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Foreword

The term authentic assessment is layered with many connotations,
not all of which are positive. Schools are not, by design, conducive to
authentic learning. Some of the obstacles that make authentic learning
subject to strong reactions include short and disjointed program sched-
ules, a curriculum that is ever-growing sometimes in disparate direc-
tions, pressures stemming from state and national accountability
systems that rely on narrowly-defined assessment targets, and our in-
ability to stop the calendar and think about what is essential. Yet those
of us who have ventured into authentic learning and assessment fully
recognize that the payoffs often outweigh the costs. Through authentic
learning and assessment, teachers become more purposeful, students
become more engaged and can see the relationship between school
learning and real-world demands, and, perhaps most important, quality
work is produced.

This book is about teachers’ solid attempts at engaging in authentic
learning and assessment. It is filled with clear and significant examples
of authenticity in curriculum and assessment. However, its greatest
value as a text lies if we characterize it as a collection of teachers’
journeys into their thinking about how to make learning richer and more
purposeful. In fact, even though many of the sample performance tasks
and scoring rubrics are useful as springboards for design, what is most
impressive is the invitation that the book provides, through its reflection
exercises and stories of work-in-progress, for the reader to consider the
possibilities that authentic experiences can provide teachers and stu-
dents.

Unfortunately, as teachers, we have tremendous competition for stu-
dents’ attention. Furthermore, unlike the audience of a play or the visi-
tors to a place of interest, our students are a captive audience that
doesn’t always want to be there. Just as our lives as teachers feel
rather disjointed given the rapid rhythm of our classes, pullouts, testing
demands, and out-of-class but in-building demands, among other rea-
sons, so are the lives of our students. They navigate through our
classes replacing one hat with another, switching from subject to subject
with few if any transitions, quickly needing to adapt to different philoso-
phies, expectations, styles, and approaches. So much of what they ex-
perience is disjointed, de-contextualized, and perhaps even irrelevant to
their lives, needs, and growing sense-of-selves. It is rather amazing
how, in light of all this, significant teaching and learning can occur.

Authentic assessment is no panacea. It won't solve everything that is
wrong with curriculum and assessment, nor is it likely to replace the
need for targeted teaching and assessment of specific skills and con-
tent. On the other hand, it is a worthy addition to the experiences teach-
ers and students should have. It is about purposefu! teaching towards
experiences that are rigorous, plausible and real, and in which the stu-
dent is an active learner and producer of knowledge and skills that are

IToxt Provided by ERI
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framed around meaningful contexts. Authentic assessment is a neces-
sity when and if we want students to do more than recall or apply iso-
lated facts; understand the interent complexity and ill-defined nature of
life’'s problems and challenges; and see themselves as producers of
worthy knowledge and work.

If any of the preceding reasons for authentic learning are important
to you, consider this book an invitation to imagine and delve into its
possibilities.

Giselle O. Martin-Kniep
Learner-Centered Initiatives
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Introduction

What would you picture if you were asked to imagine the ideal high
school graduate? What would you picture if asked to imagine the ideal
citizen? Surely you would not picture someone who merely earned good
grades, did well on standardized achievement tests, or could recite
many discrete bits of information. Instead, you would probably picture
someone who had a passion for excellence, who habitually paid atten-
tion to the quality of his or her work, and whose work habits produced,
over time, high-quality products and performances. Your image would
also include someone with the ability, indeed the habits of mind, to ana-
lyze, interpret, synthesize, and evaluate facts and ideas in a thoughtful
manner. Moreover, you would want the high school graduate—and the
citizen—to habitually, thoughtfully, and reflectively apply knowledge
rather than simply being able to recite bodies of information. Finally,
your ideal graduate/citizen would likely show, through words and action,
such democratic values as justice, liberty, and equality.

We believe that in order to help young people achieve the ideal de-
scribed above, teachers must work to improve the link between civic
education curriculum, instruction, and assessment. The purpose of this
handbook is to assist educators in that task. The resource is directed to
those educators who are looking for ways to link the content of their
courses (skills and knowledge) to the broader goals of preparing youth
to participate in a democratic society. It is part of an effort to support
teachers in inquiring deeply into the teaching-learning process in the
context of civic education and in making assessment a more productive
part of the teaching-learning process.

Reflection/Exercise

What is your image of the ideal high school graduate/citizen? What
would you want this young adult.to know, be able to do, and value as
he/she enters adult life in your community? List your responses. Then
consider how you would know if a student has attained this knowl-
edge, skills, and attitudes? How could you assess the extent to which \
a student met your “ideal” standard?

Role of This Handbook in Improving Assessment
This handbook is based on several beliefs:

& Law-related education (LRE) is among the best programs of
curriculum and instruction to promote citizenship and reflec-
tive thinking—learning outcomes stressed in many educa-
tional reform reports and in the emerging national standards.
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& Current assessment practices in LRE/civic education are in-
adequate to assess student achievement in LRE, particularly
in terms of higher order learning outcomes. Models of
authentic assessment in law-related education are needed.

& Unless methods and materials are developed and used to
authentically assess such learning outcomes, civic education
may be in danger of being lost within the current educational
climate.

This handbook is the product of a Social Science Education Consor-
tium (SSEC) project funded by the U.S. Department of Education. As an
initial step in that project, the SSEC in 1992 conducted a survey of 125
teachers of law-related education regarding their needs and interests
related to assessment. Teachers were asked to describe their current
assessment practice, submit samples, and present concerns. The re-
sults indicated that teachers are very receptive to developing assess-
ments that match their instructional strategies and the goals of civic
education. They are quick to cite the shortcomings of standardized
tests—particularly for measuring critical thinking and reasoning skills,
which they see at the heart of citizen education. Teachers reported that
they rarely use objective tests provided within curriculum packages; they
do construct some objective tests. They reported using performance as-
sessments and essay exams regularly. They are interested in formaliz-
ing and improving their current practice.

A close analysis of the survey responses and the samples submitted
reveals, however, that the performance assessment that is taking place
can best be described as anecdotal and informal. Teachers are likely to
judge student performance through observation without defining clear,
measurable goals or specifying criteria to students in advance. Thus,
while teachers are interested in trying new methods of assessment, the
work they are doing falls short of generally accepted standards for
authentic performance assessment.

Transformation of assessment practices is a complex task. Civic edu-
cation (like democracy) is a messy undertaking, and so is assessment.
The important questions are difficult to reduce to muitiple-choice re-
sponses. While multiple-choice tests can help us with some of the things
we want to know, we need assessment strategies that capture the com-
plexity of the concepts, reasoning skills, and depth of understanding that
is central to good citizenship. We need tests that let us know about
levels of thinking, and about interaction among individuals and groups.
We need assessment tools that are as good as our best instruction.

The materials developed through this project have resulted from
teacher-to-teacher discussion and fieldtesting of assessment tools. Each
assessment strategy has been reconsidered, revised, and adapted for
classroom use. Our experience indicates that teachers cannot simply
review sample assessments and adopt their favorite ones for direct use
in their classrooms. Because of the complexity of the assessment proc-
ess, assessment tasks and scoring guides must be adapted to fit within

12
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the context of the individual teacher's classroom. This handbook there-
fore does not present answers but is designed to encourage an ex-
change of ideas. Models/processes in this handbook are presented not
for adoption but rather for adaptation by teachers for use in their class-
rooms.

