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PREFACE

Studies of Education Reform: Assessment of Student Performance is the result of a
_research project conducted by Pelavin Research Institute (PRI), an affiliate of the American
Institutes for Research (AIR), under a contract with the Office of Educational Research and
Improvement (OERI) of the U. S. Department of Education (Contract Number RR91172004). In
1991, OERI issued a request for proposals entitled "Studies of Education Reform." Twelve
studies were incorporated under this general heading, each reflecting some aspect of the reform
movement that had placed education at the forefront of the national agenda in the late 1980s. PRI
was awarded a three-year contract to study assessment reform, which we interpreted to mean the
contribution of performance-based, non-multiple choice assessments to education reform.

Contractors for all 12 reform studies were required to hold a national conference within
the initial year of their study and to commission papers on important aspects of the reform topic.
PRI, in collaboration with the OERI study of curriculum reform (conducted by Ronald Anderson
of tke University of Colorado), held a national conference on performance assessment and
curriculum reform as a pre-session to the Annual Student Assessment Conference, organized by
the Education Commission of the States, in Boulder, Colorado, in June of 1992. The assessment
component of the pre-session conference included discussions of the content of nine
commissioned papers that are to appear in the book, Implementing Performance Assessments:
Promises, Problems, and Challenges (Kane & Mitchell, in press).! The papers, the conference
attendees' insights, and OERI's research questions helped us refine our study's intellectual and
methodological framework.

The larger and more significant context for this study was the increasing commitment
across the nation to performance assessment as a reform strategy. For example, California
spearheaded the reform movement with statewide open-ended mathematics assessments in the late
1980s, and Vermont followed suit - .ith its first, statewide portfolio assessments. In the late 1980s
and early 1990s, other states, districts, and schools also began developing and implementing
performance-based ussessments.

In the subsequent two years, we visited 16 schools across the country (of which we
revisited seven) that were participating in the development or implementation of performance
assessments as a result of national, state, district, or local assessment reform initiatives. In
addition, we presented papers based upon our initial study findings at the American Educational
Research Association conference in April, 1965, and the Council of Chief State School Officers'
conference on Large-Scale Assessment in June, 1994 and 1995.

This volume, the second in a three-volume series, presents case studies of the 16 schools
we visited across the country. These schools were involved in developing and implementing
performance assessments as a result of national, state, district, or local assessment reform
initiatives. The results of the project are contained in Volume I: Findings and Conclusions, and
the specific research objectives and study design are presented in Volume III: Technical
Appendix — Research De:ign and Methodology.

' All royalties resulting from the sales of this book will be contributed to the Leigh
Burstein Memorial Fund, administered by the University of California at Los Angeles Foundation.
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INTRODUCTION: .
AN OVERVIEW OF STUDY OBJECTIVES AND DESIGN

R W RN T SRR g T

Objectives

The major objectives of the three-year longitudinal study Studies of Education Reform:
Assessment of Student Performance are as follows:

Ealtie LS
-

Objective 1:  Document and analyze key characteristics of
performance assessments;

ST e BT L T IR T R T s PR e P e

Obiective 2:  Document and analyze facilitators and barriers in -
assessment reform; and

Objective 3:  Document and assess impacts of performance
assessments on teaching and learning. -

Our ultimate purpose in this study was to elucidate the status of assessment reform in U.S.
education systems and to offer recommendations for policy and future research.

Research Design': Case Studies

Our research design employed a qualitative, case-study approach to collecting data about
performance assessments and their impacts at the school level.

We designed a modified time-series approach for gathering data, which enabled us to obtain
both cross-sectional and longitudinal data. Cross-sectional data allowed us to make comparative
remarks about assessments and school contexts. The longitudinal data allowed us to document the
effects of and changes in performance assessments over time within sites.

We selected 16 sites (the definition of “site” for this study encompasses both a performance
assessment and a single school at which it is being used) which a team of two researchers visited a
single time during a two-day site visit. We then selected a subset of 7 sites, which the team
returned to for a second visit (therefore, longitudinal data were collected for only 7 of the 16 sites).

We conducted the first set of site-visits in the Spring of 1994, and the second set of site-
visits in the Spring of 1995. (Two of the single time site-visits were conducted in the Spring of
1995). Exhibit 1 shows our site-visit design.

" A full discussion of stuc ' objectives and design is continued in Volume III: Technical
Appendix — Research Design and Methodology.

Introduction: An Overview of Study Objectives and Design 1
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Sample Selection Criteria

As described above, our research design called for two waves of data collection: first round
of visits to all sites included in the sample, followed by a second round of visits to a subset of those
sites. Bel~w, we describe the criteria we applied to select sites for inclusion in rounds one and two.

EXHIBIT 1

Site Visit Design

14
2 N7

Selection Criteria: Round One Sites

The overarching objective of our site selection process was to identify, insofar as possible, a
set of school sites that exhibited the range of experiences American schools are having with the
development and implementation of performance assessments. For the purposes of our study, we
defined a case study site as a single school where a performance assessment was being
implemented. To select the sites, we delineated two sets of criteria — those pertaining to
performance assessments and those pertaining to schools.

Performance assessments are marked by a number of variable characteristics, and we
attempted to obtain variation in our sample within each characteristic. Selection criteria pertaining
to performance assessment characteristics included:

. Type of Assessment.  Performance assessments come in a variety of forms,
including portfolios, on-demand assessments, demonstrations and presentations, and
extended projects. We wanted our sample to include assessments that reflected this

range so that we might discern variation in effects of assessment type on teaching
and learning at the local level.

. Locus of Development. The movement toward the use of performance-based
assessments is taking place at all levels of educaticaal authority. States, districts,
and schools alike are developing and implementing performance assessments.
Furthermore, some national-level efforts, such as the New Standards Project and the
Coalition of Essential Schools, are also influencing the turn toward performance
assessments. Because the purposes, design, and impact of assessments developed at
different levels of authority could potentially vary significantly, we wanted our
sample to reflect this diversity in locus of development.

2 Introduction: An Overview of Study Objectives and Design
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Status of Implementation. The entire performance assessment movement is still
relatively young. However, performance assessments do vary with respect to their
stage in development and implementation. Therefore, we wanted our sample to
include assessments with varying status of implementation: developmental and pilot,
full-scale implementation, and maintenance.

Content Area. Performance assessments can be used in all subject areas, but the

assessments can look different for different subject areas. We wanted our sample to
include assessments that focused on a range of subject areas including language arts,
mathematics, science, and social science.

We attempted also to obtain variation across two school characteristics:

School Level. We wanted the sample to include elementary schools, middle
schools, and high schools, since performance assessments might affect teachers and
students differently at the various levels of schooling.

Geographical Diversity. Because American children are educated in schools in
50 states and the District of Columbia, and because these schools are located in
urban, suburban, and rural areas, we wanted the sample to include school sites
located in various regions of the country and in communities of varying urbanicity.

Selection Criteria: Round Two Sites

We chose a subset of seven sites for a second round of data collection. We based selection

of the seven round two sites upon one or more of the following criteria:

It was anticipated that changes in the performance assessment design or
implementation would take place between 1993-94 and 1994-95.

Our understanding of the effects of assessment reform at the site was less than clear
based on one round of data collection and was likely to improve with a second visit.

Sample Description

Sixteen performance assessments at 16 school sites were selected to comprise the study

sample. The 16 sites are identified in Exhibit 2.

Introduction: An Overview of Study Objectives and Design
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EXHIBIT 2

16 Round One Sites*

State-level assessments:

* Arizona Assessment Reform, Manzanita High School

* Kantucky Assessment Reform, Breckenridge Middle School
* Maryland Assessment Reform, Walters Middle School

* New York Regents Portfolios, Hudsor High School

* Oregon Assessment Reform, Crandall High School

* Vermont Portfolio Assessments, Maple Leaf Middle School

District-level assessments:

* Harrison School District 2's Performance-Based Curriculum, McGary Elementary School (CO)
* Suuth Brunswick Unified School District's 6th Grade Research Performance Assessment,
Windermere Elementary School (NJ)

* Prince William County Public Schools' Applications Assessments, Westgate Middle Schoot (VA)

!

School-level assessments:

* Language Arts and Math Portfolios, Niflos Bonitos Elemente.ry School (CA)
* Primary Learning Record, Park Elementary School (NY)
* Rite of Passage Experience, Thoreau High School (WI)

National-level assessment projects:

|

} * New Standards Project, Ann Chester Elementary School (TX)
| * New Standards Project, Noakes Elementary School (IA)

| * Coalition of Essential Schools, Cooper Middie School (NM)
\

\

\

|

* College Board's Pacesetter Mathematics Program, Sommerville High School (MD)
e —

* All schools have been assigned pseudonyms.

Data Collection Activities and Instruments

| Because we were interested in chtaining information about the performance assessment, the
| educational context within which it was developed and implemented, and the assessment's effects at
the local level, we collected documentary, phone interview, and site-visit data.

Documentary Data

| Prior to and during each site visit we collected background documentary data about the
subject assessment. The available data viried across assessments. Types of data collected include:

4 Introduction: An Overview of Study Objectives and Design
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. Descriptions of performance assessments,

. Samples of performance assessments,

. Policy documents about the assessments,

. Policy documents about related education reform efforts,

. Evaluation and research reports regarding the assessments, and
. Newspaper reports about the assessments.

These data were collected from state and local education officials, school staff members,
and representatives of external groups involved in assessment reform (e.g., the New Standards
Project). These data were collected throughout the life of the project.

We also collected documentary data about the schnol sites we visitcd. These data included

reports describing each school's demographic composition, staff description, financial resources, and
other relevant documents.

Phone Interview Data

Prior to each site visit, we also conducted initial telephone interviews with cognizant
individuals in state and local education offices, the school site, and external assessment reform
or¢ nizations. We used an interview protocol tailored to the role of the interviewee and to the
pertormance assessment system under investigation.

Site Visit Data

In the Spring of 1994 we visited the first 14 schools in our sample. In the Spring of 1995

we revisited seven schools and added two new ones to our sample. In total, we conducted 23 site-
visits.

Each site visit lasted one-and-a-half to two days and was conducted by a team of two
researchers. The researchers interviewed a number of individuals, ohserved classrooms, and,
whenever possible, observed professional development sessions devoted to the development and use
of perforinance assessments, administration of performance assessments, other activities related to
the implementation of performance assessments.

We used semi-structured interview protocols during our site visits. The protocols for both
waves of data-collection were quite similar in structure, but wave-two protocols contained more
probing questions about the use and effects of performance assessments on teaching and lcarning.

Introduction: An Overview of Study Objectives and Desigr )
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Case Study Data Presentation
Each case study write-up is divided into the following four sections:

. Section One: School Profile and Introduction. This section briefly protiles the
organizational chatacteristics of the school, such as demographic data about its
students and the community it serves. The section also presents information on the
number and roles of the individuals interviewed and the types of observational data
collected.

. Section Two: Description of Performance Assessment. This section presents a
brief history of the development and implementation of the performance assessment.
It also presents the key characteristics of the assessment, including purposes,
content areas assessed, scoring procedures, and technical characteristics.

. Section Three; Context of Implementation.  This section includes a summary of
the policies and procedures followed in implementing the performance assessment,
the resources and help available to the education agency or school personnel for
developing and implementing the assessment, and the coordination (or lack thereof)
between performance assessments and other tests, reforms, and organizaticnal
changes.

Section Four: The Use and Impact of Performance Assessment.  This section
describes the uses of the performance assessments by teachers and students at the
sample school. In addition, it documents the school community's evaluation of the
usefulness and quality of the assessments and the impact of the assessments on the
teaching and learning processes at the school.

Case Study Data Interpretation

A research design such as the one we used has strengths, but it also necessarily imposes
certain limitations on the interpretations that can be drawn from the data. We briefly outline
general limitations of our case study approach to data collection.’

First, although we attempted to obtain a representative sample of performance assessments,
we are not certain that the assessments initiated at the district and school levels are, in fact,
representative of all district- and school-initiated performance assessments.

Second. our information regarding the facilitators and barriers in assessment reform,
especially at the national-, and state-levels may be less comprehensive than for those at the district-
and school-levels. This limitation stems from the local-level emphasis of our study. We collected
information regarding national- and state-level assessment reform from documents and general, as

* Specific limitations are discussed in Volume I: Findings and Conclusions and Volume
1I: Technical Appendix — Rescarch Design and Methodology.

6 " Introduction: An Overview of Study Objectives and Design
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opposed to detailed and probing, interviews. In addition, we did not conduct in-person interviews
with state officials and researchers involved in national-level efforts as we did with district- and
school-level personnel.

Third, our findings regarding the impact of national-, state-, and district-initiated
performance assessments are valid only for the schoois included in this study; the results obtained

for a particular school cannot be generalized to other schools involved with the same performance
assessments.

Finally, interviev. ees' opinions regarding impact of and problems with performance
assessments signal the existence of those impacts and problems, but the absence of such opinions
does not necessarily suggest the absence of impact of or problems with performance assessments

Introduction: An Overview of Study Objectives and Design 7
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COALITION OF ESSENTIAL SCHOOLS:
COOPER MIDDLE SCHOOL

In ucti

The focus of this case study is the development and implementation of performance
assessments at a member-school (Cooper Middle School) of the Coalition of Essential Schools
(the Coalition). Cooper Middle School, like the other Coalition schools, develops its own
performance assessments, based on the principles and philosophy of education expounded by the
Coalition as a whole.

Cooper Middle School lis located in Santa Fe, NM. The scenic beauty of the Sangre de
Cristo mountains, the distinctive adobe architecture, and ethnic and cuitural diversity fuse to lend
a special flavor to this southwestern city. Tourists flock to revel in its attractive ambience, and
artists have long captured its compelling colors in various mediums. Behind its attractive facade,
however, the community is troubled.

Community schools, according to study participants, are witnessing tensions between
whites (“Anglos”) and Hispanics; high schools are experiencing a student drop-out rate of around
11.4 percent; and the area is suffering from student gang violence. Furthermore, the community's
lack of respect for the teaching profession is a significant hurdle continually confronted by the
public school system. It is against the backdrop of such troubles that Cooper Middle School is

aitempting reforms to better meet the needs of its students and to prepare them to become lifelong
learners.

Reflecting the community at large, 54 percent of Cooper Middle School's approximately
630 students are white, 45 percent are Hispanic, and less than 1 percent are Native American.
The school spans grades seven and eight, and its graduates advance to the two local public high
schools (and some attend the private schools in the area). About a third of its students qualified
for Chapter I funds in 1993-94, but the figure dropped down to 25 percent in 1994-95, due to
redistricting and to the opening of a new middle school. The state-wide figure for Chapter 1
eligible students stood at 26 percent in 1994-95.

Participants

Several individuals were interviewed for this case study, as illustrated in Exhibit I.




EXHIBIT I

Study Participants

Coalition of Essential Schools Researcher
Principal

Twenty-two Teachers

— 10 seventh grade teachers

— 12 eighth grade teachers

Two eighth grade students

One local NEA Representative

One parent

One School Board Member

Principal, Cooper Middle School
Three teachers

-~ one seventh grade

— one eighth grade

— one elective

Eight students

— 4 seventh grade students

- 4 eighth grade students

One local NEA Representative

*  Two parents
*  One School Board Member

Observations

In addition to conducting these interviews, in 1994 the study staff observed a student-led
mock court session and in-class instruction, and in 1995 they observed three in-class periods.

This report first ouilines the Coalition's educational and assessment principles and then
reviews their manifestation and impact at Cooper Middle School.

Coalition of Essential Schools

The Coalition of Essential Schools was established in 1984, at Brown University, as a
school-university partnership to help “redesign” schools. As of December 1, 1993, Coalition
members included 150 schools that are actively involved in school reform. The work of member
schools is guided by a set of nine Common Principles, intended to help initiate a conversation

about important issues in edvcation and to provide a broad framework for reform activities (see
Appendix A).

Assessment Reform

The sixth of the nine common principles pertains to assessment, and states that students
should be awarded a diploma only upon successfully demonstrating — through an exhibition —
that they have acquired the skills and knowledge central to the school's program. As the diploma
is awarded when earned, the school's program proceeds with no strict age grading and with no
system of “credits earned’ by “time spent' in class. The emphasis is on the students' demonstration

that they can do important things (The Common Principles of the Coalition of Essential Schools,
Appendix A).
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The Coalition suggests that a process dubbed planning backwards is essential to all
aspects of reform, including assessment reform. Planning backwards entails first developing a
vision for the school and then taking the steps to realize that vision (ergo, “planning backwards”).

Joe McDonald, a senior researcher at the Coalition, has enumerated the steps in planning
backwards as follows:

Defiring a vision. To define a vision, the school sets aside any curriculum and
testing requirements, and generates visual images — that 1s, exhibitions, of what it
expects of its graduates. Exhibitions “. . . originate as articulations of a school's
vision -— movies for a mind's eye, portraying graduates using their minds well.”
These visions are “. . . concrete images of real kids” that stimulate teaching and at
the same time function as an assessment tool.

Building a platform. In building a platform, the school compares what its
students are able to do with its own ideal vision of a graduate. In comparing the
actual performances to the ideal, the school uses its assessment system as the
pivotal tool of reform. Based upon real versus ideal comparisons, the school

begins to change its structures and processes to come closer, in reality, to the ideal
vision.

Rewiring. This step entails overhauling the structures and process in a major

way — rewiring the system, so > speak, based upon the questions and information
emerging from the second step (building a platform). Rewiring includes steps such
as . . . the invention of new junctures at which, for example, teachers come
together to exchange graded papers and discuss grading standards, or at which
parents and teachers and members of the larger community come together to share
perspectives on achievement, or at which classes combine across grades and levels
to discuss the same texts or problems or to get involved in some activity. The

method centers on the act of taking the steps to invent a culture of inquiry and
collaboration.

Tuning. Continual suning of the rewiring process is viewed as critical to keeping
alive the school's commitment to self-examination and improvement. An important

asp- .t of tuning entails extending the information network to include the
community at large.

Thus, as the school approaches its vision, it develops a more extensive information network that
incorporates all stakeholders. Through this information network, the school includes the

community in its reform efforts and benefits from the information it receives from the world
outside its physical boundaries.

Research and Dissemination

Through its newsletter, Horace, and through other publications, information from the
Coalition's extensive research and development activities is disseminated widely to member

ic

'Jnseph McDonald, (February, 1992). Steps in planning backwards. Coalition of Essential Schools,
Brown University. pg.1. .
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schools and to other interested audiences. For examole, the Autumn 1993 list of publications
includes titles such as Steps in Planning Backwards by Joseph McDonald and An American
Teacher's view of British Assessment Practices, by M.vshall Cohen. In addition, the Coalition
has produced an electronic publication entitled The Exh bition Collection that contains samples of
exhibitions developed by member schools, including saraples of student work and assessment
standards. The Coalition also holds regional and national conferences and round-table discussions
centered around a variety of reform concerns — such as exhibitions of student work and
pedagogical strategies.

In addition to such dissemination efforts, the Coalition also works with RE:Learning, a
partnership that includes the Education Commission of the States (ECS) and all member schools,

districts, and states. RE:Learning provides financial and professional help for reform efforts to its
members.

School Context

Cooper Middle School's assessment reform is embedded within, and is an integral
component of, its larger systemic reform program. Cooper joined the Coalition and launched its
comprehensive reform program in 1989, at which time the school realized that it could no longer
operate as a “. . . mini high school and hope to meet the needs of early adolescents.”” Because
of its reform efforts, the school was selected in March 1991 as the New Mexico Middle School of
the Year.

Through much of this time, the school essentially struggled on its own, without much
professional or systemic support and involvement from the district, but this state-of-affairs
changed somewhat during the 1994-95 school year. In 1994-95, the district became interested in
the portfolio system, and Cooper is now in the position of helping one of the local High Schools
develop portfolios for its ninth grade students. As a result of this cooperation, Cooper students'

portfolios will be accepted by the area high schools, when Cooper students advance to the high
school level.

Two other major district-level changes affected Cooper as well. The district acquired a
new Superintendent, who, according to several study participants, will seek greater accountability
from the schools. Cooper teachers, thus, already are contemplating the alterations they might
have to make in the future to their home-grown curriculum and assessment strategies. In addition,
Cooper's boundaries changed, requiring semi-adjustment on the parts of teachers and the Principal.

School Mission and Reforms

Cooper's mission statement is as follows:

Students who graduate from Cooper Middle School will have the critical thinking
and social skills to develop into positive, responsible, and productive citizens who
can envision how they can contribute to the society in which they find themselves.
They will be empowered with the confidence to be independent, resourceful,

*‘Cooper Middle School. November, 1993, pg. 1.
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committed and successful lifelong learners who will see their individuality and that
of others in a positive light’

As a result of the reform process launched in 1989, the school reorganized itself into
family groups composed of a core group of teachers and students. Through the 1993-94 academic
year, each of the two eighth grade families were composed of six teachers and a heterogeneous
group of students, and each of the two seventh grade families were composed of five teachers and
a heterogeneous group of students. (All special education students were mainstreamed, excepting
12 students .'assified in the “D” category.) The elective teachers comprised a distinct, STAR,
family, which is responsible for teaching subjects such as music, arts, home economics, foreign
languages, and computers to both 7th and 8th graders.
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For the 1994-95 academic year, however, the family structure was altered to form three
teams of three teachers in the seventh grade, and two teams of three teachers and one team of six
teachers in the eighth grade. These stretu. ol changes were decided upon during a school
planning session in the Summer of 1994. Cooper staff came to believe that the extant family
structure had not functioned well during the previous year, because teachers had formed families
based on personal compatibilities, rather than on academic requirements. In one family, for
example, none of the teachers had felt comfortable teaching mathematics and science, and,
therefore, the family could not provide its students rigorous training in those two subject areas. In
addition, teachers also believed that smaller family sizes would be more conducive to planning,
implementing, and evaluating the family-based curriculum and assessment systems.

The structural changes discussed above did not affect the functional features of the family.
Each family plans its own curriculum, schedule, and student counseling services. Reportedly,
coordination of school programs is done through a “shared decision-making process” consisting of

the principal and a representative from each family (or, regarding certain matters, the entire
family).

Following the Coalition philosophy, each family presents a large part of its curriculum
materials focused on essential questions that lead students to final assessments centered on their
abilities to use critical thinking skills in order to solve real-world problems.* The school has
spelled out the critical thinking skills requirement into several exit competencies, which students
are required to demonstrate upon graduation. These competencies, developed by a task force of
teachers and parents, incorporate state and district competency requirements. The focus on exit
competencies is provided through thematic units integrating skills, knowledge domains,
instructional strategies, and assessment systems. (Two samples of thematic units are presented in
Appendix B.) All thematic units and assessments are designed by teachers themselves and are
organized around essential questions.

The seventh grade thematic units are generally organized around the essential question
Who am 1? — and the eighth grade units are formulated around How do I affect society? Each
family plans 4 to 10 thematic units and associated assessment techniques per year. Assessments,
thus, are an integral and an on-going feature of curriculum and instruction.

-
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In 1994-95, in addition to changing the family structure, there also was a change in the
extent to which teachers used thematic units for content area coverage. As will be discussed
under the Impact on Curriculum and Instruction section, teachers placed less emphasis on thematic

\ units as the preferred pedagogical strategy, and this change was the most significant for
mathematics.

The development and implementation of assessments are described in the sections below.

Performance Assessments

The school fashioned performance assessments to: (a) better capture students' learning with
regard to the essential questions and the integrated curriculum, (b) to inform the student about his

or her progress throughout the school's program, and (c) to inform parents about their child's
interests and progress in school.

The school requires students to keep portfolios of their work, to undergo the Rite of
Passage Experience (ROPE), and to answer an Open-ended Interdisciplinary Question at the
culmination of eighth grade. These three comprehensive assessments build upon the numerous

projects and assignments — performance tasks — students complete over the course of their two
years at Cooper.

It is important to note, however, that despite the use of a family-based integrated
curriculum and assessment system, the school continues to use a traditional school report card that
is sectioned into traditional subject areas. Students are assigned letter grades based not only upon
their project work, essays, and reports, but also upon multiple-choice tests, and none of the
comprehensive assessments — a complete portfolio, RCPE, and the Open-ended Interdisciplinary
Question — is a district requirement for graduation.

The development of project-based performance assessments and their characteristics, as
well as the comprehensive assessments themselves, are described below.

Development of Performance Assessments

Reportedly, assessment development was, and continues to be, inspired by the Coalition's
method of planning backward. Thus, outcomes are conceptualized first, and curriculum,
instruction, and assessment tasks or assignments are fashioned around the resulting outcomes.
That is, teachers first delineate the skills and knowledge they want their students to be able to
demonstrate at the end of a unit and then design thematic units around those skills and knowledge

outcomes. Elements of planning backwards were evident in teachers descriptions of the steps
taken to plan for the 1994-95 academic year.

During the Summer of 1994, and in subsequent teacher forums, teachers discussed the
successes and failures of the previous year in terms of student performance. For example, they
evaluated ROPE performances and noted that students rarely mentioned mathematics in their
presentations. As a result, in 1994-95, Cooper teachers began taking a more direct, traditional
approach to the teaching of mathematics. However, none of the teachers interviewed for this
study detailed the processes of planning backwards in creating the assessment fcrmats and
instruments, and asscssments and curriculum were generally seen as being tightly interwoven.

I-6
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Each family plans and coordinates its own thematic units, which vary in format and
completion time. For example, the eighth grade Plaid Flamingos Family teachers work together
on The Dawn of the Nuclear Age Unit, which lasts for about four and a half weeks (see Appendix
B). The essential questions and skills for the unit are spelled out, as are the assignments and
projects on which the student is to be assessed.

Assignments and Proiects

Assignments and projects consist of essays, student productions, debates, or other events
that are based on a student's completion of a research project. For example, during the Spring of
1994, eighth grade students had to select and write an essay on a topic dealing with The
Intersection of Medicine and Science (see Appendix C). Students were asked to research the
topic, cover enough information in their reports tc convey the topic to their readers, pay attention
to the “quality and mechanics” of their writing, and use visual aids, such as graphs and charts, in

their reports. An example of another assignment, a student production, is described in Exhibit II,
below.

EXHIBIT II

Court of Law

An eighth grade family held a mock court trial as the culminating activity of a theraatic
unit entitled Freedom and Responsibulity.

The topic of the mock trial was, Should the United States of America ban the sale,
manufacture, and use of cigarettes? One Judge, a prosecutor, a defense attorney, witnesses, a
jury, a transcriber, and a court marshall, all played by eighth grade students, constituted the
“court.” About 42 students sat in the audience and one student videotaped the proceedings. One
at a time, the lawyers put forth well-informed arguments, produced expert testimony and
witnesses, cross-examined one another's witnesses, and delivered closing statements. After a brief
deliberation, the jury rendered its verdict. The court proceeding lasted about fifty minutes.

At the conclusion of the mock trial, all students were required to produce a persuasive

piece of writing based upon the court proceedings, to be incorporated into individual student
portfolios.

Scores on assignments and projects like the above are determined through scoring rubrics.
Sometimes one teacher scores one entire assignment or project, while at other times several
teachers score various parts of an assignment, so that grades for the traditional subject areas can
be determined.

Scoring Rubrics

The design of each scoring rubric is determined by the nature of the assignments and
projects and by the expertise of the teacher who designs it. Each scoring rubric outlines the

17




dimensions of the assignment to be graded and the score distribution or the maximum score value
for each dimension. For example, for an essay, What is a Hero?, the scoring rubric established
three dimensions: Writing Skills; Content; and Format (see Appendix D).

Each major dimension was further divided into sub-dimensions: the Writing Skills
dimension consisted of spelling, punctuation, and sentences; the Content dimension consisted of
the exposition of common qualities of heroes and the explanation of those common qualities; and,
finally, the Formant dimension consisted of an introduction and a conclusion. The Writing Skills
and Content sub-dimensionus were to be rated on a S-point scale, and the Format sub-dimension
were to be rated on a 3-point scale. The teacher-marked scoring rubrics are returned to the
students for feedback about their performance and as an instructional tool for further work.

Comprehensive Assessments

In addition to the Family designed projects and assessment practices, each student is
expected to compile some of her or his scored projects and assignments into portfolios, to
participate in the Rite of Passage Experience (ROPE), and to answer an Open-ended
Interdisciplinary Question. These standard school-wide assessments build on one another to
provide a cumulative record of the student's academic work at Cooper, and are used to inform
students and their families of student progress with regard to critical thinking and social skills.
The teacher who is responsible for the student's portfolio and ROPE communicates the
informaticn to the student and to his or her family. However, as previously mentioned, none of
these comprehensive assessments is required for graduation, and none is reflected on the student's

report card.

Portfolios

All seventh and eighth grade students are required to maintain a portfolio that each edits
during the last term of eighth grade. This portfolio must include:

. Projects or assignments that highlight the student's work in the areas of Language
Arts, Math, Science, and History and Social Studies;

. One piece of creative or expressive work that reveals something about the student;
. A best piece of work from an arts class; and
. A two-to-three page essay on the student's academic, physical, and social growth

during the year.

Each student edits her or his portfolio during the last term of her or his eighth grade year.
Next, each student's family of teachers examines the portfolio and assesses her or his critical
thinking skills, interests, and areas of strengths and weaknesses, and provides the student with
written feedback. In the scventh grade, the portfolio is not used to provide such written feedba :k.
Although the portfolio does not receive an overall score at the end of the year, it is primarily use 1
for overall self-evaluation during the last nine weeks of school.

1-8
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For the first time, at the end of the 1994-95 academic year, eighth grade students also will
winnow their poniolios and send their exemplary portfolio pieces to their future high school.

Rite of Passage Experience (ROPE)

All graduating eighth graders must undergo a Rite of Passage Experience (ROPE).
Students design and present to a panel of teachers, parents, and community members an
audiovisual master portfolio of their experiences and growth while at Cooper. The panel acts as a
«, ., sounding board for the students' self-reflections and self-appraisals.” ROPE typically lasts
for 15 minutes, and a record of the ROPE conference is sent to the studeat and to his or her
family. (The ROPE report format, again, depends upon what the family wants to do.)

Interdisciplinary Qpen-ended Question

Students write an answer to an interdisciplinary open-ended question at the time they cnter
seventh grade, and then again during the spring semester of eighth grade. A comparison of the
student's seventh grade essay with his or her eighth grade essay enables the student to apprais« his
or her growth over the two-year period; the student's eighth grade answer is incorporated into his
or her final portfolio. Each family develops its own rubric to evaluate the interdisciplinary open-
ended question.

Resource and Professional Development Support

Cooper participated in a fair number of professional development activiiies in the past few
years. Prior to the school joining the Coalition, Cooper Middle School's Principal went to visit
the Coalition's headquarters at Brown University to review some programs and to meet with
researchers and program directors. The Coalition, in turn, sent researchers to help teache: with
planning backward for curriculum, instruction, and assessments. In addition, for training and
professional development, teachers visited schools in San Diego, Kentucky, and New York City,
which are experimenting with developing and implementing performance assessments. The
visiting teachers specialized in specific assessment and instructional straiegies, such as portfolios
and cooperative learning.

By 1993-1994 the focus of profes ional development activities had shifted almost entirely
to the process of whole-staff decision-making. Seven teachers visited other schools specifically to
study decision-making processes. In addition, the school added five minutes of instructional time
per period (at its own discretion). It also provided five days in-service for the year, three of
which were used to “action plan” changes for overall school reform. Few teachers, thus,
remembered receiving in-house professional development geared towards the development and use
of performance assessment strategies. During this year, the Coalition provided information on
assessments and related issues primarily through publications.

During both years teachers emphasized their need for in-class training and support for the
express purpose of designing and using assessments and thematic units. They repeatedly said that
they wanted mentors to be working beside them to provide them with hands-on, authentic training
and experience. Teachers noted that they often have to help themselves, and, although they are
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quite resourceful, the process can be quite burdensome. For example, the special education
teacher felt he did not fully understand how to use portfolios and that he required greater support
in the design and utilization of what he called “true” portfolios. He did not remember any
professional development over the past three years that explicitly centered on performsnce
assessments. In fact, the teacher observed, one of the greatest impacts of the refor.a efforts has
been the need for “intense professional development,” geared toward classroom practices. The
Principal was aware of the situation and hopes to make extensive use of in-house expertise in the

coming academic year. He plans to encourage teachers to spend time with other families in the
school.

In the meantime, to facilitate thematic teaching and the use of performance assessments,
teachers generally schedule 45 minutes per day for team-planning and another 45 minutes for
personal use. According to the Principal, teachers generally set aside their personal time on
Tuesdays and Thursdays for parent-student-teacher conferences, on Mondays and Wednesdays for
curriculum planning, and on Fridays for “other things.” He said that the teachers generally spend

about two to three hours per week for assessing how their students are performing on thematic
units.

Cooper's professional development activities discussed above were supported by the New
Mexico RE:Learning Partnership and the Panasonic Foundation, who provided $5,000 and $2,000
respectively per year. Begun in 1988, the RE:Learning partnership comprises the Coalition, the
Education Commission of the States (ECS), and all member states, district, and schools. Its aim
is to assist systemic reform efforts at any level of the education system.

According to the Principal, the RE:Leaning grant in 1993-94 was used for professional
development and for reimbursing substitute teachers at $50 per day. In 1994-95, it was used for
professional sessions devoted to evaluating Cooper's old competencies and for developing new
ones. The Panasonic funds in 1993-94 were used for keeping school statistics, such as student
attendance rates, and in 1994-95, the Foundation helped pay for professional development and
planning sessions focused on evaluating Cooper competencies.

For obtaining such financial and in-kind support, Cooper Middle School submitted
proposals explaining what they would do with the funding. They must identified extant needs in
the school and how the money and the resources would help fulfill those needs.

Interaction with Other Reforms and Tests

Other Reforms

As mentioned previously, the assessment reform was and is part and parcel of an overhaul
of the scheol's organizational structure, curriculum, and instructional strategies. Supposedly,
assessment techniques and results are used to drive changes in instruction and curriculum through
the concept of planning backwards, but most interviewees suggested that during the initial stages
of reform, the conceptualization and implementation of these changes were close to simultaneous.

A major outcome of the overall reforin effort was the institutionalization of a goal-setting
process for new students called Two Weeks into Your New Experience (TWINE).  During the
TWINE conference, the individual student, his or her parents, and the teacher talk about the
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school's program and each person's expectations for the academic year TWINE, thus, functions as
a poal-setting mechanism for ROPE and also as a method of inviting parental participation in
Cooper students’ education.

In 1994-95, although planning backwards as a technique of systemic change was not
identified as such by most study participants, “exhibitions” of student performance and data from
other assessments were used to evaluate and change the family structure and pedagogical
strategies.

Other Tests

In addition to its own comprehensive and on-going performance assessments, the school
administers, each spring, the Iowa Test of Basic Skilis (ITBS) to eighth grade students, including
all Chapter I and Special Education students. The ITBS is required by the district. According to
the teachers and to the Princiypal, district-wide scores on ITBS have not increased in the past year,
but Cooper's scores have been higher than those of other middle schools. In the 1993-1994
testing period, Cooper students scored at the 64th national percentile in reading, 49th in math,
50th in social studies, and eighth in science. Figures similar to those were obtained in 1992-1993.

In 1993-94, teachers said that they did not alter their inst-uctional strategies to prepare
students for the ITBS, and, ostensibly, there was no coordination between the school's curricular,
instructional, and assessment strategies (to match the multiple-choice format) and the
administration of ITBS.

In 1994-95, however, as will be discussed in greater detail under Curriculum and
Instruction, teachers did change their overall pedagogy strategies for mathematics and science,
because Cooper students' ITBS results were not satisfactorv. Teachers, however, disliked the
ITBS, as they felt that it does not have an acceptable structure for assessing the kinds of skills
and competencies they are trying to instill in theii students. Students, too, disliked the ITBS and
find it to be “useless.” In fact, one student said that she did not perform well on the ITBS,
because it contained material she had not yet been exposed to in her mathematics classes.

Impact of Assessment and Other Reforms

No formal studies have evaluated the impact of the myriad reforms at Cooper. However,
the school community is taking note in detail of the complexity of the effects upon itself of such
changes. Such effects are discussed below.

Impact on Teachers

Although Cooper teachers support the reform activities and outcomes, the “transition has
been difficult,” said the Principal. Teachers shoulder the demanding tasks of fashioning their own
thematic units and assessments to judge student achierement. For them, this | as raised, rather
than resolved, several issues. (Many teachers, ¢specially in math, continued to use traditional,
multiple-choice tests in addition to pgrformance assessments for the purposes of evaluating student
performance and assigning traditional letter grades to thcir students.)
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Quality and Standards. For many teachers, among the other main points to be debated
are assessment quality and standards. In 1993-94, some of the teachers were worried that the
quality of their assessments, i.e., reliability and validity, might be questionable; by 1994-95, this
worry extended to the appropriateness of their teaching methods as well. In 1994-95, teachers
also observed that it had become increasingly difficult for many of them to be generalists and to
rotate the teaching of several subject areas.

One teacher verbalized the difficulty as feeling . . . very frustrated.“ He said that
teacher needed to explore other m~dels of thematic teaching and special education inclusion
practices. Through the thematic ui .ts they designed and the rubrics they generated and refined
every year, they maintained certain expectations of aria objectives for their students, but the larger
educational objectives remained obscure. (In 1993-94, for example, some teachzrs were not fully
aware of the school's defined competencies, and, by 1994-95, new competencies were being
developed.) The NEA teacher representative stressed that outcomes needed to be clearly defined
and sequenced, if the assessments were to be useful.

Report Card. Another major dilemma teachers continued to face is that the report card
they must use is organized by traditional discipline areas, and certain skills and competencies
must be covered within those subject areas. Assignment of subject area letter grades based on
interdisciplinary thematic units is, therefore, quite challenging. As one teacher said, teachers are
doing “two dances — [the] innovative and [the] required dance,” which was a frustrating
situation. (As mentioned above, part of a student's grade in the traditional subject areas also
derived from these assessments.)

In order to assess and report the attainment of Cooper competer.cies in a uniform format,
the Cooper staff worked on designing a rubric-style report card during 1994-95. The Principal
hoped to use this report card (in addition to the traditional report card) at the end of the 1994-95
academic year.

Professional Support. Teachers also talked about needing information on how to score
entire projects and wanting on-going technical assistance, more money, and more time to devise
assessment strategies and thematic units. They could not really discuss assessment issues without
addressing instructional concerns, and, hence, stressed that the drawbacks of project-oriented
instruction and assessment were that ther~ was very little time to “refine” units and assessments.
Teachers have about 45 minutes per day for planning, and that is too little to discuss the benefits
and drawbacks of the new instructional and assessment techniques.

Impact on Curriculum and Instruction

Cooper teachers regularly used a variety of instructional techniques, ranging from
engaging students in Socratic discussions, cooperative learning, debates, and lectures accompanied
by audiovisuals. The principal maintained that the teachers use more varied instructional
strategies now than they did before the reforms were mobilized Positive educational changes,
however, both teachers and principal agreed, cannot be driven solely by revamping assessments;
issues in curriculum and instruction must also be considered.

In 1993-94, scme teachers were concerned that thematic units might interfere with
sufficient coverage of traditional discipline areas. According to the NEA representative, student
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choice in determining thematic assignment topics precluded comprehensive coverage of content

for every student. By 1994-95, this concern was particularly salient for comprehensive coverage
of mathematics, science, and history.

In the Summer of 1994, using ROPE as an informational tool, teachers identified what
they perceived to be weaknesses in their mathematics curriculum. They were startled to discover
that students hardly ever mentioned mathematics in their culminating performances, ROPE, either
as something they had learned or as something with which they had experienced difficulty.
Teachers also were disappointed in their students' ITBS mathematics scores. They came to the
conclusion that teaching mathematics mostly through applied problems and thematic units were
not adequate methods of instilling in their students a good understanding of the discipline. These
teachers felt that their methods had not been successful either because the methods had been
developmentally inappropriate for their students, or because they did not possess sufficient
mastery in using thcse methods. In either case, teachers had experienced “constant frustration” of
teaching mathematics as an applied science, said one teacher.

Cooper teachers, thus, decided to employ a more direct skills-building, “old fashioned”
approach to the teaching of mathematics. During 1994-95, therefore, teachers placed less
emphasis on teaching mathematics through thematic units and a little more stress on “pure”
mathematics. Every student, thus, was assigned to a fifty minute mathematics class. One eight
grade family also decided to group its students by ability levels for its mathematics classes. In
addition, to further understand the issues involved in mathematics curriculum, a school committee
was established to study the NCTM standards to further refine the school's mathematics program.

Cooper teachers also refined other disciplinary areas as well as thematic units. During
1994-95, in fact, teachers identified all disciplines by their names, and they also tried to
emphasize traditional teaching methods. According to one teacher, part of the pressure came from
the parents, who asked, “What class is this?” (It also was zvident from the parent-teachers
conferences that parents felt that their children were not being taught sufficient amounts of
mathematics and science and that these areas had to be strengthened.) Thus, for example,
American History was presented in a more chronological fashion, and science was infused even
more into thematic units and was taught as a separate subject.

Teachers of elective subjects said they had always used performance assessments, but that
they now had vritten standards and benchmarks (but no scoring rubrics) to judge student
performance. The electives teachers also said that assessment reform was conceatrated primarily
in the “core” classes, as there was not much need for such reform in their classes. The
technology teucher xaid she supports reforms in the “core™ classes by requiring students to play
clectronic games that promote inductive and deductive reasoning and problem-solving skills.

Impact on Students

In 1993-94, according to the two students interviewed, thematic units were enjoyable and
confusing. The two mentioned that students were uncertain about which teacher taught what
subject, a factor that caused them some distress. For examnple, one student mentioied that he
would have liked more help in mathematics, because he was not proficient in the subject, but that
he did not know who to approach for help. (He aspired to study civil engineering in college, but
needed a rigorous math background do be able to do so.)
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Another student said that she did not like the thematic units because they did not “teach
subjects.” (Because of her elementary school training, she was accustomed to being exposed to
extensively defined subject areas.) In addition, both students were worried about gaining content
area knowledge, because the report card, the basis for graduation, was organized by subject area.

