
Toward Authentic Assessment AND Instruction: 
A Framework for Educators 

Introduction 

Toward Authentic Assessment AND Instruction: A Framework for Educators is a handbook for 
teachers interested in developing more meaningful teaching and learning experiences in their 
classrooms. It was developed as part of a project entitled Authentic Pedagogy in the Social 
Studies (APSS), a collaborative effort between three Minnesota school districts (La-Crescent-
Hokah, Minneapolis, and West St. Paul-Mendota Heights-Eagan Public School Districts) and the 
College of Education and Human Development at the University of Minnesota. The APSS 
Project, funded by the Minnesota Department of Children, Families and Learning, brought 
middle and high school social studies teachers from each of three districts together for monthly 
seminars during the 1998-99 academic year. 

The day- long seminars focused on how the principles of authentic pedagogy could be translated 
into classroom practice. Specifically, the goals were that teachers be able to: 

1. Translate the theoretical framework that links the Minnesota High Standards, authentic 
assessment tasks, and authentic instruction into practice; 

2. Create meaningful assessments and corresponding rubrics that address the Minnesota 
High Standards; and 

3. Evaluate Minnesota High Standards performance packages and teacher-designed 
assessment tasks, student work, and one's own teaching in terms of authenticity. 

This guide describes the content and structure of the seminars, so that others may learn from our 
experiences. Most of the handbook reflects what we actually did in the seminars, but at times, the 
sequence of activities varied between districts because of different needs or concerns. 
Occasionally I have included exercises or discussions that, in hindsight, would have been helpful 
to us. Finally, versions of Seminars 3 and 6 were conducted by Fred M. Newmann, Professor of 
Curriculum and Instruction at the University of Wisconsin at Madison. In Seminar 3, Newmann 
discussed his research on authentic pedagogy. We also rated tasks and videotapes of instruction 
in terms of authenticity. In Seminar 6, Newmann facilitated a discussion on professional 
community. For Seminars 3 and 6, all three districts met together. The other seminars were 
conducted at the district level. 

Audience 
The handbook is written for teachers, administrators, and teacher educators of any subject or 
grade level. Ideally, groups of educators will go through the seminars described in the handbook 
together. The process is one of constantly reviewing and reflecting on instructional practices, 
assessment tasks, and student performance. Theoretically, of course, a teacher can do this alone, 
but it will be a much more difficult process. The significance of the process is also diminished 
when an understanding of authentic pedagogy is not created and shared among colleagues. 



The examples in the handbook are related to secondary social studies because that was the focus 
of our Project, but experienced educators can easily make modifications to address other subjects 
or grade levels. 

The Content of the Seminars  
The content of the seminars is based largely on research conducted by Fred Newmann and his 
associates at the University of Wisconsin. Newmann and his colleagues have spent much time 
thinking about the quality of instruction and student achievement in our nation's schools. Their 
research indicates that students are often asked to complete assignments that are routine, 
mindless and disconnected from the "real world" of work and public life. They contend that 
students are given few opportunities to demonstrate complex, higher level thinking and 
reasoning about significant disciplinary concepts and issues, and argue that more authentic 
instruction and assessment is required if we want to see more meaningful student achievement. 

Other scholars, of course, have made significant contributions to the research and literature on 
authentic pedagogy. Although terminology and emphases may differ, the Teaching for 
Understanding Project at Harvard University1 and the Coalition of Essential Schools coordinated 
by Theodore Sizer2 , for example, rest on the same general principles: constructivist learning 
theory, meaningful learning connected to the real world, demonstrations of achievement, etc. We 
are informed by the work of others, but focus on Newmann's work because it provides a cohesive 
framework for thinking about assessment tasks, instruction, and student work. 

Readings 
We used the following texts in the seminars: 

1. Newmann F.M., & Associates. (1996). Authentic achievement: Restructuring 
schools for intellectual quality. San Francisco: Jossey-Bass. ISBN 0-7879-0320-5 

This book describes a research program conducted by the Center on Organization 
and Restructuring of Schools (CORS) under the direction of Fred M. Newmann 
and his colleagues in the early 1990s. The researchers examined the instruction 
and assessment practices at 24 schools in 16 states (equally divided among 
elementary, middle and high schools). Instruction and assessment tasks were rated 
in terms of authenticity, as were samples of student work. They found low levels 
of authentic pedagogy (instruction and assessment), regardless of grade level or 
subject area. They also found authentic pedagogy to be a strong predictor of 
authentic student performance. The quality of the assessment task and instruction 
accounted for 35% of the between-classroom differences in students' authentic 
academic performance; student demographic characteristics had only a slight 
impact on the quality of student work. Schools in which pedagogy rated higher in 
terms of authenticity were more likely to exhibit a strong sense of professional 
community. The book provides a strong theoretical framework for the concepts of 
authenticity and professional community. I strongly recommend that participants 
read the entire book, with special attention to chapters 1, 2, 6, and 7. 



2. Newmann, F.M., Secada, W. G. & Wehalge, G. G. (1995). A guide to authentic 
instruction and assessment: Vision, standards and scoring. Madison, WI: 
Wisconsin Center for Education Research. Available from Document Service, 
Wisconsin Center for Education Research, 1025 W. Johnson Street, Room 242, 
Madison, WI 53706, (608) 263-4214. 

This book describes the rating scales for authentic assessment, instruction and 
student performance used by CORS (see #1 above). Exemplars from math and 
social studies classes are provided. Seminar participants will make frequent 
reference to this book as they use the scales. 

3. Wiggins, G. (1998). Educative assessment: Designing assessments to inform 
and improve student performance. San Francisco: Jossey-Bass. ISBN 0-7879-
0848-7 

This book provides many excellent examples of assessment tasks and rubrics. Of 
particular interest to teachers in our seminars was Wiggins' discussion of the 
implications of performance assessment for grading and reporting. Wiggins 
provides many practical, concrete suggestions for educators. In the seminars, we 
used this book more as a reference than as a text. 

4. Miller, B., & Singleton, L. (1997). Preparing citizens: Linking authentic 
assessment and instruction in civic/law-related education. Boulder, CO: Social 
Science Education Consortium. ISBN 0-89994-389-6. 

Similar to the Wiggins book, this book provides many excellent examples of 
assessment tasks and rubrics. All of the examples in this book, however, are 
specifically designed for the social studies. The authors do a particularly good job 
of taking readers through the process of developing a task, designing a rubric, and 
then refining the task and rubric based on student work. Four videotapes of actual 
social studies classrooms illustrate different methods of instruction and 
assessment (public issues discussions, Socratic seminars, simulated Congressional 
hearings, the Dialogue Project). The videotapes, described in the book, are 
available from the Consortium. We practiced using the scale for authentic 
instruction with these tapes, until the teachers felt comfortable sharing their own 
teaching videotapes. 

5. The national content standards for the social studies: 

Civics: 
National Standards for Civics and Government. (1994). Center for Civic 
Education. Calabasas, CA: Center for Civic Education. 

Economics: 
Voluntary Content Standards in Economics. (1998). National Council on 
Economic Education. New York, NY: National Council on Economic Education. 



Geography: 
Geography for Life: National Geography Standards. (1994). National Geographic 
Research & Exploration. Washington, DC: Geography Education Standards 
Project. 

History: 
National Standards for United States History. (1994). National Center for History 
in the Schools. Los Angeles, CA: National Center for History in the Schools. 
-or- 
Bring History Alive! A Sourcebook for Teaching U.S. History. (1996). Los 
Angeles, CA: National Center for History in the Schools. 

National Standards for World History. (1994). National Center for History in the 
Schools. Los Angeles, CA: National Center for History in the Schools. 
-or- 
Bring History Alive! A Sourcebook for Teaching World History. (1996). Los 
Angeles, CA: National Center for History in the Schools. 

Social Studies: 
Curriculum Standards for Social Studies: Expectations for Excellence. (1994). 
Washington, DC: National Council for the Social Studies. 

The first three texts are appropriate for all educators. Those listed in #4 and #5 are specific to the 
social studies; teachers will want to substitute the national content standards appropriate for their 
subject area. Two sets of the content standards were given to each school. Additionally, all 
schools received a set of articles on authentic instruction and assessment from journals such as 
Phi Delta Kappan and Educational Leadership. These articles are listed in Appendix A. Groups 
wanting to replicate the process we used will want to update this collection. 

The Structure and Format of the Seminars  
The structure and format of the seminars was designed to support long-term, meaningful change. 
Entire social studies departments were invited to participate in the project because we wanted 
teachers to have on-going support from their colleagues as they considered complex pedagogical 
issues. By involving teachers from high schools and their "feeder" middle schools, we hoped to 
increase communication across grade levels about goals, content and processes. The seminars 
were held throughout the school year in order to give teachers an opportunity to practice and 
reflect on their work. The structure and format of the seminars thus exemplified many of the 
characteristics of high-quality professional development: adequate time for inquiry, reflection 
and mentoring; a focus on improving student learning; and collaboration among colleagues.3 

Making the Seminars Meaningful 
I have purposefully chosen to title the handbook a "framework," because each group that 
participates in the seminars will construct their own meaning of authentic pedagogy, and how the 
concept can best be integrated into their particular school context. The framework is not a recipe, 
just as authentic pedagogy is not a specific teaching technique. Facilitators should encourage 



participants to make connections between the seminars and other projects or initiatives with 
which the teachers are involved. 

When teachers begin to view their work through the lenses of authentic pedagogy, other school 
initiatives will take on a different meaning. For example, several of the teachers in one of the 
districts had recently attended a workshop on enhancing students' critical thinking skills. They 
saw that many of the strategies they had learned were consistent with the goals of authentic 
pedagogy. Questioning strategies, for example, became more meaningful to them when they 
realized that the strategies were actually tools to promote pedagogy that is more authentic. 

