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Abstract
	Through previous research, I found how literature circles and project- based learning could be integrated to promote close reading. In Dr. Rowe’s EDUC 3090 course, Literacy Development, I researched how literature circles could be integrated into project-based learning to promote close reading. From the gathered data, I found that the key characteristics, such as structure and relevance, could allow for seamless integration. This capstone is designed to support my original research by creating a curriculum that addresses each of the instructional strategies (literature circles, project-based learning, and close reading) while taking into consideration diverse student needs, possible challenges faced by teachers and mastery of Common Core Standards. 
	In the first part of my capstone, I explore how each of these teaching strategies could be integrated by relying on my previous literature review. In that assignment as well as this capstone, I analyze each strategy and find commonalities that lead to fluid integration. The second part of my capstone extends from the theoretical analysis of teaching strategies to the curriculum design itself.  By identifying specific standards, 21st century competencies, learning experiences, assessments, resources, and other features and characteristics of each teaching strategy, a semi-structured unit on World War II will be created. Full lesson plans and assessments will be explored but not developed in detail as I hope to keep the unit plan adaptable for many types of classrooms.  The final portion of my capstone explores my design decisions and how they relate back to the theoretical analysis by addressing challenges faced by teachers choosing to implement this unit plan. 
	For the purposes of this capstone, the curriculum is designed for a 5th grade elementary social studies classroom with a literacy integration. There are twenty-three students in the class all of which range in achievement, race, socio-economic status, disability, and learning needs. 
Introduction
The adoption of the Common Core State Standards (CCSS) has defined specific expectations that students must master, but there is little to no defined methods of instruction or implementation. One such example is of close reading. Anchor standard 1 defines close reading as “read closely to determine what the text says explicitly and to make logical inferences from it; cite textual evidence when writing or speaking to support conclusions drawn from the text” (National Governors Association Center for Best Practices & Council of Chief State School Officers, 2010). 
In Ashley Salchli’s Capstone (2014) on close reading, she explored how close reading and text complexity relate to one another. She explores research on how close reading is the key to reading complex texts, because students are given strategies that they can then employ independently. Because teachers struggle with supporting students with complex texts rather than having them work independently with leveled texts (Fisher & Frey, 2014), instruction requires multiple teaching methods such as read alouds, collaboration, teacher modeling, and close reading. 
Using multiple teaching methods and strategies provides students with the opportunity to engage with texts numerous times and in various ways, making sure that each student’s learning needs are taken into consideration. Because literature circles and project-based learning are extensive in both time and effort, they contain these multiple opportunities mentioned within their own structures and key characteristics, as will be explored later. 
Close Reading
	Close reading involves students analyzing a text in order to make conclusions, determine meaning, and argue, all of which must be supported by textual evidence (Fisher & Frey, 2014). Not only will students engage in these activities but they will also make inferences, predictions, logical opinions, and conclusions through the use of context clues, background knowledge, and visualizations (Lapp, 2013). According to Fisher and Frey (2013), there are three key steps to close reading, all of which are crucial to students’ ability to succeed. The three key steps and their relevance, as defined by Fisher and Frey (2013) can be found in the following chart. 
	Text- Dependent Questions
	Text- dependent questions encourage students to engage in various CCSS standards, such as vocabulary, purpose, and analysis, rather than on just key details. 

	Discussions/ Collaborations
	Discussions allow students the opportunity to develop their collaboration skills by making a claim, supporting it, offering counter claims, etc. 

	Post- Reading Tasks
	Post- reading tasks give students time to use what they have read to determine how it relates to themselves, their community, a problem, or any other possibly related idea. 