A related disgruntlement these students harbored was that they did not understand how
subjects were interrelated within thematic units, or what, exactly, they were expected to know at
the end of those units. Students articulated the desire for “. . . more organization of themes —
everything is mixed up in themes; we don't know where we are.” One student claimed that he
was “lost” when they covered the essential question, “What does it mean to be human?”

Students also complained that they found thematic units burdensome, as they were asked
to complete research-based assignments, even though they frequently were not given a
bibliography or resources, and despite the fact that the library did not contain much research
material. These students also did not evince strong feelings about portfolios, because it was “. . .
not a big thing,” according to one. That student said that it was only “partly kids' choice” as to
what completed assignments were to be included in the portfolios. One student, in fact, kept
using the word “miscommunication” about the process of education at Cooper. Paradoxically,
both students did not mind creative assignments, and one said that he especially liked debating.

By 1994-95, many of these difficulties had been allayed, primarily as a result of clearer
identification of traditional subject areas and due to the changes in the family structure. Most
students reported that their classes were “pretty separated,” and they knew when they were
studying mathematics, science, English, and other subjects. Their reactions to thematic units also
were more favorable. They said that they enjoyed doing “hands-on” assignments, such as
monitoring the stock market for mathematics and making “dragsters” for science projects. They
also said that they liked keeping portfolios, because they can revisit the work they had done.

These students also enjoyed group work when they did not have to finish other students' work,
which did happen from time to time.

Students' reactions to the grading system showed a preference for the traditional letter-
based grading system, perhaps because that is the basis for Cooper's report card. In 1993-94,
although students appeared not to be overly concerned with the grading system, because, as one
said, it was “fair, more or less,” they mentioned wanting more feedback and a better
understanding of the grading criteria. They also said the grades seemed to them based on
accumulating “things,” rather than on the “quality” of what they prodr_c. In 1994-95, students
were clearer about the use of scoring rubrics for setting performance standards and for scoring
purposes. Nonetheless, one seventh grade girl said that she liked the traditional letter-grade
system, because an “’A’ shows me that i'm doing really good.”

In 1993-94, both the principal and the teachers reportzd that as a result of the classroom
teaching and learning strategies employed at Cooper, their students were developing powerful
critical thinking skills, good writing skills, the inotivation to achieve high standards, and the
ability to work together groups. The eighth grade teachers obscrved that their students were much
mcre challenged through the project work than through text-book based work, and were focusing
on “processing information.” Interestingly, teachers from one family asserted that the one direct
result of assessment was that scoring rubrics helped students understand the grading criteria, so
that they no longer disputed their grades.
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At the end of the 1993-94 academic year, however, teachers also noted that students were
not proficient enough in mathematics and in science. In addition, because of the team structure,
teacher rotation of subject areas, and the use of thematic units, students often were confused about
which teacher taught what subject and about the connections between thematic units and subject
areas. As a result of this realization, the team structure and pedagogical strategies underwent
significant changes. These changes are discussed in the sections below.

Special Education Students. The special education teacher asserted that performance
assessments was “wonderful” for special education students, but such assessments, especially
exhibitions and portfolios, tended to reward more “overt and gregarious” children. He said that
children who are emotionally and behaviorally disturbed did especially well on performance
assessments because they relied on verbal skills to express themselves. The special education
teacher also believed, however, that other types of assessments that place less emphasis on “show”
must be devised to capture the performance of students who are shy.

Impact on Parents and Community

The school is regarded as a leader in assessment reform and enjoys a good reputation
within th. community. In 1993-94, according to a school board member, the board was “very
pleased ar.d supportive of it {the school].” In fact, the Board v.23 trying to encourage other
schools to reform their instructional and assessment methods. However, the board member also
was concerned about the lack of specific standards and the communication of those standards to
students. (He, too, was not aware of the Cooper competencies.)

The board member's personal concern about his daughter who attended the school
involved projects and homework. He did not “see a real structure to her projects,” and he felt
that students were assigned “little homework.” Hence, in his opinion, the right objectives were in
place, but not the right processes and outcomes.

In 1994-95, the school board member also had a similarly high opinion of Cooper, but he
had no children enrolled in the school. His information, thus, was more pertinent to the district as
a whole. He was concerned about the district's ability to attract quality staff, as the district's
financial incentives were so low. He also expressed the need for establishing a rigorous district-
wide accountability system, as he was distressed about the fact that the district scored on the
lower end of ITBS. Although he expressed great enthusiasm for using portfolios as means of
giving feedback to students, he did not want them to be converted into a “machine-like process.”

In both years, all parent participants were supportive of Cooper's philosophy of education
and teachers use of project-based work, but two parents also expressed concerns over children's
exposure to content areas. “Method for method sake is meaningless. Transferral of content
information is very important,” said one parent.

In 1993-94, the parent interviewee was an active member of the school community. At
Cooper, she coached a group of studen: for an academic competition entitled “Odyssey of the
Mind.” Although she was appreciative of the hands-on work and creativity demands of project-
oriented work at Cooper, she was not certain that her son liked the work very much. She
mentioned, too, that ROPE is a great idea, but she is ot so sure that it means as much as it is
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supposed to mean to the students. She, herself, was concerned about what she perceived to be a
weak scoring system, and she wanted a more rigorous one in place.

In 1994-95, while one parent, the President of the Parent Teacher Association, spoke very
highly of the school, the other parent felt that Cooper standards must be raised and learning
outcomes must be defined. (He had not yet seen Cooper's new competencies.) Both parent were
supportive of the plans they said the new district Superintendent has to institute greater
accountability measures for the school system.

Future Plans

In the near future, Cooper staff plans to address a number of outstanding and important
issues. It will (a) devise a better inclusion model for special education students, (b) require an

educational plan for every student, and (c) define a better mode of transition from middle to high
school.

Cooper teachers currently feel that Cooper students experience more difficulties adjusting
to high school classes than do students from other middle schools, because they become
accustomed to project work and performance assessments. The changes in their approach to
teaching subject areas, they hope, will help the fuiure cohorts in adjusting to the academic
demands at the high school level.

The school also will finalize new Ccoper competencies and better assessment and
measurement of student ontcomes. The new competencies will be established within the state's
curricular frameworks entitled, Standards of Excellence, In the meantime, the school has
developed a Cooper Competency form that is intended to function as a narrative report card.
Students will eventually be rated on Cooper Competencies at the end of seventh and eighth
grades. The Principal also hopes eventually to use the form for advancing or detaining students.
In the meantime, the district's new Superintendent may also require changes in assessments and
curricular frameworks.

The school administration also would like to move from time-bound learning to mastery-
based education in order for students to determine their own pace in mastering curriculum units.
However, standards for competencies and performances have not as yet been fully articulated, and
faculty members are experiencing conflicts over how to meet all the currently established

standards. They feel that they cannot provide variable amounts of time to students to attain
mastery of the various units.

All of the above plans will be subject to the scrutiny of the new district superintendent.
The common wisdom is that the new superintendent will standardize the curriculum and seek
more accountability. It is the hcpe of the Cooper community that the district will spell out the
required competencies, but that it does not require all schools to use specific textbooks and lesson
plans. Cooper Principal also hopes that Cooper will be used as a model sciool for reform
activities in the district.
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Cooper is steeped in the philosophy of school reform and is earnestly attempting to change
the central features of education: teaching and learning. The school has taken great pains to
reorganize itself into smaller student and faculty groups (families) and is grappling with issues in
the areas of curriculum, instruction, and assessment. The faculty uses the information from

student performance to judge the rigor of its pedagogical approach and philosophy. Problems,
however, remain.

There appears to be little central coordination in the development and implementation of
thematic units and the accompanying assessment system. In addition, less than needed
professional development in designing curriculum, assessment, and instructional strategies means
that teachers are left to their own devices, which adds work to already overloaded schedules.
Hence, several features of the assessment system are uncoordinated and without much quality
control. Teachers tend to use “existence. proofs” (e.g., the presence of certain ideas,
characteristics, and so on) as grading criteria; and standards for student outcomes have not been
fully defined.

Coupling interdisciplinary instruction and assessment with a traditional content area report
card also is a cause for concern. Both teachers and students worry about content coverage and
about how to infer performance in a subject area from an interdisciplinary assignment..

Fundamentally, the issue of quality in assessment reform centers around the resources
(basically information and time) provided to teachers for continuiiig the work of reform (without
causing them to become confused about the “two dances” they are expected to perform).

Cooper staff is aware of these issues and concerns, and, in 1994-95, began to address them
with changes to its family structure and pedagogy. The questions that led instructors to change
their approach to teaching, however, remain unanswered.
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The Common Principles of the
Coalition of Essential Schools
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APPENDIX B

Sample Thematic Unit
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MOONGCGAZERS
WESTERN THEMATIC UNIT 27

OVERVIEW
STUDENTS WILL DEMONSTRATE THEIR UNDERSTANDING CF CCNF
IN THE DEVELCPMENT OF NEW MEXICO DURING THE 19TH CEXTURY

ESSENTIAL QUESTION
HOW DID CONFLICT SHAPE NEW MEXICO?
WHY DID PECPLE COME TO NEW MEXICO?
WHAT CHANGES RESULTED FROM THE CONFLICT N NEW MEXICC»
WHAT IMPACT DID THE OLD SANTA FE TRAIL HAVE®

THEME
I9TH CENTURY NEW MEXICO

ESSENTIAL SKILLS
The student will be introduced to the following skills:

writing a paper and delivering a narrative. 1I8lc
Interpreting and relaying verbal and nonverbal
directions/messaged/ A6

asking questions to elizit specitic Informatien/opinions [JA7
use a variely of sources to distinguish reievant and Irrlevan
information lAla

recognize social, histerical poiitical, cultural and ervirorme
relatioriships 1A3D

recenize the impac: tnat the evernts of -he pazt have on the
future (DARd

develop sense ot chronolegy of evens<s lAic

acknowledge sources and reterences through vusze ct
bibliographies. [B

compare and centrast various Xinds of Infermatiorn. (Al
write a paper ard deliver an oral presentation whick s cle
consise, and Intere¢sting in each ¢! the tollowirng modes

Intormacive. narrative, analyt:za. I12la, 2, d

- Write using standard zrammar, tpelling |, purnztua<ion v
editing and preot reading work 11E.2

- Snew respect teor self, adults, Peers. ard preperty [T

- Generate idea: and formuiate hypothesis to predict cutcer
A2

- Pertorm all four operatisrs with rea! numbers and f{srrailacs
tc to.ve rmath prenlesm lada
ldentizy mias, propagarda ang taity ozis and distiruish
betweer. tact ard cpinion HAS

3= REST LOTY EVEILARLL




MOONGAZERS

WESTERN THEMATIC UNIT p_<

BODY OF KNOWLEDGE/PEDAGOGY
JCURNALS

MONOLOGS

POETRY

ISOLATION OF NEW MEXICO

SANTA FE TRAIL

METHODE C COMMUNICATION
S0LVING PERCENTAGE FROBLEMS
UsSinG PERCENTS TO DISCRIZBE AND SREDICT PUSEIBLE SUTCONES
How PEIRCENTS PERSUADE us
NoTE-TAKING SKILLS

WFE.TING PBIBLIOGRAPHIES

EaoaY FORMAT

COMPARATIVE WRITING
VOCABULARY DEVELCPMENT
SUTLING FORMAT  AND SKEILLS
RESEARCH

~pAL PRESENTATION

MAPPING

T-MEZLINZE

CLUENTOR

DICHOG

BENCHMARK OUTCOMES

ENGLISH Lssay, Duthne, B:bliography Nete larcs
~reate |nd:vidua. bock

anc.al STUDIES Nete Cards, Fuoric, Piucture, Marg.
Timeline

Math Estimasing distances, Ta-Scale Lrawing:

SOMMUNICATIONDS Monrologs, Jecurnals, Peatry. (Aalti-Med
Presentazicns

ASSESSMENT

The family will pick one:

1 PRODUCTION  Stucents will generazez “her material er th

awrn production ter "“The “an<a Fe Train’

2 INDIVIDUAL BOOKEacn stucent  will write his/her ¢

~uente of thelr family armving L N

B OLD SANTA FE TRAIL JORNAL Each sruacent el make

rechica ot an Ola Capta Fe dra:dl Jeurnal oarnd et Fatdner

{iayy o trave. anong tae nid Canta b Irail

BEST COFY AVAILABLE
38
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THE DAWN OF THE NUCLEAR AGE

Level:

Overview:

Theme:

o

Eighth grade

Students will study the tachnology, history
and issues surrounding the development of
nuclear energy and participate in a debate.
Nuclear Energy (a 4 1/2 week thematic unit)

Essential Questions:

. Was the U.S. justified in using the Atomic Bomb on Japan?

Should the government continue to support the design and
manufacture of nuclear weapons?
How safe is nuciear energy?

- How was the U.S. government justified in using uninformed citizens

for radiation testing during the Cold War?

Science

Social Studies

Mathematics

Language fArts

Bodies of Knowledge:

Nuclear reactlons

Genetics and mutations

Growthk and Human Development

History and Impact of nuclear discovery
Effects on foreign policy

World War i1; the Cold War

Probabllity

Equations

Readings- fiction, nonfiction

Research

Historical Fictlon, :writlnig and reading
Public speaking/Debate

Vocabulary

Genetics, radiation, fission, fusion, heredity, radioactivity, atom,
atomic, nuctear, the Coid War, McCarthyism, propaganda, explosion,

implosion, totalitarianism, dictator, racism, appeasement, facism,
Marxism, Nazism, isolationism

39
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D,0.N.a4 DEBATH

g

STUDENT NAME

DEBATE RESOLUTION:__

(5 pts.) The student turns in a com slete script ¢ her/his 3 minute
debate before performing t '~ debate.

(20 pts.) The Debate Topic is clearly understood. Relevant terms are
defined (If 'irst positive or first negative, there 1s a brief history
given.)
(20 pts.) The positive's or negative's main idea is made clearlv and
the debater demonstrates convincingly that his/ her position 1s
valid and necessarv.

(5 pts.) Each debater uses at least one quote which supports the
argument. Source of quote must be noted.

(10 pts.) All factual information is given a credible source.

(10 pts.) Charts or graphs effectivelv displav useful and
meaningtul information.

(10 pts.) Stvie and delivery of presentation.
(10 pts.) Effective use of props (Bonus pts.)
REBUTTAL
(10 pts.) The rebuttal is clear, well organized and well thought out.
(10 pts.) The rebuttal effectivelv points out weak points in the

opponents argument and/or successfullv strengthens weak
points in the debater's argument.

(100pts.) TOTAL

40
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APPENDIX C

The Intersection of Medicine
and Science Project

41




N
L

Modern Developments in Medicine and Science
Due: Friday, April 15—100 points
THE ASSIGNMENT:

Select a topic from some point at which science and medicine intersect (their
"nexus"). This topic should be of interest to you personally. Research the subject
and write a report about what you have learned about this subject.

In reporting on your topic, include as much specific information as possible about
how it affects the human body and tell which systems and organs are affected.
Include also information about prognosis for the future and possible breakthroughs
in treatment. If you are reporting about such controversial medical issues as the
abortion pill or AIDS explain why this subject is controversial and what the sides of
the controversy are.

Included with your report must be some sort of visual aid that helps "fill out”
your report for those of us who need visual stimulus in order to learn. For
example, if you are reporting on AIDS you could display through pictures or
drawings how the virus harms the white blood cells, or you could chart the
sequence of how Cancer spreads through tissues.

Here are a few suggestions if you can't think of anything:

1. There are aiways articles in TIME, NEWSWEEK and PEOPLE mzagazines and i the newspapers
about breakthroughs in medical research. Find at least 3 articles that deal with research about one
disease or problem, read them, and write a brief summary of the articles, relating the mformation to
what you are leaming about the human body and its systems. Inciude the articles with the rest of yow
ect
gfq'lhere is a constamt flow of information about the AIDS virus. Find out more about how the virus
works in the body. Find photos or drawings of HIV. Display in pictures how the virus harms the white
blood cells. Chart a sequence of what happens to the body’s immunity to other diseases. Give some
information about the latest m HIV research and list ways in which AIDS is and is not spread.
3. There are many different kinds of acne medications and skin lotions for sale. Most of the mfurmation
that you get about these products 1s from newspaper or magazne ads, and radic and TV commercials.
Before you buy you should evaluate a product's ad da* ns. Do an evaluation by following these steps:
(1) Find and cut out a newspaper of magazine ad for ar, ucne medication or skm cream or lohon. (2) Write
the name of the product. (3) Read the ad carefully, then make a hst of questons you would hke to have
answered beinre you decide whether or not to believe what the ad claims. (4) What reasons might you
have for questioming the claims in the ad? (5) What in the ad made you want tc buy the product? (6)
What in the ad seemed not to be completely truthful? (7) Would you buy and use the product in the ad?
Explain your answer. (8) Design your own ad for a skin care product that effectively “sells” the product.
4 . Onyourown research bnefly, and wnte a report on some other news fror: the nexus of science and
mechane. Eg report on Bo Jackson's hip replacermnent or other sports mechane stories; cancer research
and treatment like the use of Shark Cartilage; the necessity of vitamin and mineral supplements in the
diet; the dangers of skin cancer as a result of exposure to the sun; the hazards of dnig/ alcorol abuse to
the body; etc..
You will be graded on: 1. Evidence of research (be sure to cite your sourrz --
minimum of two)
2. Quality and mechanics of your report --spzlling,
grammar, punctuation, nzatness of presentation, etc..
3. Thoroughness of the report--do you cover enough of
the information to make the report of use and interest tc
others who may be curious about the subject

4 Visual aid(s)--graphs, charts, pictures, drawings etc..

At |
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Primary Learning Record:

Park Elementary School
May 5-6, 1994
April 3-4, 1995
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PRIMARY LEARNING RECORD:
PARK ELEMENTARY SCHOOL

Introduction

This case study explores the integration of a new method of assessment with a well-
developed and well-articulated educational program and philosophy with which it is compatible.
Educators at New York City's Park Elementary have long provided a child-centered educational
program. and for the past few vears, several of them have employed the British-developed

Primary Language Record. and. more recently, the Primary Learning Record. to help support that
program.

Park Elementary is a magnet school in New York City's District Four. Founded 20 years
ago. the school’s guiding philosophy is to provide a child-centered education. The school has
waivers from some district mandates, including one that allows teachers to send home narrative
reports in lieu of standard report cards. During the 1993-94 school year, Park Elementary served
about 230 students. pre-kindergarten through grade six. These students were 18 percent white. 36
percent African-American. 42 percent Hispanic. and 4 percent Asian. (The demographics of the
student body were little changed for the 1994-95 school year.) The Park Elementary staff
includes primarily experienced teachers: about two-thirds of the staff of 14 have been at the
school for 15 vears or more. and several teachers have been at the school since its founding. All
regular classroom teachers teach mixed-grade classes (e.g., K-1. 3-4). and students typically have
the samie teacher two years in a row.

The Primary Language Record (PLR) provides teachers with a structured method of
tracking young children’< development of language skills and planning individualized instruction
to meet students” language and literacy needs. The PLR was first introduced in New York City in
the carly 1990s. The PLR has since spawned the Primary Learning Record (PLeR), which uses
the same approach to monitor and record children’s intellectual development in all subject areas.
Implementation of first the PLR and beginning in the 1994-95 school year, the PLeR in about 62
New York city schools is supported by three organizations — the Center for Collaborative
Education. the Center for Educational Options, and the Elementary Teachers Network — which
together comprise the New York City Assessment Network.

I'his case study is drawn from two visits to Park Elementary. the first in May 1994 and
the second in April 1995 Between the two visits, teachers had switched from using the PLR to
the PLeR. However. their reactions to and comments about the two closely related assessments
are quite similar. Thus. throughout this case study. the combined term. “PLR/PLeR™ will be used
to designate facts or opinions applicable to both versions of t1e assessment.

Participants
Several individuals associated with Park Elementary and the Center for Collaborative
Education (the organization assisting Park Elementary teachers in the implementation of the

PLR/PLeR) were interviewed in Spring 1994 and Spring 1995; the roles of these individuals are
identified in Exhibit 1.
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Observations

In the Spring of 1994, lessons were observed in two classrooms (preK-K and 5-6) and
samples of completed PLR forms were collected. In Spring 1995, lessons were observed in two
classrooms (preK-K and K-1).

EXHIBIT I

Study Participants

1993-94 1994-95

e Teacher Consultant at the Center for *  Teacher Consultant at the Center for
Collaborative Education Collaborative Education

*  Teacher Director *  Three teachers (grades preK-K. K-1. and
*  Four Teachers (grades preK-K. 3-4. 5-6. special education resource): all three

and special education resource): three of teachers use the PLeR

the tour teachers use the PLR *  One parent

¢ One parent

School Context and the Primary Language and Learning Records

Park Elementary's associated high school (grades seven through twelve) and a neighborhood
junior high school. However. the wing that houses Park Elementar  feels very much like an
elementary school. The hallways are lined with children’s work — paintings and drawings.
sculpture and crafts. stories and discoveries. Children seem to feet comfortable interacting with
all of the school’s teachers. calling all statt members by their first names.

Families must apply to have their children admitted to Park Elementary; in order to apply.
the child and family members must first spend several hours visiting the school. Admissions are
then made by lottery. with the exception of children of staff members and siblings of other Park
I-lementary students. who are automatically admitted.

The Center for Collaborative Education and the New York City Assessment Network

Park Elementary is one of 1] schools participating in the Center tor Collaborative
I"ducation’s (CCE). Elementars School Assessment Project (ESAP). CCEL a network of small
alternative schools in New York City. initiated ESAP in the carly 1990s. The mission of ESAP is
“to develop the use of qualitative assessment techniques for instructing and evaluating children’™s
fcarning in the New York City public school svstem. ... using highly detailed observations and
descriptions to capture the richness of children’s learning ™.

MWallace, V(1993 Mavy Elementary School Assessment Project Review of Year One, 1992-93 New
York: Center for Collaborative Fducation, p. |

-2

Park Elementary is housed in an educational complex in East Harlem. which also houses l



In 1991, the CCE joined with two other New York City organizations, the Center for
Educational Options and the Elementary Teachers Network, to establish the New York City
Assessnient Network (NYAN). The three organizations formed NYAN because of their shared
commitment to introducing to their teacher colleagues an assessment technique called the Primary
Language Record (PLR). a tool designed to help teachers acquire and use those techniques
espoused in the ESAP mission. In the Fall of 1994, NYAN and its participating schools shifted
from the PLR to the PLeR. All together, the three NYAN organizations are supporting

approximately 300 to 400 teachers in about 62 schools in New York City as they implement the
PLR/PLeR.

The Primary Language Record and the Primary Learning Record

As designed. the PLR is intended to accomplish two major purposes: (1) to help the
child’s classroom teacher understand the child's learning style — focusing specifically upon
language development — in order to tailor an educational program appropriate for the child; and
(2) to help the teacher communicate his or her understanding of the child to the child’s next
teacher. The PLeR serves the same purposes and incorporates the same components as the PLR.
but it is intended for use by teachers to monitor children’s development in all subject areas, not
just language.

Teachers at Park Elementary use the PLR/PLeR to help them better understand their
students” learning styles. literacy progress. and other intellectual development and to plan
instructional activities to meet the needs of individual students. Teachers do not use the
PLR/PL.eR to assign grades or to rank children on their progress. Thus. as the PLR/PLeR is
implemented at Park Elementary. the first purpose identified above is more important than the
sceond.

Development of the Primarv Language Record and the Primary Learning Record

Both the PLR and the PLeR were developed by British educators associated with the lnner
London L:ducation Authority (ILEA) and led by the Centre tor Language in Primary Education.
Starting in 1985, these educators identified a need in their schools and classrooms of gaining a
better sense of their students’ learning strategies and their emerging literacy: they identified this
need in part because of the growing number of children in ILEA schools for whom English was
not a first language. Piloted in 50 schools during the 1986-87 schoo! vear, the PLR was made
available in September 1988 to all British schools interested in using it

As developed. the record aims to satisfy both record keeping purposes and instructional
purposes. including:

. Informing teachers who do not yet know the child of his or her progress:

. Informing the principal about the child’s progress:

. Providing parents with information about the child’s progress: and

. Supporting and informing teaching in the classroom and providing teachers with a

framework for teaching language and literacy .

1-3
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The last objective is the one of primary importance to NYAN. CCE, and teachers at Park
Elementary as they use the PLR and the PLeR (also developed by ILEA educators).

Introduction of the Primary Language Record and Primary Learning Record to New
York City and Park Elementary

In the early 1990s. several of the British educators involved in the development of the
PLR spoke in New York City about their experiences with it. Representatives from all three
NYAN member organizations attended the presentation and became interested in introducing the
PLR to the teachers they worked with. One Park Elementary tcacher attended the presentation zs
well. and she began experimenting with the PLR during the 1991-92 school year. Other teachers
at Park Elementary did not begin using the PLR until 1992-93, the year the Center for
Collaborative Education’s Elementary School Assessment Project began. Teachers at Park

Elementary are not required to use the PLR or to participate in ESAP, but about half of the
school’s teachers do so voluntarily.

In the Fall of 1994. CCE and all Park Elementary teachers involved in ESAP switched
from using the PLR to the PLeR. The switch to the PLeR was motivated by feeling among
teachers that it was mcre natural to observe and record children’s learning in all areas. not just in
language and literacy development. All New York City teachers collaborating with the CCE'’
switched to the PLeR at this time.

The Role of NYAN Teacher Consultants

Fach of the three organizations involved in NYAN — the Center for Collaborative
I“ducation. the Center for Educational Options. and the Elementary Teachers Network — has at
teast one reacher consultant on its staff. This individual is responsible for helping teachers at its
member schools become comfortable with the PLR and use it successfully. These teacher
consultants foster implementation of the PLR in several ways. by

. Convening group discussions with teachers to speak of specitic children’s learning
sty les and how instructional and curricular approaches can be tailored for children;

. Conducting in-depth observations of individual children to share insights about the
children’s learning with their teachers: and

. Helping teachers find ways to adapt the PER so that it fits . urally into their
teaching styvle and becomes an asset.

CCLEs teacher consultant works with six teachers at Park Elementary — about half of the
Park Llementary staff. (As a former Park Elementary Kindergarten teacher. the teacher consultant
is not a stranger to Park teachers. Additionally. CCE occupies as its office one large room in the
same cducational complex in which Park Elementary s located: thus CCE staff are readily
accessible to Park Elementary teachers.) During 1992-93, the CCE teacher consultant also worked
with 33 teachers at nine other schools: she typically visited schools about once a week. By 1994.
935. despite the change from the PLR to the PLeR. teachers had grown more accustomed to and
adept with the PLR. and. consequentls . the teacher consultant was able to reduce the frequency of
her visits to schools participating in FSAP. During the 1994295 school year. she visited schools
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about once a month. All teachers — both at Park Elementary and other CCE member schools —
participated voluntarily with CCE and the PLR/PLeR.

Characteristics of the PLR and PLeR

The PLR was developed primarily to help teachers develop the language and literacy skills
of children in the primary grades. However. the PLR can be used with older children as well, and
Park teachers also used it in other subject areas (thus demonstrating the viability of and paving the
way for the Primary Learning Record).

The Primary Language Record

The developers of the PLR recognized that teachers are not the only individuals in
children’s lives who have insights into their language development. Thus. the PLR process is
designed specifically to draw upon multiple perspectives of a child’s development of language
skills. To be as comprehensive as possible in its record. the PLR process:

. Involves parents in conferences with the teacher to comment on the child’s
language developme-it at home:

. Records the child’s own evaluation of his or her progress: and

. Includes information about a child’s language development in his or her first
fanguage. if that language is not English.

The PLR consists of two types of record forms. the Primary Language Record form and
the Observations and Samples form:

. The Primary Language Record Form has sections for the teacher to record in the
fall and spring of the school vear. In the fall. the teacher records (a) information
about the languages spoken and read by the child and the child's medical history.
(b) notes from a conference with the child’s parents about the child’s language
development. and (c) notes from a conference with the child about his or her
language skills: and in the spring. the teacher records cumulative observations
about (d) the child’s listening and talking practices and development. (e) the
child’s reading development. () the child’s writing development. (g) notes on a
follow-up conference with the child’s parents. including the parents’ response to
the teacher’s comments on parts d. ¢. and f. (h) notes from a follow-up conference
-vith the child. and (i) information for the child’s next classroom teacher.

. The Observations and Samples Form. on which the teacher notes: (a) the child’s
talking. listening. reading. and writing behaviors and the contexts in which those
behaviors occur: (b) the titles of texts read by the child and notes about the child’s
reading progress and reaction to the particular text: and (c) information about the
child’s written work. including the context in which the writing occurred (e.g..
alone or in a group. with consultation from the teacher or without. type of writing.
and the child’s and teacher’s response to the writing).  Notes taken on this form
are used by the teacher to plan future lessons and to aid in the end of the year
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summary of the child’s development on the Primary Language Record form. Use
of the forms is flexible and does not involve applying a scoring scheme to student
performance; rather. teachers adapt the forms as they sce fit and use them
according to their own schedule.

Copies of the Primary Language Record Form and the Observations and Samples Form appear in
Appendix A.

The Primary Language Record Handbock for Teachers is a 65-page guide to help
teachers use the record forms and learn to interpret the records they keep.:

The Primary Learning Record

The PLeR uses the same types of forms as the PLR except that they are designed to help
teachers structure and assess their observations of children’s learning in all subject areas. As the
PLeR is used by teachers participating in ESAP, the forms themselves are largely irrelevant (they
use PLR and PLeR forms interchangeatly; indeed. when asked if they could provide copies of the
PLeR forms, the teacher consultant and several Park Elementary teachers produced PLR forms
instead): the switch from the PLR to the PLeR was motivated by teachers™ decisions to expand the
scope of their recorded observations. not so much by the forms themselves.

Examples of the PLR and PLeR in Use

The teachers at Park Elementary who have used the PLR and who are using the PLeR
describe the stages of inquiry they go through as they focus on a child. using the PLR to guide
and record their observations.  These stages of inquiry include:

. How did the activity the child is involved in originate (e.g.. Did the teacher assign
or suggest an activity?  Did another child initiate the activity?  Did the child
choose the activity himself or herself?)

. What did the child do during the activity?

. What questions did the child raise during the activity?

. What did the child do when he or she got stuck?

. Where did the child go with the activity?

. What should the teacher do next te build on the child’s learning experience with

the activity

In the Spring of 1994, two teachers at Park Elementary and the CCE teacher consultant
independently explained the same (or virtually the same) set of questions they ask themselves as
they observe the children they teach

Published by Heinemann Educational Books Inc. Note that. to date, the Handbook and forms remain in
their original British formats.  Consequentiy. some of the terminology used is unfamitiar to American readers.

-6

49

N




Teachers also provided examples of how they have used the PLR and PLeR to
individualize instructional activities. For example, Park Elementary’s special education resource
teacher talked about a boy in her class who was interested in drawing but had a very limited sight
vocabulary. After observing his strength (drawing) and recognizing his weakness (sight
vocabulary), she developed activities designed to draw on the strength to help improve his
vocabulary and language skills. The teacher and student made books together. The child would
draw a story, his teacher would then help him write the story he had drawn, and he would
maintain new sight vocabulary words in a “word bank™ at home.

Another example was provided by the Park Elementary prekindergarten-kindergarten
teacher. She told of how she observed a girl in her classroom playing with blocks. The child
was talking to herself. *I'm going to put a red block here and another one here, blue here and
here. . . .” Watching her, her teacher recognized that the girl was dealing with issues of
symmetry and further realized what types of problems the girl was ready to deal with in math.
The teacher also identified ways to support the child's learning through literature (e.g.. repetitive
motion. as ia The Gingerbread Man).

Finally. a kindergarten-first grade teacher told how she sometimes uses her observations of
children at particular work areas in her classroom to understand not only children’s learning
better. but also to evaluate the effectiveness of how she is using those work areas. For example,
she told of how she felt she had been ignoring the “water table™ in her classroom, as it is a very
self-sustaining activity (children play with water in a large. shallow “table™ and conduct
“experiments™).  The teacher decided to sit in a corner and take notes as some children worked at
the water table.  She observed them experimenting with bubbles and recorded the children’s
“science talk™ about “mixing magic potions.” The children conducted an inquiry of their own
design into why bubbles touched by wet hands didn’t break but bubbles touched by dry hands did
break. Through her observations of these children. the teacher said she better understood the
fearning that takes place at the water table and will better be able to guide children in their
learning at that work arca.

An additional example of how one teacher uses the PLR/PLeR in her classroom appears in
Exhibit il.

Evaluation

There has been no formal evaluation of the effects the PLR/PL.eR has upon teaching and
fearning.  However. the CCE teacher consultant has completed annual reports documenting the use
of PLR during the 1992-93. 1993-94, and 1994-95 school years. The reports describe how the
PLR tand in 1994-95, the PLeR) was implemented in classrooms and how the author and other
teachers have reacted to its use. She includes comments from all teachers involved at the 10
schools participating in ESAP,
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EXHIBIT II

Using the PLeR to Assess Children’s Learning

Yvonne Smith’s preK-K classroom makes no waste of the modest amount of space
available to her 20 or so young students. The classroom has about ten different work areas in
which children build with blocks, play at the “water table.” draw. paint. and write. dress up and
play house. play at the sand table. observe the class’ pet gerbils. bake. and read in the “library.”

During a two-hour period one morning in April 1995, Yvonne's students worked in
pairs or trios at all of these activities. Teacher's aides worked with three pairs who required
adult assistance: children baking biscuits for the class to enjoy as a snack later, children
drawing pictures in crayon and then ironing their drawings onto fabric. and children sewing
dolls of their favorite people. Yvonne moved among the other children in the classroom,
observing their activities and talking with them about what they were doing.

Yvonne later talked about the observations she made of children’s learning during this
period and how she would use the PLeR to record and analyze the observations and to plan
future activities for her students.

In one instance. two girls playing in the playhouse called Yvonne over to sing “Happy
Birthday™ to her. After they were done. Megan. an African-American child who speaks only
English. said. *Now we have to sing it in the other language.” meaning Spanish (the children in
the class. many of whom speak Spanish as their first language. have been learning to sing
appy Birthday in Spanish). Yvonne made a note of Megan's recognition of the fact that there
are multiple languages. and she planned to talk more about that fact the next time the children
all sang Happy Birthday together as a group. "

In another instance. Yvonne talked with a Hispanic boy working at the sand table. She
asked him what he had built in the sand. and he said. “a bump.” Yvonne knew that this word
was a new one for Alberto. whose English skills were still limited. She shared with him two
other words he could use to describe what he had built. “hill” and "mountain.” She then asked
him how many words he had to describe it. He said. “Two.” Yvonne held up two fingers and
said. "Do you have this many.” or. holding up three fingers. “this many?” Alberto realized he
had said “two™ when he meant “three.” and Yvonne realized that he was still translating
numbers trom Spanish to English in his mind.  Yvonne said that she will use what she learned
tfrom her observations of Alberto during this period to select reading materials that reiniorce his
growing Lnglish vocabulary (i.e.. books that have hills. mountains. and bumps in them) and

that use numbers in both English and Spanish.

Fhose who use the PLRPLeR stress its validity for individualized instruction. As one

teacher put it. “Assessment is instruction.” meaning that ongoing assessment of children’s progress

must guide instruction and that careful. systematic assessment designed to inform instruction.
particularly as it is tailored to the individual child. is inherentdy vahd. Teachers at Park
Elementary also suggest that the PLeR is an even more valid tool for assessment than the PLR.
as. in the words of one teacher. It feels fess cumbersome. and more natural. having more picces™
(i.e.. observing all of a child™s Tearning. not just extricating the language learning).
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Because teachers use the PLR/PLeR to help them reflect about individual children, where
they are in their learning, and how the teacher can best help the child learn, teachers — and the
developers of the PLR and PLeR — are not concerned so much about reliability. Insofar as the
PLR/PLeR helps teachers make good choices about the instructional techniques and the curriculum
they use with their students. the tool, they say, is reliable. Teachers also suggest that interrater
reliability is not an issue, except insofar as teachers use it to communicate information about
children amongst themselves and with parents. The PLR/PLeR is not used to rate a child’s

development against others, but to evaluate each child's progress against her or his own baseline
performance.’

Resource and Training Support

Teachers using the PLR and the PL¢R receive and give ongoing training in its use through
multiple channels:

. CCE study groups,

. CCE’s teacher consuitant,

. Continuing Education classes at Lehman College. and

. Park Elementary staff meetings. .

The basic structure of support activities has not changed since the introduction of the PLeR.

CCE Study Groups

The CCE coordinates tea, her “study groups.” which take two forms. One study group.,
which meets every other week. involves the Park Elementary teachers who use the PLR/PLeR
coming together over lunch to discuss their use of the forms and the impact the tool has on their
teaching. They share ideas that facilitate their use of the PLR/PLeR. For example. one teacher
found it cumbersome to maintain PLR/PLeR records on all 30 children in her class. because the
forms were rarely handy when she wanted to record something. She started keeping pads of
white stickers with her. When she wants to record an observation, she writes her notes on one of
the stickers. At the end of the day. she transfers the stickers onto the observation forms.

More specifically. however. these groups meet to share problems ar points of interest they
have identitied in their classrooms. generally as a result of using the PLRPLeR. For example. a

“Though it is not directly relevant to the current case study. a related initiative in California. the
California Learning Record. has adapted the PER PLeR for use by California educators The group supporting
teachers participating in the work there has performed an analvsis of interrater reliabilits with respect to teachers’
assessments of children’s readig levels, The group found very high interrater reliability, However. this group
had a particular outcome variable they were fooking at -- the level at which children were reading as designated
by a numerical scale — while teachers participating in NYAN do not attempt to identify children’s reading (or
other) development according to any particular scale.  Thus, educators and policymakers who are interested in
uniformity of application of PL.LR Pl1.¢R and interrater reliability of teacher judaments should refer to the work of
the Calitornia group. Barr. M AL & Syverson, M. (1994) The California Learming Record System: Moderation
Readings Report. San Diego: University of Calilornia.

-9




teacher might share an insight into one of her students, and the group may discuss possible ways
of best instructing that student. Frequently. teachers say. by discussing the educational needs of
one student. they acquire insights into many others.

In addition to the Park Elementary study groups. approximately once a month CCE brings
together teachers from different member schools to share experiences. CCE. Park Elementary.
and the developers of the PLR/PLeR all stress that communication among teachers is crucial to -
improving the craft of teaching. The CCE consultant who works with teachers in study groups
calls the sessions “a shot in the arm for teachers.” One teache commented about the
collaborative nature of the endeavor: “As teachers begin to do this [talk about their students’
learning]. they become each other’s gurus.”

During the 1994-95, two Park Elementary teachers, together with the CCE teacher
consultant. led a study group for CCE teachers using the PLeR. According to the CCE teacher
consultant. the structure of the study group they led generally included a discussion of an assigned
article. reviews of evidence collected by teachers using the PLeR. and a discussion of other issues
identiticd by teachers.

The CCE Teacher Consultant

The CCE teacher consultant who coordinates the teacher study groups often works one-on-
one with teachers. visiting their classrooms and sharing her observations. Frequently teachers
invite her to observe and comment on a single child they are having a hard time getting to know.

The teacher consultant says that she works one-on-one with teachers primarily at schools
other than Park Elementary: teachers less accustomed to observing children closely need her
assistance more. The consultant works with a child to learn something about the child’s learning
stvle. She then meets with the teacher or groap of teachers to discuss her observations. Soon. tiw
weachers are comfortable making the observations themselves: “As you develop a collection of
these profiles. the teachers start doing it themselves . .. . | go in to raisc teachers” questioning.”

Continuing Education Classes for PLR Teachers

Thiough one of the other member groups of NYAN. the Elementary Teachers Network.
teachers using the PLR/PLeR (in conjunction with any of the three groups) may enroll in
continuing education classes (e.g. one Park Elementary teacher took a course on the “Reflective
Practitioner” during the spring of 199:4) at Lehman College. These classes ty pically meet once
evers month and are free to teachers working with NYAN member organizations.

Park Elementary's Own Staff Development Activities

I very other week on their own time. Park Elementary teachers have a staff meeti 2. The
meeting i~ not business-oriented (those meetings oceur at other times). Rather. teachers come
together o tatk about the children n their classrooms.  Fhis tradition is a longstanding one at
Park Llementary. and it illustrates why and how the PLR came so naturally to Park Elementary s
teachers. These meetings resemble the study groups. ihe only difference being that they are not
focused specitically on the use of the PER PLeR.




Impact of the PLR and PLeR

Because the PLR and PLeR are consistent with the educational philosophy already
espoused by Park Elementary teachers. their impact on the school’s teachers and students, as
distinct educational tool:. remains difficult to evaluate. To those who use it. the PLR/PLeR has
helped teachers focus their observations of children and maintain useful records of their
observations: the PLR and PLeR have provided a structurcd approach for what teachers were
doing already.

Impact on Teachers

The teachers who have used the PLR and who are using the PLeR have all volunteered to
do so. recognizing in the technique something they wanted to do in their own classrooms. They
saw the PLR as a promising too!l to supplement what they were already doing, and the PLeR
proved an even more natural fit. Teachers at the school who do not use the PLR or PLeR are ot
opposed 1o their use; thev merely did not identify in it ¢nough value to add it to what they were
already doing. As one teacher said, “"We were doing PLR before we had PLR.”

