Research, Consultation, & Teaching Program
Research Report No. 7

RCITP

A Case Study on Placing
Talented and Gifted Students
into the Appropriate
Instructional Level and
Monitoring Learning Rate

Gerald Tindal, Victor Nolet
Carrie Wegmann, Sandra McCollum

University of Oregon College of Education, Behavioral Research and Teaching,
Eugene, Oregon, 97403-1215



Published by

Research, Consultation, & Teaching Program
Behavioral Research and Teaching

College of Education

University of Oregon

Staff

Gerald Tindal, Program Director
Jerry Marr, Editor

Abe Deffenbaugh, Assistant Editor

Copyright ©1993 University of Oregon. All rights reserved. This publication, or parts thereof, may not be
used or reproduced in any manner without written permission. For information, write University of Oregon,
College of Education, Research, Consultation, & Teaching Program, 237 Education, Eugene, OR 97403-1215.

Tindal, Gerald; Nolet, Victor; Wegmann, Carrie; McCollum, Sandra

A Case Study on Placing Talented and Gifted Students into the Appropriate Instructional Level and Monitoring
Learning Rate

Research Report No. 7

Preparation of this document was supported in part by the U.S. Department of Education, grant
number H029B20030. Opinions expressed herein do not necessarily reflect the position or policy of the U.S.
Department of Education, and no official endorsement by the Department should be inferred.

Layout: Jerry Marr
Cover design: George Beltran



A Case Study on Placing Talented and
Gifted Students into the Appropriate
Instructional Level and Monitoring
Learning Rate

Gerald Tindal
Victor Nolet

Carrie Wegmann
Sandra McCollum

University of Oregon

Abstract

This report describes procedures for placing talented and gifted (TAG) students into instructional levels (materials) and
ascertaining their learning rates in middle school content areas. The report is organized into two sections. In the first,a model
is described that addresses what behaviors to assess, how to assess them, and how to use this information to place students
into instructional levels and assess their learning rates. Because the focus is on content instruction, two issues are worth
noting: Emphasis is given to higher-order thinking skills and instructional delivery is centered around the content teacher,
althougha TAG specialist-coordinator may be used to supplement instruction, ensure level, and enhance learning rate. Then,
a model is described for placing students into the appropriate instructional level and monitoring their rates of learning. In
the second section, a case study is presented, which describes specific strategies for determining level (using a criterion-
referenced approach) and ascertaining rate (with an individually-referenced system that tracks improvement over time).

In this report, only two decisions are being considered: placing students into instructional levels (which may also involve
grouping students) and determining their rate of learning. Other decisions (i.e. screening and eligibility) are quite unrelated
and are not considered.

Definitions

* Instructional level is comprised of the areas in which the student has adequate background and knowledge to
successfully engage in material or activities, but lacks mastery or fluency in the material or activities.

¢ Learning rate implies two dimensions: (a) the material that has been learned, and (b) the amount of time needed
for learning to occur.

* Classroom-based assessments must be used to make valid decisions about instructional placement and learning
rates. Published, norm-referenced achievement tests lack (a) content validity for placement—curriculum and
test items don’t overlap—and (b) instructional validity—they are insensitive to instructional programs and
changes in student performance.

o Teacher-derived measures of performance and learning are stressed in which technical adequacy (consistency and
truthfulness) are ensured by careful development and implementation.

* Behavior samples may be diverse; however, well-developed assessments must focus on behavior, both during and
after instruction. :

* Quantification and qualification of student performance is highlighted. A wide range of information is needed, some
of which is objective (requires counting amounts) and other of which is subjective (requires judgments of
quality).

¢ Core curriculum areas from Oregon Department of Education are emphasized in the assessment process; however,
other areas could have been considered.
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A Model to Serve TAG Students

in Content Classes

Current legal mandates require a system that al-
lows students the benefits of instruction from content
experts but with the TAG specialists’” emphasis on
learning strategies to accommodate them. The clear
implication is that TAG educators are much less effec-
tive at helping students master specific content. As
many TAG students reach middle school and beyond,
the focus of their educational programs must shift
increasingly toward acquisition and use of content
knowledge. And itseems appropriate that they should
receive instruction from those teachers who have the
most expertise in the content areas. However, just as
we should not expect TAG teachers to have the exper-
tise required to teach in all the content areas, neither
should we expect content area teachers to automati-
cally be able to tailor instruction to fit the needs of every
TAG student who comes to their class.

Furthermore, if an important goal of secondary
education isnotjust to get students to pass their content
classes, but also actually to learn critical thinking skills
and problem solving, three components of educational
programs need to be in place:

CONTENT AREA
TEACHERS

eIdentify and define
key knowledge forms
and relationships

eProvide instruction
around these
knowledge forms

¢Set standards for
student learning in
the curriculum

ASS]

1. The type of support by TAG personnel should
accommodate (a) information provided by general edu-
cation “experts” in specific content areas, (b) the format
of knowledge contained in both the curriculum and
instruction, and (c) learning (classroom) tasks which
are “authentic” and allow students to manipulate in-
formation in a meaningful manner. These last two
elements are essentially templates that can used to
organize content information.