Though there have been some differing opinions and controversy on their exact definition of close reading, I have chosen one that I have based this capstone and curriculum design on. There are definitions on close reading ranging from an objective reading of words on the page to methods that relate back to the reader’s own background knowledge and prior experiences. For example Snow and O’Connor (2013) state that close reading is “an approach to teaching comprehension that insists students extract meaning from texts by examining carefully how language is used in the passage itself. This definition gives no consideration to context outside of the text, and is solely focused on understanding the author’s word choice, text structure, and vocabulary. However, Beers and Probst (2013) define close reading as a way “to bring the text and reader close together). This definition takes into account that the analysis will not come exclusively from the text but from the reader’s understanding and meaning making of it as well. 
	With regard to both of these theorists and their definitions of close reading, I have chosen to adopt Nancy Boyles (2012) definition where she acknowledges the importance of students’ personal knowledge and connections to the text, but warns of over-reliance which leads students to stray away from citing textual evidence and making generalizations. Her analysis of close reading merges the two ideas of the other theorists by explaining that both objective analysis and personal experience can be relevant and supportive methods for students to master close reading. 
Literature Circles
	Extending from Boyle’s definition of close reading, Louis Rosenblatt’s transactional theory of learning, where she argues that meaning is not found in the text but in the relationship formed between the reader and the text (Mills & Stephens, 2004) provides additional support for the idea of teachers moving away from traditional literacy discussions that are typically teacher-led and focused on one particular topic. Literature circles provide that change as they are generally centered around student-led discussions that help to improve student engagement, confidence, and motivation (Avery, 2013). 
Literature circles typically center around a specific text, usually fiction but could be nonfiction as well, that students use to delve deeper into broad, general topics or questions posed by the teacher. Literature circles give students more responsibility in their learning and allow them to discuss topics and issues important to them rather than those predetermined by the teacher (Maloch, 2004). 
	Often when literature circles are implemented, the same text is read by the entire class and each group’s discussion revolves around a similar topic, occasionally with a few variations. One way to ensure differentiated discussions is to have groups read different texts than each other but all focused on a general topic or question that the teacher determines. By each having a different text, students can have meaningful discussions that are all unique to their individual literature circle. Not only does this allow for the students to discuss various topics within a single larger concept, the teacher can provide differentiated texts that are more accessible to various students. Even though CCSS mandates the use of complex texts, a complex text to one student may not be for another. Differentiation through the choice of texts encourages engagement of all students rather than a select few.
	For example, in this capstone, the curriculum developed is centered around the 5th grade standards addressing World War II. The standards listed below, taken from the Tennessee Department of Education Website, can all be explored though multiple texts. Students can choose which topic they wish to discuss and then the teacher can provide that student with a text that is accessible to that individual student. 
· 5.54 Evaluate the constitutionality of Japanese internment during the war. (C, E, P, H)  
· 5.55 Locate the Axis and Allied Powers and the major theaters of war on a map. (G)  
· 5.57 Write an informative text about the Holocaust and its impact. (C, P, H)  
· 5.59 Describe the role of the Manhattan Project and Oak Ridge, Tennessee in ending World War II and the decision to drop the atom bomb on Japan. (H, TN)