Using the PLR/PLe¢R requires a significant amount ot time and discipline on the part of
teachers. One teacher said she reviews and organizes the notes she has taken during the day whilc
traveling home on the subway. This teacher also likes the fact that the PLR and PLeR are what
she calls “non-form forms.” meaning that she can adapt .he system to her own teaching style.
Another teacher echoes this sentiment. saving. “They encourage you to make any changes you
want to imake. That's one of the things | like about it. | play with it. It it isn’t useful to me.
why use it?”

This teacher also says that. though she does not use the PLeR with all her students. she
does use it with several: for these students. she keeps a notebook with several pages devoted to
cach child. When she observes something she wants to record. she turns to the child’s section in
the notebook.  Still another teacher says she makes sure she observes each child in her classroom
at least one time each week. These routines help the teachers ensure that they are making good
use of the PLR/PLeR.

Teachers differ with respect to how much they believe using the PLR and PLeR has
aftecied the way in which they work with children. One teacher said that using the PLR allowed
her to “fine tune™ her teaching  Another. however. said that using the PR bolstered her
confidence in her ability to observe accurately what her students are doing and learning: 1 now
trust What 1 see and what [ hear.™ This teacher also values cotlaborative teaching more than she
did formerly. stating. 1 know that it’s important to share [my observations] with colleagues.
parents. and children.”™ Both of these teachers in Spring 1995 said that using the PLR -~ and new
the PLeR --— gets easier cach year as they become more used to and better at the process.

mally. teachers also observe that the record keeping they do with the PLR'PEeR assists
them v writing the narrative reports that they complete for cach child two times a vear.

Tceacher Response to Substituting the PLeR for the PLR. Teachers at Park Llementary
sav that they took the switch 1o the PLeR in stride. Indeed. just as some Park Elementary
teachers said that they were “doing PLRT before there was a PLR. teachers who used the PLR
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also said that they had already begun to use it to track children’s progress in all subject areas
before they actually started working with the PLeR. Thus. the switch to the PLeR came naturally
to them.

Comments from the CCE Teacher Consultant. The CCE teacher consultant who works
with teachers using the PLR/PLeR asserts that the experiences of Park Elementary teachers are
atypical. Teachers at Park Elementary come to the PLR/PLeR far better equipped to use it than
do most of the teachers she works with at other schools. Park Elementary teachers have several
factors working in their favor. The school has always valued teachers coming together to talk
about children and to figure out ways to meet their needs; consequently. the school has a flexible
schedule to allow teachers time to meet. and teachers are willing to put in significant amounts of
their own time to work with their colleagues.

Teachers at other schools have. according to the CCE teacher consuitant. struggled with
the PLR. Whereas the vision of education held by Park Elementary teachers led some of them to
choose to use the PLR. and then the PLeR. at some schools it is using the PLR that has led
teachers to struggle to alter their vision of educational practices. Says the teacher consultant,
“The PLR works in places with administrative support and a vision of the way ch.ldren and
teachers learn. It does not work where there's not a beginning of that vision.” She also asserts.
“Time and space have to be legislated fci teachers to talk to each other.” accommodations already
in place at Park Elementary when the PLR was first introduced. According to the teacher
consultant. some teachers at other schools have dropped out of ESAP because “they can’t be seen
as good teachers in their schools and look at children the way we do.”

The CCE teacher consultant and a Park Elementary teacher who served as a mentor to
other teachers using the PLR during the 1993-94 school year spoke to how thoroughly many
teachers have embraced the PLR/PLeR. Typical remarks they hear are. "l never really listened to
children before. 1 never really watched them work. | never really paid attention to their choices.”
The mentor teacher savs that sme of the teachers she talks to have had to “dramatically change
their classrooms™ and that the: are ™. . . now furious with Boards of Education and the institutions
that trained them — the beginning point is the child.”

Impact on Curriculum and Instruction

As the PLR. and then the PLeR. joined an educational program already very child-
centered. their impact on curriculum and instruction at Park Elementary has been mostly at the
margin, One teacher says. “Because | have written down what the child is doing. | know what
can possibly come next. | know what kinds of materials | need. The PLR heips me individualize
instruction more. . . . But there is no huge change [in my instructional methods). only fine
tuning.”  Other teachers at the school also commented that the PLR/PLeR has helped them
individualize instruction for their students and identity which educational materials students need.
Also. during 1993-94, one teacher of fifth and sixth graders at Park Elementary used the PLeR
(prior to its adoption by all ESAP-participating teachers) to help her restructure her mathematics
curriculum. integrating it with other subject areas.

Teachers’ comments about the impact of the PLR/PLeR in this respect did not change
from 1993-94 to 1994-95
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Impact on Students

According to teachers, students take the PLR/PLeR in stride. One teacher reported that
her children often ask her. “Are you going to write down what I did?” All teachers reported how
using the PLR/PLeR has helped them tailor their lessons to their students’ needs: some of their
anecdotes have already been included, above.

Impact on Students with Special Needs. One significant use teachers at Park
Elementary put the PLR to in 1993-94 was to aid them in their documentation while in the
process of declassifying special education students. Park Elementary’s special education teacher
reported that she used the PLR as part of her documentation of three students’ readiness to be
declassified as special education students: two of these students were declassified during the
school year. This teacher also believes that the PLR/PLeR would make a good substitute for

IEPs. which she feels are too rigid and cumbersome: the PLR/PLeR could serve the same purpose
but allow more flexibility.

Impact on Parents

Teachers report that parents like the PLR/PLeR. and that they especially like the parent-
teacher-student conferences devoted to discussing the child’s literacy and other intellectual
development: several parents have told teachers they ve never been asked before to share their
knowledge of their children. Teachers and parents alike are gratified to discover that their
observations of their children are so similar. (Note. however. that these parental reactions ¢come
filtered through teachers: ‘he one parent we interviewed said that her daughter’s teacher does not
use the PLR or PLeR. It is. therefore. difficult to determine the impact the tools have had on
parents.)

\cither teachers nor the parent interviewed for this study commented on any changes in
parental reactions between 1993-94 and 1994-95,

i

uture Plans

Now that the PLeR has replaced the PLR. teachers at Park Elementary who use the tool
no longer have plans to change their use of the technique. They will continue to use the PLeR as
it makes sense to them in their classrooms.  As a school. Park Elementary has no plans to expand
use of the PLLR. Any teacher who wants to use it 1s welcome to do so. and no teacher is
compelled to try it

Conclusions

Park Elementary iy a school in which teacher inquiry and teacher collaboration are
encouraged. In such an environment. the interweaving of assessment with curriculum and
instruction — as fostered by the PLR. the PleR. or other techniques — comes naturally to
teachers. at least after practice.
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The PLR/PLeR is an example of an assessment technique designed, more than anything
else, to inform curriculum and instruction. It encourages teachers to hone their observational
skills and furthers their engagement in the pedagogical process. It is a tool for teachers to apply
in their classrooms to help them work more closely with their students. It is not an assessment
technique that aims to provide information about students’ progress toward any pre-specifica
standards of achievement or performance, although, based on their observations. teachers seem to
formulate individualized goals for their students. Given various attributes and limitations, it is
hard to imagine the PLR or the PLeR being used successfully for purposes of accountability or
large-scale assessment of student achievement. Simply put. when teachers commit their time to
using the PLR or PLeR to guide their classroom activities, the process most likely is, as the CCFE
teacher consultant suggests, a “poweriul™ tool and far “more profound than it sounds.”
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APPENDIX A

Primary Language Record Form
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Primary Language Record

School Schoo! Year

Name DoB Summer born child [}
OBoy [JGir

Languages understood Languages read

Languages spoken ) Languages written

Details of any aspects of hearing, vision or coordination Names of staff involved with child's language and literacy

affecting the child’s languagel/literacy. Give the source development.

and date of this information.

Pa rt A To be completed during the Autumn Term

A1 Record of discussion between child’s parent(s) and class teacher (Handbook pages 12-13)

Signed Parent(s) Teacher

Date

A2 Record of language/literacy conference with child (Handbook pages 14-15)

P
Date J 9

Q
B MC “enire for Language in Primary Education, 1988. Pubiished in the U.S.A. by Heinemann Educational Books, inc., 361 Hanover 8., Portsmouth, NH 03801

- QYA FullText provided by ERIC




To be completed during the Spring Term and to include information from all teachers currently teaching '
Child as a language user (one or more languages) (Handbook pages 17-18) l
Teachers should bear in mind the Authority’s Equal Opportunities Policies (race, gender and class) in completing each section of
the record and should refer to Educational Opportunities for All?, the ILEA report on special educational needs. l
81 Talking and listening (Handbook pages 19-22)

Please comment on the child's development and use of spoken language in different social and curriculum contexts, in English
and/or other community languages: evidence of talk for learning and thinking; rande and variety of talk for particular purposes;
experience and confidence in talking and listening with different people in different settings.

What experiences and teaching have helped/would help development in this area? Record outcomes of any discussion with
head teacher, other staff, or parent(s).

Please comment on the child’s progress and development as a reader in English and/or other community languages: the stage
at which the child is operating (refer to the reading scales on pages 26-27); the range, quantity and variety of reading in all
areas of the curriculum; the child’s pleasure and involvement in story and reading, alone or with others; the range of strategies
used when reading and the child’s ability to reflect critically on what is read.

B2 Reading : (Handbook pages 23-28) l

60
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What experiences and teaching have heiped/would help development in this area? Record outcomes of any discussion with
head teacher, other staff, or parent(s).

Il

B3 Writing {Handbook pages 29-34)
Please comment on the child’s progress and development as a writer in English and/or other community languages: the degree
of confidence and independence as a writer; the range, quantity and variety of writing in all areas of the curriculum: the child's
pleasure and involvement in writing both narrative and non-narrative, alone and in collaboration with others: the influence of
reading on the child’s writing; growing understanaing of written language, its conventions and spelling.

What experiences and teaching have helped/would heip development in this area? Record outcomes of any discussion with
head teacher, other staff, or parent(s).

Signature of head teacher and all teachers contributing to this bl
section of the record:




Pa rt c To be completed during the Summer Term* {(Handbook page 35)

C1 Comments on the record by child’s parent(s)

C2 Record of language/literacy conference with child

C3 Information for receiving teacher
This section is to ensure that information for the receiving teacher is as up to date as possible. Piease comment on changes
and development in any aspect of the child’s language since Part B was completed.

What experiences and teaching have helped/would help development? Recard outcomes of any discussion with head teacher, other
staff, or parent(s).

Signed: Parent(s) Ciass Teacher

Date Head Teacher

Q
MC *To be compieted by the Summer half-term for 4th year juniors.

rovided by ERIC
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g
A attach extra pages where needed

%l Name: Year Group:

Talking & listening: diary of observations
The diary below is for recording examples of the child’s
developing use of talk for learning and for interacting with
others in English and/or other community languages.

include different kinds of talk (e.g. planning an event,
solving a problem, expressing a point of view or feelings,
reporting on the results of an investigation, telling a
story ...)

Note the child's experience and confidence in handling
social dimensions of talk (e.g. initiating a discussion,
listening to another contribution, qualifying former ideas,
encouraging others....)

The matrix sets out some possible contexts for observing
talk and listening. Observations made in the diary can be
plotted on the matrix to record the range of social and
curriculum contexts sampled.

(Handbook pages 37-39)

) Observations and Sa‘mplesA (Primary Language Record)

SOCIAL CONTEXTS

LEARNING
CONTEXTS

pair

small
group

child
with
adult

smaillarge

Qgroup
with adult

collaborative reading
and writing activities

piay, dramatic play,
drama & storying

environmental
studies
& historical research

maths & science
investigations

design, construction,
craft & art projects

Dates Observations and their contexts
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2 Reading and Writing: diary of observations . (Handbook pages 40-44)
© (reading and writing in English and/or other community languages)

" D~ [Resding

Record observations of the child’s development as a reader (including wider experiences of story) across a
range of contexts.

Writing

Record observations of the child’s development as a writer (including stories dictated by the child) across a
range of contexts.




3 Reading Samples (reading in English and/or other community languages)
to include reading aloud and reading silently (Handbook pages 45-49)

Dates

Title or book/text (fiction or
information)

Known/unknown text

used:
informal assessment/running
record/miscue analysis

Overall impression of the

child's reading:

e confidence and degree of
independence

¢ involvement in the book/
text

® the way in which the child
read the text aioud

Strategies the child used

when reading aloud:

® drawing on previous
experience to make sense
of the book/text

* playing at reading

» using book language

» reading the pictures

» focusing on print
(directionality,
1:1 correspondence,
recognition of certain words)

® using semantic/syntactic/
grapho-phonic cues

e predicting

o gelf-correcting

® using several strategies of
over-dependent on one

Child's response to the

book/text:

® personal response

o critical response
{(understanding,
evaluating, appreciating
wider meanings)

What this sample shows
about the child’s
development as a reader.
Experiences/support
needed to further
development.

Q
R C « Early indicators that the child is moving into readirig
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Observations and samples (Primary Language Record)

an&ch extra pages where needed

Name: Year Group:

1 Talking & listening: diary of observations
The diary below is for recording exampies of the child’s

developing use of talk for lisaming and for interacting with
others in English and/or other community languages.

include different kinds of talk (e.g. planning an event,
solving a problem, expressing a point of view or feelings,
reporting on the results of an investigation, telling a

story ...)

Note the child's experience and confidance in handling
social dimensions of talk (e.g. initiating a discussion,
listening to another contribution, qualifying former ideas,
encouraging others ...)

The matrix sets out some possibie contexts for observing
talk and listening. Observations made in the diary can be
plorted on the matrix to record the range of social and
curriculum contexts sampled.

(Handbook pages 37-39)

SOCIAL CONTEXTS

LEARNING
CONTEXTS

small
group

child [smalltarge
with group
aduit | with aduit

collaborative reading
and writing activities

play, dramatic play,
drama & storying

environmental
studies
& historical research

maths & science
investigations

design, construction,
craft & art projects

Datas Observations and their contexts

]
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Language Arts and Math Portfolios:
Ninos Bonitos Elementary School
April 18-19, 1994
February 27-28, 1995
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LANGUAGE ARTS AND MATH PORTFOLIOS:
NINOS BONITOS ELEMENTARY SCHOOL

Introduction

This case study examines a performance assessment system designed at an individual
school in response to its own pressures for reform. The subject of the study, Nifios Bonitos
Elementary School, is located in suburban Nifios Bonitos, California, and is part of the San Diego
Unified School District (SDUSD). As of the 1994-95 school year, Nifios Bonitos Elementary
School served a total population of 924 students from pre-kindergarten through sixth grade.
Thirty-nine percent of the student population are of Southeast Asian heritage (Vietnamese,
Laotian, and Hmong), 46 percent are Hispanic, and 5 percent are African American. Other ethnic
groups include East Asians and Filipinos. Almost 95 percent of the student population qualify for
free or reduced lunches, and 77 percent have been identified as possessing limited English
proficiency (LEP). Eighty-six percent qualify for Chapter 1 services (statewide, only 18 percent
of the student population are eligible for Chapter 1 services). The five major languages spoken
by students are Vietnamese, Hmong, Lao, Spanish, and English.

Nifios Bonitos is located in a suburban community close to the University of San Diego.
The neighborhood immediately surrounding the school served as a relocation site for Lao and
Hmong refugees arriving at nearby Camp Pendleton in the mid-1970s. It is an area that still
st-uggles with poverty and its related problems. As an indication of the poverty faced by many of
Nifios Bonitos' children and families, the school is seriously considering purchasing uniforms for
all students to wear, since so many families cannot afford to clothe their children adequately.

Although the study focuses on reforms undertaken at the local level, it first includes some
discussion of district and state reforms that interact with and have an impact upon local initiatives.

Participants

At Nifos Bonitos, the people identified in Exhibit I were interviewed.

Observations

In addition to conducting interviews with the listed participants, during the 1993-94 schooi
year the study staff observed a four-hour staff development session that included both a
presentation by the mathematics curriculum committee responsible for developing the school's
mathematics performance assessm~nt system and a video explaining California's impending state-
wide performance assessment system. In 1994-95, the study staff observed a third-fouith grade
(middle wing), transitional classroom for four hours.

HI-1
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EXHIBIT I

Study Participants

. District assessment specialist . District assessment specialist

. School principal’ . One school board member

. School vice principal . School principal’

. A school resource specialist . A second school resource specialist

. The school's teacher union . The school's teacher union
representative” representative’

. One mathematics teacher (early . Two language arts teachers (early
childhood wing) childhood and upper wings)

. One parent who also serves as the . One mathematics teacher (upper
school'’s parent volunteer coordinator wing) '

. One parent

District and State Context

In 1994-95, San Diego Unified School District included 109 elementary schools, 21
middle schools, 16 hizh schools, and 7 “atypical” schools, all together serving approximately
130,000 students. Approximately 17 percent of the SDUSD student body is African American, 18
percent is Asian, 31 percent is Caucasian, and 33 percent is Hispanic. Close to 60 percent of the
students qualify for Chapter 1 funds, and about 70 percent receive free or reduced lunch.

Under both its former and its new superintendent, the SDUSD has been a major advocate
of innovation and reform, and it has taken a particular interest in developing and implementing
alternative assessments of student performance. In 1991, Assembly Member Quackenbush
introduced AB 40, a local piece of legislation designed to fund research, development, and
dissemination of alternative assessme:is. The California Assessment Collaborative (CAC),
composed of schools, districts, and county offices in northern California and the San Diego
Consortium (consisting of san Diego City and San Diego County schools), was invested with the
responsibility for carzying out these three functions.

Under the San Diego Consortium, the SDUSD became involved in several assessment

projects, with teachers taking the lead in developing the actual assessment tools. Those projects
include:

. Chapter i Portfolio Assessment Development Across Levels;

. Dance Portfolio Assessment Project;

“This position changed hands between the first and second years of study.
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. K-4 Learning Assessment Project;

. Performance Assessment Coliaboratives in Education (PACE) Portfolio Project;
. Standards and Assessments for English Learners; and
. The University of California at Los Angeles Center for Research in Educational

Standards and Student Testing (CRESST) U.S. History Project.

According to the district assessment specialist, although all of these projects generated a
great deal of enthusiasm and interest district educators questioned the wisdom of participating in
numerous, isolated projects, rather than building a unified district capacity to confront the task at
hand. Hence, the district became linked with several major national movements to promote
performance assessments, most notably the New Standards Project (NSP)? and the National
Alliance for Restructuring Education, part of the New American Schools Development
Corporation (NASDEC).? Although these affiliations do not provide the district with large
financial resources, they do provide access to much-needed expertise and models for educational
reform, particularly ir: the areas of curriculum, instruction, and assessment.

At approximately the same time as SDUSD became allied with these national partners, its
own district-spornsored Accountability Committee of educators, parents, and citizens launched a
“homegrown” network of 10 (and later 25) schools, which volunteered to serve as medels in a
Leadership in Accountability Demonstration (LAD) project. The project focused on increasing
school accountability through the mechanisms of improved standards, new forms of assessment,
and improved public reporting. Although all of San Diego's 160 schools are eligible to benefit
from National Alliance and NSP expertise, these 25 LAD schools are the leaders in testing and
implementing National Alliance and NSP reforms and will serve as mentors to other district
schools through a cluster feeder pattern.

The National Alliance has promoted district adoption of five “design tasks” for improving
student achievement and organizational effectiveness. The first design task deals with curriculum,
instruction, asssssment, and technology. SDUSD's new superintendent has structured her district-
wide reform efforts around these five design tasks, and over the past year she developed 16

expectations or outcome measurements to test, cbjectively, whether or not progress is being made
in each of the five areas.

Unfortunately, on: of the most critical instruments for measuring student achievement —
results on the new California Learning Assessment System (CLAS) state test — is no longer
available. The CLAS was initiated by the state legislature in 1991 as a new authentic assessment
of higher-order thinking in the major academic subjects and was piloted in California schools in
language arts and mathematics in 1992-93 and 1993-94. The state test was to consist of open-
ended and enhanced multiple choice problems that students would work on in groups and then
individually respond to in writing. Students would not only have to solve the problems, but
would have to explain or justify their solutions as well. However, California's governor vetoed

*California is one of 19 NSP state partners. and San Dicgo is one of six urban school district partners,

'San Dicgo is one of 9 National Alliance sites, all of which are also NSP partners.
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the legislation last summer as a result of pressure from conservative groups and special education
groups who were concerned about the assessment's content, method of administration, and equity.

The district's assessment specialist, as well as the school board member interviewed, noted
that the district has been left somewhat “rudderless” by the demise of the CLAS, since CLAS
results were to be the basis for measuring progress in meeting the National Alliance design tasks
and for measuring success among the LAD schools. The school board member said that school
officials felt quite strongly that the CLAS would be a better measure of school improvement than
what has traditionally been used — the standardized Abbreviated Stanford Achievement Test
(ASAT.) The superintendent is still a strong proponent of the use of performance assessments
within the district; within a week of the CLAS veto she had issued a report to the school board
regarding the status of performance assessment in the district, advocating increased use of NSP
assessments by all schools in the district as a replacement for the CLAS. In the spring of 1995,
district staff conferred with NSP personnel about using the NSP standards and assessment
strategies in every school in the district, thus making SDUSD as a special “action research
laboratory” for the NSP program.

School Context

Considered a leader in assessment reform, Nifios Bonitos Elementary School is a LAD
school, and its Principal (the Principal during the round one visit) was at one time on the LAD
committee. In addition, Nifios Bonitos is one of eight “1274” schools in the district schools that
are part of a legislatively mandated state network; network comprised of schools that are leaders
ir reform and resiructuring efforts. Through its affiliation with LAD and the 1274 program,
Nifios Bonitos draws heavily upon the National Alliance and NSP approaches and is continually
asked to share its assessment practices with the rest of the district. Because Nifios Bonitos'
history of reform places it in the vanguard of SDUSD schools, the school is, at this point, giving
more to the district thaa it is getting in the way of technical assistance and expertise.

The . hool occupies two separate sites and operates on a year-round schedule, employing
two adminisuators, 30 classroom teachers, and 52 instructional aides. In addition, the school
maintains a full complement of support staff, including resource teachers, a librarian, a counselor,
a nurse, a volunteer coordinator, community aides, and custodial staff. Although nearly half of
the staff speak a second aud often a third language, only two credentialed classroom teachers
speak any Southeast Asian languages (one speaks Vietnamese and the other speaks Hmong).

Nifios Bonitos' elementary school is democratically governed through a staff committee
structure coordinated by the school principal. All certified and classified staff must serve on both
a site committce (e.g., student involvement, grants, finance, personnel) and a curriculum
coramittee. Committees make all major decisions related to the school's operations, although
committee recommendations are always submitted to the full staff for a consensus review.

Nifios Bonitos' Principal in 1993-94 was described by the teachers included in the study as
an “excellent leader.” She initiated the school's comprehensive restructuring process in 1988, and

recently was awarded the honor of “California Principal of the Year.” At the end of the first year
of this study, she was chosen in a national competition for the position of Principal in Residence
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with the U.S. Department of Education. As a result, the school acquired a new Principal in 1994-
95, the second year of the s-udy.

History of School Reform

The development of the school's performance assessment has been heavily influenced by
the school's demographic character. In 1988, after six months of careful observation, the school
principal determined that children's needs — paiticularly for learning the English language —
were not being met approgriutely. Nifios Bonitos' ASAT scores* were exiremely low, and staff
morale was quite poor. She fe!t more appropriate instructional programs and language proficiency
groupings were needed to improve learning and to provide greater equity of services to Nifios
Bonitos' div:rse student population. In addition, as an early proponent of site-based management
and acccuntability, she felt the full staft should take responsibility for developing the mechanisms
of change.

To initiate the restructuring process, the Principal developed a site-based committee
structure of governance for the school, which proceeded to revamp the school curriculum and to
reorganize the school day. Emphasis was placed initially vpon language arts, historically the arez
of students' greatest weakness and of staff's greatest frustration. Students were organized into four
nongraded but age-appropriate “wings.” At the schooi's Annex, pre-kindergarten, kindergarten,
and first graders who are severely handicapped or in need of develormental scrvices would
participatc in a special early childhood education program. The primary (grades 1 and 2), middle
(grades 3 and 4), and upper (grades 5 and 6) wings were housed at Nifios Bonitos' main campus.

Nifios Bonitos new organizational system worked very well and was adopted permanently
in 1989. In the morning, all students in each wing (except those who are Spanish-speaking) are
assigned to one of six levels of English proficiency (e.g., entry, Sheitered A, Sheltered B,
Transition A, Trarsition B, and non-sheltered) for language arts and mathematics coursework.

For example, a first grade student with limited English proficiency might be assigned to a primary
wing Sheltered A classroom, while a 5th grade student with near fluency in English might be
assigned to an upper wing Transition B classroom. Spanish-speaking children are enrolled in a
bilingual program, in which all three basic subjects are taught in Spanish, supplemented by
additional English-language development. In the afternoon, a reading recovery course is offered
to first graders who are experiencing difficulty with beginning reading.

In the early stages of her restructuring efforts at Nifios Bonitos, the school's principal
inade sure to discuss her plans with district personnel and to obtain their “buy-in.” As a result,
her efforts encountered almost no resistance from the district and, in fact, received a great deal of
focused atiention and support. Her job was made easier by the fact that the school's

superintendent and staff were themselves struggling to conceptualize and implement a number of
important educational reforms.

‘Each ycar, as a “Chapter 1 school,” Nifios Bonitos administers this test to all English-speaking students in
reading comprehensior: and mathematics.  Spanish-speaking students take ¢ Spanish equivalent of the test. called

the "Aprenda”. "Sheltered” students speaking primary languages other than English take the ASAT only after
attending Nifios Bonitos for one ycar.
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The school's new principal in 1994-95 is extremely iripressed by what he has “inherited”
at Nifios Bonitos. He believes the key to the school's success; is empowering the whole faculty to

serve as instructional leaders and to experiment with “cutting edge” instructional and assessment
reforms.

Performance Assessment Development and Characteristics

Curriculum and assessment reform at Mifios Bonitos also began with the language arts
program. Staff felt it was important to establish clear entry and exit criteria for every child at
each age and language development level as well as clear instructional goals for each level. They
wanted to be able to continuously monitor the progress of each child so that an LEP review team

could move children to new language development levels at any time during the school year, as
those childrzn became ready to advance.

Language Arts

To meet their objectives, faculty “wings” began to meet in 1988 to brainstorm the
development of language arts learning outcomes and scoring rubrics — a process that ultimately
took four years to complete. Learning outcomes, instructional materials, and portfolio contents
were developed for each language development level within each wing (e.g., Primary Level/Entry,
Primary Level/Sheltered A). For each level, the learning outcomes describe specifically what
students should krow and what they should be able to do with regard to cral language, reading,
and writing in order to complete a particular level.

If teachers keep these learning outcomes in mind, assessment becomes an integral, daily
part of instruction. For example, an entry level LEP student at the primary level should be able,
among other things, to use proper words to identify objects through oral language. In reading,

that same student should be abie to answer simple questions regarding the structure and meaning
of a story.

With the help of experts such as Dennie Wolf and Grant Wiggins, Nifios Bonitos teachers
agreed that portfolios of student writing, along with observations on students' reading and spoken
language collected throughout the year would be another exemplary way to measure growth in
language arts. Teachers then spelled out what each portfolio should contain for each age and
language development level. For instance, the primary level portfolios for Spanish-speaking
students should contain three daily journal samples, a minimum of three independent writing

samples, and a reading and oral language usage checklists.’ (The portfolios then are scanned to
generate electronic portfolios).

In the second year of our the study (Round 2), teachers beors to reevaluate the way in
which the language arts electronic portfolios are constructed. To date, teachers have selected the
student pieces to be included in each portfolio. However, they are beginning to feel that students
should have a greater hand in the selection process, so that the potfolio becomes a tool for
student self-reflection, as well as a method of measuring student progress from the teacher's
perspective. This year, for instance, the middle wing teacher obsurved in the study allowed her

< . . . .
Reading and oral language checklists were developed as an observational tool, in order to measure student
growth .n these arcas three times a year,
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students to choose their “writing process piece” for their electronic portfolios after the first
grading period. The observation is described below in Exhibit I

Scoring rubrics were developed by teachers as a way to compare and communicate
students' academic progress without having to “label” children with standard letter grades.
Language arts scoring rubrics were modified and refined between the two years of the study; by
1994-95, the faculty had identified five performance levels for oral language and reading, and six
levels for written language. These rubrics cut across language development and age levels. In
writing, for instance, a student can be evaluated as a pre-writer, emergent, developing, beginning,
experienced, or exceptionally experienced writer. Specific (and different) criteria were determined
by age and performance level. Appendix A provides a copy of Nifios Bonitos'language arts
scoring rubric. The rubrics themselves were used to redesign the student in language arts, which
was renamed the “student growth record” (see Appendix B). Students are now assigned a rubric

EXHIBIT II

Classroom Observation

In the 3rd/4th-grade (“middle wing”) classroom observed, “transitional” students (those
who are almost, but not quite, fluent in the English language), spent most of the morning working
in cooperative groups of four, using six personal and laptop classroom computers. Their teacher
had received five days of special training in software technology, as one of the school's five
“Apple Classroom of Tomorrow” (ACOT) teachers. As a result of her training, she had designed
a performance task that required students to describe and ;llustrate a book they had read about the
difficulties Southeast Asian students (like themselves) experience as they assimilate into their new
American culture. She adopied the role of “coach,” as specified in her training, and circulated
throughout the classroom as her students worked — helping them with their writing as well as
with their software skills.

The teacher expressed great enthusiasm for the “student-centered” approach she had
learned through the ACOT program and she had developed a number of creative ways to integrate
technology into her language arts teaching and assessment methods (for example, earlier in the
year she had asked students to write haiku poems to appear on T-shirts they designed on their
computer screens). Students saved their work in both electronic and “hard-copy” versions of their

language arts portfolios, which were shared with parents at parent-teacher conferences, which
occur three times a year.

score by their languege arts teacher based on both a review of a written language portfolio and an
assessment of performance on reading and oral language.

Teachers interviewed noted that the Janguage arts rubrics will most likely undergo
continued refinement as the faculty's experience with them and exposure to othes models
increases. In the second year of the study, for instance, teachers were discussing refinements that
would make their rubrics more consistent with the NSP standards.
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Mathematics

Language arts standards and rubrics have been in use for four academic years, and their
electrouic versions for three. In 1993-64, Nifios Bonitos staff began to research and write
mathematics standards and rubrics, using the same process that they had used for language arts.
The newly developed California state frameworks and curriculum guidelines and the National
Council of Teachers of Mathematics (NCTM) standards were used as guides to identify eight
critical content areas of the mathematics curriculum that students need to master, including:
number sense and numeration, whole number operations, whole number computation, geometry
and spatial sense, measurement, statistics and probability, patterns and relations, and fractions and
decimals. Using NCTM materials, staff also identified five process skills necessary to understand
the subject (e.g., problem solving, communications, reasoning, connections, and estimation).

Students in each wing complete 22-day mathematics instructional rotations organized
around the NCTM content areas. For instance, the middle wing transitional class observed in
1994-95 begins the year with a division and multiplication rotation taught by their own homeroom
teacher, and then, after 22 days, the class rotates to a measurements unit taught by a second
teacher, and so on, so that they ccmplete seven content area rotations by the end of the year.
Each teacher, then, teaches his or her “specialty” rotation seven times over the course of the_year

to seven different groups of students.

From the process and content skills they developed, the mathematics committee generated
a scoring matrix that was used in place of the current mathematics portion of the growth record to
evaluate student progress for the first time in 1994-95. Appendix C presents a copy of this
matrix. Students are identified as either early emergent, emergent, developing, moderately
experienced, experienced, or exceptional mathematicians within the seven critical content areas

identified above.

For the early childhood wing, the committee also developed a list of activities and projects
for each level — the idea being that teachers could use these to assess student mastery of each
process skill within each content area. For example, to demonstrate problem-solving skills for the
patterning content area, kindergartners must show how they can continue the formation of a
pattern of paper apples the teacher has begun. To demonstrate pattern reasoning, they must be
able to reply verbally to the question, “What comes next”?

After considering mathematics rubrics, the entire faculty, meeting in groups by wings,
went on to develop learner outcomes for each age level — outcomes that conceptualized what
students should know in order to demonstrate mastery of each content and process skill area. The
mathematics curriculum committee then developed separate observable student behaviors to
accompany each set of learner outcomes. These observable behaviors specifically detail tasks
each student must be able to perform before moving to the next level.

In 1994-95, these learner outcomes and observable student behaviors were being used to
develop High Expectations Learning Plans for Students (HELPS) study units recommended by the
National Alliance for Restructuring Education. HELPS units require teachers to develop specific
activities, student products, and assessment tools for each NCTM concept area (such as geometry
and spatial sense or fractions and ratios — these match the 22-day instructional rotations in
mathematics at Nifios Bonitos). For each activity, teachers must specify the knowledge they
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expect students to gain (the “learner outcomes”) from the activity and the skills they expect
students to demonstrate (the “observabic student behaviors”). Each instructional rotation ¢nds
with a “culminating activity” that requires students to employ most of the knowledge and skills
they have learned. For instance, in the middle wing classroom observed, students created three-
dimensional castles built of basic geometric shapes as a culminating activity. Students had to
provide formulas for the perimeter, area, and volume of their castles in a computerized report and
prepare an oral presentation on their project. Teachers interviewed commented on how much they
felt they were gaining from the HELPS approach this year, and how well they felt the HELPS
philosophy matched their own “homegrown” attempts at reform in mathematics.

At the time of the first visit a mathematics portfolio was being planned, and by 1994-95
mathematics portfolios had been introduced at all grade levels, although in differing forms and at
differing paces. The movement toward portfelios is led by two upper wing teachers who are
piloting NSP portfolios and sharing their knowledge about portfolio procedures with their
colleagues at Wednesday in-service meetings. Ideally, teachers are to follow the NSP model for
portfolios, which asks students to choose works demonstrating understanding of each major
mathematical content area and to justify their choices through letters of introduction to the reader.

In the vpper wing, students are asked to choose a “favorite problem or project” from each
rotation and to write about why they enjoyed it and what they learned from it. In the middle
wing classrcom observed, students are asked to write periodic entries in a “mathematics journal”
for the same purpose. Some teachers, however, are using the mathematics portfolios simply as a
holding file for 2l student work, making little attempt to select exemplary pieces or to ask
students to reflect upon them. The middle wing teacher said she uses her students' portfolios for
two purposes: to support her choice of scoring rubiic for each student and to provide concrete
evidence of student progress in parent-teacher conferences.

Assessment Quality and Consegquences

Dvuring the 1994-95 school year, no formal evaluations of Nifios Bonitos' performance
evaluation system have been undertaken. However, the school's staff continues to express the
conviction that their system of measuring student performance has more validity than traditional
kinds of evaluation. Staff members maintain that the portfolios and assessment tasks they have
enumerated provide more complete information about the exact nature of student competency.
They also maintain that their locally designed assessment mechanisms would have enhanced
student performance on the CLAS. Unfortunately, as the new principal pointed out (and as noted
carlier), the ASAT is likely a poor measure of student achievement at Nifios Bonitos, since it tests
fact-based knowledge and skills rather than students' understanding of concepts and problem-
solving abilities. Nonetheless, Nifios Bonitos' reforms seem to have had a salutary effect on
student ASAT scores, since in the second year of the study Nifios Bonitos was one of three
schools in the district to receive state-wide recognition as a “Chapter 1 school,” based on its
relatively strong ASAT scores.

In order to build greater inter-rater reliability into their assessment system in language
arts, the teaching staff last year developer portfolio anchor papers to support each rubric. Those
papers provide a staff-approved exemplar of student work for each rubric at each language
development and grade level. In addition, teachers note that the rubsics are so specific as to leave
little room for major judgmental differences. At their regular staff meetings, teachers have held

11-9




W______—___.—______——_W__ S

I

informal “scoring conferences” to test this theory and have found high levels of agreement among
readers about language arts scores student work should receive. In 1994-95 the new principal,
too, was enthusiastic about the reliability of rubric scoring, noting that he raised questions about
less than 10 percent of scores after reviewing the studentportfolios to which they referred.
However, as of 1994-95 ano anchor papers had yet been developed for mathematics, although
teachers engage in informal consultations about appropriate scores for student work. One teacher
noted that she will not have complete confidence in the reliability — and hence, faimess — of her
mathemetics rubric assignments until mathematics anchor papers are developed — perhaps as
early as the 1995-96 school year.

The San Diego Unified School District has demonstrated its faith in Nifios Bonitos'
assessment system by authorizing the use of langaage arts rubrics in a narrative report card that
substitutes for the standard grading system. Furthermore, by the second year of the study the
school had received a waiver to use the new mathematics assessment matrix as a substitute for the
mathematics portion of the standard district report card.

In addition to reflecting student work, student improvement on portfolio writing samples
completed throughout the year are used as one criterion for judging staff performance (along with
a review of student growth records, checklists, classroom observations, and assessments of teacher
participation on governance committees). Ironically, California prohibits school administrators
from evaluating teachers on the basis of standardized test results, but there is no such prohibition
against the use of alternative assessments as evaluation criteria. In support of this use of
alternative criteria, the Vice Principal maintains that she can identify signs of poor teaching more
readily through a review of student portfolios than she can from a review of student grades. In
1994-95 the new principal, too, was enthusiastic about the use of portfolios to measure the actual
student progress that is taking place in each classroom.

Several teachers noted that rubrics have some drawbacks; for instance, students ofien drop
back several rubric levels when moving from one wing to another, which (erroneously) suggests
to students regression rather than progression. Secondly, it is often very difficult for non-English-
speaking students to attain the highest levels at any wirg, although they may achieve tremendous
growth within a rubric level. One teacher noted that portfolios are helpful in demonstrating this
kind of “within rubric” growth to both parents and students.

Resource and Training Support

As mentioned previously, Nifios Bonitos' principal initiated the restructuring effort that led
to the development of the school's performance assessment system, and educational experts were
not called in until the process was well underway. Teachers noted that Nifios Bonitos was the
first school in the district to undergo significant curriculum and assessment .eform, so that,
initially, not much help was available, particularly in language arts. As a result, teachers said that
they always have received the greatest assistance and support from their own colleagues at Nifios
Bonitos. The district, however, has provided a great deal of encouragement and some regulatory
flexibility, especially in recent years, to support the school's continuing reform efforts. The
County Office of Education has also provided some technical assistance, particularly when the
cistrict cannot provide the necessary staff development expertise. Both the district and the county
took a great interest in Nifios Bonitos' efforts because they felt that the success of the CLAS
system would soon propel other San Diego schools in the direction of performance-based
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assessments. Although the CLAS system was dismantled after the first year of study, SDUSD is
still heavily committed to the notion of curriculum and assessment reform.

In 1990, the RJR Nabisco Foundation awarded Nifios Bonitos Elementary a three-year
Next Century School grant of $550,000 to improve and expand the school's reform process. This
and an innovative technology grant from the state of California awarded in 1992 have allowed the

school to perfect the language arts portfolio process and to record nortfolios electronically to
accompany students' growth records.

The teachers interviewed, including the school's union representative, felt the release time
and training they received were quite adequate to support implementation of the school's new
assessment system. Every other Wednesday afternoon is used for planning, for completing
students’ growth records, and for recording portfolios electronically. In addition, teachers have
managed to reserve three 45-minute preparation periods for themselves by cooperating in teaching
one another's classes. Teachers noted that fear of technology made them initially reluctant to use

computers to electronical’;’ record student portfolios, but that the “crisis period of change” has
passed.

Because budget constraints do not allow the district to provide extra financial support for
Nifios Bonitos' efforts, the school's grants committee has successfully sought outside monetary
assistance. As a National Alliance school, Nifios Bonitos received an Apple Classrooms of
Tomorrow (ACOT) grant that has supplied four large hardware systems and ongoing teacher
trainin:} for four upper wing and one middle wing teacher to support the maintenance of electronic
portfolios and the use of technology in classrooms. The National Alliance affiliation also
provides other resources, including staff development opportunities. Two teachers who sit on the
mathematics curriculum committee, for example, were sent to Harvard's PACE summer
mathematics training program. Others have attended the major National Alliance conferences that
have been held jointly with NSP conferences each year at different sites across the country.

Interaction with Other Assessments

Teachers pointed out that six years ago, when they began their language arts reforms at
Nifios Bonitos, very little was available in the way of national, state, or local models to inform
their efforts. However, in mathematics, they feel they have not had to start as completely “from
scratch,” because more national and local expertise is available to guide them. For instance, by
the time Nifios Bonitos became an NSP partner school, language arts rubrics and portfolios were
already in place. On the other hand, NSP, NCTM, and National Alliance materials have assisted
teachers a great deal in developing mathematics rubrics, portfolios, classroom projects and
activities, and authentic assessments. This year, particularly, Nifios Bonitos' teachers have begun
to use NSP materials as a “mirror” through which to evaluate their own efforts against those of a
highly respected national movement.

At the time of the first visit, Nifios Bonitos planned to administer the new performance-
based CLAS assessment in 1994-1995 — in mathematics and language arts at grade 4 and in
social studies and science at grade 5.

The 1993 CLAS mathematics pilot assessment results from Nifios Bonitos showed that
none of the 54 students whose assessments were scored were rated above the mid-category of the
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6-category performance level scale, with more than half being classified at the lowest performance
level. On the other hand, in reading-literature, of the 45 students with scored assessments, 2
percent were classified in the second highest performance level (Sth level) and only 9 percent
were classified in the bottom performance level.

The CLAS assessment was to be scored by rubric, just as is student performance in Nifios
Bonitos' language arts and mathematics curriculum. Like SDUSD's district assessment specialist,
Nifios Bonitos' administrators said that they and other teachers were relatively pleased with the
CLAS, since it matched the school's philosophy of providing authentic assessments and grading
criteria to drive improved instruction in the classroom. They believe that Nifios Bonitos' reforms
will continue to bear fruit in the form of improved student ASAT and Aprenda scores, but they
are concerned that the these standardized tests do not accurately measure the what students know
and are able to do as well as do performance-based examinations like the CLAS.