This handbook is not designed for those who are looking at assess-
ments for large-scale use or as district or state accountability tools. The
material in this handbook is designed for supposedly “low-stakes” uses
(diagnosing need, help in redoing assignments, guidance in successfully
completing assignments, assigning course grades) rather than high-
stakes purposes (determining placement in courses, promotion, college
admissions).

This handbook is also presented with the recognition that the current
educational environment calls for standard setting. National and state
reform efforts have produced documents that can help teachers and
communities define what is important. High standards alone, however,
will not improve student performance. We must also reevaluate instruc-
tional and assessment strategies, a process in which this handbook can
play a part. We hope that teachers will find practical information here
that will help them improve student learning by engaging in a process of
self-reflection, self-critique, self-correction, and self-renewal.

Using the Handbook

This handbook is based on the experiences of several classroom
teachers in five states—Colorado, Illinois, Michigan, Oregon, and Wash-
ington. The teacher participants in the project expressed an interest in
working with the directors of their state law projects and assessment
experts to develop new assessment strategies for use in their class-
rooms. The teachers have worked in very different contexts—middle
school and high school, inner city and affluent suburb—and teach a
range of content (U.S. history in middle school and high school, law
elective courses in a magnet school, A.P. government, geography, and
civics and American Problems). In spite of the differences, they shared
a common goal—to broaden their assessment practices to capture a
wider range of the skills and knowledge that they believe will be useful
both academically and in the world beyond school.

Each of the participating teachers has had an opportunity to collabo-
rate with LRE and assessment experts in writing or adapting assess-
ments for use in his/her classroom. None of the participants has thrown
out traditional multiple-choice and short-answer tests. All report that they
are more self-conscious about their practice, including defining their in-
structional goals. Many report that they have changed their testing prac-
tice in significant ways—they share performance criteria with students,
they have higher expectations for students, they offer clearer definitions
about what quality work looks like and, as a result, students are more
engaged in preparing for tests. Their stories inform the issues discussed
in this handbook. Their stories are offered not as answers for your
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classroom or school district but rather as a departure point for reflecting
on your own practice and developing assessments that get at what it is
that you want to accomplish in preparing students for citizenship. (See
the appendix for background on the contexts in which these teachers
work.)

The handbook is organized so that individual teachers can consider
their current classroom practice and adapt some of the ideas presented
to their experience. The handbook also encourages teacher-to-teacher
conversation about individual approaches to determining what students
should be able to do as a result of completing a study of particular
content and skills, setting standards, and assigning grades. Thus, we
hope the handbook will also serve as a useful tool in workshops focused
on social studies instruction and assessment.

We do not expect that readers will necessarily start at the beginning
of the handbook and work their way through to the end. However, those
that do follow this process will find that the first two chapters deal with
important foundational questions: What do we mean when we say
something is authentic? and What are the essential learnings in civic
education, those outcomes that are most important to assess? The re-
maining chapters in the “Getting Started” section, Chapters 3 and 4,
take readers through the process of creating and revising assessment
tasks and scoring rubrics. The six chapters in Section Il focus on spe-
cific assessment tasks useful in law-related/civic education, including
discussion; such performance tasks as mock trials, moot courts, and
simulated legislative hearings; writing; student-created products or pro-
jects; and portfolios. The final one-chapter section examines issues and
challenges that teachers and our project face in making the change to
more authentic instruction and assessment.

Organization of
Handbook

Section I: Getting Started

¢ Chapters 1 and 2 look
at important ques-
tions underlying a
change to authentic
assessment.

¢ Chapters 3 and 4 fo-
cus on developing
and revising assess-
ment tasks and scor-
ing rubrics.

Section II: Exploring
Assessment Tasks

¢ Chapters 5 through 10
discuss specific types
of assessment tasks.

Section lll: Looking
Ahead

¢ Chapter 11 examines
challenges and is-
sues.
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Section I: Getting Started

Authentic assessment... Chapter 1:

@ is assessment that has a close relationship to the learning

[ )
desired and that is exhibited in ways that have meaning to
the student—John Zola, New Vista High School, Boulder, Definlng

Colorado. Authenticity

€ is a method for determining what a person knows and is able . o o
to do in reacting to a practical, real-life situation. Determining mn ClVlC
a suitable task to demonstrate knowledge and skill is crucial

in using authentic assessment. For a teacher, knowing what Education

you're expecting your students to do determines the type of
instruction you provide—Dan May, O'Fallon High School,
O’Fallon, lllinois.

& is the evaluation of learning through real-world type experi-
ences—Amy Swenson, Fridley High School, Fridley, Minne-
sota.

@ involves giving students tasks where they demonstrate skills
needed in “real life.” These skills can include discussion, col-
laboration in groups, or any other skills successful citizens
need to participate in life—Lisa Partridge, David Douglas
High School, Portland, Oregon.

@ is an evaluative measure (performance task) that truly meas-
ures my outcomes for students and is tied to “real world”
processes and skills beyond the classroom. It is a reliable,
repeatable tool that incorporates higher level thinking skills
and the essentials of the discipline—Wendy Ewbank, Ma-
drona School, Edmonds, Washington.

These definitions of authentic assessment were given by five teach-
ers in the SSEC authentic assessment project. While the definitions
share some features, they are also different in their degree of elabora-
tion, emphasis on skills versus skills and content, and focus on links to
outcomes. These variations reflect what we have learned about defining
authentic assessment—each teacher does, in fact, define authentic as-
sessment differently and those individual definitions reflect individual val-
ues and experiences.

Because we believe there can be no substitute for doing your own
investigation, we are not supplying a single definition of authentic as-
sessment. Instead, we provide a case study of one teacher’s initial ef-
forts to assess student learning more authentically and draw upon the
writing of some experts in the field to help teachers begin the process of
definining authenticity for themselves.

i
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One Teacher’s Journey:
Using Assessment to Improve Instruction

Kathy Bell, teacher and division head at Mundelein High School in
suburban Chicago, has taken time to learn more about authentic as-
sessment. In the following essay (developed for the Constitutional
Rights Foundation newsletter), Kathy presents a convincing case for fo-
cusing on assessment strategies as a means for improving instruction
and achievement. She articulates a reaction to the grading/assessment
process that may strike a chord with many teachers. As you read
Kathy’s story, think about how the relationship between assessment and
instruction changed in her classroom, as well as how the role of the
student in the assessment process changed. What processes were criti-
cal in helping Kathy make these changes?

Sitting at my kitchen table one beautiful October Sunday afternoon, |
looked up from a huge stack of papers. Through the sliding glass doors,
! could see the leaves just beginning to fall. As | put down my red pen, |
realized that | had just read and graded over 700 papers in the first
three weeks of my Introduction to Law class (three two-page case study “ .
analyses for each of my 120 students). With regret, | admitted that | Vl_/’th regret, |
didn’t have a clue as to what, if anything, my students had learned. admitted that |
Being honest with myself, | admitted that | hated grading all those pa- didn’t have a clue
pers; and more distressing, my students didn’t seem to care “two hoots” as to what, if any-
for my hand-written comments and the terrific advice. | observed with thing, my students
both sadness and mounting frustration that when class ended, much of had learned....”
my hard work landed in the recycle bin. And on the next case study,
they proceeded to write more of the same *&/#%.