The reader will notice that we spent more time on authentic assessment tasks than on either 
authentic instruction or student work. This seemed appropriate for several reasons. First, the 
teachers could work together during the seminars to develop assessment tasks. The teachers 
could (and did) bring in videotapes of their teaching and samples of their students' work for us to 
assess, but then the focus was on a "finished product." The tasks gave us an opportunity to create 
something together. Second, while we broke down many barriers during the seminars that are 
often erected between classrooms, it was less threatening to critique assessment tasks than to 
critique videotapes of instruction. Finally, like many others, I believe that to a large degree, 
"assessment drives instruction," and thus the development of assessment tasks was a good place 
to initiate change. 

The reader should not feel bound by the way in which we structured our time. You may find it 
appropria te to devote more time to instruction or student work, depending on your context. What 
is critical, however, is that participants understand the relationships across instruction, 
assessment and student performance, and have some experience working with all three aspects of 
authentic achievement. 

Feedback 
At the end of every other seminar session, participants were asked to complete a short feedback 
form (see Appendix B). Teachers completed a more comprehensive evaluation of the seminars at 
the conclusion of the Project. The shorter feedback forms, however, allowed me to make 
immediate revisions to the seminars to meet the participants' needs and concerns. For example, at 
one point several teachers asked for more unstructured time to work together on assessment 
tasks. The quotations in boxes along the margins are from the teacher feedback forms, and have 
been placed to coincide with the seminars after which the comments were made. 

An Ongoing Process 
The grant funded our seminars for nine months, but in each of the three districts, the Project will 
continue in some form. Teachers in LaCrescent-Hokah will continue to meet on a monthly basis, 
and will be teaching their colleagues from other subject areas about authentic pedagogy. The 
social studies department chairs at Roosevelt High School in Minneapolis and Henry Sibley 
High School in West St. Paul have arranged to have a common planning period so that teachers 
might continue their discussions. 

Unlike a new curriculum or an innovative approach to classroom discipline, one does not "learn" 
authentic pedagogy and then go on to the next workshop. As I hope you will discover as you 



read our work, the concept of authentic pedagogy goes to the very heart of meaningful teaching 
and learning. One does not become an "authentic teacher" because it is not a goal to attain, but 
rather a framework to integrate into the way in which you view high quality teaching and 
learning. Moreover, it is an evolving framework, one that will grow and deepen with our 
professional development. It is an ongoing process, and one we invite you to share with us. 

Patricia G. Avery 
August 1999 

1 Wiske, M.S. (Ed.). (1998). Teaching for understanding: Linking research with practice. San Francisco: Jossey-
Bass Publishers. 
2 Darling-Hammond, L., Ancess, J., & Falk, B. (1995). Authentic assessment in action: Studies of schools and 
students at work. New York: Teachers College Press. 
3 National Staff Development Council and the National Association of Secondary School Principals. (1995). 
Standards for staff development. Oxford, Ohio: National Staff Development Council, P.O. Box 240; Oxford, Ohio 



Introductory Session 

I met with each of the social studies departments in September for a brief, one-hour introductory 
meeting during which I gave an overview of the Project, answered questions, and extended an 
invitation to the faculty to participate in the Project. All of the teachers had some familiarity with 
the Minnesota High Standards, adopted by the State Board of Education in 1998, so I began by 
explaining how the grant was designed to enhance and extend their work with the High 
Standards. 

For readers who may not be familiar with Minnesota's reform efforts, the Minnesota High 
Standards define what students should know and be able to do before graduation. The class of 
2002 is required to meet the state's High Standards before graduation. At the time of this writing, 
the High Standards, also known as the Profile of Learning, identify 10 "Areas of Learning", such 
as "Read, View, Listen"; "Inquiry"; and "People and Cultures". Performance packages-a set of 
performance tasks designed to meet the standards-were developed by the Department of 
Children, Families and Learning (CFL) as examples of ways in which students could meet the 
standards. 

I explained to teachers that our work would be based on the same general philosophical 
orientation as the High Standards: a focus on constructivist teaching and learning; authentic, 
performance-based assessment; and high quality intellectual achievement. The Project is based 
on the assumption that the performance packages associated with Minnesota's High Standards 
are examples of authentic assessments. The grant would take us beyond the performance 
packages and provide a more integrated framework for pedagogy, one that incorporates 
instruction, assessment, and student performance. The seminars in authentic pedagogy and the 
social studies were thus based on two fundamental beliefs: 

1. Instruction and assessment are "two sides of the same coin." Significant changes in one 
require changes in the other. 

2. What happens in the classroom between performance packages is as important as what 
happens when performance packages are implemented. 

At the introductory session, I shared the Authentic Pedagogy in the Social Studies (APSS) model 
with teachers. The APSS model is comprised of a series of professional development experiences 
scheduled over a 9-month period (See Table 1 below). The model could be adjusted for teachers 
to meet every other month over two years. The first three sessions, focusing on skills and 
knowledge, could occur during the summer break (some teachers later suggested this might have 
been helpful because of the extensive reading initially required). However, the last six sessions 
must occur during the school year because teachers use and reflect on actual work done in the 
classroom. There must also be adequate time between each of the last six seminars for the 
teachers to develop, use, and revise assessment tasks. 

After the introductory session, departments from the three school districts met and decided to 
participate in the Project. At each school, one or two teachers elected not to participate. In most 



cases, these individuals were planning to retire within the next few years. At no school did more 
than two teachers decline to participate. 

Table 1 
Professional Development Model for APSS 

Skills & Knowledge 
October 
Conceptualizing 
"Authenticity" 

November 
Authentic Pedagogy 
(Instruction & Assessment) 

December 
The Research Base on 
Authentic Pedagogy and 
Student Achievement 

Application & Reflection 
January 
Integrating Minnesota's 
High Standards and the 
National Social Studies 
Content Standards 

February 
Analyzing Assessment 
Tasks, Instruction & 
Student Performance 

March 
Developing Professional 
Community 

Application & Reflection 

April 
Analyzing Assessment 
Tasks, Instruction & 
Student Performance 

May 
Analyzing Assessment 
Tasks, Instruction & 
Student Performance 

June  
Analyzing Assessment 
Tasks 

 



Seminars  
 
SEMINAR 1: Conceptualizing "Authenticity" 

SEMINAR 2: Authentic Pedagogy (Assessment and Instruction) 

SEMINAR 3: The Research Base On Authentic Pedagogy and Student Achievement 

SEMINAR 4: Integrating Minnesota's High Standards and The National Content Standards 

SEMINAR 5: Analyzing Assessment Tasks, Instruction and Student Performance 

SEMINAR 6: Developing Professional Community 

SEMINAR 7: Assessing Assessment Tasks, Instruction and Student Performance 

SEMINAR 8: Analyzing Assessment Tasks, Instruction and Student Work 

SEMINAR 9: Analyzing Assessment Tasks 



Seminar 1:  Conceptualizing "Authenticity" 
Re-Introductions and Teaching Timeline Ice Breaker 

The "Teaching Timeline" activity (see Appendix C) served as an icebreaker and as a way of 
getting teachers to begin thinking about their professional development. Teachers completed the 
timeline on their own, then shared with two others, and finally shared with the whole group. 

In our seminar, teachers shared events that had had both a positive and negative impact on their 
professional development. Experiences ranged from the teacher who took advantage of every 
possible staff development opportunity, to the teacher who candidly acknowledged that he had 
been "coasting" for a number of years. I recall being struck that teachers who had worked 
together in the same building for a long time knew little about one another's professional 
development. The activity was a good way for us to get to know one another, and to reflect on 
where we are professionally, as well as where we want to be. 

Stages of Teaching 
We moved from a discussion of individual professional development to some of the research on 
teacher growth. The "Stages of Teaching" handout (see Appendix D) is based on John Furlong 
and Trisha Maynard's research on student teachers. Although their research was conducted with 
student teachers, most experienced teachers identify with the model. Even experienced teachers 
feel at Stage 1 or 2 sometimes. I use the model to show the level at which we will be working 
during the seminars. In particular, I differentiate between Stages 4 and 5. Authentic pedagogy is 
not a teaching technique teachers will learn as in Stage 4. Rather, the concept focuses on the 
significance of the content and the quality of student understandings. Throughout our seminars, 
we will be asking complex questions such as: What should be taught? How shall the content be 
taught? What processes and skills will students develop? What difference does it make? 

Our work in the seminars thus assumes that teachers have mastered the organizational aspects of 
teaching, and have a command of a repertoire of teaching techniques and strategies. Our focus 
will be on moving beyond discrete teaching methods, and creating meaningful learning 
environments for our students and ourselves. 

Authentic Intellectual Achievement 
I introduced Newmann's model of Authentic Intellectual Achievement by writing two questions 
on butcher paper posted on the wall: 

What is authentic intellectual achievement? 
How do we get students to produce high quality intellectual work? 

I then asked participants to do the following: Think about a time when you became immersed in 
a challenging issue or problem (personal or professional). You had to study it in depth, perhaps 
learn some new vocabulary and concepts, and learn how others before you had approached 
similar problems (e.g., choosing daycare for your child, landscaping your yard, fixing your car, 
teaching a visually impaired student). 



We talked about how it felt to be engaged in these problems or issues, and how it felt to complete 
the project, make the decision, or solve the problem. One teacher talked about how he had found 
a nursing home for his mother. He spent many months reading about the characteristics of high 
quality nursing homes, then visiting different homes and interviewing the health care workers as 
well as some of the residents. In the end, he felt confident that he had chosen a good nursing 
home for his mother, and that she would receive excellent care and attention. Prior to this time, 
he had never even been inside a nursing home, but now he could tell us all about the warning 
signs indicating poor quality care. Another teacher told us about starting a garden in her 
backyard – the books she read, the neighbors she talked with, and the experts she consulted. We 
talked about the similarities across the many problems and issues participants mentioned. In most 
cases, we had first talked with people who had similar problems, or consulted books about the 
problem. We had to evaluate the quality of the information we received, and make decisions 
based on our particular situation. There was no one "right" answer to our problem – no one 
"right" nursing home, or "right" plants for the garden. Yet, some decisions would clearly be 
better than others. 