Impact of Nifos Bonitos Performance Assessments

The impact of performance assessments on the Nifios Bonitos Community is discussed
below.

Impact on Teachers

Although Nifios Bonitos' new curriculum and assessment system was primarily focused on
student benefits, the reform effort was also intended to boost “what was perceived at the school to
be low staff morale.” Nifios Bonitos' teachers were provided with a number of incentives to adopt
the new system, not the least of which was their fill ownership of its development and
implementation. In addition, the new configuration of classes reduced individual class size and
provided teachers with more weekly preparation time (teachers only teach one class during the
afternoon rotation period). Some of the numerous grants the school has received also allow
teachers more release time and more funds to participate in staff development programs.
Throughout the districts, six to eight days are reserved for staff development. During those days,
the full Nifios Bonitos staff meet to work on projects such as the development of standards,
rubrics, and portfolio assessments. In addition, every other Wednesday is a minimum atteidance

day for students at Nifios Bonitos, in which committee work, including assessment work, is
complcted.

The Principal noted that the new system has dramatically improved classroom instruction.
Most teachers have moved away from the traditional teacher-centered approach to instruction and
provide, instead, more cooperative and experiential learning opportunities that focus on problem-
solving. One teacher noted that these new approaches, such as portfolios, greatly improve her
analysis of students' real progress and achievement levels.

New instructional and assessment methods have also, as previously mentioned, reduced
discipline problems and provided teachers with a greater sense of accomplishment, which is
augmented by the knowledge that they are personally responsible for the new system's success. In
addition, according to their union representative, teachers feel the portfolios make communication

with parents much easier. Nifios Bonitos' annual staff surveys demonstrate that, overall, teachers
aze very pleased with the new system and its results.
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'The overall “costs” of the system are borne, unfortunately perhaps, exclusively by Nifios
Bonitos staff. Development of the rubrics and the portfolio system required a tremendous amount
of work and coordination, although staff were allocated a fair amount of staff development time to
accomplish their purpose. In addition, portfolio scoring and rubrics assignment is generally a very
time-consuming process. Also, it is apparent that there was a great deal of resistance to the
implementation of the system to record portfolios electronically, since staff were required to both
learn a great deal of software and to find time outside of class to scan their students' work into the
computer system. This latter problem has been somewhat alleviatea by asking classroom aides
and computer support staff to scan the work; complaints also have decreased as teachers have
become “more comfortable with the system.”

The Vice Principal noted that performance assessments place additional burdens on
teachers since they often must meet the demands of both old and new systems. For example, in
the first year of the study, teachers had to complete both the new mathematics assessment scoring

matrix and the mathematics portion of the traditional report card (until the district approved the
exclusive use of the matrix).

The 1993-94 principal noted that although the local teacher's union pays “lip service” to
the need for instructional and assessment reform, it has in fact presented tHe greatest barrier to its
implementation, since the union allows the Principal no flexibility in hiring teachers who are
committed to or trained in the use of the new system.

Impact on Students

Teachers and administrators included in the study feel that curricular and assessment
changes have had “a palpable effect” on students. Both teachers and parents confirmed, for
example, that children are completing fewer worksheets and using more manipulatives in their
courses. In addition, both teachers and students commented upon the large amount of writing
students were doing, both in language arts and in mathematics. One teacher noted that although
nev: methods may slow the pace o. instruction a bit, they reinforce the fundamentals and

foundations of mathematics and language arts, thereby promoting academic success in the long
term.

The teaching methods that the use of rubrics and portfolios support provide students with
a sensc of purpose, accomplishment, and enjoyment. As a result, teachers experience far fewer
discipline problems (only one or two suspensions a year) and a much greater degree of order in
their classrooms. The principal has personally witnessed an increase in student engagement and
an improvement of “on-task behavior” in her recent classroom observations. Furthermore, student
attendance rates have improved dramatically since 1988 and, at 96 percent, attendance at Nificy
Bonitos is now ranked the best in the district.

The parent included in the study noted that portfolios allow children to see more easily
their own improvement. That parent feels, therefore, that students are motivated to strive harder
than they did without the portfolio system. Moreover, she feels that weaker students do not
experience the same sense of failure they might with standard letter grades. The vice-principal
pointed out that the portfolio system “builds greater interaction” between the teacher and child as
well as a greater sensc of mutual respect, particulariy for LEP students from other cultures who
find it quite a struggle to express themselves in the traditional classroom format. Almost every
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teacher interviewed commented upon the improvements in self-confidence and motivation they
have seen among students since the reforms began.

These improvements in student attitude and motivation can be objectively measured, and
are reflected in student performance, particularly in the areas of oral and written language
development for LEP students. Anecdotal evidence further suggests that Nifios Bonitos graduates,
particularly Chapter 1 students, are performing much better at Montgomery Junior High School,
than they used to. Improvement in ASAT scores, however, was spotty between the two years of
the study — at some grade levels, scores were up substantially in both reading and mathematics,
while at other grade levels, scores were virtually unchanged or down.

In 1994-95 the new principal prepared a detailed analysis of ASAT scores by grade level
recording strengths and weaknesses in each subject area. He hopes teachers will address these
strenghts and weaknesses in their classrooms. For instance, in reading comprehension in the 1st
grade, students were strong in “predicting outcomes,” “drawing conclusions,” and “matching.”

A parent said that her former Nifios Bonitos child was more advanced than his peers in
both language arts and mathematics at his new junior high school Finally, on last year's pilot
CLAS administration, Nifios Bonitos students scored much higher in language arts than the state
average (but much lower than the state average in mathematics, a fact that teachers feel supports

both the success of their language arts program and the need to revise their mathematics
curriculum).

Impact on Parents

Although many of Nifios Bonitos' parents are not literate, they are, according to teachers
and administrators, very supportive of the education their children receive under the new system.
Because parents at Nifios Bonitos are culturally and linguistically diverse, the school makes
special efforts to involve them, providing monthly parent outreach evenings and ensuring that
translators are present ai parent-teacher conferences whenever needed. These interactions with
parents have introduced them to the reforms at Nifios Bonitos while they are occurring. This

year, for instance, one parent outreach evening centered around the topic of mathematics
portfolios and another covered language arts portfolios.

The parent interviewed in 1993-94 (also the school's parent and volunteer coordinator) said
that parent reaction to the portfolio and rubric system is extremely positive, as measured by both
the annual parent surveys during 1992 and 1993 and the feedback received at parent outreach
meetings. The parent interviewed in the second year of the study reiterated this opinion. Both
parents noted that the portfolios give parents a much more visual and concrete sense of their
child's progress, particularly when they have difficulty reading the English language. They added
that although some parents initially miss the letter grade system, most adapt to the new rubrics
quite easily and eagerly (although some teachers felt that the rubrics are too complicated for non-
English-speaking parents to understand). Thc parents said that the rubrics and portfolios provided
them with much more guidance about the ways they can help their children at home with
language arts development. Currently, both language arts and mathematics portfolios are used in
triennial parent-teacher conferences to provide concrete demonstrations of student growth.
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Futu ns

Nifios Bonitos' 1993-94 principal said that her goal for the future was to continue to drive
changes in instruction through changes in assessment, hopefully in new areas of the curriculum,
including science. She desires to continue to convince parents and the general public that
portfolios are valid indicators of success and to involve those parents and the public in the
developmental process itself.

In 1994-95, Nifios Bonitos' new principal conducted a “transition” workshop with the
school's teachers to determine what the continuing focus of the school's reform efforts should be
and how fast the pace of reform should continue to proceed. The principal said that he learned
through this process that Nifios Bonitos' teachers were “spread very thin” and were not eager to
take on additional new reforms this year. As a result, the principal's efforts this year have been
directed at consolidating and strengthening existing innovations, such as refinement of the
language arts rubrics and portfolio system and development of mathematics anchor papers to
support the new mathematics rubrics. Both he and Nifios Bonitos' teachers eventually hope to
adapt their system of performance assessments and scoring rubrics to the discipline of science —
perhaps as early as next year.

The school board member interviewed in 1994-95 said that, surprisingly, there has been
little district political opposition to performance assessments and other educational reforms; she
anticipates that, with the continued strong support of the new superintendent, the district as a
whole will steadily expand the use of performance assessments.

Conclusions

Nifios Bonitos' student population is unusual in that the vast majority of its students are
both economically disadvantaged and limited English-language speakers. Centered around written
and oral portfolios and specific learning outcome tasks, Nifios Bonitos' performance asszssment
system has been designed to address the special needs of its particular population. Performance
assessments have been focused initially on language arts and are used to monitor student reading,
writing, and oral lan, ‘age development. Mathematics performance assessments are in
development — and similar systems in other disciplines are being contemplated.

As of this writing, no objective data has been gathered concerning the validity or
reliability of Nifios Bonitos' performance assessments, but staff have received outside “validation™
by consulting assessment experts on a regular basis and by developing procedures that foster
reliability (such as anchor papers).

Although no formal evaluation of Nifios Bonitos' assessment system has been performed,
anecdotal evidence from staff and parents suggests that the system's benefits outweigh its costs in
terms of improved staff morale, better instructional practices, a more open classroom atmosphere.
and increased student motivation. At least in language arts, this cvidence is supported by
objective measures of student performance that show encouraging progress.
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the school possesses strong leadership and has received support and accolades from the San Diego

!
ti’ Overall, the future of Nifios Bonitos' performance assessment system appears bright, since
t Unified School District.
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EARLY CHILDHOOD RUBRICS LISTINGS
Revision &/1/82. 5/28/53. 10/93, 8/21/34

ORAL LANGUAGE

*08s Ot yet respond verdally

* muwmal svidence of BSINING/SPeaking skills, uses Qestures and simpie words
©0N8 WOIS NIGUNL. NBMING MM i picture

* hrwied vocabulary

© Ffely CONNDIASS 1N QrowD STNgS

© 0RICNIDES DICTUTES USING DIVESES. TwO-tr0e WOIG reSpONSAEs and/or Simpie sentences.
* NCCASIONBlY CONNDUTES I SMBN QrOUD SeTLngs

* uses COMDINN sentances that tall about a prcture

* 0CCASIONSNY CONNDUNS IN 12708 Group Satings

* USES S107Y-HKE SANIENCES dESCIINNG the DEQINMNG. Middie. and snd of an event
* Uses gescnotive woras

* LONSISIENtly CONNDUTES IN £1aSS activibies. with relevant responses

READING

* QXIS WNIRG ATENDON SDAN and UTTie OF NO EXPENENCE with DOOKS

*nas aiticutty Qrasong pnnt individually

* rakes ON tEAChEr 10 1880 SI0MeS AIOUD

* M3y Shi e UNEWAIE Tha! MeEaNING COmes from text
* BAFCID3IES 0 $hared reading

* Ras grownng abrithes 10 Use DICture Clues. £YeMOry and pattemms to gain meaning trom the text

13 geveoDing Huency and redds some books with confidence
* apie 10 apply phomCs knowiedge to oecode
1S MOStly COMTOITADIE reagng famuhar text wath short, Simbie narratrve

* 1eeis COM10Madie with DOOKS
*nas conhidence reading text independently
*Choases 10 read for Deasure

Early Childhood Rubric
WRITING
Pra-Writer

* COMMUNICITES hrOugN SCNdbiNG and pictures

* £3na0M letters with drawngs
* 2048 10 GISHNQUIST DEtweeN Grawangs and wrrhng
* S0Me eVI0ENCE Of IETBr-hke Marks

* aAndomty copres words from emvironment
* Gemonsirates an uNOEMSWINCING that oral LANGUAQE CN DE writen dowr

* 20QINTING 10 MARE ZOUNd-SYMDOI comesoondence
* wIHiNG May Incluoe 1amikar woras

* WG 10 Mvent SOBNING 101 UNKNOWN Worys
* DOQINNG 10 wNte santences winch Nciude Koy words 10 communicate hougnts [ct et 1d - cat eat tood)

* CNOCSES 10 wrtle independentty with an gDility 10 SDEI SOME WOrAS IN 3 CONVENhONal wiy
* writes compiete semences with punciuahion
*$10WS MOre CONSISTENCY IN SENIENCE SITuCTure SDRING aNG vOCIDUIATY
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LANGUAGE ARTS GROWTH RECORD

4
E

Pre-Writer Needs Motivation

Emergent Writer Moderately Motivated

Developing Writer Motivated

Beginning Writer

Experienced Writer

Exceptional Writer

Teacher Initial

' Early Childhood
l Name Language Placeiment
v' Room
. ) - Qo

| ORAL LANGUAGE 3 8 § g 3 §
' ' Rubrics 2 2 5 Work Habits Z 2
| SilentYEmergent Listener-Speaker Needs Motivation
| l Limited Listener-Speaker Moderately Motivated

Developing Listener-Speaker Motivated
' Capable Listener-Speaker

Strong Listener-Speaker

- Q ; < @
I READING Formalinformal g 5 3 $ _5,
. N 4

Rubrics 2 Work Habits
' Inexperienced Reader Needs Motivation

Early Emergent Reader Moderately Motivated

Emergent Reader Motivated
. Beginning Reader
l Moderately Experienced Reader
! WRITTEN LANGUAGE 3 5 & 2§ ¢

: Z = 3 2 = 3

l Rubrics Work Habits

Date

';'IEl{llC” Transfer Purposes. Grade ______
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Development Rubrics in Matheraatics
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Ninos Bonitos
Elementary School
A Next Century School

DEVELOPMENTAL RUBRICS IN MATHEMATICS

EARLY EMERGENT MATHEMATICIAN
- Communicates/demonstrates little or no understanding of mathematical thinking
or mathematical ideas; demonstrates littiz progress toward accomplishing
mathematical tasks.

EMERGENT MATHEMATICIAN
- Communicates/demonstrates partial understanding of mathematical thinking ard
mathematical ideas. Work may be incomplete or misdirected. Tools and tecl.niques
are rarely used.

DEVELOPING MATHEMATICIAN
- Comrmunicates/demonstrates some understanding of mathematical thinking and
mathematical ideas. Omissions in ceiiceptual understanding are evident; however,

' demonstrates the use of mathematical toois and technigues.

=/

MODERATELY EXPERIENCED MATHEMATICIAN
- Cornmunicates/demonstrates an understanding of essential mathamatical thinking
and maihematical ideas including appropriate representations (i.e.; words, dia-
grams. graphs. pictures). The work is usually correct and exhibits the appropriate
use of mathematical tools and techniques. cooperates with peers and aduits.

EXPERIENCED MATHEMATICIAN
- Communicates/demonstrates a sound understanding of essential mathematical
thinking and mathematical ideas including appropriate representations (i.e.; words,
diagrams. graphs, pictures). The work is usually correct, complete and consistent.
May demonstrate the capacity to make generalizations and connections through
multiple or vaique approaches supported by effective arguments using appropriate
mathematical tools and techniques.

EXCEPTIONAL MATHEMATICIAN

- Communicates/demonstrates an in-depth understanding of essential mathematicai
thinking and mathematical ideas including appropriate representations (e.g." words.
diagrams. graphs. pictures). The work is compiete and consistent and demon-
strates the capacity to make generalizations and connections through muitipie or
unique approaches supported by precise logical arguments using zpprupnate
mathematical tools and techniques.
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APPLICATIONS ASSESSMENTS:
WESTGATE MIDDLE SCHOOL

Introduction

The Prince William County (Virginia) Public Schools. as part of an ongoing district-wide
restructuring effort, introduced its Applications Assessments in mathematics. science, and language
arts during the 1993-94 school year. These assessments are just one piece of the school district's
restructuring effort. which is guided by a district-developed restructuring process. including a
Quality Management Plan. newly adopted Standards of Quality, district-wide school-based
management, and other related elements.

The district’s work toward a reformed educational system has progressed rapidly. During
the summer of 1994, Prince Wiliiam County teachers worked to develop performance standards
for the new Applications Assessments. In addition, teacher teams revising the district's curricula
completed their work (in most subject areas), and the new curricula were adopted by the school
board. Finally. the district. partially in collaboration with Riverside Publishing Company and
partially on its own. developed a fourth Applications Assessment in the area of social studies: this
assessment was to be administered for the first time in Spring 1995. Thus. the Prince William
County Public Schools provide an example of a district struggling simultaneously with the many
pieces of a comprehensive school reform effort.

Westgate Middle School. one of 12 middle schools in the district. was visited twice as a
part ol this study. first in June 1994 and again in February 1995. The school served 827 sixth.
seventh. and eighth grade students during the 1993-94 school year. These students were. on
average. somewhat wealthier than the district average. and the school had a smaller percentage of
minority students than did the district as a whole. Westgate students were mostly white (80.7
percent): other students were African-American (10.6 percent). Hispanic (4.8 percent), Asian/
Pacific Islander (3.7 percent). and Alaskan/Native American (0.1 percent). About 8.7 percent of
students qualify for the U.S. Department of Agriculture's free or reduced price lunch program, a
lower percentage than the statewide percentage of students — 12.3 percent — eligible for Chapter
I services. (These statistics remained essentially unchanged for the 1994-95 school vear.)
Westgate's faculty includes 65 teachers, two administrators. six teaching assistants. und 23
classified personnel,

Participants

Numerous indisiduals were mterviewed for this case study during the two site visits.
Their rofes are illustrated in Exhibit |,
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EXHIBIT I

Study Participants

Supervisor, Prince William County Public
Schools’ Office of Assessment and
Evaluation

Assistant Principal. Westgate Middle

School

Reading Specialist and Assessment

Coordinator. Westgate Middle School

Fourteen Teachers. Westgate Middle

School —

~ Fleven seventh grade teachers of math.
language arts. social studies. science

- One cighth grade teacher of English

- Two special education teachers —
hearing impaired. emotionally
disturbed

Two Special Education Teaching

Assistants, Westgate Middle School

Two Parents of Westgate seventh grade

students

Sixteen Westgate Middle School seventh

grade students —

- Thirteen regular education students

- Three special educatioa students
(hearing impaired). mainstreamed for
part of the school day

Supervisor. Prince William County Public

Schools’ Office of Assessment and

Evaluation

Reading Specialist and Assessment

Coordinator, Westgate Middle School

Ten Teachers. Westgate Middle School

- Seven seventh grade teachers of math.
language arts. social studies. science

- Two eighth grade teacher of English

- One special education teacher —
hearing impaired

One Teacher. member of district’s

Instructional Support Team

One Parent of Westgate students

Twelve Westgate Middle School eighth

grade students

Observations
In February 199350 4 team meeting of one of the two Westgate Middle School seventh-grade

teaching teams was observed.  Additionaily. the science classes taught by one of these teachers
were also observed.

District Context

Prince William County is a suburban and rural county in Northern Virginia, located not far
from Washington. D.C. Many residents commute to the District, but a good portion of the county
is rural and far from casy commuting range. The area includes both historical landmarks - -
several Civil War battles were fought here and extensive outlet shopping malls.
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The Prince William County Public Schools (PWCPS) operate 39 elementary, 12 middle, and
7 high schools throughout the county (the district serves most, but not all. parts of the county; a
few small school districts serve the children of some Prince William County municipalities). In
all, the district served over 45,000 students during the 1993-94 school year. This student
population is approximately 72.0 percent white, 18.8 percent African-American, 5.2 percent
Hispanic. 3.6 percent Asian-American. and 0.4 percent from other racial and ethnic backgrounds.
Just over 16 percent of the district’s students qualif, for a free or reduced-price lunch. These
statistics remained essentially the same for the 1994-95 school year.

Since the late 1980s. the school district has been planning and implementing a comprehensive
restructuring effort encompassing (a) development and adoption of the district’s Quality
Management Plan, (b) articulation of a set of expectations for student achievement entitled
Standards of Quality. (c) expansion of the district's Assessment Program. and (d) revision of the
curriculum for all subjects and at all grade levels.

The district’s work in these areas is still in midstream. and the restructuring effort, as
currently planned, will not be complete for several more vears.

Purpose of the Applications Assessments

The Prince Winiam County Public Schools identified a need for a new assessment tool to
accompany the district’s evolving educational objectives. As part of the district’s Quality
Management Plan (see below). the district adopted six Standards of Quality. as summarized in
Exhibit 1. The primary purpose of the Applications Assessment is to help the district measure
the progress students make towatd the attainment of the new standards.

PWCPS hope to meet at least twa additional objectives with the Applications Assessments.
First. the assessments will eventually be used for accountability purposes in schools and
classrooms. though the district has no pl=ns to introduce rewards or sanctions for performance.
However. data will be maintained and reported at ihe student. classroom. school. and district
levels.  Second. the Applications Assessments are intended to communicate to teachers, parents
students. and the community what students know and are capable of doing. In this sense, the
Applications Assessments join other facets of the district’s assessment program to monitor overall
student achievement and the quality of the district’s educational program.

Although in the future the Applications Assessments will support all of the above purposes,
the first full-scale administration in Spring 1994 was intended to collect baseline data about
student achievement at grades three. seven. and ten.

Development of the Applications Assessments

PWCPST Applications Assessments are administered to third. seventh, and tenth graders. the
Assessments in mathematies, science. and language arts were piloted in November 1993 and
administered district-wide for the first time in May 1994, An Applications Assessment in social
studies was developed during the summer and fall of 1994 and was 10 be administered for the first
time i Spring 1995,
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EXHIBIT II

Prince William County Public Schools’ Standards of Quality'

— s—m——
—

Students should be:

«  Knowledgeable and proficient in the traditional basic academic skills

«  Good thinkers. problem solvers. and decision makers

«  CZffective communicators

«  LUlsers of technology

«  Knowledgeable of various racial and ethnic cultures. as well as differences based on gender.
age. and physical ability

«  Good citizens

When the district made the decision to include a performance assessment as part of its
Assessment Program. its administrators sought a test publisher that could fulfill the following
criteria:

e “Pencil and paper” assessments — administration had to be straight- forward and not
overly time-consuming:

« Inclusion in the assessments of higher-order thinking skills and linkages to standards
established by such leading organizations as the National Council of Teachers ot

\Mathematics and the Association for Supervision and Curriculuim Development:

« Comparability of results to national. normative data: and

Use of a coherent theme carried throughout the assessment: for instance. on the languayc
arts assessment. the questions to which students respond might all relate to one story.
though questions might call for responses employing different types of writing.

Contracting with the Riverside Publishing Company

To develop the first three assessments (in math. science. and language arts). PWCPS
contracted out with the Riverside Publishing Company.  In the words of the district’s Supervisor
of the Office of Assessment and Evaluation. “Riverside was the only test publisher that seemed to
m ot our objectives T PWCPS contracted with Riverside to produce two forms. Form A and
Form B, of cach assessment. The district will administer the two forms in alternate years (e
Form A i 1993 Form B m 1096, Form \ in 1997, and so torth).

Prince William Counts Pubhic Schools, Qralin: Management Plan. as revised January S, 1694
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The Applications Assessments are modeled on the Riverside Performance Assessment Series
(R-PAS). During the summer of 1993, 180 Prince William County teachers — representing
grades three, seven, and ten and language arts. science, and mathematics — met to review and
revise potential performance assessment tasks supplied by Riverside. They retained many of the
supplied items and made recommendations for revising others. The suggestions made by these

teachers led to some changes in assessment items (though not prior to the pilot test of the
assessment).

During the summer of 1994, PWCPS began to work with Riverside to select assessments in
social studies for grades three, seven. and ten. The district's administrators and teachers felt that
the assessments Riverside offered for grades three and seven were appropriate for the district's
students and curriculum but that no assessments available through Riverside were appropriate for
the district’s tenth graders. Consequently, the district opted to develop its own Applications
Assessment for tenth grade social studies. During the 1994-95 school year, teacher volunteers
worked to develop the assessment. Riverside is assisting the district in its work by critiquing the
assessment: ultimately. Riverside will help the district revise and package the assessment.

Pilot Tests

The Form A Applications Assessments in math. science. and language arts were piloted in
November of 1993, All high schools and middle schools and about half of the district's
clementary schools participated in the pilot test: approximately 400 students at each grade level
were included in the pilot. (Students participating in the pilot were fourth. cighth, and eleventh
graders. as these students had only recently completed the grades at which the district administers
the assessments.) The pilot test was scored by two corporations hired by Riverside Publishing
Company.

During the winter of 1994, the district reviewed the results of the pilot test with teachers.
Additional assessment items also were evaluated. and. again. the district pre ided Riverside with
recommendations for modifications prior to the spring administration of the ' st.

In November 1994, Form B Applications Assessments in math, science. and language arts
were piloted. Inaddition. the new Applications Assessments in social studies were piloted for
grades three and seven. The tenth-grade social studies Applications Assessment was to be piloted
fater in 1995,

Characteristics of the Applications Assessments

The Applications Assessments constitute a performance event during which students must
constrect responses to questions and prompts in the arcas of language arts. mathematics. and
seience During the Spring 1994 administration of the exam, each student took only one of the
three sections. For the Sprng 19935 admimistration. all students were gomg to be required to take
the math and the language arts assessments. In addition, the district was going to administer the
science and social studies assessments to a sample of 25 percent of students (2§ percent of
students were to take the science assessment, 28 pereent the social studies as-essment. and the
reniiming SO percent would take neither
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Format and Time Limits

Each assessment is contained within a booklet. A typical assessment has about a dozen items
which call for anything from a phrase to a multiparagraph or multistep response. In 1994 students
were allowed up to two hours to complete the exam, although most students reportedly took much
less time to finish, and administrators have called the exam untimed. For the Spring 1995
administration, the assessment will be essentially untimed: that is, students actively working to
complete the assessment may have as much time as they require. The asscssments, however. will
still be designed to take most students about two hours to complete.

Scoring Rubrics

Scoring rubrics are used on each item on the Assessments and are tailored to the individual
task: the rubric for one task might call for the scorer to rate students’ responses on a 1- to 4-point
scale. while other items might be worth only 1 point — the student either gets credit for the
response or does not. Most rubrics for individual assessment items differentiate between
responses on 2-. 3-, or 4-point scales. (Examples of two rubrics — one for a series of math tasks
and one for a series of language arts tasks — appear in Appendix A.) Scoring of the Applications
Assessments is done by an outside company associated with Riverside. At one point in time. the

district considered having its own teachers score the assessments, but gave up the idea as
impractical.

Provisions for Special Populations

Students who receive special education services take the Applications Assessments under
maodified conditions. as called for by cach student’s IEP (or not at all. again. according to the
IEP). Mediated conditions include extra time. extra instructions trom the teacher. dictating
responses to an adult to write down, and assistance in reading the assessment items.

Development of Standards of Performance for the Applications Assessments

Over the summer of 1994, Prince William County teachers came together develop standards
ot performance for the assessments. The approach taken by the district to accomplish this attack
was two-pronged.  First. without having anyv information available to them concerning actual
student performance on the spring 1994 assessment. teachers wrote standards for satisfactory
performance on the assessments at cach grade level. Then. after reviewing information about the
seored assessments. teachers reviewed the standards they had constructed to reconsider whether or
not they were appropriate,

BBased upon the standards written by Prince William County teachers, between 40 and 60
pereent of students assessed in Spring 1994 met or surpassed the standards tor the nine
assessiments (e, third-grade math, science. and language arts: seventh-grade math. science. and
language arts: and tenth-grade math. science. and language ants). According to the Supervisor of
Assessment and Evaluation. teachers adhered to the standards they had written even in the cases
where foewer than half of students assessed met the standard.
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The district’s Supervisor of Assessment and Evaluation was, he said, very pleasantly
surprised by how well the standard-setting process went. The process went more smoothly than
he would have anticipated. and the standards written were of high quality. He also reported that
teachers were equally pleased with the process and its outcomes.

Evaluations of the Applications Assessments

Riverside Publishing Company conducted studies of the interrater reliability of the scoring
process following both the 1993 pilot administration and the Spring 1994 full-scale administration
of the Applications Assessments. In both cases, they found interrater reliability to be high; for the

10 percent sample of Spring 1994 Applications Assessments for which interrater reliability was
computed. Riverside found it to be at about 95 percent.

District administrators assert that the assessments were chosen by virtue of their content
validity: the district believes they assess something valuable. However, the district intends to
continue to review the content validity of the assessments with teachers.

Teachers have expressed two types of concerns about the content validity of the assessments.
First. math teachers, both at the tenth-grade and the seventh-grade levels, are concerned that the
assessments include some material many students have not had a chance to study or to master (for
instance. the tenth grade assessment includes some geometry. and the seventh grade assessment
focuses on percentages). Second. the content validity of the Applications Assessments is
necessarily ambiguous given the fact that the district selected and implemented the assessments

prior to revising the curriculum. Thus. the relationship between the Applications Assessments and
the revised curriculum remains to be examined.

District administrators say they intend to bring teachers together to review these unresolved
issues, In addition. the district intends to follow up with teachers concerning the consequential
validity of the . ssessments — that is. how teachers use the information provided by the
Applications Assessments. These evaluations. however. remain to be done.

Resource and Staff Development Support

To develop the Applications Assessments. PWCPS has drawn on financial and human
resources from both within and outside the district.  In addition to supporting the development of
the assessments. these resources have supnorted several staft development activities designed to
inform teachers about the new assessments and to solicit their reactions.  Sayvs one teacher. “The
district office person coming to school and giving us an inservice was one of the things done
right.” In addition. the district has attempted to keep the community informed about the
assessiments and their purpose,

Financizl Resources

The development of the Applications Assessments will have cost the PWCPS approximately
$300.000 over the 1993-94 and 1994-95 «chool vears. In addition. expenses associated with
scoring the assessments cost $-4.50 per student: as approximately 10,000 students in grades three.
seven, and ten take the assessments cach year. annual scoring costs will be about $45.000.
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Approximately 25 percent cf the cost of the program is borne by the Federal government, while
the remaining 75 percent comes from local sources.

Human Resources

Many PWCPS teachers. especially those who teach third, seventh. or tenth grade, have been
involved in the process of refining the Applications Assessments. Additionally, many high school
social studies teachers have taken on the job of developing the tenth-grade social studies
Applications Assessment. The involvement of the district’s teachers represents both a source of
human resources as well as staff development. as teachers learn more about performance
assessments and return to their schools with their new knowledge.

During the winter of 1994. the district held two two-day workshops for (primarily) third,
seventh. and tenth grade teachers. About 70 teachers attended each workshop, and 20 more
attended a make-up session. The workshops foctised on the following:

An overview of the Prince William County Assessment Program and the role performance
assessment will play in it

Teachers taking the assessments to be administered to students at the grade level at which
they taught:

Teachers learning how to use the scoring rubrics and scoring their own exams. As part of
reviewing the rubrics. teachers also saw anchor papers to help identify low and high
quality responses:

A presentation of results of the November pilot test. item by item:

Discussions of how test items could be improved in the future:

Discussion of how the next step in the restructuring effort — the standard setting process
— can best be approached:

Planning for the spring administration of the Applications Assessments: and

Review of the Resource Kit (see below) to be distributed to all schools.

Feachers who attended these workshops were charged with the task of bringing what they had
fearned back to other teachers at their schools,

The district did not anticipate repeating these workshops prior to the Spring 1995
administration of the Apphications Assessments.,

Teacher Resource Kit

The district compited a Resource Kit. which was distributed to all schools in the district in
March ot 1994, The Resource Kit provides teachers with information about both the Applications
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Assessments and the Basic Skills Assessments, the two new elements in the district’s Assessment

Program. A similar Resource Kit was to be distributed to all schools prior to the Spring 1995
administration of the assessments.

School Focus and Videos

Two district administrators, the Supervisor of the Office of Assessment and Evaluation and
the Assessment Specialist, appeared on a local public television program called School Focus, in
January of 1994, to discuss the new Applications Assessments and other elements of the district’s
assessment program. The district recorded this program on video for inclusion in the Teacher
Resource Kit and for broader distribution to parents and community members. Similarly, district
administrators made another video, this one concerning the district’s entire assessment program —
norm-referenced tests (ITBS), criterion-referenced tests, Applications Assessments, and Basic
Skills Assessments — in February 1995. This video. too. was to be made available to district
teachers and other interested individuals.

Interaction with Other Reforms

The Applications Assessments are only one of several reforms Prince William County is
currently introducing into its school system. The district has adopted a Quality Management Plan,
which delineates a plan for restructuring schools to support students’ attainment of six Standards
of Quality adopted by the district (described above). One of the six standards focuses on basic
skills. and the district is adopting new Basic Skills Assessments to complement the Applications
Assessments. In addition. the district is in the process of revising its curricula at all grade levels.
in all subject areas. Finally. a state-level reform — Virginia's Literacy Passport — is a
significant piece of the district’s Assessment Program.”

Quality Management Plan

The Prince William County Public Schools Quality Management Plan (QMP) was developed
over two years, beginning in the 1991-92 school year. Borrowing the language of its exemplar,
Total Quality Management (the plan speaks in terms of “customer satisfaction™). the plan sets out
a vision statement, a mission statement. Standards of Quality. goals. and performance standards
for the school district in order . . . to define a single purpose for all employees. to focus on that
purpose. and to continuously improve the operation of Prince William County Public Schools™
(QMP. p. 1), The QMP encompasses the school district’s tong-range plan. schools™ annual plans.
school district department plans. and the district budget.  Adopted in June of 1993, the QMP was
revised in September of 1993 and again in January of 1994,

One additional element of restructuring mitated at the district level is school-based management.  This
prece of thie district’s restructuring ettort s deseribed below because. although it was imtiated at the district
level, 1ty carried out primarily at the sehool levdl
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Standards of Quality

One important element of the district's Quality Management Plan is the six Standards of
Quality, already described above. During earlier iterations of the QMP, only five standards were
delineated. However. concern in the community over what some people perceived to be value-
laden standards led, in January of 1994. to the addition of a standard for students’ basic skills
attainment. The Standards of Quality are what the district’s Supervisor of Assessment and
Evaluation calls the district’s “expectations™ for student educational outcomes. and it is progress
toward the attainment of these standards that the Applications Assessments and the Basic Skills
Assessments are intended to measure.

Basic Skills Assessments

The second recent addition to Prince William County’s Assessment Program is the Basic
Skills Assessments. Piloted in the Spring of 1994 in conjunction with the first full-scale
administration of the Applications Assessments. the Basic Skills Assessments are multiple-choice.
criterion-reterenced exams administered at grades 3, 5. 7. and 10. These assessruents are intended
specifically to measure student progress toward attainment of the Standard of Quality pertaining to
“basic skills.”

Applications Assessments and Basic Skills Assessments are intended to complement each
other and other components of the district’s assessment program (e.g.. the ITBS and Virginia's
Literacy Passport). While the Applications Assessments aim to measure students™ abilities to
apply knowledge. the criterion-referenced Basic Skills Assessments are more traditional in their
assessment of students” mastery of subject matter.

Curriculum Revision

During the 1993-94 school year. the Prince William County Public Schools moved to revise
it~ curriculum at all grade levels. Teachers interested in participating met to evaluate the existing
curriculum and to identify desirable revisions. Groups of teachers (¢.g.. fourth grade teachers,
seventh grade science teachers) moved at different speeds. but over the course of the school year.
most groups presented preliminary revisions of the curriculum to the group(s) they were
representing. Teachers district-wide were then invited to comment on the revisions. Ovr the
Summer of 1994, the revisions were essentially complete. and the school board formally adopted
most of the revised curricula.

The implication of curricutum revision for the Applications Assessments is unclear. One
teacher interviewed tor this study has been involved in the revision of the language arts
curriculum: she suggests that the revised curriculum corresponds well to the Applications
Assessmentin language arts. However. the Applications Assessments. according to administrators
and other teachers. did not guide the curriculum revisions in any direct way.  Therefore. it
remains tor the district’s future evaluation ot the content validity of the assessments (described
above) 0 reveal how closely the revised curricula and the Applications Assessments correspond to
one another.
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Virginia’s Literacy Passport

The state of Virginia introduced its Literacy Passport in 1989. The assessment, taken by all
sixth graders, comprises three sections — reading, writing. and mathematics.

Successful completion of all three sections is intended to reflect students’ mastery of basic
literacy. Students who do not pass the exam during either of the two sixth grade administrations
may retake those sections they do not pass during their seventh and eighth grade years. Students
who still have not passed all three sections by the end of eighth grade are prohibited from being
considered “full” ninth graders: although they may be promoted to high school, they may not take
part in certain extracurricular activities and elective coursework until they have passed all three
sections of the exam.

Because of the fairly high-stakes nature of the exam. the Literacy Passport has been
somewhat controversial. The high stakes also mean that it is a well-known rite of passage at
Westgate Middle School. Teachers, students. and parents alike are familiar with the exam and its
consequences.

School Context

Westgate Middle School. located in suburban Prince William County. is housed in a building
tormerly used as a high school. The school is marked by a decentralization of authority — the
principal is a firm believer in delegation of responsibility.  The school. like other Prince William
County schools. has adopted site-based management practices.

Since the late 1980s. seventh and cighth grade teachers have been organized into teams. each
grade level being divided into two groups. Thus. one half of the seventh grade student body is
taught by teachers on Team A. while the other half is taught by Team B teachers. Teaching

teams have common planning time every other day. one group meeting on even numbered days
and the other on odd.

School Level Education Reforms

In addition to the elements of education reform introduced by the district and described
above. Westgate Middle School itself has initiated or been a central plaver in two school-level
retorms.  The first is school-based management. initiated by the district over the past five years
but carricd out at the school fevel. Second. Westgate Middle School has been introducing
porttolio assessment school-wide during the past three vears.'

Waoodbridge Middle School's use of porttolios. though an element of the restructuring taking place at the
school, s ot the tocus of this case study . Thus, they are described only brietly here.
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School-based Management

Beginning in 1989. the Prince William County School District piloted and then introduced
districtwide school-based management. Westgate Middle School is managed by a Planning

Council comprised of 14 teaching and other instructional staff members. 6 parents, and 2
administrators.

All schools in Prince William County must adopt an Annual School Plan. Westgate's Annual
Plan for the 1994-95 school year (adopted in January 1994).sets out eight objectives to be
achieved during the school year. Onc of the eight objectives is “To demonstrate growth and
improvement based on academic achievement. surveys. reports. portfolios and standardized test
results as measured by lowa Tests of Basic Skills and Virginia Passport Testing™ (Westgate
Middle School. Annual School Plan, January 31, 1994, p. 21).

Interestingly. though perhaps not surprisingly. conflicting impressions of the balance of power
on the Planning Council emerged from individuals participating in this study. While one teacher
was indignant that. “We allow parents to control this facility. . . . They dominate the school
council.” a parent suggested that parents have very little influence at all.

Portfolios

The atorementioned reforms are all district driven reforms. At the school level. however.
another assessiment reform is taking place. Throughout the school. teachers are helping their
students to maintain portfolios of their work over the course of each school year.

During the 1991-92 school year. interested teachers at the school. led by the Language Arts
Department Head. researched the portfolio concept and worked on developing a method of using
them that made sense to Westgate teachers. During 1992-93 seventh and eighth grade teachers
used porttolios for the first time. Each team develops a portfolio system that works for them.
Every student has a faculty advisor from within his or her team who is responsible for guiding the
student in the selection of work to include in the portfolio: each teacher advises about 17 students.
Quarterly. students select work they have completed for inclusion in the portfolio. conduct self-
assessments of their work. and develop goals for the upcoming quarter.

Westgate teachers do not score the portfolios. They do suggest. however, that the portfolios
have provided valuable insights into their students™ learning processes and attitudes toward school.
For instance, one teacher commenied. “When the kids chose almost only tests to go into their
porttulios the first quarter. it really shook us up. We realized we had to look for ways to
encourage students to value other types of work.”™  Additionally. teachers suggest that they have a
broader understanding of their students than they used to have when they never saw the students’
work in other subject arcas.

Impact of the Applications Assessments and Other Reforms

Westgate Middle School provides an example of a school in transition. Multiple reforms are
taking place simultancousiy. and their ultimate impact — singly and cumulatively —— remains to
be seen. It is too early to discern an impact of even single elements of districtwide and
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schoolwide reform, such as the Applications Assessments. Still, the reactions of teachers,
students, and parents to the Applications Assessments and other reforms can be described.

Impact on Teachers

Teachers at Westgate Middle School fall into two camps over the Applications Assessments
and other current restructuring efforts — the generally optimistic and the somewhat skeptical.

Teachers’ reactions to the applications assessments. Most Westgate teachers hold
favorable opinions of performance assessments in theory. As two teachers commented, “It’s the

only logical way of doing assessment,” and “We need to get these kids to write more. They've
been allowed to fill in dots for too long.”

Many teachers’ reactions to the Applications Assessments are also positive, though some hold
more critical views. Teachers found that the language arts and science assessments were well
aligned with the district’s current curriculum and actual classroom experiences, and one language
arts teacher felt the assessment was also well aligned to the new curriculum. However, several
math teachers said that the math assessment was developmentally inappropriate for their students,
for it tested skills most seventh grade students have not yet mastered (much of the exam focused
upon the calculation of percentages). Teachers also expressed concern about inaccuracies in the
math assessment: the assessment misused the words “'percentage™ and “percent.” for example, thus
confusing students who were aware of the distinction.

Some teachers expressed concerns that the science and math assessments were really reading
comprehension tests. noting that “kids who don’t read well have a problem.” One math teacher
felt that the math Applications Assessment represented an encroachment of language arts into the
mathematics discipline: this teacher said. “If it's something that helps students learn math, 1'll do
it.” but that she was not yet certain ¢ at “all this writing in math” is beneficial to student learning.
Another math teacher. however. expressed very positive feelings about the math assessment,

noting that it is aligned with the standards developed by the National Council of Teachers of
Mathematics.

Finally. one teacher expressed a concern about the subjectivity inherent in the use of scoring
rubrics. and another cautioned. “Performance assessment is not the end all and be all. Educators
tend to get caught up in fads.”