	One of the key characteristics of literature circles is that of discussion. In literature circles, students read their texts and then discuss points and connections made while reading. In order for the discussion to be meaningful, the discussion must move away from “traditional school” where questions and responses are posed and evaluated by the teacher. Student-led discourse provides students with the opportunity to understand themselves better by seeing themselves as readers (Grisham & Wolsey, 2006) and learn from others as they can see perspectives from another’s point of view. Parsons (2009) explores how discussions that are transactional rather than a transmission of knowledge are more meaningful, relating back to Rosenblatt’s transactional theory of learning where meaning is found in the relationship between the reader and the text. When executed effectively and if it is meaningful, discussion can lead to a sense of community among students, which is defined by Grisham and Wolsey as “a group of people who share an interest engaged in a process of collective learning that create bonds between them.” 
	Building from this classroom community, Mills & Jennings (2011) suggest creating a culture of inquiry. Creating this type of community and classroom environment allows for teachers and students to improve their discussion abilities and make each discussion more meaningful. According to Mills and Jennings (2011), inquiry discussions are based on 6 key aspects.
1.  Personal and Interpersonal 
2. Multidisciplinary Perspectives
3. Attentive, Probing, Thoughtful
4. Relational and Compassionate
5. Agentive and Socially Responsible
6. Reflection and Reflexivity
	No student can achieve these ideal discussion characteristics without first learning how to engage in meaningful discussions. In the chart listed below Beth Maloch gives some examples and strategies of ways to encourage students to strive for inquiry rather than superficial, surface level discussions (Maloch, 2004). By applying these strategies as a method of scaffolding discussions, students can build on their collaboration skills by being accountable for one another (Chairavalloti, Frey, & Fink, 2010).
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	As mentioned earlier, in order for the discussion to have meaning the discussions need to be student-led. This idea of student- led discourse if challenging for teachers because they often have problems removing themselves from being in control. Kathy Short et. al. (1999) identify four teacher positions in literature circles, none of which is the teacher one in control of the conversation. The following created chart shows the four positions for teachers and their involvement in the student-led discussion. 
	Teacher as Facilitator
	Teachers encourage interaction and monitor social interactions that may interfere with the discussions. The teacher provides information to clarify details, asking students to explain their reasonings, challenging students’ ideas, and keeping students on task. 


	Teacher as Participant
	The teacher interacts with the students by providing his or her own opinions, thoughts, ideas, and issues while reading the text. This could be problematic as students may only follow thoughts posed by the teacher rather than their own. 


	Teacher as Mediator
	The teacher encourages students to connect what they read to their own personal experiences and values.
 

	Teacher as Active Listener
	The teacher makes small comments about student responses. This could also be problematic because students may center on comments favored by the teachers. 



Project Based Learning 
	For this capstone I chose to focus on project rather than problem based learning; however, here are more similarities than differences between them. For example, both encourage students to move beyond simply acquiring knowledge and challenge them to think critically in order to construct their own meaning. Both project and problem based learning extend from an open ended question that the project or problem focuses on. Neither provides a method to a solution but rather encourage students to explore (Krauss & Boss, 2013). The differences between the two involve the focus, duration, and outcome. Problem-based learning focuses on mathematics based problems that can be completed in several class periods and while there may be multiple paths there is only one “right” answer. Project-based learning is generally interdisciplinary and takes about a couple weeks to complete. Unlike problem-based learning, project-based learning the outcomes widely diverse as it is simply student interest and discovery that pushes them one way or another (Krauss & Boss, 2013). Since the structure and skills required are the same, I have included sources that specifically mention problem-based learning but because of their multiple similarities I have determined that they can be included. 
	In a problem (or project) based learning environment, students transition from passively learning to actively teaching with each other (Duch, Groh, & Allen, 2001). As mentioned in my own research during my undergraduate study at Middle Tennessee State University, problem (or project) based learning focuses on collaborative classroom groups and individual initiative. A classroom implementing a problem (or project) based learning community focuses on student discovery rather than teacher led instruction. Learning is student centered and therefore students must take responsibility for identifying and addressing their own learning needs and interests (Johnson, 2013). 
John Larmer and John Mergendoller (2012) identify 8 essentials for project-based learning. The following chart explores each of the characteristics and their significance. 
	Significant Content
	Refers to the topics whether required by standards or of interest/ personal to students. Choosing topics that address both qualities, students remain engaged while still learning the required material. 

	A Need to Know
	Refers to an entry activity that catches student interest and initiates questioning. 

	A Driving Question
	Refers to an open-ended, complex, question that is aligned with what students should take away from the project. Questions can be abstract, concrete, or focused in solving a problem, but they should give students a sense of purpose and challenge. 

	Student Voice and Choice
	Refers to keeping students engage in the project by allowing them to select their topic to research or present their findings. Students take ownership and responsibility of their learning because it is meaningful to them. 