I then introduced the standards for authentic intellectual achievement to the teachers: the 
construction (rather than reproduction) of knowledge, and the use of disciplinary content and 
processes to address an issue or problem that has some value in the "real world" beyond the 
classroom. The teacher who planted a garden in her backyard used disciplinary content and 
processes when she consulted books on gardening and talked with experts at the local nursery. 
She took this knowledge and then evaluated it in light of her own situation (planting zone, soil 
quality, shade, space, etc.), and designed her own garden. The garden represents her construction 
of knowledge, i.e., her synthesis, evaluation and application of the knowledge of outside 
authorities. 

We talked about how we felt when we were engaged in such problems – the initial frustration 
with unfamiliar terms, the excitement at finding a particularly good source of information, the 
sense of pride that comes with accomplishment. I then asked the teachers to think about the tasks 
that we have traditionally given to students. Do our students usually feel so engaged in their 
work? Do they feel such a sense of accomplishment when they have completed their work? What 
kinds of problems or issues do we pose to students? And what kind of thinking do those 
problems require? 

Almost all teachers agreed that we want student work to reflect a high quality of intellectual 
achievement – much more than the rote memorization and recall required on many of the tests 
and worksheets we use. But if we want student work that demonstrates the ability to analyze, 
synthesize and evaluate complex information, then we need to provide students with tasks that 
will give them the opportunity to show such thinking. 

 



I shared two assessment tasks, both from eighth grade geography classes (See Appendix E). 
Which task requires a higher level of student thinking? The first task, the Scandinavia 
Worksheet, requires students to fill in the blanks with the correct answers from their book. The 
second task, however, requires that students explore and evaluate different sides of an issue. The 
first task can be completed with very little understanding of the terms and concepts. It is much 
less likely that the second task, the Amazon River Essay, can be completed without some 
understanding of the issue. Students complete the first task by reproducing information; to 
successfully complete the second task, they must evaluate previous information and make a 
judgment. The last question ("If you were hired by the Brazilian government to head the 
Department of Natural Resources, what would be your solution to the problem of 
deforestation?") requires students to produce their own understanding, rather than to regurgitate 
previously learned information. 

The point is not that the Scandinavia Worksheet task is bad and the Amazon River Essay task 
good; nor is the point that we should never give students fill- in-the-blank exercises. Indeed, a 
fill- in-the-blank exercise might be quite appropriate for a given lesson. The critical question is: 
Are we giving our students abundant opportunities to demonstrate complex thinking skills on 
meaningful tasks? When you think about all of the assignments you have given students, say 
over the past two months, how many opportunities did they have to produce knowledge rather 
than reproduce information? To gather and manipulate data rather than read the textbook 
author's interpretation of data? To grapple with the kinds of issues and problems they might 
encounter outside the classroom, as opposed to a contrived task such as matching names and 
events? 

CORS Model of Authentic Intellectual Achievement:  Assessment Tasks 
We are ready to look at the Center on Organization and Restructuring of Schools (CORS) model 
for Authentic Intellectual Achievement (see page 64 in A Guide to Authentic Instruction and 
Assessment). I show only the first column on an overhead to begin, because we have already 
discussed these standards or characteristics of authentic intellectual achievement. I then show the 
second column, and we talk about how the search for the nursing home and the planting of the 
garden discussed earlier require the organization of information, the consideration of 
alternatives, etc. [Note: Elaborated written communication was included as an indicator of 
disciplined inquiry for CORS research purposes. Students' written work was required so that 
researchers could evaluate the quality of their thinking.] 

Scoring Criteria for Authentic Assessment Tasks 
We then look at the scoring criteria for authentic assessment tasks developed by CORS (see pp. 
80-85 in A Guide to Authentic Instruction and Assessment). The only way to truly understand 
and appreciate the scoring criteria is to use them. I selected several performance packages 
developed by the Minnesota Department of Children, Families and Learning to assess the 
Minnesota High Standards. We read the performance packages, and then rated them according to 
CORS scoring criteria (see Appendix F). Teachers first rated the packages individually, then 
shared their ratings with a partner, and later we discussed the packages as a whole group. In our 
seminar, we used performance packages related to the social studies, but any of the performance 
packages would work for this activity. 



The most important aspect of this activity is the discussion that it promotes. There are not "right" 
answers to this activity. The facilitator should be certain that the discussion focuses on teachers' 
reasons for their ratings, rather than the numerical ratings themselves. This activity initiates a 
process that will continue throughout the seminars – that of developing a shared understanding of 
authentic intellectual achievement. 

Summary 
In Seminar 1, we: 

• Reflected on our professional development – where we have been, and where we want to 
be; 

• Discussed the characteristics of authentic intellectual achievement, and the disjuncture 
between authentic tasks and the type of tasks students are often required to complete in 
school; and 

• Evaluated Minnesota High Standards performance packages according to CORS criteria 
for authentic assessment tasks. 

In preparation for Seminar 2, participants should: 

• Read A Guide to Authentic Instruction and Assessment: Vision, Standards and Scoring by 
Newmann, Secada & Wehlage. (Encourage teachers to read for the "big ideas" – they will 
be using the book as a reference throughout the seminars.) 

• Analyze an assessment task you have used in your classroom according to CORS 
standards for authentic assessment tasks. Analyze the task with a colleague, and bring the 
task to Seminar 2. 



Seminar 2:  Authentic Pedagogy 
(Assessment and Instruction) 

Discussion of Assessment Tasks 
Several teachers volunteered beforehand to make copies of their assessment tasks, and allow the 
group to review the tasks according to the Center on Organization and Restructuring of Schools 
(CORS) criteria for authenticity. The format was generally as follows: 

• Give teachers time to read a task, and to jot notes in the margins as to how they feel the 
task rates in terms of authenticity (e.g., requiring students to organize information, 
consider alternatives). 

• Have teachers talk about their ratings in groups of two or three. 
• Come together as a whole group, and allow the author of the task time to talk about how 

he or she rated the task, and any revisions s/he might make as a consequence of having 
reviewed it. 

• Open the discussion for others' comments. 

The facilitator will want to make certain that teachers cite evidence for their ratings. For 
example, if teachers rate a particular task high in terms of disciplinary processes, what are the 
specific processes students are required to use? Again, focus on reasons as opposed to specific 
numerical ratings. The underlying purpose of the discussions of ratings is for teachers to develop 
a shared understanding of authentic assessment, instruction and student work. The discussion of 
the ratings is a vehicle for creating a stronger sense of collegiality and purpose. 

Discuss the process of critiquing the assessment tasks. 

• Which of the standards did you find most useful as you reviewed the assessment task? 
Least useful? 

• To what degree did you find the standards useful in helping you to revise a task? 

My experience is that teachers will initially try to go through this process fairly quickly, perhaps 
because teachers' daily schedules tend to be so rushed. Encourage them to explore a task in 
depth. An in-depth analysis of one task will usually require 45 minutes to an hour. 

Authentic Instruction 
If we are going to give our students more complex, challenging authentic assessment tasks, what 
are the implications for instruction? 

Review the CORS model of authentic intellectual achievement (see page 64 in A Guide to 
Authentic Instruction and Assessment). In the last exercise, teachers applied the standards for 
authentic assessment tasks. Note that the criteria for "authenticity" (construction of knowledge, 
disciplined inquiry, value beyond the classroom) are the same regardless of whether we are 
referring to tasks, instruction, or students work. However, the standards or indicators vary. If we 
are assessing a task, we look for the degree to which the task requires students to organize 



information and consider alternatives. If we are assessing instruction, however, we observe the 
degree to which students are engaged in higher order thinking. 

Have participants review the scale for authentic instruction (pp. 86-93 in A Guide to Authentic 
Instruction and Assessment: Vision, Standards and Scoring). Select several teaching videotapes 
for viewing. I usually show three tapes-one low, one moderate, and one high in terms of 
authentic instruction.1 As teachers view the tapes, they should note when they see examples of 
higher order thinking, substantive conversation, etc. Stop the tapes every 10-15 minutes for 
discussion. 

• To what degree do you see the students engaged in higher order thinking? Are they 
engaged in HOT most of the time, some of the time, or once almost by accident? Are 
almost all of the students engaged, or are only a few? 

• Are students developing a deep understanding of the topic, concept or problem, or are 
they glossing over a number of major ideas? 

• Are the students engaged in substantive conversation? Or is the teacher lecturing, 
occasionally interrupted by students for requests to repeat information? 

• Has the teacher helped the students to see a purpose for studying a given topic – a 
purpose beyond getting a good grade, or doing well on the test? 

Reassure teachers (and the facilitator may need to reassure them numerous times!) that no one is 
expected to rate high on all of the standards of authentic instruction every day! In fact, there are 
times when such instruction is not appropriate. Similar to the assessment tasks, however, we look 
for patterns over time. As you think about your teaching the past two weeks, have there been 
times when most students have been engaged in higher order thinking? Substantive 
conversation? Are there times when you could have easily prompted a substantive conversation, 
and did not? The goal is to assess our own teaching, using our professional judgment as to when 
changes could have (and should have) been made. 

Summary 
In Seminar 2, we: 

• Evaluated teacher-designed assessment tasks, 
• Critiqued the standards for evaluating authentic assessment tasks; 
• Evaluated teaching videotapes according to the standards for authentic instruction. 

In preparation for Seminar 3, participants should: 

• Read the Introduction and Chapters 1 and 2 in Authentic Achievement, Chapter 1 in 
Preparing Citizens, and Chapters 1-4 in Educative Assessment (*ask for volunteers to 
lead the discussion of these readings at Seminar 3). 