Teachers® reactions to the development process and training activities. Teachers
applauded the district’s eftorts to include them in the process of developing the Applications
Assessments. However. one teacher who had been involved in the refinement of test items
indicated that Riverside had not incorporated the changes she and other teachers had
recommended for one of the assessments.  Another teacher expressed dismay that the district
wanted her to serve as a “rubber stamp:™ in her opinion “the district had already chosen a testing
company to create a test for a curriculum we hadn’t chosen vet,”

Teachers who had participated in some form of inservice activity focusing on the
Applications Assessments were universal in their praise of the format and usefulness of these
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activities. Special education teachers and aides also reacted favorably to the inservice activity that
focused on how they could provide accommodations for their students taking the assessments.

Teachers’ reactions to other reforms. Most Westgate teachers expressed positive reactions
to the curriculum revisions they had seen as of spring 1994. One language arts teacher liked the
fact that the new curriculum placed “more emphasis on how than on what™ teachers taught and
students learned. Math and science teachers also expressed satisfaction that their curricular
objectives were being reduced to a much more manageable number. One teacher. however. said.
“Restructuring is not the answer. It's cyclical. We've been through it all before. These
curricular objectives look a lot like the ones we had 12 years ago.™

Westgate teachers expressed one substantial dissatisfaction with the process the district is
pursuing to implement the new standards and other reforms. Because of the reform effort, the
district has reassigned its subject area supervisors to Restructuring Support Teams (renamed
Instructional Support Teams in 1994-95). A direct byproduct of the expanded Assessment
Program and other reforms. this reassignment of district personnel has left some teachers feeling
rudderless. As one teacher put it. “Introducing a revised curriculum and eliminating our area
supervisors at the same time is a double whammy.” This widespread reaction on the part of
Westgate Middle School teachers suggests a point of disconnect between district officials and
teachers. Though district administrators maintain that the supervisors are still available and
merely are wearing different hats. this suggestion is clearly at odds with teachers’ perceptions.
expressed both in 1994 and in 1995,

Teachers’ comments on feedback and communication with district. Surprisingly,
Westgate teachers reported in February 1995 that they had not vet received feedback from the
district on student performance on the Spring 1994 Applications Assessments. Additionally. most
teachers said they were unfamiliar 'vith the standards of performance a group of district teachers
had developed over the summer.

Teachers were also ignorant about other facts concerning the Spring 1995 administration of
the assessments. For instance. teachers interviewed did not know that students would take both
the language arts and the math assessments in 1995 and that a subset would also take the science
or social studies assessment (in 1994 each student took only one of the assessments).

Furthermore. teachers were unaware that the math. science. and language arts assessments to be
administered in 1995 would be identical to those administered in 1994 (Form A was used in 1994
and 1995 T'orm B will be used in Spring 1996 for the first time).  (Note. however, that at the
time of the 1995 interviews, the district had not yvet distributed Resource Kits tor the 1995
administration of the Applications Assessments.)

Impact 0 Curriculum and Instruction

A few teachers identitied small changes in their instructional practices made in response to
the introduction of the Applications Assessments. TFor example. one math teacher said that.
because of the emphasis of the 1994 assessment on percentages. she had rearranged her
curriculum so as to cover percentages carlier in the school vear (she reported that last year's
assessment was administered before she ad taught percentage concepts to students). A special
education teacher also said that. because ot har experience administering the Applications
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Assessments to her hearing-impaired students, she had begun to reflect upon changes she could
make in her instructional methods to foster better language development in these children.
However, she said she had not yet made any changes in her instructional techniques.

Most Westgate teachers identified only modest changes in their approaches to instruction and
assessment in their classrooms. An illustration of one teacher's classroom techniques and changes

corapatible with, though not necessarily spurred by, the Applications Assessments appears in
Exhibit 111.

S e b ohd o R0k b T R T

However. the predominant impact the assessments have had on instruction to date is in the
area of test prepar>+on. Teachers prepared their students for the assessments in different ways.
Some spent as muc.. as three days prepping students. while others spent only a few minutes.
Thus. the number of school hours devoted to test preparation and administration varied across

classrooms. Several teachers purchased sample tests, paying for them out of their own pockets, to
use with their students.

Two reachers stated that the Applications Assessments will necessarily affect instruction.
While onc teacher linked the impact of the Applications Assessments on instruction to.any future
accountability system (“When we have accountability. we will teach directly to the test.”), another
prophesied. “If nothing else. there will be another kind of test-i1king skill to be taught.”

Impact on Students

In 1993-94. students’ almost universal responses when asked about the Applications
Assessments were that they were “easy™ and that they prefer multiple-choice exams. Some
students said they liked having the chance to explain their opinions about something (on the
language arts exam). while others said that the themes carried throughout the exams were
“boring.” One girl said. “They should try to choose a theme that kids will like better.” reacting to
the math assessment’s ““crossword puzzle contest™ theme,

Despite students’ assertions that the assessments were easy for them. their teachers doubt that
they performed well. According to one teacher. “We're geing to have to lower our standards and
acknow ledge that these children have not been trained to be problem solvers. . . . Ninety percent
of our kids can’t do this kind of test. It's an idealistic assessment.” Teachers suggested that their
students did not take the test seriously: they saw no reason 1o put in their best effort because they
were not being graded on it and no score would go home.

In 1994-95. seventh-grade students had not vet taken the Applications Assessments. and the
cighth-grade students interviewed expressed similar reactions to those shared by their classmates
the previous vear.

Impact on special populations. Students receiving special education services had an
especially hard time with the Applications Assessments. As one Teaching Assistant put it. " The
Applications Assessments focus on critical thinking skills and problem solving skills — things
these kids usually struggte with, They also have trouble with reading comprehension. which is
also a problem on this kind of test.”
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EXHIBIT III

One Teacher’s Reflections Upon Education
Reform and Modifications in Her Classroom

— — =1

Suzanne Conway runs a busy. fast-movir.2 seventh-grade life science classroom. During five
50-minute class periods each day. she daily makes minor changes in the day's lesson plan so that
she can keep things interesting and test out teaching techniques that work best.

Though Suzanne says she has not made any changes in her teaching practices as a response to
the district’s introduction of the Applications Assessments. her teaching has changed over the past
several yvears in ways compatible witn the new assessments. For instance, Westgate Middle
School's adoption of team teaching several years ago has led to increased (though. Suzanne says.
by no means complete) integration of subject area instruction. She says she emphasizes written
language much more in her class than she did in the past. and she also introduces students to
multiple ways of communicating information. such as models. graphs. charts.

Suzanne says she has used rubrics for at least 15 years to score students’ project work.
However. students do not see the rubrics ahead of time. and Suzanne believes that she could
improve her skills in writing and using rubrics.

Most directly relevant to the district’s new assessment is Suzanne’s recent emphasis on what
she calls “Science Starters.” These activities. described on the blackboard of her classroom.
emphasize science skilis (e.g.. data collection techniques) and concepts (e.g.. cellular
reproduction). not rote memorization of information.

RIC

Students enrolled in a class for children with hearing impairments commented that they prefer
multiple choice tests to the Applications Assessments (most of their nondisabled peers said the
same thing). However. those same students liked the fact that the new assessment allowed them
to ask their teacher to provide them with extra directions.  That was “'a good idea.” said one boy.
The teacher of the children with hearing impairments commented that the Applications
Assessments are not a valid test of their knowledge because the emphasis on language makes it so
hard for them: the students must read. and then write. making the Assessments doubly hard for
them. 1his teacher speculated that she would probabiy place more emphasis on the types of
questions she uses with her students. aligning them with the Applications Assessments.

Impact of portfolios. In both 1993-94 and 1994-95, students’ responses to the use of
portfolios ac WMS are almost universally positive. Though & few students grumbled about having
to go over work they had alreads completed. most agreed with one boy who said. “I like looking
back at my past work and seeing how much Fye improved.”
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Impact on Parents

The impact of the Applications Assessments on parental involvement in children's education
is. as of yet. negligible. The two parents who participated in this study were not well-informed
about the Applications Assessments. They were aware that their children had taken the exam, and
they knew which of the three sections they had taken. Interestingly, neither parent believed she
had received any information from the school about the assessment ahead of time, despite the fact

that a notice was sent home. (One parent chalked this up to the unreliability of her seventh grader
cum messcnger.)

One of the parents said that her daughter has significant trouble taking tests. The seventh
grader has not yet passed all three sections of the Literacy Passport. and both mother and daughter

are concerned about her being able to participate as a “full” ninth grader when she enters high
school.

Future Plans

The Prince William County Public Schools intend to use the results from the spring 1994
administration of the Applications Assessments as baseline data against which future student
scores can be judged. The district has waffled in the past about the level(s) at which scores
would be reported (at one point, the district anticipated reporting only district-wide scores). but as
of February 1995 administrators seemed committed to reperting student. classroom, school. and

district I»ve! scores, enabling schools and teachers to monitor how the v are doing compared with
their counterparts throughout the district.

As has been described above. the Jistrict anticipates conducting ongoing evaluations to the
Applications Assessments’ content and consequential validity. and district administrators envision
teachers playing important roles in these evaluations.

Conclusions

The Prince William County Public Schools has embarked upon a comprehensive restructuring
eltort that will require several more years to bring to fruition. As has been noted above. the
singular and cumulative eficcts of various reforms — including the Applications Assessments —-
cannot sct be determined.

In embarking upon a comprehensive education reform effort — CNCOmMpassing extensive
changes 1o curriculum, assessment. and management districtwide — the Prince William County
Public Schools have clearly set themselves an ambitious task, The rapid introduction of multiple
clements of reform has occasionally resulted in some difficulty in coordinating the various picces:
changes in any one clement of education reform tend to have ramifications for other elements, and
the greater the number of reforms going on simultancously. the greater the number of effects.

This is not to say that the Prince William Counts Public Schools has failed to plan its
cducation reform adequately. To the contrary, the Quality Management Plan is just that — a
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plan — and any reform effort of substance must be flexible if it is to survive. So far, the district
has been able to continue on the road to restructuring. even while the map it is following
continues to be drawn.
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Riverside Performance Assessment S-ries
l | Scoring Guide for Reading: The Day of the Fire
" Level D

. l This page may be photocopied and used to record and report student scores on the assessment.

p The conventions of writing, such as capitalization, punctuation, and usage, should not be a distraction in responses at
z' score poiats 3 and 4.

-,

| I

Assign a 0 if the student does not atempt the exercise or fails to meet the requirements set for score point 1. Assign an
N/S (Not Scorable) if the student’s work is indecipherable or written in a language other than English.

Student Name: Grade:

School: Teacher:

No. Scoring Guidelines and Acceptabie Responses Maximum| Score
] Award 1 pt. for each corvect answer. 1

choice 3: “We wanted to build .. .”

L3S

Accept similar wording. 1
The fire fighters burned down the old home.

"

3 This exercise should be <cored in two parts. For the line or bar section. assign 1 point if the bar is
marked near the middle. (Imagine the bar divided into thirds and give credit if the mark appears
within the middle third.) For the second pan of the exercise. assign 1 point if the student refers in
some way 10 the ambivalent emotions the boy reveals through his actions. through what he says,
through iiis reactions to his surroundings, or through his direct description or explanation. It is
po<-ible for a student to receive credit for one section of the exercise and not the other.

()

4 Assign 1 point if the student correctly identifies the probable event, ‘The author's family builds
anew house.” Assign 1 point if the siudent supports his or her choice with an appropriate reason.
such as “The boy says they wanted to build a new house, but they had to get rid of their old house
first.”

5 Assign 1 point for each response that provides rcasonable support for the stuaent’s choice. even if
the emotion is not clearly implied by the narrative. For example, "embarrassed.” although not
implied in the narrative, is not unreasonable if supported by the idea that the boy may have been
eintarrassed by all the curious anention given by neighbors to the event. Even one of the least
supponabie responses. such as “jealous,” should be given credit if a rational reason is given for this
choice (2.g.. "He probably fel iealous because other people can move out of a home and still be
abie to go back and sze it again™).

(18]

6 Assign 1 point if the scudent correctly completes the summary, using words similar to the following: 1
A boy feels mixed =movions (happy and sad) as he watches his old home being burned down to
make way for a new one.

BEST COPY AVAILABLE
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, No. Seoring Guidelines and Acceptable Responses YMaximum| Score

7 A 3 response ciearly identifies a similarity or difference berween the author and the student and 3
explains how this relates to the boy's actions and feelings in the aarrative. Even a seemingly
insignificant difference. such as “He is a boy and | am a girl.” can be part of a 3 response ifitis
related to different artitudes or behavior.

A 2 response accurately ideniifies a similanty o difference. but fails to clearly relate this
difference 10 the boy as he appears in the narrative.

A 1 response attempts to answer the question. but fails to clearly identify a significant difference
or similarity.

S |
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Riverside Performance Assessment Series
Scoring Guide for Mathematics: Day Camp Dimensions
Level E

?*" l

a

: '
-

"™ This page may be photocopied and used to record and report student scores on the assessment.

The conventions of writing, such as capitalization, punctuation. and usage. should not be a distraction in responses at

" score points 3 and 4.
| Assign a 0if the student does not attempt the exercise or fails to meet the requirements set for score point 1. Assign an
" N/S (Not Scorable) if the student’s work is indecipherable or written in a language other than English.

Student Name: Grade:

School: Teacher:
No. Scoring Guidelines and Acceptable Responses Maximumi Score

1 Note: Adequate responses meet all of the following criteria: 3

(2) A square is shown.

(b) A circle is shown.

(c) The sides of the square are not parallel to any side of the playground.

(d) The circle is no closer than 10 ft 10 any playground equipment or the edge of the playground.
(e) The square is no closer than 10 ft to any playground equipment or the edge of the playground.

A typical drawing is shown below.

grassy area
limbi Tomado
-~ Swings

A J response meets all five criteria given above.
A 2 response meets three or four cniteria given above.
A ] response meets only one or two criena given above.

112
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Scoring Guidelines and Acceptabie Responses

Maximum

Score

Note: Allow for faulty input data from number 1. A student may receive full credit on this
item for properly estimating the areas of a circle and a square that did not meet all

of the specifications for number 1. If one of the two required figures is missing from
number 1. the highest number of points that can be earned for this number is 2. If the
student failed to respond to number 1, score a 0 for this item.

Acceptable responses meet all of the following criteria:

{a) The formula A = &= is used to calculate the area of the circular sandbox.

(b) A reasonable estimate of the area of the square sandbox is given. The estimate may have been
arrived at through use of the formula A = bh or through counting squares.

(¢} All measures used in the formulas match the measures shown in the diagram.
(d) No computational errors are shown.

A 4 response meets all four criteria given above. The response may show the correct units.
A 3 response meets criteria (a), (b), and (c) but fails to meet criterion (d).

A 2 response meets criteria (a) and (b) but fails to meet criterion (c) and perhaps (d). A response
tha fails to meet criterion (c) may use diameter in the formula instead of radius or overlook the
fact that each square on the grid represents 25 square feet. Alternately, a 2 response meets either
criterion (a) or (b) (not both) and criteria (c) and (d).

A 1 response meets either criterion (a) or (b) (not both) and may fail to meet criteria (c) and (d).

4

Note: Allow for faulty input data from number 2. Students can receive full credit for this
item using areas calculated incorrectly in number 2.

A 3 respunse selects the sandbox with the greater area (as calculated in number 2), determines
the volume of this sandbox by multiplying the area by 2 ft, compares the resulting volume to the
1400 ft3 mimmum for delivery by truck. and selects the best way to order the sand.

A 2 response correctly determines the volume of one of the sandboxes using input data from
number 2. but it shows at least one of the following errors: calculaticns show computational
errors: the sandbox with the lesser area is selected: the wrong method of ordering sand is selected.

A 1 response employs a flawed nethod for determining the volume of one of the sandboxes and
selects a method for ordering sand based on the calculations.

A 3 response explains a way to make a compass and use it to create a circle with a radius of 6 fi.
The explanation is clear. lists all of the materials that would be needed. and shows no gaps in logic.

A 2 response explains a way to make a compass and use it to create a circle with a radius of 6 ft.
but the explanation shows minor flaws. For example. the response may not explain how to secure
the center point or how to mark the circle on the grass.

A 1 respouse explains a method for making a circle on the grass. but the method is unciear and/or
shows senous flaws. Alternately. a 1 response explains a way to make a compass but either neglects
10 mention the radius of the circle or suggests a radius of 12 fi.

BEST COPY AVAILABLE
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Scoring Guidelines and Acceptable Responses

Maximum

Score

Note: A sample design is shown on the grid below.

Acceptable responses meet all of the following criteria:

(a) The letter M is diagrammed on the grid.
{b) The height and width of the M equal 12 ft.

(¢) The design reflects an effort to maximize the space available for planting vegetables
within the M.

A 3 response meets all three criteria given above.
A 2 response meets only two criteria given above.
A 1 response meets only one criterion given above.

3

Note: Allow for faulty input data from number 5: that is, give students credit for computing
the perimeter of a garden from number 3 that did not meet all of the specifications.

Acceptable responses mee* all of the following criteria:

(a) The formula C = =d (or C = 2rr), where d = 12 ft. is used to calculate the circumference of
the circular garden.

(b) A reasonable estimate of the perimeter of the M-shaped garden 1s given.
(¢) No computational errors are shown.

Typical calculations for the circumference of the circle are shown below. Acceptable responses
need not be rounded as shown.

C =nd
=314 x12ft
=38f1

Estimates for the penmeter of the M-shaped garden that are between 55 and 60 feet are acceptable.

A 3 response meets all three cntena given above. The response may show the correct units.
A 2 response meets cntena (a) and (b) but fails to meet criterion ().

A 1 response meets either cntenon () or (b) (not both) and may fail to meet criterion (¢).
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No. Scoring Guidelines and Acceptable Respor-es Maximum
Note: The correct response is shown on the grid below. 2
A 2 response shows a square tray measuring 6 tiles by 6 tiles.
A 1 response employs all 36 tiles but does not show a square tray. For example, the next best
arrangement would be 9 units by 4 units.
Note: A typical response is shown on the grid below. 3

v

A 3 response shows two trays with any of the dimensions shown in the table below. The response
shows a check by the tray that requires the lesser amount of border. uniess both require the same
amount. in which case both or neither may be checked.

Dimensions Number of tiles Border tength
6x9 54 30
5x10 50 30
Tx7 49 28
6x8 48 28

A 2 response includes one or two trays with dimensions other than those given above. although the
area of each is greater than 41 units® and less than 55 units?, The response shows a check by the tray
that requires the lesser amount of border. unless both require the same amount. in which case both or
neither may be checked. Altemately, a 2 response shows two trays with dimensions from the tabie
above but marks the tray requiring the greater amount of border.

A 1 response includes one or two trays with dimensions other than those given above, although the
area of each is greater than 35 units? and less than 61 units®. The response also marks the tray
requiring the greater amount of border.

A6
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VERMONT'S PORTFOLIOS:
MAPLE LEAF MIDDLE SCHOOL

Introduction

The focus of this case study is the Vermont Portfolio Assessment Program as it has been
implemented at the Maple Leaf Supervisory Union (M.L.S.U.) and at Maple Leaf Middle School
over a two-year period, from the 1993-94 through the 1994-95 school year. The study is
illustrative of the presence of the state-wide portfolio system at the local level. It also outlines the
assessment program, describes the portfolio format, and discusses the impact of the program upon
the M.L.S.U. and Maple Leaf Middle School.

Maple Leaf Middle School serves Maple Leaf (M.L.), a small New England town of
approximately 8,000. The town's graceful churches and older buildings line the main street, and
the overall ambiance reflects a small, close-knit community. However, all is not well at M.L.
The town lost 550 jobs between 1992 and 1994, and is still reeling from the economic impact of
that loss.

Maple Leaf Middle school, spanning grades 6, 7, and 8, enrolls about 315 students who
are primarily white (98 percent), and about 33 percent receive free or reduced lunch. Because
M.L. does not have a public high school, about 95 percent of M.L. students go on to the local
private high school, known as the “Academy.”

Data sources for this case study include several interviews and observations of

professional development sessions and a review of several documents, including students'
portfolios.

Participants
In Vermont, the people named in Exhibit I were interviewed.
Observations

In 1993-94, the study researchers observed a professional development session of
mathematics score calibration activity organized by the area's Network Leader.

In 1994-95, the study researchers observed a Mathematics Network training session
consisting of mathematics score calibration activities and a Writing Network session consisting of
writing score calibration activities.

State Context
In 1988, the Vermont State Board of Education adopted the first statewide testing program

in the state's history. Although initially the legislature was skeptical about the idea, the business
community impressed upon the statehouse that information on student performance was essential
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EXHIBIT I

Study Participants

M.L. Superintendent
*  M.L. superintendent * M.L. curriculum director
* M.L. curriculum director *  One School Board Member
*  One School Board Member * ML Middie School Principal
* M.L. Middle School principal *  Four M.L. Middle School Teachers
*  Three M.L. Middle School teachers * Two M.L. Middle School Students
*  Four M.L. Middle School students * A Training Director
*  One M.L. Middle School parent *  Two 8th Grade Parents

*  One Elementary School teacher
* M.L. Network Leader

*  Three area teachers

*  Teacher Association President

to evaluate how the educational systemn was functioning and how students were doing in school.
Vermont teachers, in turn, convinced the legislature that portfolios would be the best method of
collecting such information; as they were averse to the possibility of a large-scale multiple-choice
assessment system.'

In 1988, then, the Vermont Department of Education decided to develop a system of
assessment consisting of portfolios and multiple-choice uniform tests in mathematics and in
writing, with a view to expanding the program to cover other subjects. The multiple-choice
strategy was included to ward off opposition to a possibly unreliable assessment system. In
addition, the Board conjectured that because the uniform test would contain items from the
National Assessment of Educational Progress (NAEP) assessments, comparison of Vermont
students' performance with those of other states would be feasible. Although the system was not

mandated, 59 of the 60 Vermont supervisory unions were participating by the 1992-93 school
year.

Vermont Assessment System

As mentioned above, the state employed a strategy of combining portfolios, a standardized,
uniform test that uses equivalent forrms administered under standardized conditions for each

student, and a best piece (usually from the portfolio) representing what the student considers to be
his or her best effort for the year.

The multiple format assessment strategy is intended to permit comparisons across schools,
districts, and supervisory unions, and advance local initiatives in assessment. In other words, the

"Robert Rothman. Large “Faculty Meeting' Ushers in Pioncering Assessment in Vermont. Education
Week, Vol (10), No. 6, October, 10, 1990,
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intention is the design of a system that would “ . . . provide reasonable comparability across
schools, but not at the cost of stifling good practice and local innovation.”?

Vermont Portfolio System

Because the focus of this study is innovative performance assessment, this report discusses
only the portfolio component of the Vermont assessment system. The statewide portfolio strategy
is the first of its kind to be established in the United States.

The stated purposes of Vermont portfolio assessments are to (a) furnish data on student
performance, (b) encourage effective approaches to instruction, and (c) foster greater equity in
educational opportunity. The Vermont Board of Education reasoned that the portfolio assessments
would help them to achieve these goals by enabling schools to compare their scores with those of
other schools, by building capacity for districts to evaluate their own mathematics and writing
programs, and by helping teachers assess their instructional methods and their students' progress in
mathematics and writing.” The assessment system, itself, is not “high stakes,” as there are no
sanctions and rewards linked to the assessment results.

The state compiles and submits results of the assessments to the Superintendent of each
Supervisory Union and to the Principal of each participant school. The state also encourages
schools to share results with the community on what the state calls “School Report Day.”

The Department of Education currently spends less than $1 million of its total $199 nillion
state education budget on its assessment system.*

Development of Portfolio Assessments

The portfolio assessment system was conceptualized at the state level, with the help of
experts in education reform. In 1989-90, the Vermont department of education consult.d with
experts in education reform and “ducation evaluation, including Grant Wiggins, Michael Fullan,

Donald Graves, Dan Koretz, anu the staff of the National Council of Teachers in Mathematics
(NCTM). :

The first pilot of the portfolio system was conducted in the 1990-91 school year. During that
time, the system was still being defined through a decentralized development effort that involved
local administrators and teachers.” A total of 138 schools across the state participated in the pilot
program. The state selected 48 schools; an additional 90 volunteered to join the program.

“Koretz, D.. Stecher. B.. Edward, D. (July 31, 1992). The Vermont Portfolio Assessment Program:
Interim Report on Implementation and Impact, 1991-1992 School Year.

Ibid

*News. (Undated, sometime post November 15, 1994). Vermont Department of Education.

‘Ibi

c.
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Full state-wide implementation commenced in 1991-92. However, RAND/CRESST (1992)°,
the evaluator of the program, described this “full-scale implementation” as “ . . . a combination of
a developmental effort and a pilot test, rather than as an initial implementation of a fully planned
program.” (p. 3).

During these initial years of development and implementation, many aspects of the portfolio
assessment system were shaped through an iterative process. For example, resource materials and
scoring rubrics for writing and mathematics portfolios were designed and revised by two state-
sponsored teacher committees.

Portfolio Characteristics

As mentioned earlier, the state requires student portfolios in mathematics and writing.
During 1991-92, 1992-93, and 1993-94, both portfolios were required of grades four and eight,
but in 1994-95, the writing portfolio was shifted from the fourth to the fifth grade level — a shift
intended to lighten the portfolio burden of fourth grade teachers (as both writing and mathematics
portfolios were being implemented by the same teachers), and intended aiso to accommodate the
piloting of New Standards assessments. (The writing portfolio, rather than the mathematics
portfolio, was chosen for fifth grade to avoid duplication with the New Standards mathematics
assessments at that grade level; the New Standards assessments Language Arts exams for grades

4, 8, and 10 and mathematics exams for grades 5, 8, and 10 were to be piloted in 35 Vermont
schools.)’

Mathematics

The mathematic portfolio and scoring rubric are described below.

Mathematics Portfolio

Guidelines to teachers prescribe the categories and number of mathematics a<signments that
must be included in the fourth and eighth grade portfolios. Each portfolio must contain a set of
five to seven “best pieces” selected from tasks teachers assigned to their students over the course
of the academic year. Exemplars of three categories of mathematics problems — puzzles,
investigations, and applications — also must be inc'uded among the five to sevei: “best pieces.”
(The two lowest-scoring pieces are dropped.) In mathematics, typical assignments are word
problems that require students to apply several mathematical concepts and operations, as well as
to explain their reasoning in solving the problems.

Mathematics Scoring Rubric

Each portfolio piece is graded on communication and problem-solving criteria, along a four-
point scale, ranging from level one (poor) to level four (good) (see Appendix A). The
communication criterion comprises three dimensions: (1) use of mathematical language to define

hM

TInvervals. (October, 1994). 5(1), Vermont Department of Educatio,
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the problem; (2) mathematical representation of the problem and its solution; and (3) clarity and
detail (presentation) of the solution.

The problem-solving criterion itself incorporates four dimensions: (1) understanding the
problem; (2) approach to solving the problem; (3) why — reasoning in support of decision<, and
(4) outcomes of activities (extension of solution to other situations). The state provides the
scoring rubric to teachers at the beginning of the academic year.

Writing
The writing portfolio and scoring rubric are considered below.
Writing Portfolio

Each Portfolio for grades five and eight must contain work in certain genres, as well as a
certain number of pieces of a student's writing, selected from his or her work completed over the

course of the academic year. The Writing Portfolio Table of Contents specifies that the following
writing pieces be included in the portfolio.

* A Best Piece of writing:

A letter from the student to the evaluator detailing the reasons for choosing the Best Piece:
* A story, play, or personal narrative;

* Areview of a cultural event, public exhibit, sports event, or a book, current issue,
mathematics problem, or scientific phenomenon;

* Writing from any curriculum area that is not Language Arts or English (Fifth-grade, one
piece; Eighth-grade, three pieces); and

* Other Writing (optional in 1994-95). (Poetry is optional because it is considered to be too
difficult to score. It was not included in any scoring activities)

Each final paper and accompunying draft must be dated and stapled together; a student, with the
help of her or his teachers, selects the sample to be contained in the final portfolio.

Writing Scoring Rubric

Each piece of writing is evaluated along the five dimensions of Purpose, Organization,
Details, Voice/Tone, and Usage/mechanics/grammar (see Appendix B). Assessment entails using
a four-point scale to judge the degree of existence, in each piece of writing, of each of the five
dimensions. The scale ranges from “iarely” (1) to “extensively” (4), with the two mid-points being
“sometimes” (2) and “frequently” (3).

e format of the scoring rubric was changed for use during 1994-95, as teachers in previous
years had difficulty in distinguishing between “frequently” and “sometimes.” Thus, for each
dimension, a prompt was added between “frequently” and “sometime™ to help the scorer decide
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whether student work should be ranked on the upper or the lower part of the scale. For example,
the promg* for the Purpose dimension is: “Is author's focus clear within the writing?” A “yes”
answer would prompt the scorer to consult the “frequently” or “extensively” definitions of the
scale, while a “no” would prompt the scorer to consult the “sometimes” and “rarely” scale ratings.

In addition to adding the prompt, the language in the scoring rubric was modified to better
describe each of the five dimensions.

In addition to a rating on each dimension, each piece of writing obtains a total score; and a

holistic score is assigned to the entire portfolio. The holistic score is judgmentally based on the
same scoring rubric.

Portfolio Scoring Process
As outlined below, portfolios are scored at the three levels of school, district, and state.
School-level. At the school level, teachers assess their students' homework or classwork

assignments, applying state-developed scoring rubrics. They assign several tasks and then
determine which tasks are to be incorporated into student portfolios.

District-level. The district-level scoring is organized by regional Networks, of which there
are 17. The regional Networks are composed of several contiguous supervisory unions whose
purpose is to organize state-sponsored professional development and (o score calibration activities.
The state selects a random sample (30 percent) for a score calibration session during a Network
meeting of 20 to 35 teachers. All teachers in the region involved in the portfolio system are
expected to attend the regional scoring session, which is led by a Network leader who usually is a
teacher with extensive training and experience in the portfolio system. Teachers, in pairs,
exchange and score the portfolios. If scores diverge, Network leaders assist the two teachers to
negotiate the scores. The Network leaders also draw additional portfolio samples and evaluate
teachers on their application of the scoring criteria. The sampled portfolios are forwarded to the
state for rescoring (Vermont's Assessment Program, Undated).

State-level. During 1993-94 and 1994-95, teachers sent a state-specified random sample of
portfolios to be scored by a state scoring committee consisting of teachers who are selected for
scoring through an application process. (Allegedly, during 1992-93, the state asked teachers to
send every fifth portfolio, but that strict direction was not followed, and poor quality portfolios
often were withheld.) Network leaders collect and send their regions' sampled portfolios to a
statewide mceting of selected scorers led by an Assessment Coordinator. Typically, the scoring
sessions last 6 days, with scorers paid $100 a day.

Training Support

The state envisioned a system that would (a) sanction local measures of perform ince, (b)
preserve local approaches to curriculum and instruction, and (c) still provide for a common
standard of achievement across the state. Hence, much staff-development focuses on building a
strong capacity to handle reform at the local level.
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Throughout the year, Network Leaders offer professional development in various assessment-
related uctivities. For example, they hold training sessions in the use of benchmaiks and anchor
papers and offer score calibration sessions. (One of these activities is described below). The state
also provides the districts with the services of curriculum specialists. To encourage the adoption
of teaching integrated curricula, the state is developing content standards for its Common Core
Framework for curriculum and assessment, with the help of three commissions in: (a) science,
mathematics, and technology; (b) arts and humanities; and (c) history and social sciences.

During 1993-94, state activities inc! .ded Network sessions offered in November, January,
March, and May, and a Mathematics Su :umer Institute in 1994. Teachers participating in the
Summer Institute were requested to bring their curriculum materials and mathematics problems to
share with other teachers at the institute. During 1994-95, state-sponsored activities included three
Network sessions offered in November for mathematics, in December for writing, and in March
and May for both mathematics and writing. (A score calibration session organized by a Network
Leader is described in the District-section.) All 17 Networks offered the same professional
development activities at no cost to schools.

The Department of Education, in addition to providing training support, also circulates
information on, and addresses issues and questions pertaining to, the assessment system through
its bimonthly newsletter, Intervals.

Evaluation of Portfolio Assessments

In 1988, Vermont contracted RAND/CRESST to evaluate its portfolio assessment program
through 1993, and in 1993-1994, Insite, Inc., conducted the evaluation. Currently, two reports,
The Vermont Portfolio Assessment Program: Interim Report on Implementation and Impact,
1991-1992 School Year and the Interim Report: The Reliability of Vermont Portfolio Scores in
the 1992-93 School Year, detail interim evaluation methods and results. The reports contain a
multitude of positive and negative outcomes and opinions, but only the results of the 1992-93
report and the reliability estimates of 1994-95 academic year are highlichted here.

Each year, assessment results are reported at the state, district, and school levels. Reliability

of scores, validity, results, feedback from scorers, and future plans for the system are discussed in
the next section.

Reliabilit

Between the years 1991-92 and 1962-93, reliabilities (as indicated by spearman correlation
coefficients) based on overall scores (calculated from task and dimension scores) improved for
mathematics portfolios, but remained low for writing portfolios (see Exhibit ).

Validity

RAND\CRESST evaluators concluded that the validity of the portfolio system could not be
ascertained due to low reliabilities. For the mathematics portfolio system, the report
reccommended refining the scoring rubrics, placing further restrictions on the mathematics tasks for
inclusion in the portfolios, providing more precise definitions of domains to be assessed, and
addressing issues of task difficulty. Because teachers enjoyed a wide latitude in selecting
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EXHIBIT I1

Reliabilities for Mathematics and Writing

1991-92° .60 53 49 .60
1992-93° 72 79 .56 .69

1993-94™ .76 .83 74 .69

appropriate tasks for portfolios, the quality of some tasks was questionable and comparability was
compromised.

RAND/CRESST researchers concluded that the iow reliability figures for the 1991-92 and
1992-93 writing portfolios represented serious design flaws, and suggested completely overhauling

the system — detailing more conventional and narrower definitions of task types and designing
genre-specific rubrics.

In 1993-94, the researchers from Insite, Inc. concluded that reliabilities had improved
considerably, particularly for Grade 4 writing. Thus, portfolio scores could be reported at the
student, school, and supervisory union levels.

The Ver nont Department of Education’s Director of Assessments attributes improvement in
reliabilities to better training and a simpler, eusier to understand writing scoring rutric.

Assessment Results
The assessment results are reported at state, supervisory union, and school levels. In 1993-
94, the portfolio assessment results indicated that for both grades four and eight mathematics, over

three years, the results had been stable. In Language Arts for grades four and eight, again, results
were largely stable "

Feedback from State Scorers

In the Fall of 1994, teachers received feedback from the state-level scorers regarding the
sampled portfolios. The state scorers for the writing portfolio saw more styles of writing and
better quality of writing in students' work in 1993-94 than in 1992-93. At the same time, they

"Source: Interim Report: The Reliability of Vermont Portfolio
“Source: Letter from Insite, Inc. to Richard P. Mills, Commissioner of Education.

"Assessment Results. Writing and Mathematics. 1993-1994, Vermont Assessment Program.

V-8

124

‘E‘.




urged teachers to place more emphasis on: (1) student reflection on his or her own work; (2)

developing focus in writing; and (3) fostering greater understanding of the different genres of
writing.

Similarly, mathematics scorers found mathematics tasks to be more appropriate for inclusion
in portfolios in 1993-94 than in 1992-93. In addition, they found more evidence of student
competence in problem-solving. For the coming year, the state mathematics portfolio scorers
advised teachers to challenge students with a greater variety of mathematics tasks, also
communicated to teachers that, although the differences in task difficulty had not been taken into
account in students' scores, in future, such differences may be factored in.

Future Plans

Evaluations and scorer feedback portend further changes in the system, and the state
Department of Education 1s beginning to address issues of mathematics task difficulty. For
instance, in response to the problems identified by the RAND/CRESST evaluation, the writing
rubric was modified in mid 1994 to make scoring easier and more reliabie.

Furthermore, the state is developing content standards, student performance standards, and a
description of essential learning experiences for the Common Core Framework in several content
areas and in transdisciplinary work."" This on-going work is viewed as being especially
important, as content and performance standards are needed to guide the assessment process. The
final standards will be applicable to all students “. . . with the possible exception of an estimated
1 percent of the student population, those with severe disabilities. These exceptions should be
specifically addressed in the individual students' IEPs.”"

The standards will be developed under the umbrella of the following four categories of Vital
Results for Learning in Vermont's Common Core of Learning: (1) Communication; (2)
Reasoning and Problem Solving; (3) Personal Development; and (4) Social Responsibility.

The state also envisions extending the portfolio assessment process to other grade levels and
to additional content areas, with the current plan calling for extending the mathematics portfolio to
one high school grade level (which has yet to be determined), in 1995-96. In fact, over half of all
high schools across the state already are piloting the mathematics portfolio in at least one class."
The Department of Education also hopes to add a science component to the assessment system, in

either an open-ended performance or a multiple-choice format, at one middle and one high school
grade level.

In 1996-97, the state envisions adding a history and social science assessment (at middle and
high school levels) and. in 1997-98, an arts and a service learning assessment is anticipated.

""Content Standards Jor the Vermont Commaon Core Framework for Curriculum and Assessment.
(January 6, 1995). The State Department of Education.

Content Standards for Vermont's Common Core Framework for curriculum and Assessment (January
6. 1995). Appendix €. Vermont Department of Education.

“Intervals (January/February 1994). 4(1). Vermont Department of Education,
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District Context

The Maple Leaf Supervisory Union (M.L.S.1J.) operates five elementary schools and one
middle school. Because Maple Leaf lacks a public high school, middle school graduates earoll in
the area's private high school academies, for which the district pays the academies $6,200 per
student, per year. Within its own system, the district spends around $4,500 per student, per year.

During 1993-94 and 1994-95, the M.L.S.U. confronted some daunting challenges. In 1993-
94, the system faced a budget deficit of $400,000. Furthermore, according to the administrators,
the system lost $400,000 in local aid for FY 1995, from its proposed total budget of $7.2 million.
However, while the school system lost money, it did not lose students, and most faculty remained
in the top pay-scale bracket. The 1994-95 superintendent of 20 years retired at the end of May
1994, and a new superintendent took his place in 1994-95.

In 1994-95, therefore, the new superintendent immediately delved into solving M.LS.U.'s
financial problems. He met with several citizens, parent-teacher, and teacher groups, and, in the
Spring of 1995, he was able to borrow $500,000 to keep M.L.S.U. financially viable. In the
process, he a. io eliminated seven administrative and three teaching positions. During this time, he
relied on the Curriculum Director to take the instructional leadership of the supervisory union.

M.L.S.U. is on the frontier of innovation, participating in the state assessment system since
its inception in 1990. (The union, however, coatinues to utilize Stanford Achievement Tests every
year for grades two through eight in reading and mathematics, particularly because they need this

test for Chapter 1 students. The administrators have not noticed any changes in the score patterns
of their students.)

Resource and Training Support

The district generally sets aside five days for staff development — three for Network
sessions, and two for state-wide conferences. The three Network sessions were held during 1993-
94, and three were held in 1994-95. Aside from these Network ses: ions, teachers also had the
option of attending several state-sponsored conferences and activities. These activities included
Primary Level Writing and Mathematics: Instructional and Assessment Strategies; a training
session in Interdisciplinary Curriculum and Assessment in the Arts and Humanities; and an
Intensive Scoring Training session.

During 1992-93, the district spent $1,375 on developing portfolio tasks and on scoring
activities. During 1993-94, however (because teachers were scoring portfolios as an integral part
of their classwork), the district spent $875.

The description of a scoring session below in Exhibit III is illustrative of the types of
activities a Network meeti. g incorporates. In a similar Network session held in the Spring of
1995, the participants went through a compu:ble exercise. The post-calibration discussion
revo'ved around how much coaching, editing, and prompting teachers should provide to students
to allow for completing their portfolio work.
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EXHIBIT III

Score Calibration: Observation of a 1993-94
Network Mathematics-Scoring Session™

three mathematics portfolios, exchanged them with a partner, 2ad rescored portfolios to determine
inter-rater consistency. (The portfolios brought by teachers d:d not have to be the same ones
sampled by the state.) Pairs of teachers compared student work, discussed it, and readjustsd
discrepant scores, taking about three hours in the process. (Later, the Network Leader will
rescore 35 of the 126 portfolios brought to the meeting.) After the session, teachers debriefed one
another and, as a group, listed best aspects of portfolios and enumerated topics they would like to
see included in next year's Network meetings. The portfolios and topics are outlined below.

The best aspects of portfolios, in teachers' own words, were:

* Seeing the student develop over the year,
» Watching students seek out and apply strategies to [their] work [problems}; and

+ [Observing] student acceptance of multiple solutions and strategies [for mathematics
problems};

For network meetings next year, teachers want:

s Inclusion of third and fifth grades in the portfolio system,

* More resources for teacher training on how to improve student success and enjoyment [of
mathematics homework];

* Less calibration activity,

* More information [on assessments] and a sense of where to go next in the assessment
[process); and

» Information on how to better design portfolios [in order to make them] easier [for the
receiving teacher) to understand.

During the session, teachers also observed that, over the year, their students had improved the
most on three dimensions of mathematics — understanding the problem, decisions along the way
to solving the problem, and outcomes of activities.

The trainer said that Network leaders across the state are trying to encourage use of portfolios
at all levels. She also mentioned that there is some anger about the quality of the tasks, as some
districts tend to assign easy problems to their students. During the summer of 1994, thus, the
state began exploring methods to judge the level of difficulty for each problem.

"The first score calibration session was held in the Spring of 1993. Score calibration sessions such as
this were planned for all 17 Networks.

V-11




District Professional Development

Aside from the Network sessions, M.L.S.U. plans and conducts its own professional
activities. For example, in 1993-94, the district provided training to second grade teachers on how
to use manipulativcs in mathematics. Third and fourth grade teachers received the same training

in 1994-95; and teachers also receive nine free credits of college courses or professional
development.