	Twenty-First Century Skills
	Refers to providing opportunities for students to develop skills such as critical thinking, communication, creativity, and collaboration. 

	In- Depth Inquiry
	Refers to not simply answering questions posed by the teacher, but rather having students asking their own questions, searching for resources, and then discovering a solution often times leading to more questions. 

	Critique/ Revision
	Refers to students revising their findings and questions after sharing them with peers and reflecting back on the learning process.

	Public Audience
	Refers to an audience for students to share their final findings with. The idea of a public audience goes back to the concept on making learning meaningful to students because since the project is not just for a grade from the teacher, students care more about the quality of the project and its outcome. 



Along with Larmer and Mergendoller’s 8 essentials to project- based learning, Krauss & Boss (2013) came up with a few additional characteristics. The chart below summarizes their findings. 
[image: ]
Just as with literature circles, since project-based learning focuses on student discovery rather than teacher-led instruction, teachers often have a hard time determining their place in the classroom. When implementing PBLs, teachers should take on the role of a facilitator. This role, similar to that of the facilitator in a literature circle, is to focus on what is happening in the groups rather than telling students what to learn and in what sequence. Students must determine what they need to know and learn through resources instead of having the teacher convey knowledge to them (Duch, Groh, & Allen, 2001). 
In order to move from a content expert to facilitator, the teacher must shed the authority-figure persona and become primarily a procedural guide and then, only when necessary, a content expert. Since the teacher is no longer the center knowledge source of the class and the discussions are student-led, the facilitator must determine when to intervene in the process such as when a group is proceeding with incorrect conceptual or procedural understandings (Neville, 1999).
Conclusion
In this capstone so far, I have examined the key characteristics of each teaching style, close reading, literacy circles, and project- based learning. As mentioned previously, literature circles and PBLs structurally have the most in common. Their use of guiding questions/ topics and small group collaboration and cooperation give teachers the opportunity to combine the two methods into one project. For the second part of this capstone I have chosen an overall topic, World War II, and students will have the choice of what novel they wish to read. Each novel is related to a different aspect of World War II such as the Holocaust, the American Homefront, Japanese Internment, the Atomic Bomb, and the German perspective. Students will also be provided with various non-fiction, informational texts related to their chosen topics. Including close reading into literature circles merged with PBLs could be used as a way to analyze non-fictional and informational texts that relate to the guiding question and the fictional novels and then explain how that guiding question and the research found while reading relates to their own lives. 
However, all three of these instructional strategies and methods are complex for students to begin using independently. Teachers will need to scaffold these strategies individually and simultaneously in order for students to gain independence in this learning process. This idea of teaching close reading through the use of literature circles and PBLs is complex and is will take ample time for students to master the necessary skills, but what students could take away would be exponential. Most teachers, professors, and pre-service teachers are familiar with the possible outcomes of these instructional strategies when taught individually. Just imagine what students could learn when all three are taught effectively simultaneously. The following portion of this capstone is an example of what a project-based learning unit, integrated with literature circles and close reading would look like. 
Curriculum Design Context
	Before looking to the curriculum design itself, I have provided some context on the students and content that the unit was planned around. The students are representative of a previous 5th grade class that I taught but I have not created specific lesson plans or assessments because I want this curriculum to be adaptable to many types of classrooms not just the specific one I have in mind. 
	There are twenty-three students in the 5th grade class, 10 of them being girls and the remaining 13 are boys.   Seven students are high achievers while eight are low achieving students with the final eight being average students. Four of the students have an IEP (individualized educational program) and an additional six students have a 504 plan. There is a diverse race of students as well, three African Americans, two Hispanic students, one Asian student and the remaining students are White. 
Along with the racial diversity of the classroom there is also great range in socio-economic status and living situations. Examples range from high socio-economic, two parent, stable households to low socio-economic, multiple siblings, atlas (homeless) living conditions. As with any classroom, each student has his or her own learning style and needs. Various representations can be seen in the curriculum design. 
The standards and material covered in the unit plan, as addressed previously, will cover topics from the World War II era. Students will chose from a list of topics and books will be assigned based on their chosen interest. The following list provides the possible topics for students to choose from as well as the accompanying novel. The number listed before the novel is the scholastic reading level. 
· Holocaust 
· (5.9) Anne Frank: The Diary of a Young Girl by Anne Frank
· (4.5) Number the Stars by Lois Lowry
· Atomic Bomb
· (6.4) Bomb: The Race to Build-and Steal- the World’s Most Dangerous Weapon by Steve Sheinkin
· (4.3) Hiroshima by Laurence Yep
· Japanese Internment
· (4.1) Baseball Saved Us by Ken Mochizuki
· (4.3) The Bracelet by Yoshiko Uchida 
· German Perspective
· (4.8) Behind the Bedroom Wall by Laura Williams
· (4.1) Star of Fear, Star of Hope by Jo Hoestlandt
· American Homefront
· (4.5) Blue by Joyce Hostetter
· (5.4) Willow Run by Patricia Giff
Each text listed represents one side of the reading spectrum that students could read on. The majority of the texts are on a 4th grade level with a few extending into 5th and 6th. The teacher could allow the students to choose texts or the teacher could assign texts based on students’ reading ability. Even though the majority of the texts are on a 4th grade level, I think that because the overall objective, having students analyze various aspects of World War II, can be quite complex, a simpler text would be beneficial to students. 