Like many teachers who want to know that their hard work really
makes a difference, | wondered, “What am | doing wrong?” | also con-
templated blaming my students for ignoring my advice—"Can | get re-
venge for those papers in the recycle bin?” | didn’t need to grade papers
that no one read.

| needed a new plan. How could | get my students to actually learn?
To take the responsibility for their own learning? To grow? How could |
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measure that growth and remain sane? How would | know if they were
really learning? Could students be taught to measure their own growth?

For starters, | had to face the fact that | was the only one who was
really learning? Why? Because | made all the important decisions.
My students were on the sidelines in this learning process except when
they were “doing.” They were active leamers in the mock trials, Police
Patrol, and other simulations. But they never reflected on what they had
learned. | never really assessed what they learned based on what |
intended for them to learn. Why? Because | never really thought about
the linkage between what | taught (content), how | taught it (instruction),
and how | evaluated what | taught. | equated assessment with evalu-
ation. | also made all the important decisions in my classroom and rarely
asked students to set goals, reflect on their own learning, assess where
they were in relation to standards and expectations.

Frustration and curiosity led me to ask questions. Were there alterna-
tives? What was authentic assessment? How could it help me?

As | have experimented with authentic and alternative assessments
over the past four years, | have continually tried to more clearly define
what | want my students to know and be able to do. | ask myself ques-
tions. What are the essential learnings? What can | reasonably expect
myself and my students to accomplish in the time we have together?
Can | do “more with less”? What performances will authenticate real
learning? How should these performances be evaluated?

These dilemmas are the challenges teachers face when they develop
authentic assesement tasks, rubrics, and standards for student perform-
ance. At first, the idea of authentic assessment sounds like nirvana.
Write a rubric, share it with the students and they will perform better. If
only it were that easy. Designing authentic tasks that really measure
learning is far from sexy. And there is no “one size fits all” rubric or easy
answers to the complex questions that arise...even the experts dis-
agree!

In my classes, authentic assessment, reflection, and attention to link-
ing content outcomes, instructional strategies, and assessment have
produced better quality work from my students. | offer this excerpt from
a recent test in my Criminal Law class as evidence. The student was
asked to respond as a police officer to a memo from the Chief of Police.
The test was designed to measure understanding at this point in the
course of such legal concepts as probable cause, arrest, the Fourth
Amendment, the Exclusionary Rule, interrogations, the Miranda warn-
ings, confessions, and general police conduct. The excerpt included
here was written during class and typed as the student wrote it. Copies
of possible cases for the test, a ‘think aloud” of how a response could
be constructed, and a scoring rubric were made available to students
before the day of the test. Students had practiced police scenarios in a
simulation, Police Patrol, as well as discussed cases from their text.
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Students did not know until the day of the test which two cases they
would be expected to review.

After citing the facts of the case, Mike wrote,

The legal issue in this case is whether his statement... if it can
be used as evidence in the trial. The question is, is this evi-
dence support the question should Williams be guilty of the
murder of a 10 year old girl. The other issue is if his arrest
was reasonable or unreasonable? Witness reported seeing
enough that they (police) had reason to believe that Williams
has carrying a dead body. Should the witness come forward, it
gives enough probable cause to arrest him but they need to
find some evidence to hold that arrest. He was advised of his
Miranda rights and thus the police gave him due process.
None of his rights were violated. After being advised of his
rights and spoke with his attorney who told him to keep quiet.
On the way to jail his confession to the whereabouts to the
body was totally voluntary. The police weren’t asking or beat-
ing a confession out of him. The police just said they wish they
knew where the body was. Him saying that shows as evidence
that he definitely was linked to the crime and he knows where
the body was since he committed the crime. This evidence
was given to the police after being advised of his rights and
after he spoke with his attorney. His confession was totally
voluntary so therefore it can be used in court.

The evidence of his confession and the testimony of the wit-
ness is enough to pursue this case. Since we already have a
good lead into solving the crime, | recommend we go forward.
Sincerely, Mike Justman, officer.

Mike is demonstrating his ability to use content he has learned to
determine meaning in a situation common to most police officers. Mike’s
response indicates that he has some knowledge, that he can apply it,
and most importantly, Mike and | can discuss where he can work to
improve based on the rubric score and my comments. | think that this
excerpt tells me more about what he knows and is able to do than if he
had marked “C” on a scantron.

As | continue to investigate authentic assessment, | continue to ask
important questions: What counts as evidence that the essential learn-
ings are really taking place? How do | balance content and process?
How can | communicate to my students more clearly? to parents? What
does it look and sound like when a student has acquired a “deep under-
standing” of the Fourth Amendment? Do | grade growth? If so, how?

At this point in my journey into authentic assessment, | communicate
the criteria and expectations for quality work “up front” better than ever. |
often have the rubric and teach it to my students. | have examplars or
anchor papers and videotape that | use as models. Using student work
to revise my rubrics and tasks as well as refine my instruction has and

> 18

“Using student
work to revise my
rubrics and tasks
as well as refine
my instruction has
and continues to
be a source of in-
spiration and evi-
dence that | am
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continues to be a source of inspiration and evidence that | am helping
students learn and grow. That is the good news.

Students play an important role, too. Periodically in my law class,
students reflect on their work, write letters to their parents or significant
others about their progress, and set goals for upcoming tasks. They
keep these documents in their class briefcase and refer to them as key
points in the course. That is also good news.

Student Justin Mills wrote the following in his reflection letter last
semester:

... History shows us that nothing gets done if you don’t work
together, so in order to make a positive contribution to society,
| will need to work together with others....l feel that | am a
better citizen because | know more about the legal system and
how the Supreme Court works. In a little over a year, | am
going to be able to vote. By knowing more about the law, | can
look at what | think needs to be done about things such as
crime, and vote for the person whom | feel will be the best to
get that done. Finally, | realize that | am part of the future of
this nation, and ... | have power. If more people would get that
attitude and try to make a difference, the world would be a
better place.

In my analysis, Justin recognizes that he has an obligation to himself
and others. He understands that, as a citizen, he must be both willing
and able to exercise his civic options for the greater good. He has
gained disciplinary knowledge, he has had opportunities in class to prac-
tice, and he is affirming that his school work has meaning beyond “Fri-
day’s test.”

| do, however, fantasize that my next issue of Phi Delta Kappan will
have a cover article entitled, “Guess What's Back?” In my fantasy, |
quickly skim the table of contents, hurriedly flip to the appropriate page,
and read a well-researched article by some famous educator who states
unequivocally that essential learnings ought and can be authentically
assessed using...a multiple choice test scored by the scantron machine!
Yes!il!

But...as my fantasy subsides, | realize that | would be back to the
very dilemma that prompted me to choose this ‘less traveled” road in
the first place. | wanted to know what my students really knew and were
able to do. The scantron results and the 700 case studies | graded
without any “up front” outcomes or performance standards told me only
what my student did not know.

