated with a sample format for
a single course at one grade level. The two columns provide for initial analysis
and then for a revision of time allocations. It may well be that, between the
two analyses, some objectives will have been eliminated.

Figure 3.18 is a sample form that can be used to solicit feedback from teachers
across the district relative to the proposed scope and sequence.
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Developing Curriculum Guides

File Name Content
Figure 3.19 Tips for Writing Guides
Figure 3.20 Sample Guide Formats
Figure 3.21 Abbreviated Sample of Curriculum Guide
Figure 3.22 Sample Pacing Guide
Figure 3.23 Matrix for Analysis of Guide Quality

Figure 3.19 is a list of tips for writing guides that are both high quality and
provide sufficient information to guide teachers in instructional decisions.
Any tips provided to writers within a district would need to reflect the specific
guide format selected by the district.

Figure 3.20 on the CD provides guide formats for consideration by a district.
These formats could be modified to address specific needs or concerns of
the district, but each format contains components that will help define and
support each objective. A completed sample for a single format appears as
Figure 3.20 in this guide.

Figure 3.21 is a sample excerpt showing what a finished curriculum guide might
look like. The sample in this book includes a cover page, an acknowledgment
page, and a table of contents, while Figure 3.21 on the CD contains those
components as well as abbreviated portions of a scope-and-sequence
document for K-4 and 5-8, a course description for Grade 6 Mathematics,
and the guide pages for one objective from Grade 6 Mathematics. A pacing
guide, which is often included in curriculum documents, is not included in
this sample. Samples of pacing guides are included in Figure 3.22.

Figure 3.22 in this book contains one sample pacing guide while Figure 3.22
on the CD contains two. Pacing guides are often used in districts where there
is high mobility among schools so that teachers from school to school will
be in approximately the same place for the majority of students. It should
be noted that pacing guides are just that—guides. The needs of students—
both individually and collectively—may sometimes override the schedule
suggested in the guides.

Figure 3.23 is a partial sample of a completed matrix for evaluating the quality
of a curriculum guide, objective by objective. The matrix could be modified
to meet district requirements or expectations. A blank matrix is also included
on the CD.
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Materials Selection

File Name Content
Figure 3.24 Principal and Teacher Communication about

Review Process
Figure 3.25 Timelines for Materials Selection 
Figure 3.26 Letters to Textbook Companies; Interview Questions
Figure 3.27 Initial Review of Texts; Deep Alignment Analysis;

Review Summaries 
Figure 3.28 Information about Piloting
Figure 3.29 Samples of Materials Evaluation Summaries after

Piloting

Figure 3.24 contains memos and letters relative to the materials review process.
This book contains a single letter, while the CD contains two examples.

Figure 3.25 provides examples of timelines that could be used in the materials
selection process.

Figure 3.26 in this book contains an initial letter to a textbook representative,
a completed form for requesting sample materials, and a list of questions
that can be used in the interview process to ensure that the same questions
are asked of all publisher representatives. This same file on the CD contains
additional examples.

Figure 3.27 contains an abbreviated sample of a completed textbook review
and evaluation. The CD contains additional examples of ways that textbooks
can be reviewed. Some examples are based on deep alignment analysis that
addresses how specific district objectives are covered in the materials being
reviewed and the kind of assessment alternatives that are included for
teachers.

Figure 3.28 provides examples relative to piloting if a district chooses to pilot
materials before adoption. The CD file is more extensive than the single
example that appears here.

Figure 3.29 documents (abbreviated here, more illustrative on the CD) are
examples of summaries that can be put together by a school district in the
textbook review process.
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Assessment Design

File Name Content
Figure 3.30 Timeline for Assessment Development Process
Figure 3.31 Sample Planning Guide for Instruction and

Assessment
Figure 3.32 Test Specifications for One Quarterly Test

Figure 3.30 contains a timeline for development of local assessments in a given
content area. Development of the information outlined in Figures 3.31 and
3.32 below will support the overall timeline for development of local
assessments.

Figure 3.31 is a combination pacing and assessment plan. It indicates which
objectives will be taught in each quarter, including those that will be taught
in multiple quarters. It also indicates those objectives that will be tested
each quarter, including the “ramping up” of assessments for those skills that
build across the years. Because this is at the kindergarten level, most
assessments would be performance assessments with mastery determined
by teacher observation.