Name of Project: World War II Era

Duration: 40 minute periods daily for 5 weeks    

Subject: Social Studies 

Grade Level: 5th

Other subject areas to be included, if any: Literacy and writing integration.

Significant Content: 

· 5.54 Evaluate the constitutionality of Japanese internment during the war. (C, E, P, H)  
· 5.55 Locate the Axis and Allied Powers and the major theaters of war on a map. (G)  
· 5.57 Write an informative text about the Holocaust and its impact. (C, P, H)  
· 5.59 Describe the role of the Manhattan Project and Oak Ridge, Tennessee in ending World War II and the decision to drop the atom bomb on Japan. (H, TN)

21st Century Competencies (to be taught and assessed)
Collaboration, Communication, Critical Thinking, Creativity, and Metacognition

Project Summary: 
(include student role, issue, problem or challenge, action taken, and purpose/ beneficiary)

In this PBL, students will think as historians as they investigate their chosen topic within the concept of World War II. By reading their assigned novels, researching additional information in provided non-fictional, informational resources, and discussing their findings amongst their peers, students will create a portfolio reflective of their chosen topic. Students will research multiple perspectives of their topic, so as to have a well-rounded and researched portfolio where all (not exactly possible, but many) voices can be represented. They will learn about key events and people as well as emotions and decisions that lead to and were consequences of their chosen concept. Students will also place themselves within their topic by keeping a daily journal of what it would feel like to be a student in that time period in those conditions related to their focus area. 
To accomplish these tasks, students will collaborate with their peers to create their culminating portfolio that creates a realistic visual representation of life during World War II. Students will work together on some portions of the portfolio and individually on others, but always discussing with one another to gain additional insight and then reflecting back on their own ideas. While this unit would be best taught later in the school year, after a classroom community had been established and students were familiar with collaboration and discussions, I have provided some examples of activities that could be used to teach these skills while teaching the unit plan. 
This project is beneficial for students in that they will gain a sense of confidence in their researching abilities, develop 21st century competencies, and experience new perspectives that may be unfamiliar. The reflections and portfolio produced out of collaboration and interaction with the groups will also help to establish an invested classroom culture that is based on student voice and reason. 


Driving Question:

Who experienced World War II?
    
Big Questions:

· How did people in my novel/ text/ resource experience WWII?
· What were the key events, people, and details of my focus area?
· What decisions led to these specific events happening?
· What were the results/ consequences of these decisions and actions?
· How did they affect the general public?
· Are there people who are not represented in this data?
· Why would some stories/ narratives not be told?
· Are there stories today that are not being told? 
· What could happen if some stories are not shared?