My continuing efforts, collaboration with others, constructive criticism
and praise from trusted colleagues who value my work as well as the
evidence | see in class and read in Mike’s test and Justin’s reflection
letter, lend credence to my beliefs that my efforts to model authentic



teaching and authentic assessment have moved my students in the di-
rections | think they need to go to become effective citizens.

 Reflection/Exercise
. .Ona piece of paper, make two columns headed “Authentic” and
. “Assessment.” ‘Brainstorm a list of words associated with each of ‘

. these terms. Select the most powerful words from each fist and use
them to create your own definition of authentic assessment.

Developing Definitions of Authenticity

The term authentic can be applied to nearly any aspect of a stu-
dent's school experience. The teacher’s goal may be to produce authen-
tic achievement in a curriculum area, such as civic education. Authentic
instruction is the means of achieving this goal; authentic assessment is
a way to determine whether the goal is being met and what can be
done to improve performance. While the multiple uses of the term illus-
trate the close connections between instruction and assessment, they
can also make arriving at a definition difficult.

Fred Newmann and Gary Wehlage (1993) provide a starting point for
defining authenticity. At the Center on Organization and Restructuring of
Schools, which Newmann directs, the term authentic is used to “distin-
guish between achievement that is significant and meaningful and that
which is trivial and useless.” The criteria for judging authenticity are:

€ Students construct meaning and produce knowledge.
€ Students use disciplined inquiry to construct meaning.

€ Students aim their work toward production of discourse,
products, and performances that have value or meaning be-
yond success in school.

Let's examine each of these criteria in turn, beginning with construc-
tion of knowledge. Many traditional assessment tasks simply ask stu-
dents to reproduce knowledge that has been presented to them—to
name the branches of government and their functions, to list three differ-
ences between a totalitarian government and a democracy, to match the
names of Supreme Court cases with capsule descriptions of the rulings,
and so on. Newmann, Secada, and Wehlage (1995) point out, however,
that these tasks do not resemble the ways in which successful adults
use knowledge. While students need foundational knowledge, authentic
work requires that they do more than simply reproduce that knowiedge;
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they must, instead, interpret, evaluate, analyze, synthesize, or organize
the information to address a particular problem, issue, or concept.

The second criterion identified by Newmann and Wehlage is the use
of disciplined inquiry. According to Newmann, Secada, and Wehlage
(1995), disciplined inquiry has_three aspects:

& Use of a prior knowledge base.

@ Striving for in-depth understanding rather than superficial
awareness.

& Expression of conclusions through elaborated communica-
tion.

Again, these aspects of authentic work contrast with much traditional
school work, in which students are asked to briefly demonstrate supetfi-
cial knowledge on a vast array of topics. Here, the knowledge base
students are expected to draw on includes not only factual information,
but also “ideas, theories, or perspectives central to an academic or pro-
fessional discipline,” as well as the “methods of inquiry, research, or
communication characteristic” of the discipline. In addition, for work to
be considered authentic, it must be communicated in a way that reflects
complexity and in-depth understanding, using forms of communication
that are applicable in the adult world.

Finally, to be authentic, work must have value beyond the school
context. While much traditional school work serves only to demonstrate
the student's competence to the teacher, authentic work has broader
value. Such work is connected to problems or issues in the world be-
yond the classroom. Further, students create products or performances
that address an audience beyond the teacher or the classroom.

Achieving these criteria may appear to be a daunting task. In moving
toward more authentic teaching and assessment, it is helpful not to think
of learning experiences or assessments as either authentic or “inauthen-
tic,” but to analyze where these aspects of classroom work fall along a
series of continua representing the criteria for authenticity.

While this framework does not necessarily negate the need for tradi-
tional or less authentic instruction including memorization, repetitive
practice, or silent study, it is based on previous research in which teach-
ing for thinking, problem solving, and understanding has been shown to
have positive effects on student achievement.

11



Reflbction/EXercise

-son represent authentlc |nstruct|on'7

Kathy Bell's story and the discussion of authentic work make clear
the close connection between curriculum, instruction, and assessment.
Thinking about more authentic practice in any one of these areas neces-
sarily involves thinking about the others as well. Newmann and
Wehlage’s criteria also help identify some key characteristics of authen-
tic assessment: a focus on essential learning and the use of knowledge
and skills in a “real-world” context. Other characteristics become clear
through Kathy’s story: changed roles for students and teachers in the
assessment process. Teachers must identify clearly their criteria for high
quality work and communicate those standards to students. They also
become more involved in coaching, providing feedback to help students
meet those criteria. Students meanwhile take a more active role. They
are apprised of standards and assessment tasks prior to instruction and
are encouraged to reflect on their own performance. Students in class-
rooms where authentic assessment is practiced will internalize the
standards and routinely be reflective about their work.

" NER 2o YEARS GF S CHOOLING, Gour APTITUDE TEST Shows THAT Yolipe—
SKILLED AT JUST ONE THING -~ TAKING 1ESTS.»

Reprinted by permission: Harley Schwadron.
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.+ Think "of your most successful civic .education lesson. Did the les-
son help students to become the “ideal citizen” you described earlier? .
' To what extent: did this lesson result in student products and/or per-
. formances? To what extent did the work that students produce have
f;‘value beyond school? What type of discipline-based inquiry was re- :
. quired to complete the task? How was the student work connected to_;
" real issues? How did the students demonstrate depth of knowledge?
reasoning ability? Based on this analysis, to what extent did the Ies-
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An example can serve to illustrate what authentic instruction and
achievement might look like in a civic/law-related education class. In a
unit on the role of interest groups in forming public policy, students are
assigned to five small groups; each group chooses a current public pol-
icy issue of concern to its members to research. By reading and con-
ducting interviews, group members identify the various views on their
issue, the arguments for and against each policy position, the groups -
supporting each position, and the strategies the groups use to influence
public policy. Group members, either individually or collectively, deter-
mine the policy choice they support and prepare a strategy a group
might use to advocate that option. To conclude the unit, students com-
plete an assessment that involves writing letters to public officials advo-
cating the positions they have taken. To successfully complete the unit,
students must clearly construct meaning and produce knowledge, use
disciplined inquiry to construct meaning, and create products with value
beyond schools.

A law-related unit on individual rights provides another example. The
teacher uses case study analysis as the primary method of instruction.
Students read case studies, participate in moot court simulations, and
discuss the development of constitutional principles over time. The as-
sessment for the unit involves a scored discussion in which students
examine a current issue related to individual rights (one the group has
previously selected from the newspaper); each student must take a po-
sition on the issue, arguing both for and against the position, and draw
at least one historical parallel. Again, the criteria for authenticity are
clearly met in this unit, which involves in-depth study, the use of higher
order thinking, and the production of the kind of discourse critical to
citizenship in a democracy.

Like most civic/law-related educators, you can probably cite numer-
ous examples of what you believe are authentic instruction in your own
classroom. But, if you are like most teachers, you are less sure of
whether your assessments are aligned with this rich instruction and/or
measuring the most important aspects of student achievement. Teach-
ers who are working to provide instruction that is authentic are seeking
assessment techniques that reveal to students how well they are doing
on tasks that parallel those they face in life beyond school.