The nearby Vermont Institute of Mathematics and Science helps train teachers. In the
summer of 1994, the district hosted a session entitled, Activities that Integrate Mathematics and
Science. In preparation for this session, teachers had to devise methods to consolidate
mathematics and science assignments to be included in their students' portfolios.

The Carriculum Director is especially instrumental in building an infrastructure that allows
teachers to engage fully in the portfolio asses.ment system. The previous superintendent
described the Director as “The spearhead of the activities of state assessment.” The Curriculum
Direcior provides, for one thing, release time so that all teachers can collaborate on scoring and
on the design of portfolio tasks. For example, during release time in 1993-94, fourth grade
teachers worked together “across buildings” to develop a battery of mathematics problems. The
Director also required teachers from grades one through six to keep student portfolios.

During 1994-95, the Director continued to support the use of portfolios at all grade levels.
She provided fifth grade teachers with seven half-days of release time in September and in
February, specifically to enable them to plan and score their portfolios. For these periods of time,
she hired three people to conduct special technology and design projects with fifth grade students.
In addition. second and third grade teachers received four days of release time in the Fall of 1994;
and the Director zlso coordinated a session on how to design rubrics, because she feels that such
sessions help teachers to transmit performance expectations to their students, because “. . . rubrics
have a powerful effect on student learning when expectations are defined.”

The expenses associated with the use of portfolios is related to teacher release time for
Network meetings. The district pays $50.00 a d~y for substitute teachers, while the state generally
pays for supplies and materials. According to the Curriculum Director, substitute teachers are not
hard to find, although, according to the 8th grade Language Arts teacher and the M.L. Middle
school Principal, quality substitutes are difficult to find.

The district is interested, too, in establishing its own curricular frameworks, based on the
common framework the state develops. At the moment, therefore, the district is taking a “wait-
and-see™ approach to this reform. In the meantime, the Curriculum Director organized several
workshops around the topic of curriculum. For example, two experts from the Vermont Institute
of Mathematics and Science held workshops exploring the connections between content standards
and scoring rubrics. The Curriculum Director also is collaborating with the College Board and
the North East Regional Lab on understanding and defining curriculum focus in the areas of
science, mathematics, and technology. She, herself, is involved with the Association for
Supervision and Curriculum Development.
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Impact of Vermont's Portfolios

District officials' and teachers' opinions and ju-igments are suggestive of the intended and
unintended effects of the portfolio system on M.L.S.U., as can be seen in the following
discussion.

Impact on Administrators

In both 1993-94 and 1994-95, district officials included in this study were enthusiastic about
the portfolio system, but they were unsure about how to use the data they accumulated. The
Curriculum Director stressed that they were . . . careful about interpretation. Issues around
reliability and validity are challenging.” She would like to ensure reliability and validity of the
system, so that the process can continue. However, the true contribution of the system, she
emphasized, is in its validity for instructional, rather than assessment, purposes, and views the
system as the predominant strategy for educational reform. In fact, in her 25+ years of experience
as an educator, the Director declared that, “. . . nothing has changed instruction as dramatically as
the Vermont system because of the accountability issue — to teachers, personally, it is high

stakes.” Overall, she said, “the process is enlightening,” and both sup. rintendents shared her
enthusiasm.

The new superintendent was especially pleased with the idea of portfolios, because he felt
that portfolios “force” teachers to “. . .talk across content areas.” He noted, however, that
reliability remains a problem with the system, but parents want to be able to compare M.L.S.U.
with other supervisory unions. He is not sure, therefore, that the community will buy into the
system, if it cannot be used for accountability purposes. Too, he is concerned about the system in
terms of time-consumption.

In addition, both he and the Curriculum Director concurred that in order for the portfolio
assessments to continue to function as informative pedagogical tools, the curriculum must be
better defined. The Curriculum Director currently is serving on two state-level committees,
Curricular Frameworks and Essential Learning Experiences, to help define the Core Curriculum,
which is to form the bedrock of the local curriculum. Reform of the curriculum is, then, just
beginning to catch up with reform of the assessment system.

Impact on District Teachers

In 1993.94, according to the Curriculum Director, some Language Arts and mathematics
fourth and eighth grade teachers expressed that the portfolio system was unjust, because the onus
of ensuring portfolio completion fell on their shoulders. These teachers expressed that the
responsibility for portfolios should be shared with the lower grades and with other teachers. The
Director said that the system was perceived as being especially difficult for the Language Arts
teachers, because they had to contend with the additiona: demand of obtaining student writings
across the curriculum. In 1994-95, the burden on the fourth grade teachers was lessened
somewhat, because the Language Arts portfolio was moved up to fifth grade.

As previously discussed, students arc required to submit at least three pieces of writing from
subject areas other than Language Arts, and Language Arts teachers do not want to include




unacceptable pieces from other classes in their students' portfolios. Some Language Arts teachers,
therefore, have devised a solution to this problem by sharing writing criteria with other teachers.

Another ongoing debate in the region concerns whether or not extensive writing is an
effective means to learn content areas (e.g., science and mathematics). She suspects that
mathematics teachers are skeptical of the system, not because they are skeptical of portfolios, per
se, but because they question the primacy of the NCTM standards in the scoring rubrics. The
Director indicated that many teachers felt that the mathematics portfolio should have been moved
up from the fourth to the fifth grade. These teachers believe that some of the demands of the
mathematics portfolios, such as the So What criteria of the Problem-solving dimension, are not
developmentally appropriate for fourth grade students.

The Curriculum Director also said that many teachers have realized that everything from a
unit cannot be included in performance based activities, and that certain features of the units have
to be excluded.

The union. To date, the teacher's union, which, according to two-time study participants,
supports good teaching practices, has presented no organized opposition to the assessments. In
1993-94, however, many teachers were suspicious of the state's sampling procedures. Even
though the state randcmly samples student portfolios, somehow, some teachers said the state had
managed to select portfolios of poor quality.

In 1994-95, no such sentiment was evident, and the representatives said that the benefits of
the portfolio system outweighed the costs. The benefits of being able to assess the “whole child
on an individual basis” and of having an assessment tool that could inform curriculum were
viewed as outweighing the costs of subjectivity in scoring. Nonetheless, representatives felt that
the comparability across students is an important issue that must be solved.

A second important piece of the assessment process is the Common Core framework. The
Union representatives said that the framework must be better defined in order to support good
assessment practices.

Fourth grade teacher. The fourth grade teacher who participated in this study in 1993-94
observed that her instructional approach had changed, but that the change did not derive impetus
from the use of portfolios. She required students to self-assess themselves, using the scoring
rubrics, and found that their scores were generally not discrepant from her own.

Fifth grade teacher. In 1994-95, the fifth grade teacher who participated in this study was
from the neighboring supervisory union and was conducting a writing Network session at Maple
Leaf. She said that the critical need for fifth grade teachers at this point is the availability of
benchmarks. For example, because fifth grade teachers are new to the writing portfolios, they are
not certain of what exemplifies extensively on the scoring rubric. Fifth grade teachers received
their first Network training in December, and the fifth grade benchmarks were received only in
mid-March. These teachers also are just beginning to use a common portfolio terminology; they

are still determining to what extent they should help their students complete portfolio assignments.

This entails, for example, thinking about how much to edit, how much to help students with their
revisions, and how many times to ask students to revise their work.
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This teacher expressed the worry that poor school systems that are likely to be at the bottom
of the state due to insufficient resources also are most likely to feel accountability pressures.
Given this scenario, she said that she would not be surprised if teachers provide “extensive help”
to their students.

Schoo] Context: Maple Middle School

The concern at Maple Leaf Middle School is to provide the kind of nurturing environment
that enhances academic and social outcomes for Maple Leaf students, not only in the Middle
School, but also in the private Academy. However, the Principal and teachers said that now,
more than ever before, students are entering school with tenuous academic and social preparation,
and these exigencies place even greater demands on teachers. Thus, while contending with
demands of the relatively new portfolio system, teachers also must prepare students for the
Academy, as well as provide “social services,” such as counseling, to their students. Despite such

a heavy burden, the Maple Leaf Middle School community has met the challenges with admirable
tenacity.

Training Support

During 1993-94, teachers benefited primarily from the state- and district-supported
professional development sessions, but they also maintained an informal network of support
among themselves. However, several teachers mentioned that they desired an even greater
amount of in-house support for developing and scoring portfolios.

In 1994-95, the eighth grade Language Arts teacher took the initiative to provide such
support, in order that other teachers could start using the writing process. This teacher
collaborates with other teachers on a regular basis to help them institute the writing process in
their classes. For example, she helped the social studies teacher develop social studies
assignments and a “checklist” for scoring those assignments (see Appendix C).

Impact of Vermont's Portfolios
Impact on Administrator

M.L.S.U.'s principal of seven years solidly supports the portfolio system. Retiring at the end
of 1994-95, he maintains that portfolios promote thinking and, hence, tried “. . . to convince the
Language Arts teachers that it is not only their burden.” The principal wants all teachers to take
“ownership of portfolios.” Issues of reliability and validity do not concern him at the moment,
because “ . . . they [the teachers] will do it [mange the portfolio system] better as they go along.”
True to his convictions, the principal hired a computer aide who helps students use the computer,
which is intended to provide assistance with the Language Arts portfolios.

While the Principal exudes enthusiasm about the effect of the assessments, he harbors
concerns regarding the logistics of implementation. He is worried about “time and money.”
Because several teachers attend training sessions at the same time, se\eral times a week, payment

V-5 131




for substitute teachers is a real burden. In 1994-95, he also expressed concerns about the burdens
of the system imposed on the Language Arts teacher, as he felt that it is not only the writing

teacher who ought to be involved in coordinating the writing portfolios; the involvement of other
teachers is essential.

The principal is uncertain about how the results are presented to the public, and about
whether or not state grants can be linked to assessment results in the future. Despite these
uncertainties, and the anxieties they generate, he feels that the assessments are worthwhile,

because “. . . people have hope in the system and they [the people] feel that system is important,”
he said.

Impact on Teachers

M.L.S.U. participates formally in the Vermont portfolio system through its one mathematics
teacher and two Language Arts teachers. Informally, other teachers are “trying their hands” at the
system; and those teachers expressed a variety of opinions about the portfolio system and are
integrating it into their classrooms in a variety of idiosyncratic ways. The seventh grade
mathematics teacher, too, has adopted the portfolio system.

Eighth grade mathematics teacher. The eighth grade mathematics teacher harbors
conflicted opinions about the mathematics portfolio. His experiences and his thoughts about the
portfolios did not change from one year to the next. On the one hand, he is uncertain about the
scoring procedures (i.e., reliability), and uncertain whether the portfolio process will improve the
mathematics curriculum. For various reasons, he does not believe the system is valid and is
worried that students will lose basic skills, such as the ability to calculate fractions and to
remember multiplication tables. “I don't think mathematics should be exclusively writing,” he
said, and also expressed the worry that eventually the system will be used to judge teachers.

On the other hand, this teacher is encouraged by the evidence that portfolios advance the
application of mathematical language and concepts. (He, like others previously mentioned, shares
scoring rubrics with his students before task assignments.) Too, the system has enabled him to
better understand a child with limited facility in mathematics. Thus, he uses only portfolio
completion (and not the quality of work in the portfolios) for a portion of the class grade. For
him, the mathematics portfolio is an “add-on,” not an integral feature of his classroom activities.

Seventh grade mathematics teacher. In 1994-95, the seventh grade mathematics teacher's
overall responses diverged from those of the eighth grade teacher in that she was considerably
more responsive to what the portfolio system offered. Her view became that seventh grade was
the “practice year” for being able to assemble portfolios during eighth grade. Therefore, she had
incorporated portfolios into her daily teaching routine. However, she, too, ascribed to the
conviction that the use of the “problem-stressing aspect” of mathematics is not enough to convey
mathematical concepts and skills.

This teacher noted that she spent a fair amount of time teaching students English writing
skills, rather than mathematics skills, per se. Usually, she required her students to complete a
problem every two weceks, from which they picked three or four “good pieces” to include in their
portfolios; and she generally utilized problems from NCTM-based textbooks, but felt that the




scoring process relied too much on subjectivity and, therefore, hampered comparison across
students.

In 1994-95, she continued to use the portfolios, but with more misgivings. Although she
believes that all rubric dimensions are valid, she is concerned that, in fact, some children are very
good in mathematical skills and thinking, but cannot write in English, and, therefore, develop
negative attitudes toward mathematics. During this year, she also began to feel that teaching her
students communication skills was taking time away from teaching mathematical skills. She did
not devote as much time to teaching certain units (e.g., integers, rational numbers, geometry,
fractions, probability) as she thinks is required for students to truly grasp the concepts. She tried
to integrate her class with Language Arts, but coordination was difficult. She now prefers the
idea of less writing in mathematics and advocates teaching basic skills without necessarily
embedding them in applied problems.

Eighth grade Language Arts teachers. Both eighth grade Language Arts teachers
expressed positive opinions about the writing portfolio system. They believe that, aithough the
scoring standards will never emulate the precision obtainable with standardized tests, as one said,
“they are adequate for now.”

During 1993-94, only one Language Arts teacher participated in this study. At that time, she
said that her pedagogical approach centered on guiding students to think and to share thoughts
through peer-conferences, rather than on the syntactical and grammatical aspects of writing. She
was enthusiastic about stressing the voice dimension in writing, as it had a particularly positive
impact on her female students — she found that their writing became “natural and reflective of
their experiences as females.” Her students produced 8 to 12 pieces of writing, each of which
was 2 pages long; and she based her students' grades on those pieces.

By 1994-95, this teacher said that she haci integrated the writing process even more firmly
into her classes. She held a 45 minute writing workshop for her students on a weekly basis to
encourage them to adopt the writing process, and she focused on teaching students skills in using
the writing scoring rubric to judge their own strengths and weaknesses. Interestingly, but not

surprisingly, she also began to pay much more attention to the grammatical and syntactical aspects
of writing.

This teacher also insisted that portfolio pieces deriving from other classes show evidence of
draft work, peer-conferencing, teacher-student conferencing, and that the work be scored by those
tcachers. She believes that, in fact, because of such insistence on the writing process, other
teachers are actively stressing written communication in their classes.

In her estimation, use of the portfolio system requires a strong teacher with good
organizational skills, initiative, and commitment. However, she aiso fervently believes that the
approach itself can “transform” teachers. “It has made me a better teacher,” she said. In fact, as
a result of being in charge of the writing portfolio, both Language Arts teachers, became mentors

to other teachers, showing them how to use the writing process and performance-based
assignments.

Bo'h teachers found the writing scoring rubric easier to use in 1994-95, essentially because of
the pro npts that were added to it. However, they are still not that concerned about absolute
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precision in scoring. "I don't care whether it is a good assessment. I think its validity is in the
classroom. They [students] are learning, performing, producing, and if calibration isn't accurate, I
don't care. The writing process is important,“ said one teacher.

During 1994-95, these teachers also learned to score portfolio pieces on an on-going basis,
making the task a little less time-consuming than it was during the 1993-94 school year. One of

the teachers said that he actually uses a “simplified Likert* rubric on top of each piece of student
work, to expedite the scoring process.

Both teachers were, however, concerned with articulation of standards and curriculum with
the Academy. Allegedly, the Academy teachers feel that the M.L. Middle school graduates do not
possess sufficient mastery of grammar, syntax, and spelling. During 1994-95, thus, M.L teachers
began stressing these aspects of writing in their classes Prior to using the portfolios, one teacher
had placed emphasis on grammar; then, she paid much more attention to the "voice* and creative
aspects of writing; and now she is placing equal emphasis on both.

Impact on Students

Student responses to the portfolio assessments can be characterized as a blend of both
enjoyment and indifference. The four students included in this study during 1993-94 did not think
the mathematics portfolios were much “fun.” However, they did mention that some mathematics
problems were challenging and that those problems prompted them to plan and to reflect upon
how to write. (The eighth grade mathematics teacher said that students who enjoyed writing liked
the mathematics portfolios, but those who did not enjoy writing did not like the portfolios.)

The students exhibited a different attitude toward the Language Arts portfolios. They spoke
of writing more than they ever had before, and said they found the challenge stimulating. “You
have to think more about it to get a better grade,” they said. The Language Arts teacher observed
that her students at first felt awkward about writing about matters of the “heart.” However, later
they felt “vested” in their writing and were much more motivated to complete assignments.

Maple Leaf teachers mentioned, however, that some children feel disadvantaged when they
graduate and enroll in the Academy, because they lack the content skills their peers from other
schools possess. Some teachers also mentioned that “low-ability students” were frequently more

successful in school as a result of the portfolios. However, other teachers said that those same
students often experienced difficulty with portfolio tasks.

The two student participants during 199495 had reactions similar to the 1993-94 students,
saying that the mathemati~s problems they have to do for their mathematics portfolios are
difficult, “more in-depth,” “complex,” and require a lot of writing. However, they had to
complete those problems at home (not in the classroom as they had done when they were in 7th
grade), and their scores on the problems are not factored into their grades (as they were in 7th
grade). Their grades were based on in-class tests that also present challenging word-problems, but
they did not have to write more than a sentznce or two to expiain their solutiors.

Both students indicated that they typically do not use the mathematics scoring rubrics to
evaluate their own work. Although the teacher reviews the portfolio problems in class, he

typically stresses "the mathematics part, not the writing purt,* and asks them ‘o go to the
Language Arts teacher to improve their writing skills in mathematics.
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Both students indicated that they enjoy writing for the writing portfolios. They said that the
experience was very different from last year, when they did “lots of grammar, and opinion stories,
. It wasn't as much free-writing.” In 8th grade, they added, they learned to do research papers
and different genres of writing.

Both students also claimed that looking over their portfolio pieces helps them to examine
their proficiency in Language Arts. They are required to use the scoring rubsic to set standards in
writing skills and self-evaluate their progress vis-a-vis these standards, ergo they apply the scoring
rubric to their work, assess their weak points, and try to make improvements. ”I used to have a

problem with detail in my stories. I use the rubric for [paying attention to] detail in the story,“
said one student.

These students 2lso mentioned a fledgling use of the writing process in classes other than
mathematics and Language Arts. They said that their science and social science teachers are
attempting to use more research and experiment-based assignments that require written reports and
scoring rubrics. Both said they “enjoyed” doing such assignments.

Overall, during 1994-95, the effects of portfolios on student achievement and motivation
appear to be the same as in 1993-94. One Language Arts teacher noted, however, that writing has
become a habit with students, and that they no longer think of it as quite so burdensome.

Impact on Special Education Children

Some degree of confusion exists regarding portfolio requirements for special education
children. Although the Department of Education's official policy states that all portfolios are
required for all children, with IEPs included for special education children, some teachers
mentioned that IEPs are included in the portfolios, while others said that portfolios are not marked
in any way for special education children. Some teachers specify in IEPs that portfolios are not
required, despite the fact that some of these children “shine” in portfolios.

Impact on Curriculum and Instruction

The consensus at M.L. Middle School is that teaching practices have changed, but that
changes cannot be attributed entirely to the portfolio system. The eighth grade mathematics
teacher indicated that his curriculum has not been affected much (and instruction only slightly),
but he is now using more manipulatives in mathematics. The seventh grade mathematics teacher,
however, noted that she had modified her teaching strategies as a result of the portfolio system.
In both years, she noted that she engaged her students in “problem-solving” through the use of
. mathemutical concepts. However, in 1964-95, she also noted that she did not spend as much time
on certain units of the curriculum (e.g., integers and rational numbers) as she had wanted to
spend, because the portfolio process is very time consuming.

Both Language Arts teachers' strategies, however, have been deeply affected by the use ot the
portfolin. They emphasize different aspects of writing as a result of using the scoring rubric and
portfolic requirements, and also use the rubric to set performance expectations for their students.
They distribute writing benchmark pieces to their students, use the writing process, use the scoring
rubric to design student assignments, and have become involved in writing across diffcrent content
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areas. In short, these teachers have fully integrated the portfolio process into their daily teaching
practices.

Impact on Parents and Community

Parents. In both years, parents interviewed did not nave clear and sufficient information
about the portfolio system. In 1993-94, the parent participant was the president of the Parent-
Teacher group at Maple Leaf; and her daughter was in the eighth grade. This parent remarked
that she did not understand entirely the purposes of the portfolio system, and neither did other

parents. “I'm pretty involved with kids,” she said, “and if I'm hazy on portfolios, then most
everyone is.”

Because of ack of information, the parent professed neutrality toward the syst :m. “I guess I
don't really have a strong opinion [about the portfolio system).” She felt that portfolios were
acceptable so long as they helped with assessing student educational progress. However, she
tended to rely on teacher judgement and the district-wide Stanford Achievement Tests (SATSs) to

obtain information on her child's progress in school. (The board, too, gets a full report on the
SATs.)

Nonetheless, this parent viewed her daughter's enjoyment of the portfolios and knowledge of
the connectedness of mathernatics concepts as a “. . . good outcome of the portfolio system.”
Overall, her inclination was to trust the school system, and she felt that her daughter was “doing
well” in school. Her major worry, aside from the portfolio system, was that many children were
bringing social problems associated with poverty and drug use into the school — and that
cducation was becoming “diluted” due to those “social trends.”

In 1994-95, parent participants' reactions were considerably more positive, but reflected that
they were only slightly more aware of the portfolio system than they were the previous year. One
parent said that the portfolios “made sense” to him, because he values “penmanship” and because
he believes portfolios to be a better system of evaluating student work than what was in place.
The other parent likes the integration of mathematics and writing. Both, however, professed to
knowing very little about the portfolio purposes and processes. What is important to both of
them, though, is to see their children happy and engaged in learning.

Both parents said that they see report cards and graded materials much more often than

portfolio products; and they rely on the grading system to monitor their children's progress in
school.

One parent said that although he “. .. falls into the trap of student scores,” he does not like
standardized, multiple-choice tests because they do not measure students' full talents and skills.
He said that most parents are open to the idea of performance assessments. The other parent,
however, would like to see *. . . standardized testing of some sort” used in thie school system.
The need for the school system to involve parents in the portfolio assessment process was, thus,
quite evident in both years.

Community. Thus far, the Maple Leaf community has not presented an orchestrated
response to the portfolio system, and may not be entirely aware of the system's existence. In
1993-94, the board member intimated that parents are much more interested in their children's
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progress than in comparing their children's scores with those of students from other districts.
However, he did say that some people are questioning the state's motives with regard to what it

will actually do with the data; and some do not understand why only fourth and eighth graders
were chosen for the assessments.

For 1994-95, however, the story had changed somewhat. The school board member
expressed concerns over the “subjectivity” of the scoring rubric, and wants some clear
“measurements of our results.” He also believes that not enough information is available with
regard to what impact portfolios have on instruction, curriculum, and student learning. He said
that he does not approve of the Common Core as it “underemphasizes content;” nor does he like
“touchy-feely” mathematics, because it underemphasizes certain rote know!ledge, such as
multiplication tables. Overall, he is worried that saudents are not leaving the school system with
“.. . areservoir of basic information and education that they didn't have when they first started.”
Of the five Local School Board members, he said, o... other has views similar to his own.
However, he is not certain about the other three people's ideas.

The school-level system for informing the community remains to be operationalized at Maple
Leaf Middle school. Although two teachers held “portfolio nights” with some parents, the school
did not hold a “School Report Day” in 1993-94, and none is planned for 1994-95.

Future Plans

The district has a documented curriculum, but all areas will be revised fully after the state
defines the Common Core Curriculum. The Curriculum Director also had hoped to incorporate
the portfolio assessment system at all grade levels by 1994-95. That process, however, is still
continuing, She said it would be “difficult” to establish a performance baseline and to use the
assessments for “high stakes decisions,” because learning opportunitivs — such as access to
technology — for students “are not uniform.” Ia the arena of professional development, the

Curriculum Director and the new superintendent plan to organize activities around integrating
curriculum and assessment.

The new superintendent also plans to reorganize Maple Leaf Middle School into three
teacher-student teams. He wants to encourage team teaching and block scheduling, and he wants
to introduce more technology into the school.

Conclusions

The findings highlighted at the state level are the ones being verbalized, with earnestness and
reflection, by teachers at Maple Leaf. Teachers and others at the local level are not entirely clear
about the content validity, reliability, and quality of the portfolio program. Articulation across
grades and classes and the connection between content and assessments are the other large issues
facing Maple Leaf. The concern regarding the connection between content and assessments is
especially strong for the mathematics portiolios. Nonetheless, Maple Leaf administrators have
embraced the portfolio system and have given it their full support.
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10.

11,

12.

8TH GRADE RESEARCH PAPER
RUBRIC FOR LANGUAGE ARTS AND SOCIAL STUDIES

EVIDENCE OF THE WRITING PROCESS
GOOD OPENING
CLEAR THESIS STATEMENT

CLEAR PLAN OF DEVELOPMENT

CONTAIN AT LEAST ONE APPROPRIATELY DOCUMENTED DIRECT
QUOTE

SAME FOR INDIRECT QUOTE

END NOTES [PROPER FORM}

BIBLIOGRAPHY [PROPER FORM]

SELF ASSESSMENT — RUBRIC FROM VT STATE PORTFOLIO
CONTAIN SOME PERSONAL OPINION

COVER ONE OR MORE OF THE FOCUS QUESTIONS

TYPED — COMPUTER TIME WILL BE MADE AVAILABLE

[ SR
'
~1




TIVANVID

I

i

i

i

i

i

i

i

i Oregon Assessment Reform:
1 Crandall High School

March 11-12, 1994

R April 17-18, 1995

1

i

i

i

i

i

)

d




OREGON ASSESSMENT REFORM: CRANDALL HIGH SCHOOL

Introduction

This study summarizes Oregon's student assessment reform as it is being formulated and
implemented at District A, with a special focus on Crandall High School. Because Oregon's
assessment reform is an integral ~omponent of its overall education reforin strategy, this paper
begins by summarizing the history and goals of state education reform, and then turns to the
district's and to the school's involvement in and reactions to the state's issessment reform
component. The study describes the district's involvement over two academic years, 1993-94, and
1994-95. However, Crandall's history of involvement covers only 1993-94, as it withdrew from
full-scale participation in the pilot reform efforts and, therefore, from this study. The Principal
indicated that because Crandall was no longer participating in assessment task development,
Crandall teachers did not want to participate in this study.

Information for this case-study is drawn from interviews with a number of individuals at
the state, district, and school levels, from documents, and from observations of classes and
performance development sessions.

Participants

Roles of the interviewees are shown in Exhibit I.

Observations

In 1993-94, observations of a professional development session devoted to the use of a
scoring rubric and an in-class student performance observation furnished further information for
this case-study. In 1994-95, the study researchers observed two professional development
sessions devoted to the design and scoring of portfolios and one class period.

EXHIBIT I

Study Participants

IR R

*  Assistant Superintendent for Assessment and |+  District Superintendent
Technology, Oregon Department of Education | ¢  District Curriculum Director

*  District Curriculum Director *  Two elementary school principals
*  District Superintendent *  Eight elementary school teachers
*  High School Principal *  One middle school teacher

*  High School Assistant Principal *  One middle school parent

*  Nine high school teachers
*  Two high school students

*  One Parent

*  One School Board member

R =
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State Context

Oregon's assessment reform can be understood only within the context of Oregon's

educational reform agenda, which began with the passage of the cducational Act for the 21st
Century.

Oregon's Education Reform

In 1991, the legislative Assembly in Oregon enacted the Oregon Educational Act for the Zist
Century (House Bill 3565), the primary purpose of which was to usher in a new, state-wide high-
standard educational system. Th. Act was passed to “. . . achieve the state's goals of the best
educated citizens in the nation by the ycar 2000 and a work force equal to any in the world by the
year 2010” (Section 2 (3)). Influenced by the National Center of Education and the Economy's
report, High Skills, Low Wages, those who passed the Act hoped, in particular, to have an impact
upon work-related student outcomes.

The passag: of the Act resulted in the articulation of an outcomes-based educational system
with criteria enumerated for the Certificate of Initial Mastery (CIM), to be awarded at about the
end of grade 10, and a Certificate of Advanced Mastery (CAM). to be awarded at about the end of
grade 12. Award of certificates were envisioned to depend upon students demonstratirg certain
abilities, not upon students having spent a certain amount of time in the classroom, as the state
had hoped to abolish grade-levels and the high school diploma it elf. (Benchmarks were to be
established at earlier levels, toc.) The first C'M was be awarded tc the 1994-95 eighth graders in
1997. The general CIM outzomes are shown in Exhibit II.

Oregon's Educational Act for the 21st Century proved fo be controversial, and, in March of
1995, the House passed House Bill 2991 to amead the Act. House Bill 2991 addressed and
modified several controversial aspects of the original Act.' Major provisions of the bill included,
for example, addition of references to content and academic standards, ¢limination of the
Certificate of Initial Mastery and Certificate of Advanced Mastery, linkage of assessments to
academic content, and setting of standards at the state level. In june, 19935, the Governor siggned
the Bill, which eliminates all CIM outcomes discussed in the following pages.’

As will be discussed later, Crandall High embodies the kind of opposition to the reform
movement that gained momentum state-wide. According to the District officials, Crandall's
Principal came to oppose the outcomes incorporated in the Act, and. in addition, Crandall teachers
became overwhelmed and disenchanted by the pace and the workload of the reform efforts they
had undertaken. In addition, many Crandall teachers felt that they had not been consuited when

"From the Legislative Bulletin. (March 23, 1995)  Oregon Education Association & Oregon
Association of Classified Employees.

>The CIM outcomes are to be replaced with subject area standards. The assessinent system is to consist
of valid reliable assessments that arc multiple-choice and open-ended, but keyed io subject area standards. To
receive a CIM, students must achicve “. . .« high d=gree of mastery in mathematics, scicnce, history, geography.
cconomics, civies, English, a second language, and the ants.” (p. 1. Oregon's school improvement: Moving
forward. Oregon Depariment of Education. July 26, 1995))
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District A chose to develcp tasks for one of the CIM outcomes. Crandall teachers, thus, refused
to develop and field-test assessment tasks as part of the pilot project.

EXHIBIT II

Certificate of Initial Mastery Outcomes’

IIA student should be able to apply foundation skills and core applications for living as follows:

. oundation Skills

Think. Think critically, creatively and reflectively in making decisions and solving problems.

Self-Direct Learning. Direct his or her own learning, including planning and carrying out
complex projects.

Communicate. Communicate through reading, writing, speaking, and listening, and through an
integrated use of visual forms such as symbols and graphic images.

Technology. Use current technoiogy, including computers, to process information and producz
high quality products.

Quuntify. Recognize, process, and communicate quantitative relationships.

Collaborate. Participate as a member of a team, including providing leadership for achieving
( goals and working well with others from diverse backgrounds.

»  Core Apblications for Living

Deliberate on Public Issues. Jeliterate on issues which arise in our representative democracy
and in the world by applying perspectives in the social sciences.

Understand Diversity. Understand human diversity and communicate in a second language,
applying cultural norms.

Interpret Human Experience. Interpret human experience through literature and the finc and
performing arts.

Apply Math and Science. Apply science and math concepts and processes, showing an
understanding of how they affect our world.

Understand Positive Health Habits. Understand positive health habits and behaviors that
" establish and maintain healthy interpersonal relationships.

*Taken from Toward Implementation of the Oregon Educational Act for the 21st Century. Working

designs for change. (January 1993). Report of the Oregon State Board of Education to the Oregon Legislative
Assembly.
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Because of such resistance, reforms proceeded with caution. In 1993-94, only general
CIM outcomes had been established. (See Exhibit ITI for CIM outcomes.) Thus, in 1994-95, the
Oregon Department of Education (ODE) proceeded to define and to delineate curricular
frameworks, which are intended to align CIM outcomes with content standards. (The curricular
frameworks contain 36 content goals, 12 through 21 of wkhich pertain to math and science. These
content-goals are directly relevant to the work Districi A has undertaken.)

While the most intense focus during those two years was on CIM outcomes, work also
progressed with respect to CAM outcomes. CAM builds upon CIM, but the focus of the
outcomes were (and are) within specific endorsement areas.‘ These areas are: (1) Arts and
Communications; (2) Business and Management; (3) Health Services; (4) Human Resources; (5)
Industrial and Engineering Systems; and (6) Natural Resource Systems. Students not only must
continue to work on the CIM Foundation Skills, but they also must demonstrate mastery in their
endorsement arecas. The emphasis of the CAM system is on school to work transition.*

The Oregon Depa’rtment of Education also spearheaded several other reforms within the
state's educational system. By the fall of 1995, every district is expected to have non-graded
primary schools, and each school is expected to have site-based decision-making councils, called
21st Century Schools Councils. (The state strongly recommended these measures, but they were
not required by schools.) In addition, by the Fall of 1994, all districts were to use performance
assessments, and, by January of 1995, every district and every school had to submit a plan to the
ODE for implementing the CIM and CAM programs. According to Disirict A's Curriculum
Director, many of these timelines are likely to slip. (District A submitted its CIM/CAM
implementation plan, but a cover memo urged the ODE to reconsider the reform timeline.)

Oregon's Assessment Reform

Assessment reform, a significant element of Oregon's educational reform, is being driven
by the examination of what student outcomes are essential at what levels (including the CIM and
CAM levels). In the reformed education system, students will be expected to integrate knowledge
within and across traditional disciplines. In order to monitor and assess student progress with
regard to these criteria, the reform plan envisions a new, more complex assessment system that
will consist of several components and will focus on continual self- and teacher-evaluation.

The goal is to develop “. . . a system that consists of scoring rubrics, a pool of tasks for
each outcome, a portfolio system for gathering evidence of student work, and criteria for
determining whether a student's performance satisfies the requirement of CIM™® All students will
maintain a portfolio, which will be a collection of classroom work, projects, exhibitions, group
work, self-evaluations, and results of other assessments at each CIM benchmark level (currently
grades 3, 5, 8, and 10). A new assessment system is envisioned, then, as an integral feature of

_ *From Certificate of Advanced Mastery, Task Force Report (January 1993). Oregon Department of
Education.

5The Certificate of Advanced Mastery. Work in Progress. Planning Document. (January S, 1994).
Oregon Department of Education.

%Oregon's Educational Act for the 21st Century, Phase 2 (January 1993 through January 1994) Pg. 2.
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the educational system, eventually to be used for the purpose of student certificativn and system
accountability. The interimn purposes are to inform curricular and instructional practices, as well.

(As mentioned previously, however, this plan may have to be modified in light of House Bill
2991.)

Performance Assessment Development

The state currently is making use of available expertise at the local level to develop and
field-test the new assessments. In 1992, the ODE established a Student Performance Assessment
Network (SPAN) consisting of six districts in various parts of the state to develop (a) a pool of
tasks for each CIM outcome, (b) a portfolio system for gathering samples of student work, and (c)
criteria for determining the quality and level of student performance as measured against CIM
outcomes. (Six out of 275 school districts are participating in this pilot effort.)

Each participating district was allocated $70,000 per year for 2 years (1992-93 and 1993-
94) to finance the development and piloting of performance assessment tasks with respect to the
CIM outcomes. According to the Assistant Superintendent for Assessment and Technology, this
is “. .. not a liberal amount [but] enough for them to be able to accomplish what they need to.”
Additional money was given in 1994-95, but all SPAN grants will end in June of 1995.

To further aid development efforts at the pilot sites, the state sponsored workshops in the

sumrners of 1993 and 1994, and still provides on-going help and information through five
consultaats.

Teachers involved in the pilot project field-tested the tasks they developed in the spring of
1994, in their districts. During 1994-95, performance tasks were used for student assessment and
compiled into student portfolios. Student portfolios were then scored by teams of teachers at the
school level. (The initial plan also called for rescoring by another team at the state level, to
evaluate reliability and validity of the new assessment system, but this latter plan did not

materialize.) (The state also participated in field-testing the New Standards Project tasks in the
Fall of 1994.)

For the assessment reform venture, several organizations and individuals provided help
directly to the Oregon Department of Education. ODE collaborated with Northwest Regional
Labs in developing the reformed system and with the New Standards Project (NSP), to generate
and field-test some assessment tasks. To conceptualize the assessment system, the state also
received help from NCTM, the American Association for the Advancement of Science (AAAS),
Instruction Objectives Exchange (a private organization), and experts such as Joan Herman
(CRESST/UCLA) and Kemp Gregory {Psychological Corporation). The state also is a partner in
the New Standards Project. (However, it should be noted that NSP CIM outcomes are different
from Oregon's defined outcomes.)

Distric 1

In 1992-93, District A volunteered to define and field-test assesstnent tasks pertzining to
Core Application for Living, Apply Math and Science CIM outcorie and for Foundation Skills
Communicate and Technology outcomes.
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Nestled in onc of south-central Oregon's scenic valleys, District A serves a mostly blue-
collar community contending with recessionary times. The community depends largely upon
lumbering for income, but the lumbcr yards are half full, and the entire community is worried
about its financial viability. The school district itself (serving about 4,000 students) comprises 5
elementary schools, 2 middle schools, and Crandall High School.

In the 1992-93 and 1993-94 academic years, most assessment development work in the
district was conducted by the District Student Assessment Team (DSAT), which was composed of
10 volunteer or nominated teachers representing all of the district's schools. The DSAT members
developed assessment tasks for the state and, within their own schools, functioned as mentors and
experts in performance assessments their subject areas. In 1994-95, a new team, Certificate of
Initial Mastery Implementation Team (CIMIT), coordinated all reform activities, and a SPAN sub-
committee worked on developing the CIM system. Another team, Science and Math (SCAMA)
worked on establishing CIM math and science content for grades K thru 8.

By the end of 1993-94, the district plan was to develop 2 performance tasks at each
benchmark level (grades 3, 5, 8, and 10) and, as part of the pilot program, to use the state-
developed scoring rubric (described later) to (a) assess student performance, (b) collect the results
in students' portfolios, and (c) hold an exhibition of student work toward the end of the year.
(The rubric was developed by a state-sponsored committee during the Summer of 1993, and
revised twice during 1993-94.) By the Spring of 1994, the DSAT team, using state grant money,
had developed 2 performance tasks at each benchmark level. For their efforts, each DSAT
member could choose to be paid $500 or to receive 5 days off. (Most chose to be paid.
However, some who chose substitutes foun that the substitutes could not teach within the applied
problem-solving and cooperative learning frameworks teachers were trying to use in their
classrooms.)

By 1994-95, the district pilot effort had expanded to include a total of 150 teachers and all
students at th:}m/three benchmark levels. In addition, most of the other K-7 levels participated
in performance assessments and created portfolios, mostly with applied math and science tasks.
By December 1994, teachers had designed 19 applied math and science tasks at the first
benchmark level (grade 3), 9 at the seccnd benchmark level (grade S), 18 at the third benchmark
level (grade 8), and 3 at the fourth benchmark level (grade 10).” The district hopes to involve all
students in compiling a CIM portfolio based on CIM outcormes, and in holding culminating

exhibitions of student work. Policies regarding how these hopes will be realized are yet to be
determined.

Financial, Development, and Information Support

In 1993-94, the district received $35,000 SPAN grant for developing the K-12 CIM tasks
for the Core Applications for Living, Applied Math and Science system and for the Foundation
skills Communicate and Technology outcomes. In 1994-95, this grant was reduced to $20,289, as
Crandall High had withdrawn from SPAN; however, the district received a separate grant of
$38,500, to be used between January 1, 1994 and June 30, 1995. District A also received $56,000
for developing the Industrial and Engineering System for Certificate of Advanced Mastery (CAM)

"From Certificate of Initial Mastery Implementation Plan. Central Point School District #6.
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in 1993-95, to be used at Crandall High. In addition to the assessment grants, the district received
$14,000 for developing the K-8 CIM science and math content areas.

From the perspective of the state Education department, the grant money to District A is
for a pilot program, the benefits of which must extend beyond the district to the entire state.
Hence, one of the major tasks of the District is to disseminate the findings of the pilot program to
other districts.

In 1993-94 and 1994-95, the DSAT members used their assessment tasks and the
associated scoring rubrics to provide training to other teachers within the district. This exercise
involved scoring student papers, choosing tasks to share with other districts, and identifying
student anchor papers. The state math coordinator (a mathematics teacher) will then send score
task samples (good, medium, and bad) to other districts. In 1994-95, the district provided six
early release days to teachers for CIMIT meetings, and in April, 1995, held a Portfolio day.

In 1993-94, in part due to its public relations efforts, District A faced no organized
community opposition to its reform activities. It was a “. . . conservative district, but one happy
with the changes,” according to Crandall's Assistant Principal.

This “happiness” with change seemed to be the result of a number of strategies used by
district officials to foster community understanding and cooperation. The district officials:

. Utilized a peer-support approach to encourage the use of performance
assessments;
. “Downplayed” the CIM outcomes (because those outcomes might become a bone

of contention in a community that equates outcomes-based education with a
“dummied-down” curriculumj;

. Encouraged students to share their experiences and assessment results; and

. Provided support and encouragement to district teachers to become trailblazers in
what is supposed to become a state system.

For example, as part of its public relations work, in February of 1993, DSAT held a district-wide
voluntary workshop for its teaching staff. The DSAT members described the performance
assessment tasks, rubrics, and portfolios, and attended student-led conferences on exhibitions.
Students werc also brought in as “co-teachers” for the workshop. According to district officials,
the workshop was a success.