• Invite a colleague to observe your instruction and assess it according to the criteria for 
authenticity; do the same for your colleague. (If scheduling conflicts prevent teachers 
from observing one another's classrooms, suggest that they videotape their instruction. If 
teachers are reluctant to allow a colleague to see their instruction, encourage them to 
videotape their teaching and then select a segment to share with a colleague. Eventually, 



you do want to create the type of environment that promotes and supports a lot of sharing 
of both tasks and instruction. However, teachers are quite accustomed to working alone, 
so you may need to slowly work up to sharing teaching videotapes.) 

1I used one of the videotapes from the Social Science Education Consortium referred to in the Introduction as an 

example of a high level of authentic pedagogy. I used tapes of student teachers with whom I had worked (with their 

permission, of course) for examples of low and moderate levels of authentic pedagogy. 



Seminar 3:  The Research Base on Authentic Pedagogy and 
Student Achievement 

Discussion of Authentic Instruction 
Since the previous seminar, teachers have probably given a lot of thought to the nature of 
authentic instruction. They should have observed a colleague's instruction, and discussed with 
the colleague the standards for authentic instruction. Following are some possible questions to 
guide the discussion: 

• What did you learn from visiting one another's classrooms? 
• Did you find one of the standards particularly helpful? Unhelpful? 
• Have you given some thought to your own instruction vis-à-vis the standards for 

authentic instruction? 

Participants may note that the standards for authentic instruction are quite high, and difficult to 
achieve in the typical class period. Remind teachers that the standards are lenses to help us 
reflect on our teaching. The highest ratings do describe exemplary teaching practices, but no 
teacher's instruction is likely to achieve the highest ratings every day. Does this mean the 
standards are useless? Definitely not. Suppose I want to become a better basketball player. Is it 
useless to study Michael Jordan's technique because I will never be as good as he? Of course not. 
Anything I can learn from studying his strategies will be helpful to me. Similarly, we may not 
always rate high on the scale for authentic instruction, but the fact that it is an integral part of the 
way in which we view excellence in teaching should elevate the authenticity of our teaching 
practices. 

Ask one or two volunteers beforehand to videotape their instruction, and allow the group to view 
the tape and rate it in terms of the Center on Organization and Restructuring of Schools (CORS) 
criteria for authenticity. The format for viewing videotapes in our seminars was generally as 
follows: 

• Ask the teacher whose tape will be viewed to "set it up", i.e., state the subject and grade 
level, describe the instructional goals, etc. 

• Review the description of the standards of authentic instruction (see pages 86-93 in A 
Guide to Authentic Instruction and Assessment). 

• Participants should jot notes during the videotape indicating how they feel the instruction 
rates in terms of authenticity (e.g., evidence of higher order thinking, deep knowledge). 

• Have teachers talk about their ratings in groups of two or three. 
• Come together as a whole group, and allow the teacher who was taped time to talk about 

how he or she rated the instruction, and any revisions s/he might make as a consequence 
of having reviewed it. 

• Open the discussion for others' comments. 

Connecting Instructional Theory and Practice 
Many teachers will want concrete suggestions for developing more authentic instructional 



practices. This is where the wealth and diversity of experiences teachers bring to the seminars is 
particularly helpful. There are four standards for authentic instruction: higher order thinking, 
deep knowledge, substantive conversation, and connections to the world beyond the classroom. 
What concrete strategies are likely to promote these standards? For example, some teachers use 
Bloom's Taxonomy to help them develop higher order thinking questions and outcomes. To 
help students acquire deep knowledge and understanding of a significant social studies concept 
or issue, teachers might approach the issue across time and space. If you are teaching about 
family roles, for example, you can explore changes in roles over time (family roles in the U.S. in 
1900 versus 2000), or compare family roles in different cultures. Teachers who want to promote 
more substantive conversations  in their classrooms may use methods such as public issue 
discussions or Paidea seminars. Finally, instruction that makes connections to the world 
beyond the classroom consciously draws on students' experiences and interests. A city council 
proposal to impose a curfew on teens is likely to be of more interest than a proposal to change a 
zoning ordinance. 

In groups of three or four teachers, participants brainstormed methods or strategies they had used 
that might facilitate the standards of authentic instruction. We used the matrix shown in 
Appendix G. Appendix H shows some of the ideas teachers contributed. This activity helped to 
make the standards more accessible to teachers. Further, teachers recognized that many of their 
current practices are consistent with the standards for authentic instruction. 

Note, however, that use of a particular strategy or technique does not necessarily indicate high 
levels of authentic instruction. For example, I've watched beginning teachers use Bloom's 
Taxonomy to facilitate higher levels of thinking in their class discussions. After a student's 
comment, the teacher asks "Why do you say that?" in an attempt to get the student to analyze the 
issue further. However, the student's response is often brief and superficial (e.g., "That's what the 
author of the textbook says."). The teacher continues the discussion, an indication that just about 
any response is acceptable. In a case such as this, the teacher uses the language of Bloom's 
Taxonomy, but does not have a deep understanding of how to use the language as a vehicle for 
higher order thinking. 

The strategies and techniques listed in Appendix H are therefore tools to help us achieve more 
authentic instruction. When used with an understanding of the broader framework of authentic 
instruction, these tools can be powerful vehicles for more authentic instruction. 

Discussion of the Research Base 
I suggest you ask teachers to be responsible for leading discussions of the readings. This is 
important in terms of their taking ownership of the direction of the discussions. In addition, each 
group of teachers comes to the seminars with different knowledge, experiences, and so on. They 
will choose points for discussion that are particularly meaningful in their context. 

I have, however, listed a few questions for discussion for each set of readings which you may 
find helpful. 

Authentic Achievement , Introduction, Ch. 1-2 



• Describe the goals and design of the School Restructuring Study (SRS). 
• Why does the SRS not focus on the use of specific teaching techniques? 
• What were the primary findings? What implications do these findings have for you and 

your school? 

Preparing Citizens, Ch. 1 & Educative Assessment, Ch. 1-4 

• In your view, what are the characteristics of good assessment? Who is it for? When is it 
used? What is its purpose? How does your view compare with those expressed in the 
readings? 

• Do you agree with Wiggins' conception of knowledge versus understanding? Is it 
possible to have one without the other? Give examples. 

The National Content Standards  
Most of the teachers with whom I worked had little knowledge of the national content standards 
in social studies. I suspect this is because their attention was focused on the Minnesota High 
Standards. In addition, unlike science or mathematics, the social studies has not one but six 
different standards documents! I wanted teachers to have a working knowledge of the national 
content standards, but it would be unrealistic to expect them to have a thorough understanding of 
each of them. 

As such, I gave a brief overview of the national social studies content standards so that 
participants would be aware of the resources available to them (see Appendix I). Participants 
then divided into six groups, and each group reviewed a standards document using the prompts 
in Appendix J. We shared responses as a whole group. In the next seminar, we use the 
documents with the Minnesota High Standards to create assessment tasks. 

Summary 
In Seminar 3, we: 

• Evaluated instruction using the standards for authentic instruction, 
• Critiqued the standards for evaluating authentic instruction; 
• Developed a list of concrete strategies and methods to promote more authentic 

instruction; 
• Discussed the research base on authentic pedagogy and student achievement, and the 

implications of the research for our school setting; and 
• Developed a rudimentary understanding of the national content standards in social studies 

education. 

In preparation for Seminar 4, participants should: 

• Read Chapters 5-7 in Educative Assessment and Chapters 3-4 in Preparing Citizens. The 
readings cover the "nuts and bolts" of designing authentic assessment tasks and 
corresponding rubrics. The authors suggest slightly different approaches; teachers should 
know that there is no "one right way" to design a task or a rubric. They should determine 
which approach (or combination of approaches) makes the most sense to them. 



Seminar 4:  Integrating Minnesota's High Standards and the 
National Content Standards 

Developing Authentic Assessment Tasks 
At this point, teachers should have a good understanding of the concept of authenticity, and be 
familiar with the various standards documents. It is time to develop an authentic assessment task 
using the Minnesota High Standards and the national social studies content standards. The 
process we used is shown in Appendix K. Appendix L illustrates steps 1-3. Note that the 
Minnesota High Standards describe a skill students should develop (accessing information); the 
National Standards for U.S. History suggest content and activities for developing the skill at a 
particular grade level. Together, the documents help us to create a task that (1) develops 
transferable skills, and (2) is grounded in significant social studies content. 

We developed one task as a whole group based on the standards in Appendix L: 

Create a scrapbook of your life as it might have been during the Great Depression. 
The scrapbook might include pictures, newspaper clippings, letters, etc. A 
narrative describing your reflections on events, ideas, etc. should form a 
substantial part of the scrapbook. Conduct research using primary and secondary 
sources to develop a historically plausible narrative. 

We then evaluated the authenticity of the task, using the Center on Organization and 
Restructuring of Schools (CORS) standards for authentic assessment. Would the task require 
students to construct knowledge? To engage in disciplined inquiry? Etc. We decided that the task 
was fairly strong in terms of requiring students to construct their own knowledge through 
disciplined inquiry. The task was weaker on the third criterion, value beyond school. On balance, 
however, we felt we had a good first draft of a task. We proceeded to think about a rubric for 
assessing the quality of the students' performance. What did we envision as high quality student 
work? 

We agreed on four criteria: 

• The scrapbook conveys a clear, historically plausible perspective. 
• The scrapbook gives the reader a sense of the social, cultural and political context of the 

1930s. 
• The content of the scrapbook is based on multiple sources of information, including 

primary sources. 
• The scrapbook reflects attention to correct grammar and spelling (mechanics). 