Challenges, Questions, and Rewards

Teachers often begin their work on authentic assessment with a
number of questions on their minds. Many times, their thinking on these
questions evolves slowly as they gain more experience with this type of
assessment.

These questions include:

Q
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# Is authentic assessment more subjective than traditional test-
ing?

*

How does a focus on assessment affect student learning?

¢ What are the advantages and disadvantages of involving stu-
dents as evaluators?

€ How does authentic assessment link with grading?

€ How can teachers find the time to develop explicit standards
for performance?

€ |s authentic assessment equitable for disabled and/or cultur-
ally different students?

4 In what circumstances is group evaluation appropriate?

Many of these questions, which you may share, are dealt with in
various chapters throughout this book, as well as in the concluding
chapter on issues and challenges. Participants in the SSEC project re-
minded us, however, that an emphasis only on issues and challenges
distracts teachers from the joys and benefits of working to assess stu-
dent achievement more authentically. Thus, we conclude this chapter
with comments on joys and benefits from the teachers whose definitions

of authentic assessment opened the chapter: “The joys or bene-
¢ The joys or benefits do not come from creating an outstand- fits do n°t_c°me
ing assessment, but rather from cultivating outstanding learn- from creating an

ing. When you carefully examine authentic teaching, learming outstanding
is likely to improve. Students must show that they can take assessment, but

responsibility for their learning—Amy Swenson. rather from cultivat-

€ Joys and benefits include better student work and more stu- ing outstanding
dent investment in learning, a greater sense that | (as a Iearning,”
teacher) have created worthwhile and engaging learning op-
portunities, generally fewer arguments over “grades,” and
generally easier evaluation of student work because I've
thought about the criteria—John Zola.

€ When authentic assessments are used, a teacher is more
likely to get the results sought since the instruction is linked
to a specific behavior. Students don't have to guess what
they need to know or do at the end of an instructional unit.
Since they've been headed in a certain direction from the
outset, they have a clearer idea of what they must know and
be able to do so they can prepare themselves to do it. Both
teacher and students understand that learning to do a task
successfully requires learning how to do the component parts
of a task. We begin to understand how the performance on
the assessment is the sum of the instruction leading up to
it—Dan May.

& The biggest benefit of this work is that it gives students a
clear target to shoot for in their finished product—Lisa Par-
tridge.

4 No student this year has whined, “Why are we doing this?”
They see the relevance of what they're doing and don't feel
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it's “busy work.” The tasks are engaging, challenging, and
fun. Students whose learning styles dont mesh with tradi-
tional tests are better able to succeed. | feel confident that
they’re leaving me prepared not just for high school but for
life as a thoughtful citizen. “Teaching to the test” is now a
positive reality, because that “test” is a measure of what |
really value. Using authentic assessment makes me a better
teacher and encourages kids to be better students—Wendy
Ewbank.

Remember as you start your efforts to assess more authentically,
you do not have to make sweeping changes. Even though we suggest
thinking broadly about your purposes in Chapter 2, we recognize that
change in curriculum and assessment can often be managed best when
it is gradual. You do not have to begin by revamping an entire course;
you can begin by constructing one well-thought-out unit with carefully
designed assessments. However you decide to begin, you will need to
examine and articulate your purposes for teaching and outcomes for
student learning. Chapter 2 is intended to help you do exactly that.

: Reﬂect:on/Exerclse

-sess student - learnmg authentlcaliy'? In a journal or notebook write’ a.

- few paragraphs about ‘these- concerns - Then think of some ways that. j

" you could use your- classroom as .a laboratory for studying the- ques-

. tions that you have. For example; :if ‘you question whether authenttc g
',f*assessments are mdeed more “subjective” than traditional tests; you" !
" might plan to use both’ types of assessments for one or more untts:

- and compare the. results SE
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Within the movement to define what it is that students should
know and be able to do at the end of 13 years of schooling, the term
citizenship has been used more often than any other as a rationale
for a range of content standards and intervention programs. The term
is particularly appealing to policymakers and employers, but also
widely used by academics, journalists, and critics from both ends of
the political spectrum. Yet the term remains vague and at times con-
tentious.

While the whole of society teaches lessons of citizenship directly
and indirectly, special responsibility rests with those who teach
courses and units of study that help students to consider the role of
government and law, to look at public policy decisions, and to apply
the skills of reading, writing, and quantifying to issues faced by citi-
zens. These teachers must carefully consider the essential civic
learning they will teach and assess, either individually or in the con-
text of a larger effort such as the standards movement.

Why, in a book on assessment, are we urging that teachers un-
dertake the difficult task of being explicit about their essential pur-
poses or ourcomes? Because being explicit about our most important
purposes—what matters to us—is critical in making assessment more
authentic. Herman, Aschbacher, and Winters convincingly explain
why this is so:

Good assessment demands that you know and are able to
articulate your major instructional goals. These determine
what aspects of performance you will want to know about.
What do you want your students to be able to accomplish in
a unit, in a course, in a discipline, or across disciplines?
What should your instructional program add up to? What
should students be able to do at the completion of a unit, a
course, or a year of study that they were not able to do
before? What critical areas of student development do you
want to influence?

The answers to these questions define your classroom pri-
orities and represent the primary targets of your instruc-
tional activities. These same priorities should also ground
the assessment tasks you require of students. Such a fit
contributes to a fair assessment—students have the oppor-
tunity to acquire the knowledge and skills you are assess-

Do
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Chapter 2:
Defining
Essential

Learnings in
Civic
Education
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ing—and contributes to a meaningful assessment task that
reinforces the skills and accomplishments you deem most
important (Herman, Aschbacher, and Winters 1992).

In this chapter, we begin by looking at some useful ways to start
defining your goals or purposes. Two avenues that we discuss are (1)
thinking through what students need to know and be able to do before
they assume the “office of citizen” and (2) using national or state stand-
ards documents. We then describe “next steps” when you have suc-
cessfully identified those learnings that are essential to your course.

The Office of Citizen

One way to answer our questions about what knowledge and skills to
teach and assess is to consider what knowledge and skills students will
need to be effective citizens. What are the “real-world” challenges that
citizens and their elected and appointed leaders face? What should
schools ask students to do to demonstrate that they are prepared to live
in and sustain a constitutional democracy? These are questions that
civic educators have been asking for many years, yet no one generaIIy
accepted answer has emerged.

In 1994, a task force of the National Council for the Social Studies
(NCSS 1994) produced a list of performance expectations regarding stu-
dents’ learning related to civic ideals and practices; according to this list,
the successful learner can:

1. Explain the origins and continuing influence of key ideals of the
democratic republican form of government, such as individual human
dignity, liberty, justice, equality, and the rule of law.

2. Identify, analyze, interpret, and evaluate sources and examples of
citizens’ rights and responsibilities.

ERIC 18 £ST COPY AVAILABLE 27
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Sample Test for U.S. Citizenship

NOTE: Questions are selected by the examiner at 0wn discretion and given orally 0 the
candidate. (Record your answers in notebook or other paper to allow space for compiete

answers.)