By 1994.95, however, Crandall had withdrawn from the SPAN grant, as, according to the
District officials, Crandall's Principal and many teachers had become opposed to the CIM
outcomes. The district, however, continued to use the sume support mechanisms throughout
1994-95. It currently is informing its parent group primarily through organizing student-led
conferences; and, reportedly, parents were enthusiastic at these conferences and provided positive
feedback to the students.
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Other Tests

Despite the move toward performance-based assessments, the district continues to use the
multiple-choice, norm-referenced California Achievement Test (CAT), and all districts in the state
must administer the Oregon State Assessments (some multiple-choice and some open ended) in
the areas of reading, writing, and mathematics at grades 3, 5, 8, and 11. (Special education
children are exempt from taking the state assessments. According to the District Superintendent,

“special education students constitute about 11 percent of the population.) The district uses the
CAT for Chapter I reporting purposes and for selecting students for its Talented and Gifted
Program. District officials hope to discontinue the use of the CAT sometime in the future.

Impact on District Officials and State-District Relations

District A officials believe that the primary purpose of the overall reform effort is to raise
educational standards. Hence, they have enthusiastically placed their support behind the reforms.
They see CIM and CAM as essentially improving teaching practices, enhancing student
performance, and producing a more knowledgeable workforce.

Ultimately, officials hope to replace Carnegie units, grades, grade-levels, report-cards, and
high-school diplomas with bench-mark levels and student-led conferences. Consequently, they are
placing emphasis on (a) team and interdisciplinary teaching, (b) “schools-within-a-school”
programs, and (c) mixed-age grouping at the elementary school level. These officials also desire
to support the use of performance assessments regardless of CIM and other reforms, because they
believe that such assessments result in “better teaching and better learning.”

In 1993-94, because of the partnership in developing and effecting assessment reform and
state financial support, the district's relationship with the state improved considerably. At the
same time, individuals at the district level felt less dictated to from the state and believed they had
come to have direct input into the reform process. During 1994-95, sentiments again shifted —
this time toward feeling frustrated with the swift pace of reform.

The district has not yet evaluated reform processes and outcomes, but the superintendent is
writing an evaluation plan. The impact of reforms in 1994-95 on district teachers and

administrators is discussed in more detail in Developments in and Impact on District in 1994-95,
which follows the next section below.

School Context in 1993-94

In 1993-94, Crandall High School served approximately 1250 stu-lents in grades 9 through
12, most of whom were white. About 35 percent of Crandall graduates go on to college in
southern Oregon. In the past two years, according to teachers, the drop-out rate had declined,

student seif-esteem had improved, and students appeared to be more directed and focused in their
approach to learning.

VI1-8

a
19}
-p)




RS e L S MR

coe

e Pl .- . - . e oz B Sl e

X s,',".f«’i r.:.i:;vzia
3

- TORINAS Y e TR T 2 B2

!

Perfo e ssment Develo t

Fifteen people taught math and science at Crandall, two of whom (both DSAT members)
were developing tasks for the Applied Math and Science CIM outcomes. The two participant
teachers were full of ideas and had developed innovative performance tasks to use for student
assessment,

Performance Tasks

Tasks developed by Crandall teachers consisted of extended projects students were
required to complete both inside and outside of the classroom. For example, a one-week project
required students to plan a residential zone with a view to maximizing profits for the real-estate
developer (see Appendix A). Students could not violate certain building codes, therefore, they
had to work with constraints such as residential plot sizes and number and types of drives each
residence could have. In addition to the subdivision plan, students had to produce a cost-sheet
showing profits.

Another ninc-week project centered on the use of math and social science to study the
area's watershed. Among other considerations, students had to test the ph levels of the water and
record the area's rainfall level.

Math and Science Scoring Rubrics

A scoring rubric with score-points ranging from one to six — unacceptable to excellent —
is applied to all projects utilizing principles of mathematics and science (such as the ones
described above) — and is used to judge the quality of student performance. The rubric a pivotal
piece in the assessment system, as it specifies the dimensions and levels of student performance in
the domains of mathematics and science. This rubric was developed and revised by a state-
;ponsored committee composed of teachers and other professionals. In 1993-94, the rubric
specified the conceptual understanding, processes and strategies, interpreting results,
communication, and use of technology aspects of the Apply Math and Science outcome. In the
revised 1994-95 scoring rubric, the last dimension, use of technology, was dropped, and the
language defining each criteria and score-point was simplified.

This new rubric also simplified the breaks between score-points; the earlier rubric had
grouped together scores 1 and 2, 3 and 4, and 5 and 6, making it difficult to judge the differences
between the grouped scores. The new rubric is presented in Appendix B. (The term “scoring
rubric” has been replaced with “scoring guide,” as the original term upset many people. District
A officials facetiously referred to the new scoring guide as “roaring scubrics.”)

The scoring rubric is a generic one, equally applicable to mathematics and science tasks at
all benchmark levels. It requires teacher judgement in determining what in the student's work
demonstrates the presence of the defined domains of thinking, and at what level.

In an evaluation to be conducted at the end of 1994-95, the state and the district hope to

address technical issues, such as reliability, validity, skills coverage, and time to completion of
these assessments.
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At Crandall, diffusion of design and the use of performance assessments from math and
science into other subjects occurred through the informal sharing of ideas among teachers. Some
teachers used the example of the Apply Math and Science rubric to develop and experiment with
innovative assessments and rubrics for their students in a variety of subjects. In addition, they
also started requiring their students to compile their completed assignments into portfolios.

As an example of such “borrowing,” Tools of Our Time, an applied technology class,
utilized several performance assessment measures. This class is described in Exhibit III.
Teachers also used a variety of non-academic scoring rubrics, such as the Work Habits rubric, to
evaluate student attendance, as well as quality of work, dependability, knowledge of the job,
quantity of work, team work, and initiative. (See Appendix C for a sample rubric.). Some
teachers also began to require students to assess themselves and assess one another.

EXHIBIT III

Tools of Our Time

e

For Toels of Our Time, students work in teams of two or three to complete technology-
based assignments in various subject areas and keep portfolios of their completed assignments.
They work in a technology lab that contains an optical scanner, photography equipment, desk-top
publishing equipment, a CD ROM, video clips, and computer-aided drafting tools. To illustrate
their point, they may electronically clip art from a CD containing pictures of the Egyptian
pyramids to accompany an essay, or they may simply use text, but project this text onto a large
screen to show their work. For example, for a student demonstration of a Tools of our Time
project in social studies, a student used an overhead projector and a computer to display his story,
What it Felt Like to be All Alone for Three Days After a Plane Crash, to an audience in a lecture
room. The story wove in concepts and terms from economics — capital, land, labor, barter,
productive, resources, value, and so on. A question and answer session between the student and
his teacher followed the demonstration.

Training and Resource Support

According to Crandall's Assistant Principal, various types of support are essential for
change, and she attempted to provide them all. She believed, for instance, that providing moral
support for staff is critical, if the new educational system is to be accepted and, ultimately, be
successful within the classroom. She said that the “. . . ultimate difference is the teacher in the
classroom — with a poor teacher, you can't have a fine product.” She sees, then, that a
fundamental change in teachers' roles is necessary for reform to work. A new technology, by
itself, will not succeed. To help teachers change their roles, she observed that “Innovators need to
know that if it doesn't work, nothing is going to be held against them.“ She maintained, too, that
practical support, such as regular time for developing the system, is necessary. Finally, she
contended that monetary support is indispensable, and innovative programs that cut across budget
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lines are necessary, all of which require new resources and creative reallocations of the existing
funds.

In addition to the continuous moral support from the administrative staff, Crandall teachers
received five half-day in-service sessions during the year. Most of the in-service sessions, on

topics such as cooperative learning, were conducted with an eye to 1997—to meet the time-line
for implementing CIM.

DSAT meetings also were an important vehicle for informing and training teachers about
the CIM system and associated assessment reforms (all DSAT meetings were open to all
teachers). For example, some tasks were field-tested during the early spring of 1994, and the
DSAT members came together, in mid-Spring, to discuss the applicability of the Apply Math and
Science scoring rubric. At the scoring session, teachers pored over a number of completed student
performance tasks, and discussed what constitutes the distinction between a score of “0” and a
score of “1” on the scoring rubric (with the discussion extending to the other score points as
well). For example, one teacher said, “We have to know the difference between 5 and 4 for CIM,
because if we cannot distinguish between the two, we end up in court.” The teachers also
discussed the importance of assigning tasks that are truly challenging. Teachers received $100 per
day for DSAT training, which they typically used as remuneration for substitute teachers.

DSAT members provided in-house support and training to teachers on an informal basis.
Teachers, however, received no extra time for planning assessments. Out of an 8-period day, they
typically had two 45-minute preparation periods per day (for planning lessons and assessments,
and for taking care of other functions). Several teachers said they valued informal support and
would like to have had greater amounts of such assistance. Teachers would like to have made
contact with “. . . master teachers for sharing ideas” and for “effective models of instruction and
assessment.” Staff at Crandall High also voiced a desire for more “research information.”

Although the bulk of professional development and support activities, as well as ideas and
energy, emanated from within the school, some direct state support also was available (along with
help from professional organizations). Crandall High had several grants — a 2020 grant (for staff
development and school restructuring), a SPAN grant, and a Developmental Site grant. Although
most grants were not funneled into developing assessments, they were considered important —
albeit indirectly — to assessment, as the entire educational system is being overhauled. In the
summer of 1993, a team of seven teachers went to a state-sponsored training session concerning
the use of rubrics for assessment. Crandall High also received some help in refining assessment
tasks and rubrics from the Northwest Regional Labs (through its 2020 grant).

Design of technology-based projects in Apply Math and Science (and in other subjects)
was an ideal assignment for Crandall teachers and students, as Crandall High's Technology Lab
served as an important resource for the development of the Technology aspect of the Apply Math
and Science program. The technology program was established two years ago with district and
state funds. The two teachers developing the assessment tasks drew not only upon their own
expertise, but upon the expertise of the technology lab. They reached out to other people as well;
and, for practical ideas and information, the two teachers frequently visited projects, such as the
Delta Technology Project at Delta Middle School in Grand Junction, Colorado.




Interaction with Other Crandall Reforms

The drive for assessment reform was being fueled by other reforms that were already
underway at Crandall. Crandall, for instance, proudly established its seven Schools Within
Schools (SWS), with the twin goal of improving student attitudes toward learning and
encouraging teachers to employ more creative teaching techniques. By 1993-94, Applied Studies
(i.e., the Talented and Gifted Program) and Crandall Alternative Program (i.e., the At-risk
Program) were in their third year of operation, and the School of Social Service, the School of
Business, and Community Based Education were in their second year of operation. In 1993-1994,
Crandall High also opened the Humanities School and School of Rogue Ecology. By this time,
about 23 percent of the students attended SWSs, and 77 percent attend regular school.

Crandall teachers' faith in SWS was supported by students' GPA and attendance data. A
comparison of the SWS students' 1991-92 GPA and attendance data with their 1992-93 GPA and
attendance data showed that students had improved GPAs and attendance records® As of this
time, however, freshmen were not eligible for SWSs, and there were no concrete plans at Crandall
High for involving the entire school in SWSs.

Because teachers were doing integrated work in the SWSs, integrated project-based
assignments and the use of performance assessments seemed to them a natural extension of what
they already did. At all these “mini-schools,” students concentrated on certain integrated subject
areas for the first four periods in the day and took traditional subjects in the other SWS for the
last three periods.

In keeping with the Educational Act for the 21st Century, Crandall also established a site-
based council which is charged with (a) developing the curriculum, (b) professional development,
and (c) implementing the 21st century act. It is unclear, however, how much power it had to
make budgetary decisions. The council is composed of teachers, administrators, parents, and
students.

Impact of Assessment Reform

As is the case during any process of change, the impact of reforms on the individuals
involved was an amalgamation of the good and the not-so-good.

Impact on Teachers

The thrust for outcomes-based education reform simultancously engendered enthusiasm
and confusion among teachers at Crandall High. Most teachers and administrators, however, were
delighted that the CIM and CAM tasks and standards were being defined at the local level and
had not been handed down as dictates from above.

Although the proposed CIM outcomes were forcing most teachers here to take a closer
look at integrative work and performance assessments, only some — about 19 out of 75 — were
using integrated performance assessments as part of their daily routine, and mostly in the school
within school classes. According to one teacher, most of their colleagues did not “. . . buy into

*From 21st C entury Schools Waiver Annual Report, 1993. Crandall High School
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the [reform] concept.” For most, CIM portfolios were seen as simply too much work. The CIM
outlines were believed to be too general, and teachers felt they would be “sacrificing content to
teach process skills.”

On the other hand, the 19 teachers who were involved had pioneered their own assessment
tasks, fashioned some of their own scoring rubrics, and were using the assessments to gauge
student work and to inform their own instructional strategies. Some of them also based student

grades on the assessments, although report cards were presented in the traditional letter-grade
format.

Anecdotal evidence suggested that teachers who were using performance assessments were
being energized into thinking about the multidimensionality of knowledge, its expression, and its
assessment. They were assigning “project work” and thinking through the types and levels of
competencies each project should capture. These teachers believed that subject-integration offered

students a better chance at internalizing what they were learning and at developing higher-order
thinking skills.

At the same time, these same teachers held divergent opinions on the usefulness of the
rubrics. Some considered them to be, indeed, useful on some accounts, but others also worried
about “lowering standards,” for they did not know how to translate the criteria at each score-point
into what could be concretely expected from student work.

One teacher said, “The purpose of the rubric is to help students get feedback.” Another
said, “The instructional purpose of the rubric is to be able to tell the student where he or she is,
what his or her progress is.”

Teachers also harbored several concerns about the CIM and the associated assessment
system. They were unclear about how CIM and CAM would work in tandem and about the
consequences, especially for college admission, for students who do not attain the CIM and CAM
levels. Many teachers were confused and concerned about the perceived lack of connection
between the CIM and CAM outcomes and the traditional content areas.

Teachers were uncertain, too, about the work expectations the new system is to establish.
The debate at Crandall High centered around where students and teachers fit into the state-
projected reformed environment, and teachers were concerned about the substantial time
demanded by project-based work and its assessment. Ultimately, they were skeptical about the
system, and the question on their minds was, “Is it really better”?

The Assistant Principal was of the opinion that the assessment strategy will be sustainable
only if it is infused with substantial content standards; and she added that if the curriculum placed
what the public teachers believed to be undue emphasis on “how to think” and not enough on
“factual” learning in the traditional disciplinary subject areas, there would be resistance to the
process in the form of a “backlash.”

Indeed, these concerns portended Crandall's withdrawal from the SPAN grant, and
therefore, from its CIM development and piloting responsibilities. At the end of the 1993-94
academic year, Crandall's site-based committee voted down Crandall's membership. (The catalyst
might well have been teachers’ anger at the fact that they had not had any involvement in
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changing the applied math and science rubric.) According to the district officials, the Principal
had developed strong reservations about the entire reform package, and mathematics teachers were
unwilling to do “extra things,” such as developing, piloting, and scoring performance based
mathematics tasks. Individual teachers, nonetheless, continue to develop and score performance
tasks, and work continues on the CAM strands, although its progress is slower than that of the
CIM system.

Impact on Curriculum and Instruction

Although teachers were using varied instructional strategies, they did not attribute their use
of such strategies to the use of performance assessmenis per se. According to teachers, many of
them were employing cooperative learning and team-teaching pedagogical strategies, regardless of
performance assessments. However, teachers felt that cooperative learning was more successful
with project-based work than with other types of knowledge transfer. The important point was
that assessment is not viewed as being “instrumental” in changing teaching strategies. “Our
assessment didn't drive anything—everything drove assessment. Purpose is not assessment;
purpose is to teach,” said one teacher.

Impact on Students

The two student interviewees included in this study had similar responses. One said that
she liked project work because she could integrate English and social studies and use computers
and other technology to produce her assignments. She described her project-work as “self-
motivated learning.” The other student was similarly enthusiastic about learning through
technology and integrating subject areas into projects. Neither, however, seemed to have paid
particular attention to the grading criteria.

Teachers felt that performance assessments had a number of positive effects on their
students. They observed that student participation in self- and peer-assessment compelled students
to accept more responsibility for, and take more ownership of, their grades. One teacher said that
her students were responding with “enthusiasm and motivation” — many felt that projects and
regular assessments had resulted in higher homework completion and attendance rates. Teachers
who were requiring more integ-ated work and performance assessments believed their students
were internalizing knowledge more than they would have in a regular, traditional subject

classroom. One teacher aid, “. . . [traditional] tests show what kids can regurgitate. . . I'm sold
on alternative assessments.”

However, most teachers also were of the opinion that bright students who were not
performing well on traditional tests had tended do well on performance assessments; but they said
that the “. .. top 5 percent [of students who do well] stick with the traditional system [not SWS]

and go on to college.” Most assessment reforms were occurring primarily within Crandall's
Schools Within Schools.

Impact on Parenis

The district and schools made some effort to engage and inform the public in the reform
process. During 1993-94, the CIM and CAM committees at Crandall High included two parents,
each. Community involvement, however had been “minimal,” said one teacher.
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Indeed, the parent included in this study was unaware of the state's reform initiative.
However, she did possess knowledge of her child's current instructional and assessment
arrangement and viewed it in a positive light. She felt that her child was “. . . excited about
learning and gaining knowledge.” Teachers using performance assessment likewise intimated that
families were more engaged in their children's schoolwork because of assignments requiring

family support and input, such as the one called “Family History,” for which students had to
interview their family members.

Crandall's Withdrawal from Pilot Efforts

In 1994-95, Crandall withdrew from the CIM Task development program. According to
district officials, Crandall's Principal stopped supporting the reform activities. In addition,
Crandall teachers voted to withdraw from the pilot, as they were feeling overwhelmed with work.
Although all 15 of Crandall's math and science teachers were required to develop performance
tasks, field-test the tasks on their students, and share the findings with their colleagues, only two
did so. These two teachers taught in one of the school-within-schools. According to one district
official, the reasons behind Crandall teachers' decision to withdraw might be summarized by the
statement, “we aren't model teachers and we don't have model programs.”

Developments in and Impact on District A in 1994-95

This section focuses on the developments in, and impact of, the new assessment system at
District A during 1994-95. During that year, according to one district official, “the going was a
little rough.” As a result of the reaction at Crandall, District A, thus, focused on building the
CIM outcomes on traditional content and basic skills. The sections below detail some of the
issues experienced by District A in taking the reform forward.

Performance Assessment Development

Elementary and middle school teachers at District A continued to be involved in designing,
administering, and scoring performance assessments. In October of 1994, and in March of 1995,
all math teachers field-tested the performance tasks they had devised with their students, and in
April of 1995, they participated in a portfolio compilation and scoring session. Teachers brought
to the session their students portfolios, which contained performance tasks designed to elicit the
Applied muth and science criteria and also the quantify and technology outcomes.

The district, thus, concentrated on developing and testing CIM portfolios. A Portfolio
requirement list specifies the types of tasks each Apply math and science and Quantify portfolios
must include. These portfolio requirement lists are presented in Appendix D. By the end of the
academic year, CIMIT will prepare the final district portfolio plan.

A scoring rubric for the Foundation Skill Quantify outcome assessment tasks was
developed by a state-level committee. The rubric incorporates the following dimensions:
Conceptual understanding, Processes and Strategies, Interpret Reasonableness, Communicate
Reasoning. As with the Apply math and science rubric, each dimension is to be rated along a one

to six continuum, with criteria spccified for each score-point. A copy of this rubric is presented
in Appendix E.
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During this year, teams of teachers also began to identify content standards for math and
science, using the National Council of Teachers of Mathematics (NCTM) and the National
Science Foundation (NSF) guidelines. The fully developed standards will be aligned with
Oregon's Curricular Content Framework. In addition, teachers concentrated on infusing the
developing content standards into assessment tasks. Thus, teachers now identify the content and
CIM outcome areas that each performance task is intended to elicit. Although the work of
defining content standards progressed relatively smoothly, mixed age-groupings made it quite
difficult at the elementary school level.

In addition, the district officials began to think about the format of the future report cards.
It already is piloting narrative report cards at the elementary school 1-vel, but is still using the
letter grade system at the other levels. The plan, however, is not to shift from the traditional letter
grades in the traditional disciplinary areas at the secondary level, unless Oregon's system of higher
education changes its admission practices.

Resource and Training Support

The district continued to provide professional development opportunities during the
summer and throughout the 1994-95 academic year. For example, the district held a CIM
portfolios requirement session on June 18, 1994, with presentation topics such as Scoring with
Rubrics, Portfolio Management, and Electronic portfolios. Responses from teachers attending the
session indicated that they found the session to be quite useful and informative. In addition,
building-level CIMIT teams meet regularly to score and share assessment tasks. The district also
is cooperating with the neighboring districts to share assessment tasks.

For their part, the district superintendent encouraged teachers tc forget about the mandates
and just to think about what had worked for them and to try a few new ideas at a time.

Impact on District A Teachers

The elementary school teachers who participated in this study in 1994-95 expressed
opinions not dissimilar to the ones expressed by Crandall teachers a year earlier. In fact,

complexities in devising and scoriag tasks using several rubrics had become e/en more
overwhelming for them.

Most teachers began using student scoring rubrics to help students understand the
performance and scoring criteria. Teachers said that the use of this self-assessment strategy was
proving to be very useful with students, as it helped students gauge and set performance
expectations. However, translating rubric scores of 1 to 6 into letter grades then had to be
explained to students, and this proved to be a cumbersome process.

Teachers also noted the many difficulties they had experienced with tasks and scoring
rubrics. Although they used the scoring rubrics to develop assessment tasks and to pilot some
sent to them by the Oregon Department of Education, the tasks did not always tap into the
dimensions listed on the rubrics. (Some teachers, in fact, tried to design tasks that would reflect
all 11 outcome areas, which proved to be an ineffective strategy.)
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In addition, several teachers also mentioned that scoring criteria were too complex and too
unclear. They were not sure of whether they had to do “growth scoring,” that is, score
elementary school students at the lower levels of the scale and secondary students at the upper
ends of the scale, or whether they had change their frame of reference based on the grade level of
the child. One teacher highlighted this problem by asking the question, “Do we look at the exit
[CIM] standard, or at the grade level standard?” Many of the scoring problems inhere in the fact
that benchmarks for CIM ievels have yet to be established, as are content frameworks. “We are
all like children — give use some rules and boundaries,” said one teacher. One teacher said that
she was especially frustrated, because she felt like she was “. . . running a double curriculum,”

one for the reformed system and one for the California Achievement Test that the district still
uses.

Nonetheless, the use of performance assessments and tasks developed around scoring
rubrics have brought about instructional and some curricular changes. Several of the elementary
teachers said that textbooks had become more like reference material for teaching content. Many
had felt that science especially should not be based on books alone, and assessment tasks had
nudged them towards “broadening out” the curriculum. Many said that they used performance-
based assignments on a regular basis. For example, on teacher said that she had devised a “story-
line teaching” method, where her students become characters in a story such as the “Oregon Trail”
and “Covered Wagons” projects. She asks her students to write the story and then to judge it
using a scoring rubric. She 2lso mentioned that her students explain mathematical reasoning
much better with the aid of a scoring rubric, something which they would not have done earlier.
The crux of the whole system, she said, is that . . . students become responsible for their own
learning.” Siudent and teacher devised scoring rubrics, in fact, have become a very popular
instructional tool with many District A teachers.

Still, not all teachers have developed such facility with the system and are quite skeptical
of it. For example, a self-proclaimed “old dinosaur” teacher tried his hand at a performance task,
and asked his students to fashion a device that would send a marble down three feet in three or
more seconds. Students invented different types of gadgets, including a tube, three feet long,
filled with honey. The idea behind the project was to help students learn about speed,
acceleration, gravity, and mass. The teacher, however, still does not like the communicate aspect
of the scoring rubrics and wants to concentrats on teaching basic skills. His students. he said,

perform extremely well on the Californi» Achievement Tests, and, so, he is not likely to embrace
the system.

This method of teaching and scoring is, nonetheless, not without potential drawbacks.
According to one elementary school principal, the outcomes are “mind boggling” — teachers are
still trying to write tasks that fit really well with the rubric outcome areas and that are tailored to
content areas. Thus, a second major concern is that the extensive use of performance-based
assignments not lead to a “hit and miss” curriculum. A third problem is that performance tasks
and scoring is very time-consuming. Due to these concerns, therefore, many teachers do not hide

their frustration about the fact that all their efforts might, in fact, be for naught in the coming
years.
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The eighth grade parent said that she “likes the basic premises of the system.” She
commended the fact that her child received more project-based work that required the use of
reference materials and a computer. The student had not been exposed to that kind of work
before. However, she also said that some of the CIM requirements, such as that of proficiency in
-a foreign language, are unrealistic.

This point also was noted by the District Superintendent. According to him the foreign
language and understand diversity outcomes are quite controversial, and the School Board is
divided on the issue of whether the reforms should continue. He noted that good things had
happened, such as the use of performance tasks and scoring rubrics, but also that the pace of
reforms had exhausted people and content standards must be specified to mellify reform
opponents.

Futur: Plans

The future of Oregon's reform will depend largely upon the pending modifications to
Oregon's Educational Act for the 21st Century. The CIM system will be reviewed, including the
current benchmarks, and new implementation guidelines will be established in the near future.
The current plan, however, is to assess students based on their portfolios, which would contain
state assessments and locally-developed assessments. An important issve to be determined, thus,
is how much help students can get from their parents, when they complete performance tasks at
home. Students' portfolios will be evaluated by a panel comprising teachers other than their own,
and district and state teams will perform spot-check on the quality of student portfolios. As the
system stands now, it is quite likely that the implementation timelines will be extended, and the
outcomes will be modified. In the meantime, the state and the district expect to establish a scope
and sequence for the content and CIM and CAM outcomes this coming year. In addition, the
state will determine guidelines for the types and numbers of tasks to be included in student
portfolios. It also will detail a system of accountability.

In the meantime, District A has established its own interim timelines. By 1995-96, it wiil
involve students at all grade levels in the CIM portfolios, and the portfolio content will expand to
cover all CIM outcomes and curricular framework components.

Conclusions

It is too early to judge the extent and the impact of reforms, especially assessment reiorms,
at District A, although some lessons can be drawn from past and present experience. It is diificuit
to determine whether teachers' “naturally experimental attitudes” lead them to the perceived
positive effects of the reforms, or whether the effects are [.esent in some real sense. District A
teachers, however, are relying on their classroom experiences in order to judge the content and
consequential validity of the alternative assessments.

The scoring rubrics (state-defined and self-created) have become a basis for dialogue
around defining concrete outcomes and establishing standards of performance. Because teachers
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are encouraging students to assess their own and other students’ work using the scoring rubrics,
they also are helping to make implicit assumptions and expectaticns of student work much more
explicit. Nonetheless, certain issues remain at large.

First, despite the support given to the CIM and CAM systems by administrators and
teachers alike, and the associated assessment reform, there is a chaace that the reforms will fail to
be fully instituted. In fact, the reforms may suffer set-backs, unless teachers and the public alike
see linkages between prescribed outcomes and content areas, and understand the implications for
students who fail to meet the CIM or CAM criteria. Other potential threats to a fully reformed
system include (a) a lack of clarity about the CIM and CAM outcomes as weil as about thz
scoring standards, (b) “teacher burnout,” (¢) time demands of designing, assigning, and scoring
performance tasks, and (d) teachers' concern over the lack of articulation between high school
assessments and college admission requirements (such as the Scholastic Aptitude Tests).
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SUNRISE S IVISION

Central Point Codes: Summarized from pages 208 - 21/ and pages 240 - 243, sections

1616.16.020 - 16.24.080 and 17.16.040 - 17.20.070. (Complete codes available from your
teacher.)

. STREETS

A. Width: 36 feet wide with 5 foot sidewalks on both sides, and 2
foot utilities easements on both sides.

B

B. Half streets are not acceptatle (i.e.: 18 feet wide)

R

C. CUL-DE-SACs shall be as short as possible, be no more than 400 feet

long, serve no more than 12 single family dwellings, and terminate in
circular turn around.

. BLOCKS: Blocks shall not exceed 1200 feet in length.

. LOT SIZES:

A. 8000 square foot minimum size.
B. Irregular lots:

(h 60 foot minimum width measured along the front building line (the
front of the house)

(3 Through lots ar¢ to be avoided

(4) Lot side lines should be perpendicular to street lines as far as
possible

. R - | - 8 Developmeni Requirements:

Min Lot Area (interior) 8.000
Min Lot Area (corner) 8.000
Min Lot Width (interior) 60) feet
Min Lot Width (corner) 70 feet
Min Lot Depth N/A
Min Front Yard 20 feet
Min Side Yard tinterion 3 feet
Min Side Yard (street sidey 20 feet
Min Rear Yard 15 1et

169

' (2) Average depth no more than 2 1/2 times the width
E




Costing Gui
. Standard lot value can be calculated at $1.88 per square foot
. Cost for street, sidewalks, utilities can be calculated at $118 per running foot along

the street side. The developer receives 10 percent profit of this cost.**

. The developer receives 30 percent profit per square foot plus $4,000 additional for
each lot.”

Preveloger profits are purely arhitrars and fictional vinee they muet include comsideration of the origimal
land vost and devetopmnt costs However, the square foot value (oL 88 & B1Ta) of Jand and improvements
caleulations. are based uyon area ~ampling
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TO RECEIVE A (3/4)
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TO RECEIVE A (1/2)
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TO RECEIVE A (5/6)

WORK HABIT RUBRICS

Students will be seated and prepared for work as the tardy bell rings, 98 percent of the
time.

Students will be in attendance 98 percent of the time, or make up all work missed.
Students will demonstrate *“‘on task™ behavior while class is in session.

Students will demonstrate cooperation with other students and the teacher while in
classroom.

Students will bring appropriate material to class 98 percent of the time: This will include
textbook, notebook, paper and a writing instrument.

Students are seated and prepared for work as the tardy bell rings, 94 percent of the time.
Students are in attendance 90 percent of the time.

Students, at times, will demonstrate off-task behavior and are asked by teacher to “get
busy"”.

Students demonstrate some uncooperative behavior either with the teacher or other
students, and must be reprimanded by the teacher.

Student brings uppropriate material to the class 90 percent of the time.

Students are in their seats and prepared to work 'ess than 80 percent of the time.
Students attendance drops below 85 percent

Students are often off-task and are oftentimes being reprimanded by the teacher.
Students ure generally uncooperative

Student brings appropriate material to class 85 percent of the time.
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Portfolio Requirements




Core Application for Living, Apply Math and Science

The portfolio must include:

l. Individual student results of all available statewide assessments in math and science
which require application of content to real world situations.

ro

Evidence of student performance on short, medium and long terms tasks, including
multiple on demand and curriculum embedded ones.

3. Array of applications of which 20 percent or more represents integration of math
and science, 40 percent or less represents mathematics exclusively and 40 percent
or less represents science exclusively.

4. Evidence of breadth by including content and processes appropriate to the
benchmark standard as indicated on the Curriculum Framework Continuum Items
#12-21. Evidence from each one of the following categories must be present:

d. number sense
b. mathematical operations and procedures
c. graphs, patterns, algebra and other mathematical relationships
d. geometry
e. measurement
f. probability
g. facts, concepts, principles and theories from physical science, from earth
and space science and from life science (all three must be in evidence)
h. inquiry process
i connections within science and between science, math or
technology/engineering
J. interrelationships between science, technology and culture
S Evidence of depth of demonstrating performance of a complete set of ingredients
from at least one of the math Content Continuum items (#s 12-17) and at least one
of the science items (#s 18-21).
6. At least one piece of evidence that demonstrates standard level of performance on

all tour scoring guide dimensions for a single task/project.




Reguirements for the Foundation Skill, Quantify

The portfolio must include:

l. Individual student results of all available statewide assessments in math and
science, both open-ended and multiple choice.

29

Evidence of student performance on short, medium and long terms tasks, including
multiple on demand and curriculum embedded ones.

3. Evidence of scored performance on tasks including content and pracesses
appropriate to benchmark standard as indicated on the Curriculuin Framework
Conti-iuum Items #12-17. Evidence from each one of the following categories
must be present:

a. number sense
b. mathematical operations and procedures
c. graphs, patterns, algebra and other mathematical relationships
d. geometry
e. measurement
f. probability
4. At lcast one piece of evidence that demonstrates standard level performance on all

tour scoring guide dimensions for a single task/project.

NOTES: Since evidence of work on single task may meet a number of the requirements, its
is only practical that many tasks be broad in scope. However, there should be
evidence of consistently being able to perform at the required level.

The requirements are the sum for all four levels. The difference is in the required level of
complexity of the content knowledge and skills as determined by the Content Curriculum.

Similarly, the scoring guide is the same for all levels. Here too, the difference between levels lies
in the content. This does nc mean that student language or even partial scoring guides are not
useful instructional tools. However, legitimate scoring should be based directly on the state
scoring guide.
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Kentucky Assessment Reform:
Breckenridge Middle School
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KENTUCKY ASSESSMENT REFORM:
BRECKENRIDGE MIDDLE SCHOOL

Introduction

Breckenridge Middle School. part of the Berry County School District. was chosen as a
site from which to study Kentucky's new performarice-based assessment system. which is a part of
the Kentucky Instructional Results Information System (KIRIS). Breckenridge serves 860 students
in grades 6 through 8. 20 percent of whom are ethnic minorities, primarily African American.
Berry County’s population is socio-economically privileged relative to many Kentucky counties.
Only 10 percent of the students at Breckenridge receive Chapter | services. State-wide, about 23
percent of Kentucky students are eligible for Chapter | services.

Ir 1990, just before the KIRIS system was implemented. Breckenridge experienced some
major demographic and operational changes. As a result of county redistricting, the school's
demographic character changed dramatically. changing from an almost exclusively white, upper
income population to a racially mived. solidly middle class popuiation. In addition. the school
changed from a junior high (grades 7-9) to a middle school (grades 6-8) and undertook a major
physical renovation to support a middle school instructional configuration. In short, Breckenridge
has spent the last five years adjusting to numerous changes at once - -- but appears to have done so
relatively successfully. as the following pages will attest.

Participants
he people mentioned in Exhibit | were interviewed tor this case study.
Observations

Observations included student preparation for and the administration of the KiRIS

assessment performance events (in 1993-94) and a classroom observation of student portfolio
preparation (in 1994-93),

State Context

I3y the late 1980s. Kentucky's education system was in crisis. with statistics showing
Kentuchy ranking near the bottom among states in (a) per pupil expenditures on education. (b)
high school graduation rates. and (c) adult literacy. Many poor districts in Kentucky spent less
than halt” as much as wealthier districts on cach child’s education: and at that time. the system
showed no signs of improsy ement

Assessment Development

On June 8. 1989 therefore, Kentucky 's Supreme Court took steps to remedy an
cducational system deemed madequate and inequitable.  The court directed Kentucky's General
Assembly to re-establish an education svstem that complied wi' - Kentucky's Constitution.  In
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EXHIBIT 1

Study Participants

e ——

1993-94

1994-95

Reading, arts. and humanities consultant.
Kentucky Department of Education (KDE)
District director of assessment

The principal

The school testing coordinator (who also
serves as guidance counselor)

The district language arts resource teacher
Five eighth grade teachers

Four students

One fourth and seventh grude parent. and two
eighth grade parents

¢ School board member

»  District director of assessment

*  The principal

»  Three eighth grade teachers (language
arts and mathematics)

*  The mathematics department chair
(7th grade teacher)

*  The school’s union representativc (6th
grade science teacher)

*  Four students

*  One 6th, 7th. and 8th grade parent
each

1990. the legislature responced to the court’s mandate by enacting the Kentucky Education
Reform Act (KERA). which adopted six broad learning goals for all Kentucky students. The goals

stated that upon high school graduation. students sh

enperience in life:

'd be able to:

Apply basic communication and math skills in situations similar to what [sic] they will

Apply core concepts and principles from mathematics. science. social studies. arts and

humanities. practical living studies. and vocational studies to situations similar to those

evperienced in life:

* Demonstraie self-sufficiency:
« Demonstrate responsible group membership:
* Think and sohe problems: and

* Integrate knowledge across disciplines.

A specific provision of KERA was that the State Board for Elementary and Secondary
Education develop and implement a statewide. primarily performance-based. “high stakes™
assessment program to measure whether students had achieved the school goals at the expected
fevel set by the State Board., This KIRIS assessment sy stem also was to be used to drive
curricular and instructional changes.

The KIRIS assessiments are administered annually to students at selected grade levels. and all
schools in Kentucky are held accountable for their students™ performance on these assessments.
By legislative mandate. KIRIS is used to grant economic rewards 1o schools that demonstrate a
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“threshold™ level of improvement over a baseline score' and to deliver state assistance and
sanctions” to schools that do not attain their threshold level.

As a way to frame 4 of the 6 goals (the first and the last two) in measurable terms. a series
of 11 task forces - - comprising teachers. school administrators, college professors. and
representatives fro.a the Kentucky Department of Education (KDE) — developed 75 valued

outcomes, which spelled out what students should learn and be able to actually do with their
knowledge and skills.

About half of the valued outcomes (renamed “academic expectations™ 0 avoid criticism by
some groups) are assessed by the new KIRIS program. Although the state is committed to using
KIRIS for school accountability purposes. it, as previously mentioned. hopes to influence
instructicnal practices as well. The two “middle™ goals are currently not measured, as —
according to the KDE consultant — they are considered “value-laden™ and. hence, too
controversial to include in the assessment system.

Assessment Characteristics

The new KIRIS asscssment system has three parts: (1) a battery of paper and pencil subject
tests containing multiple choice and open-ended short-essay questions: (2} portfolios that present
each student’s best work in language arts and mathematics collected throughout the year: and (3) a
small number of performance tasks that call for students to solve simulated. real-life problenss,
working in groups for part of the tasks. The KIRIS assessments are administered to 140,000
students in grades 4. 8. and 12 each year. across the state." (All students in grades 4, 8, and 12
must take the assessments.) School districts may elect to have their students in other grades tak.
voluntary continuous assessments. or “scrimmage” tests to prepare them for the high-stakes testing
in grades 4. 8, and 12. Sixth and seventh grade students at Breckerridge. for instance. take these
scrimmage tests each year.

The basic questions for all o the paper and pencil assessments and performance events are
developed by Kentucky teachers. The assessments and events ave. in turn. fine-tuned and ficld-
tested by the state’s testing contractor. Advanced Systems. The assessments require students to
show how they can apply what they learn in real-life situations. and are intended to assess higher-
order skills of critical thinking. problem-solving. and written expression.

‘Baschne and threshold Tevels are set individually for schools and recalcuiated every two vears Fach schoed
must improve 18 percent ot the difterence between its baseline score and 100

“In 1994.95 in Berry County. sanctions included requiring individual schools to prepare and adopt

improsement plans and the provision of » “distinguished educator” to schools 1o assist them i their instructional
ettorts,

In 199394, KDE was considermy testing | Ith graders instead of 12th graders i subsequent years, as
general impressions indicated that high school seniors were unwilling to take the tests seriously, In the 1994-953
school year. students in both the 1tth and 12th grades ook the KIRIS test as an iterim measure until the
legislature meets next year to consider the issue and make a tinal rulmg,
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Because they are based upon the philosophy that all students can learn, the KIRIS
assessments are currently required of all Chapter 1. special education students, and students with
| disabilities. Special education students with Individual Education Plans (IEPs) veceive test
accommodations commensurate with their IEPs, such as having test questions read to them.
According to the district testing coordinator. only a very small population of severely or
profoundly learning disabled students (approximately 30 students in Berry County in 1993-94) are
allowed to submit an alternate portfolio in licu of the three :*undard test components. Below.
each of those KIRIS components is delineated.

Written Test

Paper and pencil assessments, sometimes called “transitional tests.” were administered in
1993-94 to students in the three “accountability™ grades in four disciplines — social studies.
mathematics. reading. and science. In 1994-95, a fifth subject area. incorporating “practical
living”. the arts, and humanities, was added to the transitional tests ©

In 1993-94, students addressed 28 mulriple-choice questions and 7 open-ended questions per
content area of the transitioral tests. In 1994-95, multiple choice questions will be eliminated,
except tor those contained in a small research section on soms forms of the reading test®. Students
will again complete seven epen-ended questions per content area.

The tesis are administered over a two-week time period. so that only one subject area is
assessed per day. Fach subject area assessment is 9¢ minutas in length., with an additional 45
minutes available for any student requiring additional time, However. in practice. every student is
given as much additional time as he or she reeds. . . . provided they are constructively making
progress toward completion of the test. ... For instance. some students at Breckenridge took
over four hours to complete cach test. according to teachers interviewed.

Assessments are composed of common questions asked of all students as well as of matrin-
sampled questions that vary according to test form.® In 139394, (o1al scores for cach student
were derived by adding the raw score tor the multiple-choice questions to the product of four
umes the sum of the common item open-ended scores. (Scores on multiple-choice items were not

‘In 1993, KDE received approval from th U8 Department oi Bducation 1o use the KIRIS in Chaprer |
evaluation

TIn 1993.94 some questions ntegrated the subiects of arts and humanities and practical aing vocationa
studies

The reseireh 1s designad o eapiore it the completion of multple-choice itemn assist stedents in completing
open-ended uestions, or ot student performance on these two types of questions 1 independent of one another

Kestks Department of Faucatton, RIRIS 199500 1hateiet Assesvment O oordinator Implementation
Guideboeh, August 19930 2.3

) R :
Of the I8 total open-ended questions i the oneinal four sabjeet areas, 20 are comeaon, and 8 are matn.
sanpled The new fitth subiect ared will convst ef four common tems and 3 matriv-sampled items
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included in the school accountability index.) In 1994-95. scores will be based solely on the open-
ended questions.

Portfolios

Under the supervision of their teachers. students spend the school year developing KIRIS
portfolios that are an integral part of their classroom instruction. In 1993-94, students completed
portfolios in language arts and mathematics. but only the language arts portfolios were used for
“high stakes” school accountability purposes. In 1994-95. the mathematics portfolio, too, was
included in the calculation of school performance. KDE has not yet determined whether KIRIS
will ultimately require portfolios in other disciplines: and. according to the district assessment
coordinator. a cross-disciplinary portfolio is also anticipated “in the distant future.”