Entry Event:

In the first class, after already choosing their topics, students, as groups, would be asked to create a mini-documentary about what they already know about their area of focus. Using only their own experiences and knowledge, students will discuss with their groups, find common ideas, and create a documentary using some type of digital tool such as movie maker, animoto, or other than students feel more comfortable with. Students will also provide a list of questions that they had that could not be answered without research. The documentaries would then be shown to the class as a whole. This activity would serve as a point of reference for both students and the teacher to explicitly see students’ progress throughout the project. Students will keep their videos and add to them as they gather more data and analysis during the project. The teacher will most likely need to explain that these topics have multiple layers and that they, as historians, need to look into various perspectives and rationalities. The purpose of this project is for students to act as historians, looking into historical events and determining their truth, based on evidence found from multiple perspectives and data sources. 


Products, Competencies Addressed, and Public Audience:

· Team Mini-Documentary. Students will create, with their groups, a mini-documentary detailing their prior experiences and knowledge about their chosen topic. Digital tools such as movie maker will be used to represent their original conceptions before any research has been done. Groups will have four days to complete their mini-documentaries and then they will be premiered to the class as a whole on the fifth day. Along with their mini-documentary, groups will produce a list of questions, which arose during discussions, that they believe would be crucial to finding an answer. This product assesses students’ communication and collaboration skills and helps the teacher determine what resources students require based on their individual analysis of what they already and want to know. Audience: Teacher/ Class as a Whole 
· Team Research Wall. Students will be encouraged to begin their research off of their initial questions posed during the mini-documentary. They will post their new findings both from the research and their novels onto a research wall (project board- virtual or physical). Throughout the project students will be adding to their research wall and use it to create their final project. Also, students can view other groups’ research walls, and pose additional questions and critiques, allowing students additional perspectives and opinions. The activity involves students collaborating in order to combine resources and data into one, cohesive resource. It also promotes a classroom based on collaboration and communication as students will be able to discuss and critique others’ research. Audience: Teacher/ Whole Class
· Team Final Documentary. After completing their research wall and determining that they have found enough data to develop a full account of their chosen topic, groups will create another mini-documentary. By using their research and resources complied students will recount at the least, the events, key participants, multiple perspectives, rationales, and novel support/ connections, along with any other data they consider viable and beneficial. This final product should address the peer feedback received from other groups as well as the big questions posed at the beginning of the project. The final documentary allows the students to share their discoveries with a public audience, including, possibly, other classrooms and school personnel, parents, and community members. Along with assessing students’ knowledge about their individual topics, it will also assess competencies related to group presentation skills such as communication, creativity, collaboration, etc. Audience: School personnel, parents, and community members. 
· Individual Reflection Journal. Throughout the project, students will reflect on both the experience of project-based learning and research itself. They will keep a daily journal where they can document what they found challenging, intriguing, exciting, new, etc. This allows them to reflect on what they learned and experienced based on their group collaboration, novel study, and research analyzed. This product assess the competencies of communication and metacognition. This product should be private from other students so that they can feel comfortable to share their true feelings about the experience. Audience: Teacher

Resources Needed:

a. On-site people, facilities:
Teachers who are competent in the tools being used both virtual and physical, uninterrupted class time, table arrangement that promotes group collaboration and discussion, space to film both mini-documentaries. 

b. Equipment/ Materials:
Laptops and internet access.
    	Video camera for every group.
Video player 
Non-fiction/ Informational research for each group’s area of focus
Individual Journals
	Materials for physical research wall (poster board, glue, markers, etc.)
c. Community Resources:
Sharing Wall: A forum where students can search for and share information about navigating resources, novel themes, multiple perspectives. This allows students to see how other groups were successful in their research projects. 
Guest Speakers: Historians from local universities, Participants of WWII (soldiers, people who remained home, People directly affect by the Holocaust or internment. 