In assessing students' work, we could simply mark "yes" or "no" for each statement, but this 
would not give students very much information. Further, it does not allow for differences in the 
quality of student work, that is, a student may have used correct grammar and spelling 
throughout the scrapbook, with only two exceptions. Should the teacher mark "yes" or "no"? To 
address this issue, we might use descriptors such as weak, satisfactory, good, and exceptional. In 



Table 2, we use these descriptors, and we invite the student to assess him/herself as well. I 
recommend asking students to assess themselves whenever possible. 

Table 2 

E = Excellent;  G = Good;  S = Satisfactory;  W = Weak 

Student Assessment   Teacher Assessment 

  The scrapbook conveys a clear, 
historically plausible perspective. 

  

  
The scrapbook gives the reader a 
sense of the social, cultural and 
political context of the 1930s. 

  

  

The content of the scrapbook is 
based on multiple sources of 
information, including primary 
sources. 

  

  
The scrapbook reflects attention 
to correct grammar and spelling 
(mechanics) 

  

Table 3 

Criteria  Weak 
1 

Satisfactory 
2 

Good 
3 

Excellent 
4 

Historical 
Plausibility 

        

Description of 
Context         

Sources of 
Information         

Mechanics         

Some rubrics give descriptions of different levels of performance so that each box in the table 
(see Table 3) includes a description (e.g., "satisfactory" work in terms of historical plausibility is 
described). This is difficult to do without samples of student work. However, we looked at 
examples of holistic and analytic-trait rubrics in Educative Assessment and Preparing Citizens, 
each of which include descriptors. 

 

 



Type of Rubric Educative Assessment Preparing Citizens 

Holistic  p. 166 p. 86, Figure 6.2 

Analytic-Trait p. 167 pp. 33, 179, 132 

Some rubrics include "weighted" criteria. For example, we might decide that historical 
plausibility and description of context are more important than sources of information or 
mechanics. Given that this is a social studies class, we may decide that while mechanics are 
important, we want to place less emphasis on grammar and spelling than the other three criteria. 
Thus we might have a rubric such as the one shown in Table 4. 

Table 4 

Criteria  Weak 
1 

Satisfactory 
2 

Good 
3  

Excellent 
4  

Your Score  

Historical 
Plausibility         __ x 3 = 

Description 
of Context 

        __ x 3 = 

Sources of 
Information         __ x 2 = 

Mechanics         __ x 1 = 

  Total = 

We also examined rubrics for typical assignments in social studies. 

Assignment/Task Educative Assessment Preparing 
Citizens 

Discussion of Public Issues   pp. 64, 
66, 69, 72 

Letter to a Public Official   p. 158 

Moot Court   p. 121 
Position Paper   p. 140 
Simulated Congressional Hearing   p. 126 

Socratic Seminar pp. 170-171 p. 88 

Rubrics can be very simple, such as a checklist of criteria, or quite elaborate such as the rubric 
for a Socratic seminar on pages 170-171 in Educative Assessment. 

It is easy for teachers to become overwhelmed with the task of creating rubrics. I recommend 
that teachers use or adapt rubrics developed and tested by others when appropriate. No teacher 



has the time to develop elaborate rubrics for every task she or he assigns. However, we should 
always be able to tell students the criteria we are using to assess their work. Thus, for example, 
in the scrapbook task described above, it should never be a surprise to students that spelling and 
grammar will be assessed. 

When the task of writing a rubric becomes overly burdensome, remember the two primary 
purposes for creating rubrics: to clarify your expectations for the task (instead of deciding what 
those expectations are after you have a pile of papers!), and to convey the criteria for high quality 
work to students. If the rubric is so complex that it is confusing to students, it is no longer a 
useful rubric. For many of the tasks we present to students, statements of the criteria for 
assessment are quite adequate. 

After some exploration of the various types of rubrics in our texts, seminar participants divided 
into groups based on subject area, and with the appropriate standards documents, began 
developing tasks. We periodically convened as a whole group to address common questions and 
issues. By the close of the day, groups had "good working drafts" of assessment tasks and 
corresponding rubrics. 

Summary 
In the Seminar 4, we: 

• Created an authentic assessment task based on the Minnesota High Standards and the 
national social studies content standards, and 

• Developed a corresponding rubric. 

In preparation for Seminar 5, participants should: 

• Review Chapters 5-7 in Educative Assessment and Chapters 3-4 in Preparing Citizens. 
The readings are likely to be more meaningful now that participants have worked through 
an assessment task and rubric. 

• Bring a task you've developed and used, samples of work from 4-5 students on the task, 
and a videotape of your instruction. 

 



Seminar 5:  Analyzing Assessment Tasks, Instruction and 
Student Performance 

Small Group Feedback:  Instruction, Assessment Tasks, and Student Work 
For the fifth seminar, we set up three "stations" and small groups of teachers rotated through 
them. Activities were as follows: 

Station One   Watch a small segment of each person's videotape and give 
her/him feedback using the Center on Organization and 
Restructuring of Schools (CORS) criteria for authentic instruction 
(see pp. 86-93 in A Guide to Authentic Instruction and 
Assessment). 

Station Two   Analyze each person's assessment task and give her/him feedback 
using the criteria for authentic assessment tasks (see pp. 94-102 in 
A Guide to Authentic Instruction and Assessment). 

Station Three  Evaluate the student work each person brought using the criteria 
for authentic student performance (see pp. 80-85 in A Guide to 
Authentic Instruction and Assessment). 

These activities extended throughout the day. We met as a whole group in the middle and at the 
end of the day to share concerns, insights and ideas. 

Summary 
In Seminar 5, we: 

• Assessed teaching videotapes, assessment tasks and student work products in terms of the 
criteria for authenticity. 

In preparation for Seminar 6, participants should: 

• Read Chapters 6-11 and the Conclusion in Authentic Achievement. I suggest the 
facilitator ask for volunteers to lead the discussion of the chapters. 



Seminar 6: Developing Professional Community 

Survey of Professional Community 
I developed a modified version of the survey that was given to teachers in Newmann's School 
Restructuring Study (see pages 314-320 in Authentic Achievement). The purpose was simply to 
provide a starting point for discussion about steps each department might take to enhance 
authentic intellectual achievement at their school. The surveys were given to participants at the 
beginning of the seminar; results were tabulated while teachers were engaged in other activities 
during the morning. 

Discussion of Intellectual Quality and School-wide Professional Community 
Again, participants should assume responsibility for the discussion of reading materials. Some 
core questions might include the following: 

Authentic Achievement , Ch. 6-11, Conclusion 

• Newmann states that "the quality that distinguished more successful schools from others 
was a sustained focus on the intellectual quality of student learning and a strong 
professional community among staff" (p. 160). What does it mean to have a "focus on the 
intellectual quality of student learning"? Would this change any of your departmental 
decisions? What does it mean to have a "sense of professional community" at a school? 

• What cultural and structural characteristics of schools tend to promote a sustained focus 
on the intellectual quality of student learning and a strong professional community among 
staff? 

• What implications do these findings have for you and your school? 

The facilitator may want to note how the seminars in which teachers have been involved are 
intended to facilitate professional community (i.e., shared norms and values, a focus on student 
learning, reflective dialogue, deprivatization of practice, and collaboration). 

This is also an appropriate time to talk about how teachers can begin to institutionalize some of 
the ideas they have been developing over the year. For example, if reflective dialogue about 
student work is important, how will teachers make certain there is time for such discussions the 
following year? In our seminars, two of the high schools made scheduling changes for the 
following year to allow teachers time to meet. One group talked about having their rooms in 
closer proximity to one another. Another group talked about including student work samples as 
part of teachers' annual reviews. These may seem like small changes, but they can begin a 
process that changes the quality of teaching and learning in a department. 

We reviewed results of the survey of professional community given at the beginning of the 
seminar. The results serve to identify areas of strength and areas of weakness. 

Sustaining Authentic Pedagogy in the Social Studies 
We used the matrix in Appendix M to develop concrete objectives. In our seminar, key 
administrators from each of the schools participated in these discussions. At each subsequent 
seminar, we devoted some time to talking about our plans. 



Summary 
In Seminar 6, we: 

• Discussed the research on characteristics of schools that tend to promote more authentic 
student performance, and the implications of the research for our department/school; 

• Developed concrete plans for sustaining our emphasis on authentic pedagogy in the social 
studies. 

In preparation for Seminar 7, participants should: 

• Bring a "working draft" of a task you've developed. 



Seminar 7: Assessing Assessment Tasks, Instruction and 
Student Performance 

Assessment Tasks 
Seminar participants divided into groups based on subject area, and critiqued one another's 
assessment tasks. We used the process described in Seminar 2. We convened as a whole group at 
the end of the morning to address common questions and issues. 

Sustaining Authenticity Pedagogy 
We revisited the discussion of "sustaining authentic pedagogy" initiated at our last seminar. 

Summary 
In Seminar 7, we: 

• Critiqued and revised assessment tasks according to the criteria for authentic 
assessments; 

• Reviewed and revised our plan for sustaining authentic pedagogy in the social studies. 

In preparation for Seminar 8, participants should: 

• Bring your revised task, 4-5 samples of student work, and a videotape of your instruction. 
(The facilitator should try to get copies of the tasks before the next seminar, so that s/he 
can write brief critiques of the tasks.) 



Seminar 8:  Analyzing Assessment Tasks, Instruction and 
Student Work 

Analyzing Tasks and Student Work 
Several teachers volunteered beforehand to make copies of their assessment tasks and 
corresponding student work for the group. We carefully examined each task and sample of 
student work, and assessed them in terms of the criteria for authenticity. Facilitators should 
follow the format described in Seminar 2. Appendix N shows two examples of tasks, as well as 
the corresponding written critiques. 

Analyzing Instructions  
Several teachers volunteered to share videotapes of their instruction. We watched the videotapes, 
and critiqued them in terms of the criteria for authentic instruction. Facilitators should follow the 
format described in Seminar 2. 

Sustaining Authentic Pedagogy 
Participants briefly revisited their plan for sustaining authentic pedagogy, and made appropriate 
updates and/or revisions. 