Lighth grade language arts portfolios. For the 1993-94 school year. the required contents
of the eighth grade lang age arts portfolios were as follows:

« Table of Contents:

» One personal narrative:

« A written reaction or response (informative and/or persuasive) to a cultural event. public
exhibit. sports event. media presentation. or to a piece of writing, current issue, math
problem. or scientific phenomenon (this requirement was eliminated in 1994-95):

One piece of writing that achieves any one or more of the following purposes: (a) predicts
an outcome. (b) defends a positior. (¢) solves a problem. (d) anaiyzes or evaluates a
situation. person. place. or thing. (e) explains a process or concept. (f) draws a conclusion.
or {g) creates a model:

«  One short story. poem. play/script. or other piece ot originai fiction:
« A personal selection: one additional. original piece of writing: and

e A Letter to the Reviewer discussing what hesshe has learned from heeping a portfolio.
which entry is the best picce and why. and from which entry the most was learned.

Any of the portfolio entries may come from subject areas other than English-language arts. but a
minttaum of one piece of writing must come from anoiher arca. In 199495, Breckenridge's
curricalum committee asked all teachers in 8th grade. including those teaching electives. to ensure
that students develop at least one annual contribution to their language arts porttolios in their
courses. 1t is hoped that this practice will reduce 8th grade fanguage arts teachers™ burdens and
will enceurage writing across the curriculum.  In addition. 6th and 7th grade language an:
teacners are encouraged to develop portfolios in their courses and save picees tor the 8th gradu
“high stakes™ porttolio. Eighth grade language ants teachers indicated that as yet. however. thes
are receiving very few contributions from other teachers,

Mathematics portfolios.  In both years of the stady . the contents of the mathematics
perttolio were not as strictly prescribed. but students were required to ubmit seven “hest picces”
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that , . . represent various types of mathematics; employ a variety of mathematical tools such as
calculators, computers, and manipulatives; and integrate core concepts within mathematics and the
real world.” In addition, students were asked to provide a “Tavle of Contents” and a “Letter to
the Reviewer.” Eighth grade mathematics teachers had developed a number of creative portfolio
“prompts™. for instance. students are asked to design a park that includes a budget, a map of the
park’s features according to scale. an evaluation of insurance bids, and so on. In another exercise.
students are asked to analyze real family grocery bills and draw conclusions about the family's
eating habits and the ages of family mcmbers.

Eighth grade mathematics teachers have been more successful at obtaining portfolio entries
from their colleagues than have language arts teachers: department policy requires 6th and 7th

grade math teachers to develop portfolios and pass three entries per student on to teachers at the
next grade level.

Performance Events

Performance events are used to assess students in arts and humanities. mathematics. social
studies, science. and practical living/vocaticnal studies. but can incorporate knowledge and skills
from more than one discipline at a time. Titles of performance tasks have included: ““Water
Pollution.” “Selecting a Career.” “Electoral Votes.” “Heart Healthy Choices.” and *“Town
Planning.” (See Appendix A for a sample event.) An observation of a 1993-94 performance
event administration follows in Exhibit 11.

KRIRLS Scoring

Fach student taking the KIRIS receives separate scores on the transitional tests and portfolios
in one of four performance categories: novice, apprentice, proficient. or distinguished. None of
tiwe assessments may be used to make decisions about individual students. although every student
receives his or her own scores. Only an aggregate school score is provided on the performance
events however: students do not receive individual scores on performance events.

For the purpose of instructional feedback, Kentucky schools receive item-level analyses of
individual students™ performance in each content and skill area of the transition tests. Student
attitude survey responses that are included in the tests also are reported to schools. Unfortunately.
however. this feedback is received o late (typically in September) to be of much benefit to
teachers i helping them 1o tailor theie instructional approaches to meet individual student needs.

Assessment Consequences and Quality

As noted above, the state uses KTRGS test results to assess how well schools are doing and to
rewardor “punish” them accordingdy. A school's accomplishment is nieasured by an
Vaccountabiliny anden . wlach is a composite of six equally-weighted component scores. In the
Hest KHUS brennium (1992-94), five of the components were cognitive, including: reading.
mathematios. social studies, scienee. and writing,  The one noncognitive component is a composite
of attendance. retention, dropout rate. and (for high schools) “transition to adult life." In the first

Vit-6

~a
(09
o

" FRIC

Aruitoxt provided by Eic:
i .




EXHIBIT 11

Observation of Performance Events Administration

e —

In 1993-94, administration of performance events at Breckenridge was observed. Students
were assigned to 8 groups of 4 for the examination, which required approximately 45 minutes for
the group discussion and 15 minutes for individual written responses. Each student participated in
only one task.” The performance event was monitored by an Advanc:d Systems facilitator.

The tasks administered involved a short experiment or
in groups. For instance, they were asked to test which of s
separating oil from water in a simulated “oil spill,”
could fill to assist the elderly. or to discuss the area
Students were then asked to construct individual res
followed and the reasoning behind the conclusions t
the experiment’s application to real life. and to disc
agreed or disagreed with their group's conclusions.

puzzle that students first investigated
everal instruments is more effective at
to brainstorm four kinds of jobs teenagers

s of different geometric shapes on a geoboard.
ponses that discussed the process their group
hey drew. They also were asked to describe
uss in their responses whether and why they

The students in each group worked well together and discussed their tasks without any

disruptions. Students’ responses after the assessment was that it was “easy.” and that they “like it
better than classes.”

biennium. schools were rewarded or sanctioned based on point differentials between their
biennium accountability index and the biennium point “threshold™ set for each school by KDE."

Schools are responsible for the scores of every accountability

grade student: students who are
absent (and do not take a make-up assessment during a two week window) reduce the school's

overall score. In the future. dropouts also may be assigned zeros for all assessment a

' lowering a school's assessment results.

reas, thereby

In instituting the KIRIS system. the KDE abolished the old standardized. norm-referenced
Kentucks Essential Skills Test (KEST). The transitional tests are referenced to state norms. and.
as specified in the KERA. the assessments should be linked in some way to a test such as the
National Assessment of Educational Progress (NAEP) so that educators can Judge Kentucky
students” achievement against national norms.'" In its 1992-93 technical report. KDE provided

“This 1s generally the case, except i vers small schools where students take twe t

asks to collect enough data
10t school-tevel performance reports

"Thresholds were established usmg 199192 hase
students scoring in the proficient range.
dear period. an average improve
Beginning sn 1992 "h

line scores that reflect the percentage of the school's

In order to avoid sanctions. schools were expected to achieve, over a 2-
ment of 18 percent of the Jifference between their baseline score and 100
aseline scores”™ and “improvement thresholds” are recalculated cach biennium,

""Debra Viadero (June & 1904) “The Little Firm That Could "

Education Week. 25.27.
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national comparisons for two subject areas. and KDE has indicated that it plans to issue further
comparisons of KIRIS results with NAEP results when future NAEP results become available.”

Although individual student scores are not publicly reported. overall school scores appear in
the local media and are the subject of much public discussion. Breckenridge Middle School came
very close to meeting its improvement threshold after the first year of high stakes KIRIS testing
(1992-93). and in 1993-94, the school successfully exceeded its accountability threshold by 2.9
points, although this was not enough of a differential to receive a monetary reward from the state.

In Berry County. 38 percent of elementary schools. 67 percent of middle schools. and 40
percent of high schools met or exceeded their 1992-94 biennium thresholds. Nineteen of the
county’s 51 schools received monetary awards as a result of their strong performance. By a vote
of the school staff. individual schools may choose how the financial rewards are used and
distributed: some may use the rewards to provide staff bonuses, others may spend the money on
staff development or school improvements for the students. In addition. the district as a whole
received a monetary reward for its overall achievement. the proceeds of which will go to certified
Central Office staff and io the county’s alternative schools.

in the state as a whole. 90 percent of Kentucky's students scored below the proficient level in
reading. mathematics. scierce. and social studies during the baseline year (1991-92). although
scores purportedly improved in the next two years of testing.

Not surprisingly. the lugh stakes KIRIS system has generated tremendous public controversy
and shepticism. Many in the state criticized the system as unrealistically rigorous. potentially
unreliable. and certainly inequitable. For this reason. an in-depth independent evaluation of the
KERA and KIRIS system was commissioned by Executive Order last vear to measure its “impact
on students. individual schools. school systems. and educators”. The evaluation was conducted by
The Evaluation Center at Western Michigan University for the Kentucky Institute for Education
Rescarch. Authors of the study made the following points:

« “The accountability index is influenced by factors bevond a school’s control, but these are
not taken into account when the index is interpreted. . . . Among the factors not
considered are adequacy of resources. changes in the economic climate of a community.
and changes in student mobility.  However. the state maintains a mechanism by which a
«chool's authorities can appeal such matters™. (p. 7)

« “There is concern. but as vet limited evidenc:. about whether the administration of
rewards and sanctions is fair to schools with large numbers of economically disadvantaged
students high turnover rates. or a very small number of students. We understand that
KDtt plans to provide further information on this important question in the future.” (p. [A

" he Fyaluation Center. Western Michigan University for the Kentucky Institute for 1.dacation Research.
An Independent Exvaluation ot the Kentuchy instructional Results Information Svstem (KIRIS), January 1995
Iranktort. Kentucky:
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« “The Commonwealth should investigate and report whether inner-city urban schools are
being unfairly sanctioned because they have a more difficult educational task than the
more stable schools.”

In Berry County. the elementary school with the highest percentage of students receiving free
lunches received the maximum reward possible in 1993-94. Nonetheless. the district has
recognized the need to give greater support to schools with larger disadvantaged popuiations. and.
under its “Academic Assistance Model”, provides several thousands of dollars of extra annual
support to schools that exhibit a combination of high student mobility. free lunch program
participation, low school attendance, and low baseline KIRIS scores.

Perhaps most importantly. the independent evaluation raised the still rhetorical question of
“whether the system of rewards and sanctions will help improve the quality of education in
Kentucky."(p. 7) Through survey methodology, the authors found that district assessment
coordinators throughout the state think that rewards and sanctions will improve education. teachers
think they will not, and superintendents are divided on the matter. (pg. 7)

Nonctheless. given the necessity for schools to perform well on the KIRIS. KDE has taken
great pains to guarantee the tests’ reliability and validity, with somewhat mixed results to date.
To meet KDE's demand for reliability, the transitional assessments and performance events are
scored by temporary employees hired and trained by KDE's contractor, Advanced Systems.
Advanced Systems’ test development staff and content areas advisory committees write the
scoring rubrics for each task. and Advanced System’s staff selects student anchor papers.

With the assistance of Advanced Systems. KDE has developed an elaborate system for
nsuring the reliability of its portfolio scores. Initial scoring of the portfolios is completed by
classroom teachers. All teachers in the state are asked to use one of four scoring options. each of
which involves some kind of blind scoring approach.'’ In 1994-95. language arts teachers at
Breckenridge began to use a double-blind scoring approach to increase the reliability of their own
scoring. although this approach has not yet been adopted by mathematics teachers. Al teachers
are also required to use holistic portfolio scoring guides developed by KDE t¢ improve the
reliability of their scoring. (See Appendix B.)

In 1992-93. a random sample of each teacher’s portfolios were assigned for rescoring by
other teachers in the district. Advanced Systems then identified discrepant scorers'’. and these
scorers were informed of their differences and asked to attend retraining sessions. Copies of all
portfolios vriginally scored by teachers identitied as inconsistent scorers were sent to Advanced
Syvstems and rescored by teachers who had demonstrated their skill in scoring. These rescores
served as final scores for the portfolios.  In 1994-95 however. this approach was abandoned
because Advanced Systems found that over 70 percent of the teachers who had originally been
identitied as discrepant scorers turned out. in fact. to have scored their portfolios accurately .

"A blind scormg approach simply means that portfohios are scored by two or more individuals. each ot

whom 1s unaware of the others™ asstgned scores.  For more intormation, see the scoring manuals prepared by the
Kentucky Department of Bducation

by the mean of the differences and the mean of the absolute ditferences between the first scores and the
rescores ol the sampled portfolios tor cach teacher.
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However, Advanced Systems is still utilizing another rescoring process to determine the
extent to which scoring is performed accurately statewide. Each year, two samples are drawn to
be rescored. The first is a stratified random sample of 200 pcrtfolios per grade level, of which 50
are drawn from each performance level (novice, apprentice, proficient. and distinguished). The
second is a random sample of half of the schools in each accruntability grade per district, in
which up to 100 portfolios per school are selected. These two samples are then rescored by a
team of Kentucky teachers trained to score by KDE. using consensus portfolios as a means of

monitoring consistency. A sample of Breckenridge portfolios was not rescored last year, but will
be rescored in the summer of 1995.

Finally. Advanced Systems. using a team of New Hampshire scorers trained by the same
experts who trained the Kentucky teachers (and the same consensus portfolios). rescore all of the
portfolios from schools that meet the following “trigger™ criteria:

* A school whose “Cluster Leader™ (the scoring trainer for other teachers in the school) was
identified as a discrepant and inaccurate scorer:

* Student portfolios reflect a substantial diiference from scores on other test components;

* Student portfolio scores are substantially different from their previous year's portfolio
scores; and

* The school is close to being judged as a school in crisis. and its scores on the portfolios
could determine placement.

Last year. only one of Berry County’s 537 schools was audited in this manner. If the rescoring
process demonstrates that a school’s portfolios have been significantly miscored. the rescores
produced by Advanced Systems are considered final. Otherwise. the teachers” original scores
stand.

Despite these elaborate precautions. tie retiabilits and validity of the KIRIS assessments is
still a hotly debated topic among educators and researchers in the state. George K. Cunningham.
a professor of educational psychology and counseling at the University of Louisville, says there is

. "a dissonance” between the broad education goals the state set for itself and the very specific
questions that have appeared on the assessments.™  Other educators have suggested that some of
the test guestions have beeri inappropriate for the age level of the children being tested.' a
complaint cchoed by Breckearidge teachers who felt the transitional tests were too difficult for
many of their 8th graders. Authors of the independent evaluation cited avove had the following
tO Sav:

“Neither education and testing agencies nor the measurement profession has solved the many
techmical and operational problems with large-scale use of performance-based assessments.
KDE and [Advanced Systems| might have preferred to proceed slowly when implementing
the new performance assessment system. However, in the face of the fegislative mandate and
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the press for reform in Kentucky, KDE and [Advanced Systems) postponed much of the
needed research and development of assessment questions and implemented the legislatively

mandated performance-based system at a very fast pace. KDE continues to work on the
needed assessment research and development™. (p. 2)

Specifically, the study authors felt that:

* The KIRIS assessments are “technically well crafted (the questions are clear and

appropriate for the age group. the scoring rules are valid. and instructions are easy for
students to follow)™ (p. 8)

* Portfolios. while exhibiting “great instructional potential”, are less reliable than other
forms of assessment. because of inter-rater reliability problems (p. 7). Likewise. the

performance events evidence far less reliability than the open-ended questions on the
transitional tests (p. 9):

* A longitudinal approach (tracking the same group of individual students as they progress
through the grades) would have been preferable to the cohort approach used (comparing
cach group of 4th. 8th. 1!th, and 12th graders to those of previous years) (p. 8):

* The diversity of assessment approaches used is a strength of the scheme. because it
enhances the validity of the results. Therefore. the authors feel that it was a mistake to
climinate the multiple-choice portions of the transitional tests (p. 8): and

* The reliability of the accountability index is problematic. despite KDE's assurances to the
contrary. because of the statistical model employed.”” (p. 9)

Evaluators summarized their concerns by noting that;
“KDE and its collaborators have exerted herculean efforts and have accomplished much. . . .
They have encountered problems. which is to be expected in so massive and fast-paced an
undertaking on the cutting edge of technology. KDE is and must be in a constant state of
innovation, trial and error testing. and refinement of the measurement system.” (p. 2)

Resource and Staff Development Support

One ot the barriers to portfolio scoring consistency seems to be the questionable adequacy of
the training individual classroom teachers receive through the state’s cluster training approach,
The state supplies all teachers with training materials containing benchmarks and portfolio
exemplars and with a “Consistency Self-Check Packet™ containing examples of student work. to
which committees have pre-assigned performance levels. However. cach teacher receives only
one day «“ workshop training from their school’s Cluster Leader. who. in turn, is trained in a two-
day session by regional coordinators and by Writing Resource Teachers who were originally
trained by KDE and Advanced Systems. In 1993-94, (eachers at Breckenridge complained that

e - “ -
Specitic concerns include "whether to treat stems or students as fixed. how agreements among raters are
tahen into account, and whether student scores should be estimated with regression.” (p. 9)
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“six hours of training in August” to “grade the following April” was inadequate to ensure inter-
rater reliability.

In 1993-94, both the district assessment coordinator. the district Language Arts Resource
Teacher. and Preckenridge's principal verified that teachers were not receiving enough training to
cope with the instructional demands of the KIRIS program or to score the test. The district
assessment coordinator said that he had hosted a number of evening “KIRIS Summits™ for
teachers and administrators that year at the behest of KDE. Issues discussed at these “summits™
included how 1o isolate areas of the curriculum that might be weak and how to prepare a scoring
rubric. However, he was given only two weeks of “lead time™ by KDE to publicize and arrange
the summits: attendance therefore was low.

In 1994-95, opinion was more divided about whether the portfolio scoring training teachers
received was adequate to ensure high inter-rater reliability. The district assessment coordinator
noted that although substantial staff development resources were provided to schools from the
state. little was targeted ai scoring training. Last year. the county released two teachers from each
school for one-half day to score together and compare scores, but funds were not available for that
event in 1994-95. Teachers are granted 12 hours of paid in-service time to score portfolios or to
receive scoring training. but teachers at Breckenridge noted that they have so many portfolios to
score that all of their paid in-scrvice time. plus much more of their free time, is snent simply
scoring portfolios. Breckenridge's two language arts and one mathematics Cluster Leaders,
however. felt the scoring training they had received was adequate and that they were capable of
teaching other teachers at Breckenridge to score properly.

School Context

The tollowing section examines the specific impact of the KIRIS assessments upon the major
constituencies at Breckenridge Middle School.

Impact of Performance Assessment

Impact on Teachers and Administrators

At Breckenridge. every teacher included in the study felt the new system benefitted students
but generated a great deal of stress and extra work. The complaint voiced most frequently in
1993-94 was the inadequate training teachers believe they had received about how to integrate the
KIRIS assessments fully into classroom instruction and how to score the portfolios appropriately.
One teacher expressed frustration at the fact that 1 have received zero KIRIS tramning. yet | am
held personally accountable for my students™ performance ™

As noted above. Breckenridge teachers were particularly concerned in 1993-94 that portfolio
seering was oo subjective at the school. For instance. they felt that in 1991-92. their English
portfolio scores were below the previous year’s baseline. because English weachers with high
standards scored the language arts porttolios. while in the first vear of the KIRIS system. all
teachers at Breckenridge scored portfolios. including special education and 6th grade teachers.
whose standards are much Tower. In 1994.95, Breckearidge teachers raised other concerns about
eoring rebiability . one said she didn 't agice with the scores assigned to the Portfolio Exemplars
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by KDE, while two others noted that the holistic scoring guides were too complicated to be of
much utility. Another felt that it was difficult to assign a reliable score to a portfolio comprised
of individual pieces that may be of widely differing quality. Finally. one of the Cluster Leaders
complained that while some teachers take a great deal of time and care in scoring their assigned
portfolios. a few refuse to take the process seriously.

In 1993-94, teachers at Breckenridge also said they had received absolutely no instructions
from the district or state about methods for gearing their instruction to the KIRIS assessments,
other than the warning that they should develop “high levels of cognitive skills.” The district did
purchase kits of practice performance events (from Advanced Systems) and the teachers at
Breckenridge initiated one-day performance-event training sessions for students with the district's
Language Arts Resource Teacher. However, they felt this kind of training benefitted students far
more than it did teachers. Teachers said then they would like to receive training in proper ways
to develop portfolios. for instance, or to obtain materials that suggest cooperative learning and
other activities that foster critical thinking and teamwork. (Even at present, state or district-level
curricular frameworks are not available to guide the KIRIS preparation process.)

Because of what they perceived to be a lack of appropriate support, 8th grade teachers at
Breckenridge were particularly resentful in 1993-94 of the accountability pressure KIRIS brings to
bear upon them. They also were resentful that the burden of KIRIS accountability falls
exclusively on the shoulders of 8th grade teachers — particularly those who teach mathematics
and language arts — without any sort of compensatory reward. As one 8th grade mathematics
teacher explained. I feel like my name and personal reputation are attached to the school
mathematics scores published in the newspaper,” since there are only two 8th grade mathematics
teachers at the school. She aiso said that even though her students’ KIRIS scores ha been
“outstanding™ the previous year. she had received no recognition from the school. district, or state
for her own contribution to those scores. She did. however. believe she would have been
reprimanded if her student scores had been poor. Other teachers felt compelled to have their
students work and rework their portfolio pieces. until the pieces were deemed to be bevond the
“novice™ category. This practice seemed particularly widespread among special education
teachers. as no special provisions are ailowed for their students’ portfolio entries.

In 1994-95. the picture of KIRIS instructional training and preparation was somewhat rosier.
Teachers arc using last year's performance event tasks to prepare their students for this vear's
events. Likewise. they feel they are learning to use cooperative learning approaches on a more
regular basis in their classrooms. which serve as natural preparation for the performance events.
By this time. teachers feel they also have a full arsenal of successtul writing “prompts” to use in
the portfolio development process. most of which they have created themselves and some of
which have come trom the district.

Most training dollars tfrom the state are allocated to individual schools to use as their site-
based management teams deem appropriate. This vear. the county gave teachers four professional
development day s, and the state gave teachers two more days specifically for KIRIS training. In
addition. teachers receive two flexible dayvs of paid time away from the classroom to compensate
for training in which they may have participated during the summer or weekends. Finally, KDE
is providing KIRIS instruction over a Kentucky instructional television channel. As a result of all
these resources, Breckenridge teachers said that they had received training this year in topics such
as how o include disadvantaged students in the KIRIS system. how to generate open-ended
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writing prompts, how to encourage writing across the curriculum, and how to integrate portfolios
into daily classroom instruction. One teacher noted, however, that new teachers at the school had
to “begin from scratch’ in understanding and using the KIRIS system, since performance
assessments were not studied at all at the University of Kentucky's teacher education program.

The independent evaluation conducted by the Kentucky Institute for Education Research
stated that. at least to date:

“the legislative intent of integrating assessment and feedback into the instructional process at
every grade level has not been achieved. Teachers need more assistance than the Department
of Education has so fa. been able to provide to embed performance assessments into the
instructional process. as was envisaged in the legislation.”

The authors recommended that KDE expand training to help teachers incorporate “'the

performance tasks and higher quality continuous assessments into their regular classroom
instructions™ (p. 10).

In 1993-94, both parents and Breckenridge's principal were aware of the pressure on 8th
grade teachers (and students) to produce strong KIRIS assessment scores and worried that teachers
were becoming “burned out™ by stress. One pareint suggested that the assessments were an unfair
way to judge the school’s performance. since they really only examined 8th grade results.
However. the principal felt that teachers were feeling more confident in and less resistant to
KIRIS after the first year of assessment administration. In 1994-95, the principal was more
optimistic about teacher preparedness and attitudes. noting that teachers in general felt “quite
positive™ about the KIRIS assessments and that they were beginning to believe in the system and
to “change the way they think™ about assessment and instruction.

The greatest enunciated cost of the KIRIS system to teachers and administrators. in both
vears. was the amount of time they must spend in addition to their regular responsibilities
preparing for. dministering. and scoring the assessments. Eighth grade mathematics and language
arts teachers have carried the greatest share of this rather heavy burden: in 1993-94, each had to
assemble approximately 150 portfolios and grade approximately 50, as well as realign their
cimiculum with the KIRIS tests. In 1994-95. 8th grade language arts teachers were each grading
only approximately |5 portfolios (representing approximately 30 hours of work in two weeks
time) since the principal had asked all language arts teachers and science and social studies
teachers to take responsibility for grading portfolios. Eighth grade mathematics teachers.
however. were cach grading approximately 30 portfolios. (representing approximately 60 hours of
work). since the only other colleagues with the requisite knowledge of mathematics to help them
score were 6th and 7th grade mathematics teachers. Teachers suggested they should be receiving
more time and more pay for the extra duties the KIRIS system required of them: in another
county. they pointed out. teachers are paid three dollars for each portfolio they score.

Administrators must cope with the complex logistics involved in administering the test. They
must receive and catalogue all test materials under secure conditions. distribute training materials
to teachers. arrange assessment training sessions for students. make group and room assignments
for the transitional and performance tests. copy all portfolios that are chosen for rescoring, deliver
tests to home-bound students. and make decisions about alternate portfolios. Duc to the
complexity of the system and the number of players involved (i.c.. schools. districts. KDE. and
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Advanced Systems), miscommunication and coordination errors were frequent in the first years of
KIRIS administration, although in 1994-95, the district assessment coordinator noted that many of
these problems had been cleared up.

Nonetheless, according to the 6th grade science teacher, who is Breckenridge's representative
to the Kentucky and Berry County Education Associations, teachers’ unions in Kentucky are
strongly behind KERA and KIRIS, because they feel that the systems have improved education
and have wiped out the nepotism and corruption that were endemic to Kentucky school systems
formerly. He said the unions are supportive of the system of school rewards and sanctions that
KERA mandates, provided KDE can prove the reliability and validity of its scoring techniques.

Impact on Curriculum and Instruction

Teachers at Breckenridge also complained vociferously about the amount of lost curriculum
time the KIRIS tests exact. They lose three days of instructional time to the transitional tests (2
days) and the performance events (1 day). In 1993-94, 8th grade students also had substitutes for
10 half days when their teachers were given release time to score tests.

Finally. in both years. the 8th grade language arts and mathematics teachers interviewed said
they had dropped units from their curriculum in order to focus on elements of the KIRIS program
(e.g.. portfolio writing or cooperative problem-solving exercises). The language arts teachers said
they had stopped teaching important units on grammar, sentence mechanics. and literature in order
to do more creative writing in class. An 8th grade honors mathematics teacher said that the
KIRIS portfolios require her to eliminate portions of her algebra curriculum that are critical to her
honors students. Another said that she feels she loses a month of instructional time to portfolio
preparation.

Finally. the tindependent evaluation noted that the KIRIS assessments:

“[do] not provide teachers with timely feedback that is directly usable for improving
classroom activities. While the index is not designed to provide such feedback, many of the
cducators with whom we communicated want more such feedback. . . .” (p. 7)

This observation was confirmed by Breckenridge teachers who pointed out that results received in
September of the year following that in which students took the assessments provide them with no
means of working with students to improve their identified weaknesses.

Nonetheless. in 1994-95 both the school principal and teachers themselves felt that 8th grade
instructional strategies had improved as a result of the KIRIS program. One mathematics teacher
noted that. "a lot of KIRIS is just what we in the math department and math community have
been pushing for years.™ Another language arts teacher said that. as a result of KIRIS. she was
fearning to demonstrate to her stucents the real life application and utility of the principles she
taught.  Another language arts teacher said that although “KIKIS implementation is very difficult.
the end result is worth the effort.”™

In particular. 8th grade teachers said they were now providing more cooperative learning
exercises. using more manipulatives. and requiring much more writing of their students. They
also integrate more “performance events™ into their daily teaching — and they encourage
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participation in activities such as science fairs and math “Olympics,” since these bear a
resemblance to the KIRIS tests. Teachers did note, however, that Breckenridge seemed to be
ahead of most other middle schools in the district in integrating performance assessments into the
curriculum. Finally. by 1994-95, both mathematics and language arts teachers were becoming
quite enthusiastic about the use of portfolios, indicating that they felt portfolios were an important
tool for promoting independent learning and inquiry among students.

changes had spread to 6th and 7th grade classrooms. Teachers also disagreed about whether the
KIRIS system had affected instruction in mathematics and language arts classrooms only, or in

other subject areas as well. In 1994-95. the principal and some teachers indicated that they felt
teachers in other grades and disciplines were beginning to align their instructional methods with

the KIRIS philosophy. although acceptance of responsibility for KIRIS among the full faculty
would take time.

, In 1993-94, opinion was divided among Breckenridge teachers about whether instructional
|

Impact on Students

There was some sense among both ieachers and parents that the unlimited time dimension of
the transitional assessments put an enormous strain on students, especizily those who are
particularly conscientious and concerned about performance. Teachers and parents pointed to the
large number of students who took between four and eight hours to finish some transitional
subject arcas, and complained that this was too much pressure and effort for 8th graders to handle.
Teachers felt that many students thought that the more they wrote, the better their score would be.
Teachers. it followed. believed the problem could be solved by placing some reasonable time
limits on the tests and by reducing the number of open-ended questions. A lso, because the
transitional tests were considered extremely challenging. there was some concern among teachers
that students — particularly those who were used to doing well — would experience a damaging
sense of failure. On the other hand. some parents and students felt that the transitional tests
actually reduced pressure on students by posing questions that did not demand a “right™ or
“wrong” answer. One student said that the lack of time pressure also gave him more opportunity
to think about his answers.

Portfolios. too. created a sense of pressure for some students, to the point that teachers have
begun to notice that some parents are stepping in to help their children write their portfolio pieces
at home. Pressure becomes particularly intense in March before portfolios are due. when students
need to revise each piece for final submission. One student noted that this pressure leaves her
litle time for retlection to “learn from my mistakes.™ Teachers also noted that time pressure is
worse for students who do not have computers at home and therefore must wait to use the
school’s limited number of computers during school hours.

Virtually every teacher at Breckenridge in both years of the study agreed that the KIRIS tests
promoted the use of higher-level thinking skills to solve open-ended problems that had “real-lite™
application.  Parents. too. applauded the challenging nature of the tests and agreed that students
were foreed to organize their thoughts. exercise fogic. and use writing as a cross-disciplinary
communication tool. Students themselves praised the creative nature of the tests. noting that they
were “allowed to express [themselves]™ and that “personal opinions matter.”
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Teachers and parents were particularly enthusiastic about the way the tests promoted intensive
writing across the curriculum in 8th grade, although they were skeptical about whether increased
writing was being encouraged in the 6th and 7th grades. A good sign, they said, was that the
KIRIS assessments had prompted the principal and curriculum committee to eliminate typing
classes and write a grant to develop a writing laboratory at the school. The Kentucky Institute for
Education Research study confirmed this salutary effect of the KIRIS, noting that:

“Students experienced more writing and group work under the reforms. Teachers, district
assessment coordinators, and superintendents report almost unanimously that writing has

improved, and the writing improvement was over and above what would have been expected
of most school children of the same age.™

Teachers felt students were definitely learning to express themselves better than ever in a
variety of written genres and were more willing to revise and rewrite their work for inclusion in
portfolios. Teachers said they learn more then they did before about their students through
writing — and that writing exercises such as journals serve as good outlets for students’ emotions.
Opinion was divided, however. about whether portfolios had actually increased students’
appreciation for and interest in writing. They also cautioned that although the KIRIS assessments
encourage students to write more. they do not necessarily encourage students to write well, since
grammar and mechanics receive minimal weight in the overall scoring.

Teachers at Breckenridge felt that students enjoyed portfolio writing and the opportunities for
group work and problem-solving that the KIRIS performance events allowed them. Parents
suggested that students were more invested in and concerned about their performance on the
KIRIS components than they would be on a multiple-choice minimum competency exam.
Interviews with students after administration of the performance events at Breckenridge confirmed
their general enthusiasm for the performance events. Comments ranged from “it's fun being
challenged™ to “the problems are really easy if you take the time to think before you write.”
Teachers felt the KIRIS assessments were particularly instrumental in motivating students of
average ability and that they were a better way to evaluate students. since the assessments asked
students to demonstrate “what they knew rather than what they did not know.”

Impact on Parents

In both vears of the study. school and district administrators, as well as parents themselves.
felt that parents had not received enough information about the KIRIS assessments. For instance.
in 1993-94, one parent had no idea that her child was taking the performance events component
on the day she was interviewed.  Parents receive their students” performance level in the mail. but
no explanation of the performance levels or of their child’s weaknesses or strengths is provided.
Some parents knew they had a right to see their child’s portfolio™. but they had to initiate a
parcnt-teacher conference in order to do so. Due to an overall lack of information. thercefore.
parents do not feel the KIRIS system has improved their involvement in or understanding of their
child’s education. Parents interviewed in both years of the study have the following specitic
concerns about the KIRIS:

"Porttolios are kept at the school for five years after copies are submitted to KDL
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« They worry that since KIRIS is not comparable to other national testing systems, it does
not properly prepare their children for the SAT and ACT college entrance examinations.
One mother, however. understood that SAT and ACT tests also are moving in the
direction of more open-ended and performance-based tasks.

+ They are concerned about the consistency of educational approaches across grade levels,
sensing that curricular and instructional strategies are often “radically different™ in the
“accountability™ grades.

» They dislike the fact that assessment scores are received a year after the assessments are
administered. makir.g it virtually impossible for students to learn from their mistakes.

+ They are concerned about the reliability of the KIRIS components. Specifically. they do
not believe that teachers can score portfolios wbjectively. Further, they believe that
individual students” success on the performance events is partially related to the caliber of
the other students in their assigned groups. Finally, some have heard uncorroborated
“horror stories™ about schools in the county that pay students to perform well on the tests
or give them a “day off ™ as a reward for taking the KIRIS assessments.

+ They are also concerned about the equity of the accountability system, noting that schools
with a higher percentage of disadvantaged students are likely to fare poorly, even though
they agree that a system of school accountability is necessary.

« They are worried that. as a result of portfolios and KIRIS test preparation. students are
missing a number of wecks of algebra and language arts curricula that they need for
succeess in high school.

A number of parents interviewed said they understand that the KIRIS is “a better kind of
test”. because of its “writing and problemi-solving aspects.” Nonetheless. until they understand the
KIRIS system fully. it is likely that some parents will. as one put it. . . . worry that our children
are being treated like guinea pigs.”

Breckenridge's principal said that the school is trying to improve its inclusion of parents in

the education of their children. He acknowledged that “KIRIS is a complex system to
understand.” and that "information parents receive can be confusing.”

Future Plans

On balance. the Breckenridge educational community seemed to feel that the KIRIS
assessments were improving the quality of education. at least in the 8th grade. The district
assessment coordinator said that in Berry County as a whole. opposition to KIRIS had always
seemed minimal. and was perhaps even less in 1994-95 <ince public attention was focused on
controversial issues of redistricting and bussing.

Howaver, the school board member interviewed. as well as Breckenridge's principal and

union representative. noted that KERA and KIRIS continued to represent “political footballs™ in
Berrs County and in the state of Kentueky. The school board member said that while support for
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KIRIS had grown among the general population, opposition had also intensified in some quarters.
In particular, certain politically conservative groups have criticized the assessments as focusing too
heavily on “liberal values™ and ignoring “fundamental academic skills.” She blamed the “fast
food mentality™ among the public, which demands unrealistically quick and concrete results from
KERA and KIRIS, especially given the large investment made in them. Finally, she expressed the

concern that each year. fewer of the original champions of KERA remain in the Kentucky
legislature.

As a result, she, like the rest of the educators interviewed, feels KERA could indeed be
abolished when the si-:2 legislature convenes next year, before its efficacy and promise can be
demonstrated conclusively. She hupes that the legislature will act wisely to give KDE the time
needed to demonstrate the worth of KERA and KIRIS. She noted that positive public information
about the systems will help assuage public concerns and that. specifically. it is critical that KDE
“sells the public” on the reliability and validity of all three KIRIS assessment components as
quickly as possible. The Kentucky Institute for Education Research evaluation echoed this
concern. stating that, “efforts to improve the KIRIS need to be continued if it is to provide a
defensiblc basis for high stak.s decisions and if it is to contribute productively to improving
classroom instruction.™ (p. 9)

In short. KIRIS® future. seems somewhat in question. despite its relatively promising infancy.
Like the KIRIS assessments themselves. the future is “open-ended.”

Conclusions

KIRIS is a state-wide performance assessment system dcveloped in response to a judicious
and political perception that. ten vears ago. Kentucky was in a state of educational crisis. The
purpose of KIRIS is to promote strict accountability among local schools for sustained
improvement in the quality of teaching and learning. Students and teachers at Breckenridge have
reacted tavorably to the three KIRIS assessment formats (written assessments, portfolios. and
performance events). Berry teachers report that performance-based assessments simulating real
life situations seem to motivate students. while the open-ended nature of assessment questions
promotes the use of higher-level thinking skills. intensive writing. and greater expressive
creativity. Anecdotal evidence also suggests assessments have changed instruction in the
classroom. at least in the accountability grades in which the assessments are administered.

On the other hand. the use of KIRIS for “high stakes purposes” imposes tremendous pressure
on teachers in accountability grades, according to teachers. administrators. and parents. This
accountability pressure may be a bit premature in that the assessments’ reliability and validity are.
according to study sources. still in question.  The “cluster system™ of teacher portfolio scoring
training may be inadequate to ensure inter-rater reliability: and teachers also may requite
additional professional support to help improve their instruction techniques. In addition. the
assessments themselves may need fine-tuning, According to many individuals interviewed. the
assessments may be too difficult for most students. while their length may rob students of too

much valuable instructional time. These are serious considerations and tensions that eventually
will need to be resolyed.
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Finally, it appears that more information about KIRIS" characteristics and purposes should be
provided to parents. Information is crucial to counteract negative perceptions regarding the
assessments and the perception that students are being used as “guinea pigs” in a poorly conceived

educational experiment.
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PERFORMANCE ASSESSMENT FACILITATOR INFORMATION SHEET

TASK: SS/S1 "Town Planners" GRADE 8
§ Studeits

OVERVIEW:
Students working together in a group wiil determine the best place for five different areas of
development Each student will be responsible for one of these areas. After 25 minutes. students
will work alc 2 on the rest of the task. This task can be done at a table or at desks that have been
put together to form a table.
SET-UP/MATERIALS:
The following materials should be placed on the table:

* one response form for each student

* one pencil for each student

* one contour map

* one three-dimensional relief map

* one ruler for each student

* one set of colored magic markers

OTHER INFORMATION:

The facilitator should tell the students when the 25 minutes for the group vork is completed. Please
collect all material and return to kit.
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PERFORMANCE ASSESSMENT STUDENT INSTRUCTION/RESPONSE FORM

TASK: SS/S1 "Town Planners" GRADE 8

STUDENT NAME:

SCHCOL NAME:

GROUP INSTRUZTIONS:

You will have 25 minutes for steps 1-3 below.

1. Your group is a commiitee given the job of planning a city in the region depicted on the
contour map anc 3-dimensional relief map you have been given. You should discuss as a
group the best locations for various facilities. activities, and land uses. These belong to five

categories:

CATEGORIES OF ACTIVITIES/LAND USES

A. Industrial, such as factories, mining operations.

B. Residential. such as houses and apartments.

C. Recreational, such as parks, playgrounds, winter sports areas.

D. Retail business, such as stores and malls

I:. Government services. such as transportation systems (e.g., major roads), water

treatment, sewage treatment, fire and police departments, and government l
J

offices.

2. Determine as a group the person in your group who is to record information on your contour
map. Then, as you reach agreement on locations for different activities. that person should
show on the contour map the location of the activities. The different colored markers can be
used to shade large areas for particular uses, and simple symbols can be used to show
specific facilities. A legend or key should be produced on the mp giving the meaning of
different colors or symbols. Activities in all five categories should be represented on the
contour map.

NOTE: DO NOT MARK THE 3-DIMENSIONAL RELIEF MAP IN ANY WAY!

The person recording information on the map should insert the contour map in his or her
response form at the end of the testing session.

3. For the remaining parts of this task, group members will be working alone. But f rst, each
group member is to be assigned one of the five cetegories of activities/land uses listed under
step | above. The group is to decide which member gets which category. Once this is done.

the group members should move to their individual work areas and go on to step 4 on page
-

After you finish step 3, you are to open this booklet and answer questions 4-6 on your own.
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YOU WILL HAVE 20 MINUTES TO ANSWER QUESTIONS 4-6 BELOW.

4, Which category of activity or land use were you assigned?

5. Explain your groups reasons for placing activities or facilities in your category where it did on the map.
Include in your explanation what would problems may have arisen if they were placed in other locations on
the map. Your response should include the discussion of any impacts. particularly those on the environment.

R IRt S
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6. Suppose there is a major decline in industry in the city. Describe in detail the likely impacts of this on the
other activities and land uses in the region
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SCORING GUIDE
KIRIS Performance Event, Grade 8
1992-93
Task: SS/S1 - Town Planners

G ACtivi
Question 2

SCORE DESCRIPTICN

4 Student places all categories of activities and land uses logically,
and labels them accurately with key or legend (e.g.; industrial is
not near residential or recreational).

3 Student places most categories of activities and land uses
logically, with accurate labels.

2 Student places some categories of activities and land use
logically, with accurate labels.

1 Student places one or two categories of activities and land uses
' logically. Student may or may not accurately label key or
legend.

0 BLANK

Question 4 - Do not score.

Question 5

.~ R

SCORE DESCRIPTION

4 Student identifies a problem that may have arisen if category
was placed elsewhere on the map and includes impact of
placement or possible placement on the ¢nvironment.

3 Student merely identifies a problem without discussing
environmental impact, or vice versa.

2 (Does not apply.)

Student’s response indicates a lack of understanding of the
impact of placement of categories.

0 BLANK

| l Individual Activity
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Town Planners

Question 6
SCORE DESCRIPTION

4 Student describes possible impacts on activities and land use.
Response is detailed and may include impacts on: economics,
geography, social structures or cultural diversity.

3 Student describes some impacts on activities and land use.
Response is less detailed than a 4 and may contain information
from some of the areas of impact mentioned in 4 above.

2 Student describes impacts on activities and/or land use.
Response is minimal and may include one or two of the impacts
mentioned above in 4. |

1 Student