Part I; U.S, History

. Name the 13 original colonies.

Who is called the "Father” of this country?

What do the stars and the stripes of the United States flag stand for?

What are the highest mountains in the United States?

Who was Abraham Lincotn (include at least 3 descriptors)?

What was the Revolutionary War (give at least 3 facts about the war)?

When was the Revolutionary War?

What was the Civil War (give at least 3 statements of fact about the war)?

. What is the name of the national anthem?

10. Who were the Pilgrims (give at least 3 statements of fact about them)?

11. What is the United States (give at least 3 statements of fact about it)?

12. What are the four most important documents in the early history of the United
States?

13. What is the capital of the United States?

14. Where does the President live (give at least 2 facts)?

15. wWhat is the longest river in the United States?

16. What is the 4th of July (give at least 3 statements of fact about it)?

17. What is the Constitlition (give at least 3 statements of fact about it)?

1S. What do the colors of the United States flag stand for?

19. There have been 16 territorial expansions made by the U.S. since the Revolution.
Name eight and include dates.

0. There have been 39 Presidents in the U.S. since the Constitution went into effect.

Name ten Presidents and give the years they were in office.

Wy -
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1. How does the government get-the money needed to carry on its affairs?

2. Where is the original document of the Constitution located (give at least 2 facts)?

3. Who wrote the pledge to the flag of the United States (Pledge of Allegiance)?

4. Who elects the President?

5. Who makes the laws for each of the 50 s:ates?

6. Did we have a government before the Constitution? !f yes, name it.

7. What are the two houses of Congress?

S. What body advises the President in making policy decisions

9. What is the 26th Amendment?

10. In order, name the first three successors to the President in case the President
resigns or dies.

11. How long does a Federal judge serve? \What are the exceptions?

12. What are the three branches of the U.S government? Name them and give the
main powers of each.

13. What are the first 10 Amendments to the Constitution called?

14. What is a democratic government?

Write the following sentences in ink, completing those which have blanks.

bl ol e

Now

b

. What are the principles of the U.5. Constituion? (name at least 3)

. Is the American government a federation or centralized? Expliin.

. What are the major political parties in the US.?

. 15 the United States a dictatorship. a monarchy. or a republic? Explain.
. Who is now the President of the United States?

. Why do you want to [be] an American citizen?

. This pen has

. Yesterday was 2

. My first
. [will do my best to be a worthy citizen.

41

[ want to be an American citizen.
| have a pen in my right/left hand. .
(blue, black, ...) ink.
___ (state) from
. (date).
___ (color) shoes.
(cold, warm, hot} day.
; my job is

{country)

1 came to

I am working at
to
We have

sons and daughters

(give #) children:
name is |

V: N. ali

"1 hereby declare, on oath, that [ absolutely and entirely renounce and abjure all
allegiance to any foreign prince, potentate, state or sovereignty, of whom or which 1
have heretofore been a subject-or citizen, that | will support and defend the
Constitution and laws of the United States of America against all enemies, foreign and
domestic; that | will bear true faith and allegiance to the same: that | will bear arms on
behalf of the United States when required by the law: that | will perform non-
combatant service in the armed forces of the United States when required by the law;
that | will perform work of national importance under civilian direction when
required by law: and that | take this obligation freely without any mental reservation
or purpose of evasion: so help me God."

Figure 2.1. Sample test for U.S. citizenship.BEST@@PY VAHLA LE
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3. Locate, access, analyze, organize, synthesize, evaluate, and apply
information about selected public issues—identifying, describing, and
evaluating multiple points of view.

4. Practice forms of civic discussion and participation consistent with
the ideals of citizens in a democratic republic.

5. Analyze and evaluate the influence of various forms of citizen ac-
tion on public policy.

6. Analyze a variety of public policies and issues from the perspec-
tive of formal and informal political actors.

7. Evaluate the effectiveness of public opinion in influencing and
shaping public policy development and decision-making.

8. Evaluate the degree to which public policies and citizen behaviors
reflect or foster the stated ideals of a democratic republican form of
“government.

9. Construct a policy statement and an action plan to achieve one or
more goals related to an issue of public concern.

10. Participate in activities to strengthén the “common good,” based
upon careful evaluation of possible options for citizen action.

The law-related education community, led by the American Bar Asso-
ciation, has developed a list of Essentials of Law-Related Education
(1995), which defines the “knowledge, skills, and values that students
need to function effectively in our pluralistic, democratic society based
on the rule of law.” While these essentials are considerably more elabo-
rated than indicated below, they include the following elements:

1. Subject matter/knowledge: law, justice, power, equality, property,
and liberty, as well as understanding of essential documents of our de-
mocracy.

2. Skills: research skills, thinking skills, communication skills, and
skills of social participation.

3. Attitudes, beliefs, and values: commitment to constitutional de-
mocracy and the ideal of justice; valuing informed, active, and responsi-
ble participation in civic life; respect for fundamental human rights and
dignity; appreciating the value of legitimately resolving conflicts and dif-
ferences in society; understanding how the law promotes social cohe-
sion, effects social change, and shapes and is shaped by collective
values, beliefs, and dispositions.

Walter Parker (1990) has taken thié discussion a step farther, identi-
fying six tasks that high school graduates should be able to do to qualify
for the “office of citizen™

1. Select one pressing public controversy drawn from this month’s
newspapers, given three of the same [public controversies}], and write an

Q 29
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analysis of the issues involved, take a position, argue both for and
against the position, and draw at least one historical parallel.

2. Respond correctly to 95 percent of the items on the citizenship
test given to immigrants seeking citizenship.

3. Describe the changing diversity and relations of ethnic groups in
North America from the 12th century to today, and forecast a number of
years (to be announced) hence.

4. Given three pressing international conflicts related to economic
development, select one and summarize it in writing, addressing the role
of climate, resources, and location, and sketch from memory a map of
that region of the world.

5. Compare and contrast a diverse set of examples of societies or-
ganized and attempting to organize under the democratic ideal.

6. Analyze a transcribed excerpt of a discussion of a public issue,
distinguishing among factual, definitional, and ethical issues, and judging
the quality of each participant’s contribution to the discussion.

While every educator might describe the qualifications for citizenship
somewhat differently, thinking through these questions is a necessary
step in determining what learning should be assessed authentically.

Reflectron/Exercrse

; Compare the authentlc assessment you developed in the exercise
. on page 18 with the: descnptnons of abilities- or expectations provnded' ;
:in the section above. Which of these abilities or ‘expectations would:
your ‘task. assess? What abilities or expectatlons are not measured by-
i your assessment? 'Does - your ‘task assess: any knowledge skills, or:
" dispositions not - included in the lists above? Do’ you think these:
. should be included in- ‘the ‘description of the “office: of - citizen™? Could-
. Walter Parkers list of tasks be helpful in lmprovmg your assessment?

National and State Standards

The recently developed national content standards are voluntary.
Civic educators will want to review both Center for Civic Education
(CCE) civics/government standards and NCSS standards documents.
They are intended to provide direction and focus to education in civics
and government. Standards documents can help teachers be more clear
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about what they are teaching, stressing skills and concepts within the
particulars of this area of study.