Summary 
In Seminar 8, we: 

• Critiqued assessment tasks, student work, and instruction according to the criteria for 
authenticity; 

• Reviewed and revised our plan for sustaining authentic pedagogy in the social studies. 



Seminar 9:  Analyzing Assessment Tasks 

In preparation for Seminar 9, I collected tasks from each school district. I then gave the tasks 
from one district to another district for assessment. Teachers read tasks from another district, and 
wrote critiques of the tasks. The critiques were later shared with the authors of the tasks. 

This process was quite valuable. When teachers assessed tasks written by their immediate 
colleagues, they were familiar with the teacher's classroom context. Because they knew the 
author of the task, they often made assumptions about the author's intentions. At each district-
level seminar, teachers commented on the lack of clarity in the directions for some of the tasks. 
We discussed this issue in some depth. On the one hand, teachers noted that when they gave 
tasks to students, they gave verbal directions in addition to the written directions. On the other 
hand, it seems reasonable to expect that teachers with the same subject area background be able 
to read an assessment task and understand the requirements. Opinion was divided on this issue, 
but most teachers agreed that better written directions could only be helpful to students. 

Teachers were encouraged to share their tasks in a handbook of Authentic Assessment Tasks for 
Secondary Social Studies. The critiques, written by teachers from another district, are also 
included in this handbook. 

Sustaining Authentic Pedagogy in the Social Studies 
Teachers returned to their plans for sustaining authentic pedagogy one last time before the close 
of the school year. Each department and district had specific plans for improving the quality of 
student achievement through more authentic pedagogy. The 1998-99 seminars had only begun 
the process. 
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Appendix B:  Authentic Pedagogy and the Social Studies: 
Seminar Evaluation 

As I think about the past two sessions… 

I liked… 

  

  

I would have liked… 

  

  

I learned… 

  

  

I would like to know more about…. 

  

  

I plan to… 

  

  

What, if anything, from these sessions have you been able to apply in your classroom? 

  

  

Any additional comments/suggestions: 

  



Appendix C:  Teaching Timeline Activity 

Draw a line that represents the time from which you received your teaching license until now. 
Note events, ideas, and experiences that had a significant impact – either positive or negative – 
on your development as a professional. Share with two people you usually have less opportunity 
to talk with during the day. 



Appendix D:  Stages of Teachers' Development* 

Stage 1: Early Idealism 

§ identification with students more than teachers 
§ confident in teaching abilities, knowledge of teaching 
§ often refers to a former teacher - "I know exactly the kind of teacher I want to be." 

Stage 2: Personal Survival 

§ feeling of vulnerability, powerlessness, great stress 
§ concern for classroom control and students liking them 
§ frustration because unclear about norms, expectations in school culture 
§ feelings of awkwardness; desire to "fit in" 
§ tendency to be reactive rather than proactive; let the students define the situation 
§ design content/activities to preserve control 

Stage 3: Dealing with Difficulties 

§ recognition of the complexity of teaching 
§ concern with "mechanics" of teaching - clarity of directions, questioning 
§ heightened sensitivity to criticism 
§ blames problems on external constraints: students, "system", school culture, etc. 

Stage 4: Hitting a Plateau 

§ confidence in management and organization 
§ period of relative "relaxation" 
§ comfortable with teaching strategies, but doesn't connect strategies to a broader 

theoretical framework on teaching and learning 
§ acting, but not yet thinking, "like a teacher" 
§ the lesson "worked" if students enjoyed it, or seemed interested 

Stage 5: Moving On 

§ reconsideration of relationships among values, teaching practices and student learning in 
light of more complex understandings 

§ focus on significance of content and quality of student understandings 
§ What should be taught? How shall the content be taught? What processes and skills will 

students develop? What difference does it make? 
§ recognition that there is much more to learn, that teaching is a craft that requires constant 

attention and nurturing 

*Adapted from Furlong, J., & Maynard, T. (1995). Mentoring student teachers: The growth of professional 
knowledge. London and New York: Routledge. 



Appendix E:  Scandinavia 

Directions: Read pp. 275-283 in the World Geography textbook and answer the following 
questions: 

Place: (Physical Features) 

1. What is a peninsula? What countries in Scandinavia form peninsulas? 
  
  
  

2. Why is this region known as the "land of the midnight sun"? 
  
  
  

3. What are fjords? How are they formed? 
  
  
  

4. What mountain range runs through Norway and Sweden? 
  
  
  

5. What important natural resource exists in the Scandinavian Shield? 
  
  
  

6. Why is the North European Plain important? 
  
  
  

7. Where do most Scandinavians live? 
  
  
  

8. How was Iceland formed? 
  



  
  

Amazon Rainforest Essay 

1. Type a 2-page paper on the Amazon Rainforest in Brazil. 
2. The paper will include an introduction, three major paragraphs, and a conclusion. 
3. Address the questions listed in item 4. Include at least five points of evidence from 

resources that support your opinion. 
4. Use the following questions as a focus for your paragraphs. 

o Paragraph 1: Which of the following general positions on the rainforest issue do 
you most agree with? 
§ Everything possible should be done to prevent deforestation. 
§ No steps should be taken to prevent deforestation. 

o Paragraph 2: What are the reasons you don't support the other side of the issue as 
strongly? 

o Paragraph 3: If you were hired by the Brazilian government to head the 
Department of Natural Resources, what would be your solution to the problem of 
deforestation? You must try to satisfy the concerns of both sides. 

Rubric  

Criteria  
Needs Improvement< td 
width="27%" 
bgcolor="#FFF7E6">Satisfactory  

Excellent 

Introduction No introduction Purpose 
somewhat 
unclear 

Purpose clearly 
stated 

Paragraph 1 Position unclear, lacks evidence Position stated in 
less than 5 
statements 

Position is clear, 
includes 5 
convincing 
statements 

Paragraph 2 Does not address opposing side Reasons given 
but somewhat 
unclear 

Reasons stated 
clearly 

Paragraph 3 No solution stated Unclear solution, 
unreasonable 

Solution given 
with reasonable 
ideas 

Conclusion No conclusion Does not restate 
or summarize the 
essay 

Clearly 
summarizes the 
author's opinion 

Mechanical Many errors Few errors No grammatical 
or mechanical 
errors 



Appendix F:  Assessing Performance Packages 

Minnesota Department of Children, Families and Learning Performance 
Packages  

Standards for 
Authentic 
Assessment Tasks 

Creating a 
Museum Trunk 
(Inquiry, Middle 
Level) 

Researching 
Immigration 
(Inquiry, Middle 
Level) 

Youth Advisory 
Council (People & 
Cultures, High 
School Level) 

Organization of 
Information 
  

      

Consideration of 
Alternatives 
  

      

Disciplinary Content 
        

Disciplinary 
Processes 
  

      

Elaborated Written 
Communication 
  

      

Problem Connected 
to the World Beyond 
the Classroom 
  

      

Audience Beyond 
the School 
  

      

Read each performance package, and rate it according to the standards for authentic assessment 
tasks described on pages 80-85 of A Guide to Authentic Instruction and Assessment. Jot notes 
beside your rating to remind you of why you chose to rate the package as you did. 



Appendix G:  Matrix for Authentic Instruction 

Standard I. Higher Order Thinking  

   

   

   

   

  

Standards II. Deep Knowledge  

   

   

   

   

  

Standard III. Substantive Conversation  

   

   

   

   

  

Standard IV. Value Beyond the Classroom  

   

   

   

  

  



Appendix H:  Completed Matrix for Authentic Instruction 

Standard I. Higher Order Thinking  

-use Bloom's Taxonomy to develop 
questions 
-increase wait time after questions 
-create analogies 
-define HOTS with students 
-look at primary source data 
-use graphic organizers to show 
relationships 
-Venn diagrams 
-concept mapping 

Standards II. Deep Knowledge  

-bring in opposing viewpoints 
-ask students to explain reasoning to one 
another 
-ask for evidence 
-look at issue across time (historical 
perspective) and space (comparative, 
geographical perspective) 
-look at issue from different disciplinary 
perspectives 
-consider different points of view (gender, 
ethnic, national, etc.) 

Standard III. Substantive Conversation  

-Socratic Seminars 
-structured controversy 
-set ground rules for discussion prior to 
discussion 
-piggyback (active listening-student 
response must build on prior comment) 
-direct students to talk to one another 
 -fish bowls 

Standard IV. Value Beyond the 
Classroom  

-KWL (What do you know? Want to 
know? What did you learn?) 
-have students collect own data (e.g., 
interviews with people who lived during 
Depression; surveys of recent immigrants) 
-use community resources 
-connect to local community (e.g., What 
was happening here during the Civil 
Rights Movement of the 60s?) 
-Ask: Why did we do this? What was 
learned? 

  



Appendix I:  Overview of the National Standards 
Documents in Social Studies Education 

Subject Area: Civics 
Document: National Standards for Civics and Government 
Organizational Pattern: 5 focal questions for each of 3 grade level groupings  
Grade Level Groups: K-4, 5-8, 9-12 
Comments: This is a fairly straightforward "structures & functions" approach to civics. 

Subject Area: Economics  
Document: Voluntary Content Standards in Economics 
Organizational Pattern:  20 Content Standards, including what students should understand and 
be able to do 
Grade Level Groups: K-4, 5-8, 9-12 
Comments: Benchmarks for each of the three grade levels; ideas for lesson plans/activities; 
resources listed to correspond to each standard. 

Subject Area: Geography  
Document: Geography for Life 
Organizational Pattern:  5 focal geographic skills and 18 content standards 
Grade Level Groups: K-4, 5-8, 9-12 
Comments: Benchmarks for each of the three grade levels; ideas for lesson plans/activities; 
provides an excellent overview of geographic terms/themes for teachers and students. 