Figure 3.32 models the development of test specifications for a specific test at
a specific grade level. 
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Staff Development and Implementation

File Name Content
Figure 3.33 Sample Staff Development Calendar
Figure 3.34 Sample Parent Brochure

Figure 3.33 is a sample calendar for staff development across the greater part
of a school year for the content area under revision—in this case, English
Language Arts.

Figure 3.34 provides an example of a brochure that can be developed to inform
parents about what their children will be learning in a specific grade. The
important part of this example is not the cover page; rather, it is the content
contained in the columns under each subject heading. Statements regarding
what students will learn should be simplified to avoid any jargon. Learning
objectives for library skills, fine arts, and physical education can be easily
included. This brochure can be provided on the district’s Web site as well
as in hard copy.

Suggestions for supporting ongoing implementation are contained in the
section on Monitoring.
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Monitoring

File Name Content
Figure 3.35 Sample Monitoring Plan
Figure 3.36 Teacher’s Planning Guide
Figure 3.37 Curriculum/Textbook Feedback Form (Teachers)
Figure 3.38 Linkage of Student Work to Standards & Objectives

(Teachers) 
Figure 3.39 Linkage of Student Work to Standards & Objectives

(Principals) 

Figure 3.35 is an outline of a complete monitoring process that includes both
district and building personnel.

Figure 3.36 is a sample of a format that can be used for teacher planning. If
a pacing guide or teaching sequence is in place for the district, this form
would not be used. Note that the format and content are the same as those
used in Figure 3.31. The same planning documents can be used in multiple
places, avoiding duplication of efforts. Storing documents electronically in
a specific location that has been reserved for staff members working on
curriculum and assessment will enable those individuals to retrieve
documents and incorporate them as necessary into other processes when
appropriate.

Also note that teachers’ plans should match those contained in any
district plan used for district-wide assessments, such as that contained in
Figure 3.31. In fact, the latter can virtually become the de facto planning
guide for teachers. 

Figure 3.37 provides a mechanism for teachers to submit specific feedback,
especially during the first year of curriculum implementation or use of new
materials.

Figure 3.38 guides teachers in self-analysis of the materials they are using to
teach a particular objective. The goal of the analysis is to strengthen the
match between materials being used and the objective students are being
expected to master. The worksheet provides for the analysis of a single
artifact.

Figure 3.39 is a similar analysis of linkage between student work and curricular
objectives that principals might use. The printed example has been completed,
while the CD also contains a blank template that can be modified to meet
the needs of individual users. Principals could also use Figure 3.38, but
Figure 3.39 provides for analysis of multiple artifacts on the same page.
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Assessment Implementation and Data Use

File Name Content
Figure 3.40 Computer Generated Report
Figure 3.41 Hand Analysis: Math
Figure 3.42 Hand Analysis: Reading
Figure 3.43 Hand Analysis: Writing
Figure 3.44 Ten Tips for Effective Use of Data
Figure 3.45 Data Mentors

Figure 3.40 is a sample of data generated from machine-scored assessments.
The format is user-friendly, so that teachers can easily identify objectives
that are problematic. 

Figure 3.41 shows how student progress can be tracked in situations where
machine scoring is not feasible. The format of the recording sheet is based
on the test specifications for mathematics found in Figure 3.32, another
example of making documents work for multiple purposes to avoid
duplication of efforts. Figure 3.41 also includes an example of how a simple
hand-tally form might look when completed; the blank template is on the
CD. The information on the tally sheet gives the classroom teacher immediate
feedback on areas that need to be addressed for multiple students, while the
individual scoring sheets provide individual student information.

Figure 3.42 is a simple form with two different ways of tracking reading
progress—by individual students and by whole group.

Figure 3.43 is more extensive, tracking performance in all six traits of the Six-
Trait Writing Model, which was developed by the Northwest Regional
Educational Laboratory. Teachers could easily decide to focus on one trait
on a specific grade level or over a certain length of time within a course. 

Figure 3.44 is a list of tips for effective use of data. These tips can be used
with both administrators and classroom teachers. 

Figure 3.45 describes in outline form the goals of an ongoing data mentor
program. A typical agenda for one training session is included on the CD.
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Program Evaluation

File Name Content
Figure 3.46 Program Evaluation Template
Figure 3.47 Sample Program Evaluation Plan and Related

Documents
Figure 3.48 Executive Summary for Program Evaluation

Figure 3.46 is a template to guide the development of a program-evaluation
action plan.