Unfortunately, in social studies the number of standards—in history,
geography, civics/government, economics, and social studies gener-
ally—has provoked reactions ranging from incredulity to exasperation.
The standards are so comprehensive and overwhelming, they fail to
help teachers decide what is important for students to know and be able
to do.

Despite these drawbacks, the standards can be useful to teachers,
particularly in moving away from a fact-driven curriculum to a conceptu-
ally oriented one. The standards do identify, and quite clearly, the con-
cepts and processes that students should know and be able to do.
These “big picture” ideas, the ones that students need to grapple with to
understand how the world works, can become the organizational foun-
dation of each unit or authentic task that is taught and assessed.

As teachers gain familiarity with the standards and the process of
designing units and tasks that are targeted toward the important concep-
tual and procedural knowledge of the social sciences, the value of the
standards work will become apparent. Hopefully, students will begin to
integrate their learning of various facts, dates and events into concep-
tual models that will provide them a reasonable understanding of the
world, and perhaps increase their enjoyment of learning about other
people and themselves. The K-12 curriculum, as it moves towards be-
coming standards based, can spiral meaningfully toward increasingly so-
phisticated knowledge on the part of students. Then, finally, states and
school districts can begin the work of prioritizing the standards and de-
ciding which understandings and skills are truly necessary for a high
school diploma.

o “B 5. Scope and I|m|ts of nghts Students should be able to'
y "evaluate take, and defend posmons on lssues regardmg the proper
. scope and Ilmlts of nghts : :

To achleve thls standard students should be abIe to

Oexplam what |s meant by the “scope : and |lmItS" of a nght
e.g., the scope ‘of one’s right to.free speech in the ‘United
- States is extensnve and protects -almost all forms of political .
expressnon however the nght to free speech can be hm—'.;_

: *Reprmted W|th permlssmn Nat/onal Standards for CIVICS and Gov— ‘
ernment, pp. 130-131. Copynght 1994 Center for Civic Educatlon,
- Calabasas, CA. ‘
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ited if and when that speech seriously harms or endangers
others :

Oevaluate the argument that all nghts have limits.

& explain considerations of criteria commonly used in deter-
mining what limits should be placed on specific rights, e.g.,

& clear and present danger rule
* cornpelling government interest test
* nat|onal securrty |
& chullrng effect on the exerclse of rrghts
& libel or slander = '
& public safety
I YQ equal opportunlty

@ evaluate positions on a_contemporary confhct between

rsghts, e.g., the right to a fair trial and the right to ‘a free
- press;. the .right -to prlvacy and the right to freedom of ex-
pression; one person’s right to free speech versus- an-
- other's rlght to be heard .

Pt {;Qevaluate posmons on a contempo"a"y conflict- between‘

* rights’and other social- values and interests, e.g., the right '
- of the public:to know what their government is doing ver-
~ sus the need for national security; the right to property ver-

~sus the protectlon of the envrronment” ’

' Select a umt in your current. course in which you do or
could address this standard. If you were to adopt this stand-
ard as the essential outcome of that unit; what would be the
implications for your curriculum? instruction? assessment?
Would adopting this standard necessarily make your unit
~more authentlc? Why or why not'?

A Case Study in Defining

The previous sections may seem to suggest that defining essential
learnings or purposes is a relatively easy process of selecting goals
from one of the many available documents. In practice, however, we
have found that the process is often extraordinarily difficult. Few docu-
ments express exactly what any individual teacher is trying to accom-
plish. That teacher may have been functioning with implicit goals for
many years and may find it difficult to make those goals explicit.
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Another challenging aspect of the task of defining essential learnings
is limiting the number of goals you choose to address. Many teachers
who have made the effort to be explicit about their purposes find that
their list of goals is a long one. Yet even the most gifted teacher can
only reach a finite number of goals with any unit or course. In addition,
as Herman, Aschbacher, and Winter (1992) point out, “Because per-
formance assessments require considerable time and energy—both
yours and your students—you will want to focus on a relatively small
number of important outcomes, each perhaps representing a month or a
quarter’'s worth of instruction.”

In the 1994-95 school year, Ginny Jones, a teacher at Skyline High
School in Longmont, Colorado, decided to develop a rubric [scoring
guide] for a student portfolio project for her Street Law class. Ginny’s
class included a variety of rich learning experiences, but she hadn't pre-
viously thought deeply about what she hoped these experiences added
up to in terms of student learning. Her goal in creating the rubric was “to
provide students with a ‘snapshot’ of the large course outcomes along
with my thoughts about how they and | will know if they're accomplish-
ing those goals.” After analyzing her course plans, reflecting on what
she believed to be important, and spending considerable time with
SSEC staff discussing important law-related education outcomes, Ginny
identified four areas in which she wanted students to show growth:

€ The ability to articulate multiple perspectives.

& The ability to use legal reasoning and to take and support
positions on legal issues.

4 Understanding of substantive knowledge related to individual
rights and responsibilities, criminal law and the justice sys-
tem, and civil or family law.

€ The ability to work as a group member.

Following a project meeting at which linking outcomes and assess-
ments was stressed, Ginny realized that in developing this rubric, she
had identified her most important purposes—what matters to her—in her
Street Law class. As she prepared to teach the class in the 1995-96
school year, she created an overhead of her rubric to use as a filter for
everything the class would do: every activity she planned would be ex-
amined according to whether it helped students achieve these big out-
comes. In addition, students would be constantly aware that these were
the areas on which they would be working and against which they would
be assessed during the class.
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: HeflectlonlExerctse

Thmk about a course you are currently teachrng What are thef
?major purposes. that you have for this course? That is, what matters -
. to you in terms of student learning? ‘You can' begin this task in sev- -
" eral ways: (1) you can think in the abstract about the most important

- purposes of your teaching, (2) you can use documents such as the

. national or state ‘standards or your district's. curriculum framework:as-
- a source, (3) you can analyze the powerful learning: expertences ‘you

. provide-and determine what outcomes these experiences produce or.
- {(4) you can think about what you want students to. Ieave the course :
knowang or havrng . "

Whichever strategy you use, produce a I:st of the “essenttal” Iear

- ings. of your ‘course. When you have compiled this list; review it.:ls -
§_the Itst reallstlc'? That is, can’ you reasonably expect to achleve aII of :

each . of these goats'? W|Il you have time to meamngfully assess :
- Whether students have achieved each of these goals? If your answer. -
. “to any ‘of these guestions is “No,” begin prioritizing the goals so that |
|_you can:realistically answer each. of these questions with.a “Yes.” . ..

A Process for Linking
Outcomes, Instruction, and Assessment

You have completed the difficult task of identifying the essential
learnings for your course. You have prioritized the initial list of goals you
created so that your current list is attainable, can be addressed through
your instruction, and.can be assessed. What do you do with this list?
The following is a process suggested to our project by Giselle Martin-
Kniep, an educational consultant who has worked extensively with
teachers on aligning instruction and assessment with critical outcomes.
The diagram in Figure 2.2 shows the process in graphic form.

For each outcome that you have listed as essential to your course,
begin by asking: What evidence will indicate that students have
achieved this outcome? That is, what behaviors or actions would dem-
onstrate that students have met the identified goal?