Subject Area: History, U.S. 
Document: National Standards for Teaching History (standards only) 
Bring History Alive! A Sourcebook for Teaching U.S. History (teaching ideas) 
Organizational Pattern:  5 primary historical thinking skills and numerous historical 
understandings grouped by 10 eras 
Grade Level Groups: K-4, 5-6, 7-8, 9-12 
Comments: The original version published in 1994 was highly controversial; critics said it was 
"politically correct." The 5 historical thinking skills are an excellent focus for history classes; 
includes ideas for teaching each standard. Also provides list of resources to correspond to each 
standard. 

Subject Area: History, World 
Document: Basic Standards for Teaching History (standards only) 
Bring History Alive! A Sourcebook for Teaching World History (teaching ideas) 
Organizational Pattern: 5 primary historical thinking skills and numerous historical 
understandings grouped by 8 eras 
Grade Level Groups: K-4, 5-6, 7-8, 9-12 
Comments: The original version of this document was less controversial than the U.S. history 
version, but was still revised in response to conservative critics. The 5 historical thinking skills 



are an excellent focus for history classes; includes ideas for teaching each standard. Also 
provides list of resources to correspond to each standard. 

Subject Area: Social Studies 
Document: Curriculum Standards for Social Studies: Expectations for Excellence 
Organizational Pattern: 10 themes 
Grade Level Groups: K-4, 5-8, 9-12 
Comments: Elementary teachers have found this document to be particularly helpful. A 
narrative describes how each standard might be implemented in the classroom. 

CIVICS: Organizing Questions  

K-4 5-8 9-12 

What is government and 
what should it do? 

What are civic life, politics, 
and government? 

What are civic life, politics, 
and government? 

What are the basic values 
and principles of American 
democracy? 

What are the foundations of 
the American political 
system?  

What are the foundations of 
the American political 
system? 

How does the government 
established by the 
Constitution embody the 
purposes, values and 
principles of American 
democracy? 

How does the government 
established by the 
Constitution embody the 
purposes, values and 
principles of American 
democracy? 

How does the government 
established by the 
Constitution embody the 
purposes, values and 
principles of American 
democracy? 

What is the relationship of 
the United States to other 
nations and to world 
affairs? 

What is the relationship of 
the United States to other 
nations and to world 
affairs? 

What is the relationship of 
the United States to other 
nations and to world affairs? 

What are the roles of the 
citizen in American 
democracy? 

What are the roles of the 
citizen in American 
democracy? 

What are the roles of the 
citizen in American 
democracy? 

ECONOMICS: Student Understandings 

Standard 1 
Productive resources are limited. Therefore, people can not have all the goods and 
services they want; as a result, they must choose some things and give up others. 

Standard 2 
Effective decision making requires comparing the additional costs of alternatives 
with the additional benefits. Most choices involve doing a little more or a little 
less of something: few choices are "all or nothing" decisions. 



Standard 3 
Different methods can be used to allocate goods and services. People acting 
individually or collectively through government, must choose which methods to 
use to allocate different kinds of goods and services. 

Standard 4 
People respond predictably to positive and negative incentives. 

Standard 5 
Voluntary exchange occurs only when all participating parties expect to gain. This 
is true for trade among individuals or organizations within a nation, and usually 
among individuals or organizations in different nations. 

Standard 6 
When individuals, regions, and nations specialize in what they can produce at the 
lowest cost and then trade with others, both production and consumption increase. 

Standard 7 
Markets exist when buyers and sellers interact. This interaction determines market 
prices and thereby allocates scarce goods and services. 

Standard 8 
Prices send signals and provide incentives to buyers and sellers. When supply or 
demand changes, market prices adjust, affecting incentives. 

Standard 9 
Competition among sellers lowers costs and prices, and encourages producers to 
produce more of what consumers are willing and able to buy. Competition among 
buyers increases prices and allocates goods and services to those people who are 
willing and able to pay the most for them. 

Standard 10 
Institutions evolve in market economies to help individuals and groups 
accomplish their goals. Banks, labor unions, corporations, legal systems, and not-
for-profit organizations are examples of important institutions. A different kind of 
institution, clearly defined and enforced property rights, is essential to a market 
economy. 

Standard 11 
Money makes it easier to trade, borrow, save, invest, and compare the value of 
goods and services. 

Standard 12 
Interest rates, adjusted for inflation, rise and fall to balance the amount saved with 
the amount borrowed, which affects the allocation of scarce resources between 
present and future uses. 



Content Keywords: interest rate; real vs. nominal; risk; monetary policy 

Standard 13 
Income for most people is determined by the market value of the productive 
resources they sell. What workers earn depends, primarily, on the market value of 
what they produce and how productive they are. 

Standard 14 
Entrepreneurs are people who take the risks of organizing productive resources to 
make goods and services. Profit is an important incentive that leads entrepreneurs 
to accept the risks of business failure. 

Standard 15 
Investment in factories, machinery, new technology, and in the health, education, 
and training of people can raise future standards of living. 

Standard 16 
There is an economic role for government in a market economy whenever the 
benefits of a government policy outweigh its costs. Governments often provide 
for national defense, address environmental concerns, define and protect property 
rights, and attempt to make markets more competitive. Most government policies 
also redistribute income. 

Standard 17 
Costs of government policies sometimes exceed benefits. This may occur because 
of incentives facing voters, government officials, and government employees, 
because of actions by special interest groups that can impose costs on the general 
public, or because social goals other than economic efficiency are being pursued. 

Standard 18 
A nation's overall levels of income, employment, and prices are determined by the 
interaction of spending and production decisions made by all households, firms, 
government agencies, and others in the economy.  

Standard 19 
Unemployment imposes costs on individuals and nations. Unexpected inflation 
imposes costs on many people and benefits some others because it arbitrarily 
redistributes purchasing power. Inflation can reduce the rate of growth of national 
living standards because individuals and organizations use resources to protect 
themselves against the uncertainty of future prices. 

Standard 20 
Federal government budgetary policy and the Federal Reserve System's monetary 
policy influence the overall levels of employment, output, and prices. 



GEOGRAPHY 

Content  Skills 

Essential Elements Geographic Skills & Perspectives 
1. The World in Spatial Terms 1. Asking Geographic Questions 

2. Places & Regions 2. Acquiring Geographic Information 
3. Physical Systems 3. Organizing Geographic Information 
4. Human Systems 4. Analyzing Geographic Information 

5. Environment & Society 5. Answering Geographic Questions 
6. Uses of Geography   

U.S. HISTORY 

Content  Skills 
Historical Understandings Historical Thinking Skills 
Era 1:  
Three Worlds Meet (Beginnings to 1620) 

1. Chronological Thinking 

Era 2:  
Colonization & Settlement (1585-1763) 

2. Historical Comprehension 

Era 3:  
Revolution & the New Nation (1754-
1820s) 

3. Historical Analysis and Interpretation 

Era 4:  
Expansion & Reform (1801-1861) 

4. Historical Research Capabilities 

Era 5:  
Civil War & Reconstruction (1850-1877) 

5. Historical Issues-Analysis & Decision 
Making 

Era 6:  
Industrialization   

Era 7:  
The Emergence of Modern America 
(1890-1930) 

  

Era 8:  
Great Depression & World War II   

Era 9:  
Postwar U.S.   

Era 10:  
Contemporary U.S. 

  

 





WORLD HISTORY 

Content  Skills 

Historical Understandings Historical Thinking Skills 

Era 1:  
The Beginnings of Human Society 

1. Chronological Thinking 

Era 2:  
Early Civilizations and the Emergence of 
Pastoral Peoples, 4000-1000 BCE 

2. Historical Comprehension 

Era 3:  
Classical Traditions, Major Religions, and 
Giant Empires, 1000 BCE-300 CE 

3. Historical Analysis and Interpretation 

Era 4: 
Expanding Zones of Exchange and 
Encounter, 300-1000 CE 

4. Historical Research Capabilities 

Era 5: 
Intensified Hemispheric Interactions, 
1000-1500 CE 

5. Historical Issues-Analysis and Decision-
Making 

Era 6: 
The Emergence of the First Global Age, 
1450-1770 

  

Era 7: 
An Age of Revolutions, 1750-1914   

Era 8: 
The 20th Century 

  

 



Appendix J:  Questions to Guide Reviews of the National 
Social Studies Standards 

Civics Standards  
1. Choose a question of interest to you at 
your students' grade level. Go to the 
appropriate section of the book that lists 
the associated content standards. 
[Example: If I were interested in question 
4 for grades 5-8, I would look at pages 71 - 
73 for the associated content standards. 
The content standards give more specific 
expectations for student learning.] To what 
degree do you find the content standards 
helpful or useful in planning instruction?   

2. Look at pages 141-145 to see how 
conceptual knowledge becomes more 
complex with increasing grade levels. To 
what degree does this model of conceptual 
organization reflect the learning in your 
school? 

Economics Standards  
1. Choose one of the content standards and 
read what students should know and be 
able to do at grades 4, 8, 12. To what 
degree are the expectations helpful to you 
as a teacher for planning instruction? Are 
they realistic?   

2. To what degree do the benchmarks 
reflect what your social student department 
is currently doing? 

Geography Standards  
1. Choose one of the 18 content standards 
that interests you (see p. 34) and examine 
what students at your grade level should 
know and be able to do in relation to the 
standard. [Example: Standard 2 on page 34 
states that students should know "how to 
use mental maps to organize information 
about people, places and environments in a 
spatial context." If you were teaching 
grade 8, you would look on pages 146-147 
for examples of learner outcomes and 
activities.] Would the learner outcomes 
and activities be appropriate for your 
students?   

2. Examine pages 239-241 in terms of 
your grade level. To what degree do you 
find these expectations useful? realistic? 