Figure 3.47 contains a partial program evaluation action plan in the book, with
the completed plan on the CD. Actual student and parent surveys used in
the evaluation are included in the sample on the CD.

Figure 3.48 in this book provides a single example of an executive summary,
while the CD contains two. The additional executive summary on the CD
corresponds to the program evaluation plan presented in Figure 3.47.
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Glossary

Most of us hear educational terms that sound familiar to us, and we readily draw
our own definitions from the contexts in which we have previously heard them. It
is not uncommon to learn subsequently that the intended meaning was quite different
from our own understanding. Additionally, the same term often carries different
meaning or implication from state to state and district to district. To alleviate any
confusion on the part of users of this practitioners’ guide, the following definitions
are provided to clarify the authors’ meanings of terms used in this text and to offer
alternative terminology where it might be helpful to do so. 

Alignment – generally referring to parallelism and congruence among written,
taught, and tested curriculum; specific applications include the following:

alignment in curriculum design – refers to the parallelism and congruence
between assessments in which students are asked to demonstrate
knowledge or skills and the guidance to instruction contained in the
local curriculum documents

alignment in curriculum delivery – refers to parallelism and congruence
between the teachers’ instructional activities and the learning objectives
outlined in the written curriculum 

alignment levels – topical (simple parallelism of topics addressed in written,
taught, and tested curriculum) or deep alignment (parallelism that also
includes the various contextual ways students learn the objective and
how they are asked to demonstrate the knowledge or skills)

Articulation – the logical progression of learning objectives from grade level to
grade level or from course to course within the curricular content areas, the
connectivity of learning that creates seamless learning through the student’s
educational experience; articulation teaming means involving teachers from
multiple grade levels to collaborate on implementing curriculum in ways that
enhance the intended articulation 

Backloading – an approach to curriculum design that begins with analysis of what
students are expected to know or be able to do as derived from externally
(usually state level) prescribed assessments or standards, as compared with
frontloading

Benchmark – a designated expectation of student learning at a particular point in
the curriculum sequence
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Bloom’s taxonomy – a classification of learning skills based on Benjamin Bloom’s
studies of the cognitive domain, refers to types of cognition that range from
knowledge through evaluation; often referred to as levels of cognition but not
always linear

Cognition – the mental processes, the types or levels of thinking and learning;
most frequently referring to those elements of Bloom’s taxonomy (Knowledge,
Comprehension, Application, Analysis, Synthesis, Evaluation)

Concept – an underlying principle or broad category of learning
Content – in curriculum design, refers to the specific learning objective(s) within

the subject area, the “what” of the learning
Context – in curriculum design and delivery, refers to the ways in which a specific

learning objective is approached, the conditions surrounding the learning, “how”
the students will learn and demonstrate their learning of the objective

Criterion-referenced tests – (CRT’s) tests that are designed in specific alignment
with district curriculum objectives and identified criteria for assessing the
intended skill or knowledge that a student has mastered; not a measurement of
students’ mastery in comparison with other students, but a measurement against
established criteria

Curriculum guides – refers to local district documents that direct the breadth
(scope) and order (sequence) of curriculum at all grade levels within a given
content area and provide supporting information for teachers regarding
instructional materials to be used, supplemental materials needed, assessment
strategies and linkage with required state or district tests (or other high-stakes
assessments such as SAT or ACT), and ideas for classroom activities that lead
to mastery of the local curriculum objectives derived from state expectations

Curriculum management – refers to the system and processes for design, delivery,
monitoring, evaluation, and review of curriculum over time; includes designation
of roles and responsibilities and timelines and focuses on curriculum design,
materials selection, training/staff development, implementation, assessment of
progress, and program evaluation

Data-based (or data-driven) decisions – decisions made after analysis and
consideration of information such as attendance, test scores, grades, surveys,
program evaluations, and similar compilations of objective information
(sometimes accompanied by interpretive reports)

Delivery – refers to implementation of curriculum; the instruction or instructional
practices entailed in implementing the curriculum in the classrooms

Design – refers to the writing, documentation of curriculum or assessments; the
written intent, as preliminary to or different from the delivery or implementation