Project Design: Student Learning Guide

Project: World War II: A Look at Multiple Experiences

Driving Question: Who experienced World War II? 


	Final Products
(Presentations, Performances, Products, and/or Services)
	Learning Outcomes (Content and 21st century competencies needed by students to successfully complete projects):
	Formative Assessments (To check for learning and ensure students are on track):
	Learning Experiences
(Provided by teacher, other staff, experts; includes scaffolds, materials, lessons aligned to learning outcomes and formative assessments):

	Mini- Documentary

Video presentation based on prior experiences and knowledge of chosen research topic. The video will address all of what the students already know about their specific topic as well as questions they have. Questions to consider: Who were the key participants? What were the key events? Why did these events happen and what were their outcomes? 
	Students will develop communication skills through collaboration and sharing ideas with peers. 

Students will develop collaboration skills through classroom discussions.

Students will develop critical thinking skills through synthesizing their common knowledge. 

Students will learn how to navigate movie maker, animoto, or other digital movie creator. 

	View mini-documentaries

Observe group and whole class discussions  

Evaluate daily progress reports

Review Homework

	Daily Progress Report
Students will compose a write up of their daily progress (where they are in the project, challenges they are facing, common ideas, novel analysis).

Mini-Documentary 
Students will create a documentary addressing key features of their chosen topic using only their prior knowledge and experiences. 

Homework
Students will individually compile data of their focus area and questions they want to answer and then share those with their group members to determine their common knowledge.

Discussion
Students will discuss with their groups and determine characteristics that were similar and different in their discoveries of their novel and chosen topics and how those relate to one another. 

Movie Maker Tutorial
Students are given opportunities to explore movie maker and its features.

Presentation Tutorial
Students are informed about best practices relating to formatting the daily progress reports and how to cohesively synthesize their knowledge base needed to create their video.


	Research Wall

Virtual or digital representation of students’ novel analysis, resources, data collection, and justifications of analyses. 
The wall should be available for the whole class to view so that students can learn from the success of other groups. Students will also be given the opportunity to pose questions, concerns, critiques, and admirations about other groups’ process and analysis. 


	Students will learn how to collect and analyze data from a variety of resources (novel, informational, guest speakers, visual representations, etc.)

Students will compile research about their chosen topic to build off their prior experiences and knowledge to create their final documentary.

Students will develop the skills of historians as they learn to determine the relevance and importance of information gained and how it connects to each other. 
Students will continue to compile their daily progress reports addressing where they are in the learning process, challenges faced, novel connections, and information gathered and analyzed, etc. 


	Evaluate daily progress reports.

Review critiques and questions posed by students to other groups’ research walls. 

Monitor student research, discovery, and analysis.

Observe groups’ progress through the use of  the research wall


	Research Discussion
As students analyze new resources, students are to explain their findings to their group by summarizing key points, making connections to the novel, and reasoning why these points are relevant to their chosen topic. 
 
Research Comprehension/ Analysis  Tutorial
Students will review comprehension techniques such as summarizing, inferring, think alouds, making connections, visualizing, etc. 

Daily Progress Reports
Students will continue to compile their daily progress reports addressing where they are in the learning process, challenges faced, novel connections, and information gathered and analyzed, etc.
 
Critiquing Tutorial
Students will be given the opportunity to practice critiquing a peer’s research by using strategies such as posing questions, being specific, be positive as well by providing compliments, listening to criticism, being respectful even when disagreeing, no personal attacks, etc. 

Lessons structured around chosen focus areas.
1. Guest Speaker/Lecture
Students will interview visiting professionals from related fields (ex: historians, soldiers, those affected). If this isn’t possible, instructor prepares a mini-lesson around the topic for that specific group built on additional research by the teacher.
2. Research
Students will conduct web-based research, found both independently and by the teacher, to gain deeper understanding. 
3. Discussion
Students will generate ideas about how gained knowledge should inform their final documentary 
4. Devote class time for groups to work on research wall. 