NCSS Standards  
1. Choose a theme of interest to you and 
examine the performance expectations 
across grade levels (see pp. 33-45). Note 
the way in which the performance 
expectations become increasingly more 
complex. Examine the performance 
expectations for this theme for your grade 
level. To what degree are the expectations 
helpful to you as a teacher for planning 
instruction? Are they realistic?   

2. Examine the social studies skills on pp. 
148-149 for your grade level. To what 
degree are you (or your social studies 
department) focusing on the skills as 
prescribed in the standards? 

U.S. History Standards  
1. Examine the Standards for Historical 

World History Standards  
1. Examine the Standards for Historical 



Thinking on pages 6-15. To what degree 
do the standards reflect history teaching in 
your school? in your experiences as a 
student?  

2. Select an era and corresponding 
standard of interest to you. Look at the 
"examples of student achievement" 
associated with the standard. To what 
extent do you find the ideas useful? 
realistic? 

Thinking on pages 6-15. To what degree 
do the standards reflect history teaching in 
your school? in your experiences as a 
student?  

2. Select an era and corresponding 
standard of interest to you. Look at the 
"examples of student achievement" 
associated with the standard. To what 
extent do you find the ideas useful? 
realistic? 

 



Appendix K:  Integrating the MN Standards and the 
National Content Standards 

1. Choose a standard (or part of a standard) from the High Standards. 
2. Select a topic (e.g., the Great Depression). 
3. Consult the national standards in the content area (e.g., National Standards for United 

States History). 
4. Write a brief statement describing the task. 
5. Reflect on the authenticity of the task, and make revisions as needed. 
6. Develop a corresponding rubric. 



Appendix L:  Integrating the MN High Standards and the 
National Social Studies Content Standards 

MN High Standards  National Content Standards (U. S. 
History) 

Inquiry: Middle Level, Accessing 
Information 

Era 8: The causes of the Great Depression 
and how it affected American society, 
Grades 7-8 

A student shall access information to 
answer a question by: 
-generating a question; 
-accessing information 
-recording & organizing information 
-gathering information from multiple 
sources 
-evaluating the relevance of the 
information 
-answering the question by synthesizing 
the information 

Gather evidence from oral histories, 
letters, journals, and documentary 
photographs to examine the effects of the 
depression on American families and 
gender roles. What pressures did 
unemployment place on families? What 
effect did the depression have on women 
who were employed outside the home? 
What employment opportunities were 
open to women during the depression? 

  



Appendix M:  Sustaining Authentic Pedagogy in the Social 
Studies 

As a department, what do you need to do to continue this process of improving student 
achievement through authentic pedagogy (instruction and assessment)? 

Being realistic about your needs and the available resources, outline what you will do by filling 
out the chart below. Keep in mind the five essential elements of professional community 
described in Chapter 7 of Authentic Achievement: 

1. Shared norms and values, 
2. Focus on student learning, 
3. Reflective dialogue, 
4. Deprivatization of practice, and 
5. Collaboration 

What do we want to accomplish? 
(objective)  

  

      

What needs to be done? 
(activities)  

  

      

Who will do this? 
(teachers will…admin 
will…students will…)  

  

      

What resources are needed?  
(specific amounts of time, money, 
expertise, etc.)  

  

      

When will these activities be 
completed? 
(timeline)  

  

      

How will we know whether we 
were successful? 
(what will we see)  

      



 Appendix N:  Civil War Task: What if the South had Won? 
by Nonie Peterson Kouneski, Roosevelt Senior High School, Minneapolis 

Background 
We have been studying the Civil War. We started this unit by examining the question: "What if 
the South had won?" We brainstormed a list of items we would need to study, and know about, 
in order to give an informed, meaningful answer to the question. Our list included: 

• Slavery 
• Goals of the war for each side 
• Who was involved, leaders for both sides, common people, freed African Americans and 

slaves. 
• Battles 
• Response of other countries 
• Results of North winning (Reconstruction) 
• How war ended 
• Map during the war period 

The Task 
Once we have addressed each of these items, you will use the information we learned to 
speculate on an answer to our "What If?" question. Once you have decided what would have 
been different if the South had won the war, you will need a way to convey your ideas. For this 
task you have the choice of what type of product you want to create. You must, however, follow 
the rules and requirements for the Form of that medium. 

• Essay: Introduction, body, conclusion, well-written, double-spaced typed or clearly 
printed in pen, correct paragraph and sentence structure, etc. 

• Speech: Introduction, body, conclusion, speak clear and loud, maintain eye contact, do 
not read in monotone but make it interesting, etc. 

• Movie Script: Title, characters listed at front, stage directions, character lines tell the 
story. 

• Act out a skit: Set scene, lines spoken well, props, costumes, whatever is needed to 
convey ideas, story has a beginning, middle and end. Face audience, perform as a stage 
piece. 

• 3-panel display: Each panel has a theme and the themes relate to one another. Text or 
pictures are clearly labeled. Items in the display are placed in logical relation to one 
another. 

Due Dates: 
Inform teacher of medium for product by ________  

Turn in product by ________ 

(Performances and speeches must be scheduled by ________ and completed by ________) 



Rubric 
_____ /30 pts Content. You have answered the "what if" question in depth by addressing Social, 
Economic and Political factors. 

_____ /30 pts Evidence. You give evidence/examples for your suppositions that link to past 
events. Primary sources are used. 

_____ /20 pts Form. Your ideas are conveyed well and executed following the rules of form for 
your chosen medium. 

_____ /20 pts Creativity. Your response shows originality, is imaginative yet plausible. 

______________________ 
/100 pts possible 

Comments 
Tasks that involve hypothetical questions are difficult to write well. They often lend themselves 
to student "opinionating" with little need for evidence. As a consequence, the student work is 
very difficult to evaluate. This task has merit, however, because there is historical evidence upon 
which to base responses. In addition, the rubric specifies that students must address the social, 
economic and political spheres; provide evidence for their suppositions; and use primary sources. 
The rubric is the key to the intellectual rigor of the task. 

Organization of Information: 3 
Disciplinary Content and Processes: 3 
Elaborated Written/Oral Communication: 4 
Connection to the World Beyond the Classroom: 2 

  

Hall of Fame - Russian Leaders  
by Dawn Guse, LaCrescent-Hokah Elementary, LaCrescent 

Preparation 
1. Students will work in groups of 3 
2. Each group will draw a leader from Russia's past 
3. Groups will receive information about their leader 
4. Groups will receive a piece of poster paper 

Russian Leaders 

1. Ivan (III) the Great 
2. Catherine (II) the Great 
3. Alexander II 
4. Peter the Great 
5. Nicholas II 



6. Vladimir Lenin 
7. Joseph Stalin 
8. Mikhail Gorbachev 
9. Boris Yeltsin 

The Task for Each Group 
1. Review and summarize their leader's reign using the handout and books 

2. Each person in the group will be assigned an area of investigation: 

Person 1  a. ruler's personality, facts, qualities 
b. government & economic type used 

Person 2  a. actions/policies that positively affected Russia 
b. justify why these actions were helpful 

Person 3  a. actions/policies that negatively affected Russia 
b. reasons why the negative actions were necessary or justified 

All Members   a. explain how/why this leader had a valuable impact on Russia's 
history 
b. make a convincing argument based on your information why your 
leader is the best candidate 

3. Create a poster with your leader's top accomplishments 

4. Prepare a team report to give to the Selection Committee 

a. a. Each person must present for 2-3 minutes in length 
    Group total 7-9 minutes 

b. b. Each member will focus on his/her assigned information 

5. Every student will take notes on all leaders presented 

Debate 
At the conclusion of all presentations, the class will discuss and debate the 9 leaders and decide 
who is the best candidate for the Hall of Fame. 

1. The debate will involve all students 
2. The debate will include question and answer time 
3. Each group will successfully argue their leader as the best candidate 

Selection Committee 
1. Students will act as judges during the debate and discussion time. 
2. At the conclusion of the debate each member of the committee will vote for one leader they 
feel best deserves the honor of being inducted into the Russian Leader Hall of Fame. 



Grading 
Grading will NOT be based on the leader who gets voted in. Grading will include: 

• Poster presentation 
• Oral presentation - facts, arguments 
• Debate participation 

Rubric 

Criteria  High Quality Acceptable  Low 

Poster Information Evidence of 
planning 
Highlights are clear 

Highlights are listed Highlights vague, 
unclear 

Poster 
Appearance 

Well organized 
Creative and neat 

Lacks creativity and 
neatness 

Cluttered, messy 

Poster 
Mechanics 

No errors Few grammatical 
errors 

Many errors 

Speech: 
Historically 
Accurate 

Solid knowledge 
Facts solid 

Lacks information 
or inaccurate 

Inaccurate 
Lacks facts 

Major  
Highlights 

5 major highlights 
explained fully  

3 highlights 
explained 

Fewer than 3 
highlights explained 
or little information 
provided 

Argument Argument is 
convincing, 
rehearsed 

Argument lacks 
confidence 

No argument for 
support 

Speech  
Length 

Effectively uses 2-3 
minutes 

Adequate speech 2 
minutes 

Speech less than 2 
minutes 

Debate  Asks 1 thoughtful 
question or answers 
with great 
knowledge 

Asks a question or 
answers but lacks 
support 

Does not participate 

Comments 
One of the strengths of this task is that it goes beyond the typical summary of a leader's 
accomplishments. The terms "positively affected" "negatively affected" and "valuable impact" 
could be clarified. Positive impact on the average Russian's life? On Russia's stature in the 
world? If this were revised along the lines of Time magazine's "Person of the Year," then 
students would be voting for the person who had had the most significant impact-positive or 
negative-on Russia. Some of the quality of the task depends on the quality/complexity of the 



information students are given about the leaders. Four of the eight criteria relate to grammar, 
style, aesthetics, and not content. Standards for "Argument" relate to style. 

Organization of Information: 3 
Disciplinary Content/Processes: 2 
Elaborated Written Communication: 3 
Connection: 2 