Development – the broad process incorporating several steps, procedures, or
components (e.g., curriculum development)
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Disaggregation – refers to the breakdown of assessment data by specific factors
such as school, grade level, gender, ethnicity, socio-economic factors, or length
of time within the district; refinement of data specificity to enable use of the
information at the school and classroom levels as well as in district-level contexts

Formative – as in “formative assessments;” refers to ongoing types of quizzes,
tests, discussions, or similar methods of checking the students’ mastery of
objectives in the curriculum primarily to guide teacher decisions regarding
review, reteaching, or proceeding to new objectives

Frontloading – an approach to curriculum design that begins with local
determination of what students should know or be able to do, as compared with
backloading, and builds curriculum from those decisions

Goal – broad statement of the intended outcome of the student learning, usually
accompanied by a series of more precise statements of learning expectations
that are commonly referred to as objectives

Implementation – carrying out, putting into action the agreed upon or approved
plan, curriculum, or assessment; follow-up use of an intended practice

Indicator – a piece of information or a statistic that gives feedback regarding
progress toward specific goals and skills

Instructional materials – the textbooks, software programs, and other resources
to be used in delivery of the curriculum. (See primary and supplemental
instructional materials)

Inter-rater reliability – consistency of results among those persons performing
the same evaluation tasks using the same rubrics or criteria so that evaluations
of the same subject (e.g., documents) are likely to be the same from rater to
rater at any given time; important to the fair and appropriate scoring of anything
being evaluated by multiple raters  

Mastery – accomplishment of the intended learning as expressed in the objectives
at the level of performance expected, usually referring to such accomplishment
as prerequisite to forward movement into the next learning 

Measurable objective – an objective worded in such a way that the mastery of it
can be demonstrated or quantified by level of accuracy

Monitoring – oversight and coaching of curriculum implementation, assigned
primarily to school administrators but sometimes assisted by various other
district staff or teacher teams

Needs assessment – a process to gather information regarding factors that should
influence decisions about educational program planning and curriculum; typically
includes research, program evaluations and student assessment data, local
demographic and economic information, expectations from internal (district,
community) and external (state, federal) sources 

Objective – the “what” of student learning, refers to the statement of what the student
is expected to know or be able to do in the subject area, usually at a specific
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grade level; sometimes also referred to as a learning indicator, mastery indicator,
learning target, benchmark, or other similar terms, depending on the state or
district in which the terminology is used

Outcomes – results, goals of curriculum, instruction, and student learning
Pacing guides – documents designed to present a “map” for implementing the

curriculum in a given grade level or course; contains broadly estimated calendar
and time allocations for learning objectives, clusters of objectives, units, or similar
organizational components

Piloting – refers to the “practice run” or “trial run” of implementing a draft curriculum
and proposed instructional materials for the curriculum, or of administering a
draft set of district assessments; the preliminary implementation usually involving
a sample of grade levels or one section of each grade level (or course levels at
the secondary schools)

Primary instructional materials – those materials approved for use by all teachers
in conjunction with teaching of the approved curriculum

Program evaluation – an organized set of procedures to gather information regarding
the effectiveness of a program based on various data sources

Rubrics – a set of criteria describing performance at different levels of quality for
the intended learning, project, or activity; includes a definition of the requirement
for a rating score of a specific level 

Scope and sequence – refers to the documentation of learning goals and objectives
within a subject area organized in the order in which they are to be mastered by
grade level; the curriculum informational foundation upon which curriculum
guides are built

Self-reflective – describes the approach to thinking about and reviewing one’s own
behaviors and skills in the context of improving teachers’ instruction and student
results, as compared with supervisor-generated evaluative or judgmental direction

Spiraling – vertical progression of related content learning objectives that includes
periodic revisiting of some topics or content over several years and addressing
them in greater complexity and depth at each visit

Standard – a broadly stated expectation of student learning that serves as the basis
for a related cluster of more specific required learnings (objectives, learning targets,
benchmarks) necessary to meet the broad expectation; content and performance
standards – statements like goals and objectives telling what students should know
and be able to do  

Summative – as in “summative assessments,” refers to final exams, end-of-course
or end-of-grade-level district tests, state assessments at ends of specified periods
of time in the learning related to state standards

Supplemental materials – those instructional materials that can be used either to fill
in the gaps for curriculum areas not adequately addressed in the primary materials
or to enhance or extend the learning beyond the content of the primary materials
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