	Final Mini-Documentary

Presentations of final documentary, of their focus area, created by groups based on collected and analyzed data from guest speakers, novel/ text, informational resources, prior knowledge, etc. This product must meet pre-determined constraints (time, quality, type and amount of information gathered). 

 

	Students will develop their creativity and synthesizing skills.

Students will develop communicative, collaborative, and metacognitive skills by taking into account peer critiques along with data and research gathered and analyzed previously. 

Students will develop their presentation skills by presenting their final findings and analysis to a public audience. 
	Review and offer feedback on documentaries

Observe peer critiques of documentaries. 

Review practice presentations. 
        
	Daily Progress Reports
Students will continue to compile their daily progress reports, addressing their current status in the project, challenges faced, novel connections, peer critiques to consider, presentation strategies, etc. 

Peer Critique and Presentation Rehearsal
Students will review their original mini-documentaries and see how they have grown. Students will also begin presentation rehearsals to their classmates in critical friends groups to provide feedback.


	Individual Reflection Journal

Daily individual reflection journal that is private from other students that allows the students opportunities to express their feelings of the project-based learning process and experience as well as their thoughts toward the novel. 
	Students will work on their writing and communication skills. 

Students will develop metacognition.
	Review individual daily reflections.
	Weekly Reflection Prompts
Instructor provides reflection prompts every week for students to individually respond to. The prompts are based on class discussions, important benchmarks in the research process, and student interest. 




Suggestions for Encouraging a Progressing Learner
· Initial Mini-Documentary: Ask students to make their video presentation as engaging as possible through animations, transitions, effects. Ask them to dig deeper during their discussions to make connections between student knowledge, recording their data as a historian would. Ask them to draw conclusions about their chosen topic based on their limited resources and data and address why more data could be beneficial. 
· Research Wall: Ask students to challenge themselves by incorporating additional resources other than the ones provided by the teacher. 
· Final Mini-Documentary: Ask students to help struggling groups troubleshoot issues with their documentaries.
· Individual Reflection Journal: Ask students to create a virtual or visual representation as opposed to a journal, or to make their presentation more creative by experimenting with poetry and performance as a way to communicate their learnings. Also, challenge students to pose additional possible activities and resources for future students to use. 

Suggestions for Scaffolding for a Struggling Learner
· Use mixed-ability discussion groups so that progressing learners can model good questioning practices and communication skills, and act as zone of proximal development for struggling learners.
· For daily reflection prompts, provide additional questions and/or sentence starters to struggling students. 
· Ask students to construct a rubric that they feel would fairly assess their products. Include opportunities for students to revisit their rubrics and reflect on them.
· Allow students to choose their area of interest and then assign them a text based on their reading level. 
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INQUIRY: THE ENGINE OF DEEP LEARNING
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Teachers like Laufenberg use the project approach deliberately and
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knowledgeable, autonomous, and life-long learners. In the brief descrip-
tion of her project, you can see how she helps students investigate
questions that matter in their lives. Their research helped them develop
a better understanding of how government works. In fact, as students
like Grace demonstrate, they are able to think deeply about how
bureaucratic processes could be improved. Through PBL, these students
are not just studying civics but are developing the skills, knowledge,
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->Project Signpost 1: Sum It Up

Take a moment to sum up what you think projects accomplish. Capture your
thinking Twitter-style—that is, in 140 characters or less. (Example: Kids learn by
doing in content-rich PBL.)

Sharing a headline or tweet that succinctly captures your thinking is an
assessment of your own thinking. In classroom practice, you will want to check
in on student understanding frequently during projects, using a variety of forma-
tive assessment tools. Mix it up by using exit slips at the end of class, on which
students answer a specific question. Or ask them to share a headline or tweet
that succinctly captures their thinking (and will quickly reveal any misunder-
standing).