2. This support needs to be directed at both the
content area teachers (so they can teach students) and to
the students directly in the form of strategies instruc-
tion (somewhat akin to study skills), so they can learn
theinformation and manipulateitwithinlearning tasks.

3. Instruction and assessment need to be jointly
framed to focus on higher-order information (concepts
and principles) and allow meaningful manipulation of
information. Changes in instruction alone are not
enough; likewise, changes in assessment are insuffi-
cient. Both must be changed concurrently.

We propose a model of TAG education in which
content helps theoretically and conceptually to deter-
mine the purpose of curriculum and instruction. This
model defines anew relationship between TAG coordi-

TALENTED AND GIFTED
TEACHERS-COORDINATORS

sIdentify alternate
methods for
delivering instruction

sProvide strategies
for managing and
motivating students

sEvaluate demands
learning tasks place
on students

AENT

Figure 1. A model of TAG education in content area classes.
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nators and general education teachers. The content
area teacher brings to this relationship expertise associ-
ated with content knowledge of the particular domain.
This discipline knowledge permits identification of key
knowledge forms (facts, concepts, principles, and pro-
cedures) around which content instruction canbe orga-
nized. The TAG coordinator, in turn, brings pedagogi-
cal expertise related to methods for designing instruc-
tion, classroom management, and motivational strate-
gies effective with TAG students. Finally, both need to
consider assessment in terms of the standards forlearn-
ing (from the content teacher’s perspective) and the
demands made upon students (from the TAG
coordinator’s perspective). This model would redefine
the working relationship between TAG and general
educators. While it is assumed that students receive
their primary instruction from the content experts,
TAG coordinators have a role in helping support stu-
dents through curriculum and instruction. They also
must become familiar with the demands set by the
content area teachers not only in terms of the criterion
for success (i.e., performance on the test) but also the
content of the assessments. Figure 1 illustrates thisnew
relationship.

Model Components to Help Inform
(In)dependent Variables

In describing a model for delivering programs to
TAG students, we want to build from the empirical
findings and theoretical positions thathave been devel-
oped in the last decade. Much of this research is quite
recent, with most of the investigations conducted in
general education. However, if TAG education fails to
remain aligned with general education, any success
willbe limited or nonexistent. Although a considerable
amount of the research in five important areas has been
conducted in general education classrooms, we believe
this research should be directive, particularly because
we propose instruction in general education environ-
ments for students with unique talents. TAG educators
must be familiar with the research on teacher expertise,
curriculum analysis, interactive teaching, learning strat-
egies, and learning outcomes.

Content Teacher Expertise

Our research (and subsequent case study) is em-
bedded within the current debate on teacher knowl-
edge, sparked in great part by Shulman’s (1986, 1987)
perspectives. We have incorporated some of these
views in both our rationale and treatments, in which
content knowledge can be configured as subject-mat-
ter, pedagogical, and curricular. For example, Shulman
(1986) writes that “teachers must not only be capable of
defining for students the accepted truths in domains.
They must also be able to explain why a particular
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proposition is deemed warranted, why it is worth
knowing, and how it relates to other propositions”
(p.9). We argue that instruction for TAG students can
bring learning of content subject matter alive so that
subjects like history are not viewed simply as a matter
of fact but as one of interpretation (Wilson, 1988).
“Teachers must critically understand a set of ideas, a
piece of content, in terms of both its substantive and
syntactic structure...Teachers should also understand
the relationships between that piece of content and the
other ideas within the same domain as well as ideas in
related domains” (Wilson, Shulman, & Richert, 1987; p.
119). In this respect, we agree with McEwan and Bull
(1991) that “all subject matter is pedagogic” (p. 331).

Such views of content instruction place great em-
phasis on the role of teachers as content experts with
whom students serve “cognitive apprenticeships”
(Brown, Collins, & Duguid, 1989). This new role for
content teachers goes beyond mere interpretation of
curriculum and attends to the knowledge teachers
bring to the classroom to inculturate students in a
discipline. Forexample, in geography, students would
be taught to “think like a geographer” (Harper, 1966;
1990) or in mathematics, to “think mathematically”
(Schoenfeld, 1990).

In our view of subject matter knowledge, we place
the content expert in a pivotal position, captured most
eloquently by Wineburg (1991) in his study of the
differencesbetween truehistorians and advanced place-
ment high school students of history. He found that
historians and students were dramatically different on
practically any criteria he selected (i.e., features to
which they attend, knowledge forms they structure,
interpretations of content, views of controversies, etc.).
Although one might assume that topical knowledge
(names, dates, and concepts) separated them most, in
fact, some of the students actually performed better
than the historians on questions requiring reiteration or
summarization of factual information. Wineburg sus-
pects that “knowing history is more complicated than
answering such short answer questions. That students
so rarely saw subtexts in what they read; that their
understanding of point of view was limited to which
‘side” a document was on; that they rarely compared
one account to another, searching instead for the right
answer and becoming flustered in the face of contradic-
tions—all hint at something far greater than knowing
more names and dates” (p. 510). This issue is especially
important for students with unique talents and gifts:
They must be allowed the opportunity for seeing the
forest through the trees and not only knowing what
information is important but knowing how and when
to use information so it becomes more functional and
operational.