To illustrate, assume that one of your outcomes is the following:

Students will be able to take and defend positions on public
issues, both orally and in writing.

One way to begin thinking about indicators or evidence that students
have achieved this outcome is to think about actions in the “real world”

EKC ©ssec BEST COPY AVAILABLE
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ASSESSMENT DESIGN FRAMEWORK

Outcomes/Learning Standards: What do | want students to know and be able
to do?

Indlcators: What behaviors, characteristics, or performances would students
display that relate to the outcomes/standards?

Learning Opportunities: What do | need to teach, or have them experience,
so they will attain the outcomes?

Assessment: What do | need to collect or administer to prove that students
have grown towards and/or achieved desired outcomes?

Performance Standards/Scoring Criteria/Rubrics: How will my students
know the difference among different levels of quality or performance?

Figure 2.2. Assessment design framework developed by
Giselle Martin-Kniep.

that show that citizens are able to do what your outcome calls for. For
example, citizens write persuasive letters to public officials, they create
brochures urging people to vote a particular way on an issue, they write
editorials or letters to the editor, they take part in public discussion of
issues, they testify at public hearings, and so on. This list of actions can
serve as a starting point for selecting indicators that the outcome has
been achieved.

Next, think about what learning opportunities you will offer to help
students achieve your outcomes. This step will involve analyzing the
units and lessons you have been teaching to see if they address the
outcomes you have identified. If they do not, they will need to be elimi-
nated—a difficult thing for most teachers to do—or revised so that they
do address critical outcomes. If your current units do not address out-
comes you have identified as essential, you will need to plan new in-
structional experiences to address those outcomes.

For example, let’s return to the outcome we discussed above. You
have been teaching a public issues analysis unit for several years. This
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unit addresses important aspects of the identified outcome, since it
teaches students a framework for analyzing and discussing issues and
provides numerous opportunities for students to use the framework.
However, you have also identified writing about issues as an important
aspect of the outcome—and this aspect is not addressed in your current
unit. Thus, you decide that you need to plan some activities on writing
about public issues for various audiences.

Of course, in analyzing your current instruction, you may decide that,
in fact, an outcome you have not listed is essential. This is fine—the
process should be cyclical (even though it sounds linear as we describe
it)}—but you must also be wary of adding outcomes until your list be-
comes unattainable.

The next step in the process is deciding how you will document that
students have achieved the outcomes. Actually, referring to this as the
“next step” is inaccurate, since the process is so closely allied with iden-
tifying indicators and planning for instruction that they must be thought
about simultaneously. In planning the assessment portion of your
course, you must ask yourself: What kind of task will produce evidence
that students have achieved (or at least progressed toward) the out-
come? What kinds of information could | gather in the course of teach-
ing the unit or lessons that will document their attainment of the
outcomes | want for them?

For the outcome we have been using as an example, you might
decide that two types of assessment tasks would be needed—a scored
discussion and a letter-writing assignment. To document students’ pro-
gress in expressing their views both orally and in writing, you plan to
use both types of tasks three times throughout the course—once during
the unit in which the public issues model is introduced and twice in
conjunction with other units in which students are analyzing public is-
sues as part of their substantive learning experiences. You also plan to
give a pretest at the beginning of the public issues unit. Students will
defend a position on a public issue in writing. Their work will be saved
until the end of the course for use as a baseline for assessing growth.

Jovita Babar, director of the “It's Yours...the Bill of Rights” project at
the Constitutional Rights Foundation-Chicago, used Giselle’s framework
to rethink her teaching about the First Amendment for ESL students. In
rethinking her lesson, she spent time clarifying her outcomes, develop-
ing indicators, determining what she needed to teach, and creating an
appropriate assessment task for her students. The results of her work
are presented in Figure 2.3.
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Unit Qutcomes:
Students will understand that the U.S. Constitution protects freedom of religion.

Students will take and defend positions regarding constitutional guarantees of
freedom of religion.

Indicators:

Accurately explain constitutional ideas
freedom to practice your own religion
separation of church and state
limits to religious conduct

Analyze conflict over freedom of religion
identify current issues
presents facts of cases
presents well-supported arguments
explain reasoning of the Supreme Court
state a problem and suggest a solution

Communicate positions and ideas to others
organize ideas
use new vocabulary words in speaking and writing, including prayer, private,
persecuted, accused, tolerant, guilty, trial, establishment, free exer-
cise, religious freedom, beliefs, conflict, rights and interests, and limit
communicate ideas about the First Amendment
ask questions to learn about others' positions and ideas

Learning Opportunities:

Students will read about the First Amendment and Supreme Court cases on
religious freedom. They will discuss these cases and work on using
appropriate new vocabulary in the discussions.

Assessment Task:

During the moot court, they will be expected to:
Use vocabulary words from lessons throughout the unit to communicate
First Amendment ideas.
Present a well-supported argument that shows the intent of the First
Amendment.
Anticipate and respond to arguments of the opposing side.

Students will take part in a moot court exercise on the case, Wisconsin v. Yoder.

Figure 2.3. Example of assessment design
process completed for an ESL unit.

Outcomel " Indicators
' Goal - - Evidence
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In Chapter 2, we discussed the use of standards and outcomes, Chapter 3:

broadly construed, as starting points for teachers working toward

more authentic assessment and described a process for linking DeSigning an

standards/outcomes with instruction and assessment. Now it is time
to get to the hands-on work of designing authentic assessment tasks Assessment

and tools for communicating expectations to students.
Task and

Authentic tasks combine three essential components: knowledge,

higher order thinking, and student production, all of which must Scoring
be present in any given task or assessment. When students are .
asked to engage in higher level thinking about important concepts, Rubrlc

and to display this thinking in realistic, high quality products and per-
formances, they truly have the opportunity to integrate knowledge
and so become increasingly sophisticated in their understandings
about the people and the world around them.

For many teachers, the most logical starting point for developing
an authentic assessment task is to adapt a lesson currently being
taught. We therefore begin this chapter with a case study of a
teacher who did exactly that. We then describe processes for con-
structing assessment tasks and developing scoring rubrics.

Case Study: Turning Points for Equality

During April, visitors to Campus Middle School in Cherry Creek (CO)
pass through a gallery of student-created posters (enlargements of
magazine pages) with the theme “Turning Points for Equality.” The walls
of the commons are lined with the illustrated stories of Dred Scott, Alan
Bakke, the Montgomery Bus Boycott, John and Mary Beth Tinker, and
Homer Plessy. Visitors to the school as well as students and teachers
learn some of the important stories of U.S. citizens and the quest for
equal rights.

It is not unusual for people who see the exhibit to ask the students’
teacher, Jackie Johnson, “How do you get this level of work from stu-
dents?” Jackie thinks that some of her success is explained by empha-
sizing content within engaging, creative assignments. For her, this
means that the assessments as well as the lessons must be worthy of
the students’ best efforts.
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Jackie's experience in transforming a successful lesson into a per-
formance task by developing and testing a scoring rubric is presented
here for your analysis. “Turning Points for Equality” (see Figure 3.1) is a
lesson in which she sets high expectations for understanding content,
thinking deeply, and creatively presenting informa