Wineburg (1991) describes the difference between
historians and advanced students using the courtroom

University of Oregon College of Education



4 Tindal, Nolet, Wegmann, & McCollum

as a metaphor. Historians worked through the docu-
ments as if they were prosecuting attorneys, actively
interacting with testimony, locating discrepancies, and
actively questioning sources. Students, however, were
like jurors, “patiently listening to testimony and ques-
tioning themselves about what they heard, but unable
to question witnesses directly or subject them to cross
examination. For students, the locus of authority was
in the text; for historians, it was in the questions they
themselves formulated about the text” (p. 511).

This view of the content expert is central in our
model of teaching and learning and has great bearing in
the eventual use of texts and tests to teach and measure
content comprehension. Suddenly, comprehension
becomes subject-matterbound, with the discipline shap-
ing both the content and standards for judging compe-
tence. Teaching becomes more than a mere collection of
methodsbut the transformation of knowledge, in which
expertise is absolutely requisite. And the expertise of
teachers is commanding in its influence onboth content
and format.

Content Curriculum

Teachers become even more important when view-
ing the centrality (and limitations) of the curriculum in
most content instruction. Curricula in the different
subject areas cannot be relied upon as the primary
instrument of instruction, for in many instances, disci-
plinary knowledge is misrepresented (Fitzgerald, 1979;
Hashweh, 1987; Kantor, Anderson, & Ambruster, 1983).
As Ball and McDiarmid (1990) note, “Concepts are
often inadequately developed, with just one or two
examples given and an emphasis on ‘hints and remind-
ers’ to students about what to do...learning from text-
books may also contribute to the perpetuation of thin or
inaccurate representations of subject matter.” (p. 445).

And while most middle and high school courses in
the social sciences typically are structured around text-
books' (EPIE, 1977, Weiss, 1978), other research on
curriculummaterials in general-education content area
classes has consistently shown that these textbooks are
“inconsiderate” (Armbruster, 1984), cover material
superficially (Crabtree, 1989, White, 1988), present many
facts with little integration of material into coherent
representations (Beck, McKeown, & Gromoll, 1989),
and contain few unifying concepts or principles (Nolet
& Tindal, 1990). “For every topic we pursued, we
discovered that secondary school texts presented rela-
tively superficial treatments, without sufficient con-
cepts and depth of supporting knowledge to allow the
development of deep understanding” (Baker, Free-
man, & Clayton, 1991, p. 138).

While the goals of social science instruction may
seem applicable for TAG students, they receive little
formal instruction that fosters critical thinking. In a
study examining the extent to which geography in-
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struction prompted critical thinking, Nolet and Tindal
(1990) examined textbook lessons, supplemental cur-
riculum materials, and teacher-delivered instruction in
two seventh-grade world geography classes over a
period of 3 weeks. They found that an average of 340
separate facts were taught in each chapter. Only 7.5
concepts and 3 principles were presented. Passages
such as the following were typical in the textbooks
encountered:

Afghanistan is a remote, mountainous country to
the west of Pakistan. In size, itis a little smaller than
Texas. Thereare about 60 people per square mile [23
per sq. km]. Most of the people are farmers or
herders. Afghanistan has good mineral resources,
but they are mostly undeveloped. In1979, the Soviet
Union invaded Afghanistan in support of the pro-
Communist government. The government was in
danger of being overthrown by rebels. (Patton,
Rengert, Saveland, Cooper, & Caro, 1985, p 360)

In this single, 73-word paragraph, the location,
population density, economy, landforms, and recent
political history of an entire country are summarized.
Eleven separate facts are presented (e.g., “ Afghanistan
is west of Pakistan”). More important, at least 10
separate conceptsarelabeled, (e.g., “mountainous coun-
try”), but none were actually taught. And this finding
was not isolated. These same outcomes were found
when the analysis was expanded to five different social
studies curricula (Tindal, Nolet, & Blake, 1992). The
ratio of facts to concepts per chapter was 1098:1 in 23
pages of a 1989 Heath curriculum at the worst extreme
to aratio of 317:8 in 18 pages of a 1991 Macmillan book.

Interactive Instruction: Planning,

Implementing, and Evaluating

Although we want to maintain a curriculum basis
to our views of instruction in content areas, we also
argue that teachers play an important intermediary
role in the transmission and translation of information.
While we begin with the teacher as the expert, and then
consider the influence of curriculum materials, we now
need to consider the actual instructional episode(s).

Ourinterestin the phases of instruction extends the
research on teacher thought processes. However, un-
like most of this research, we focus primarily on teach-
ers’ content knowledge and the knowledge forms of the
content they are teaching. Furthermore, we are more
interested in their preactive-postactive planning
(thoughts), rather than their interactive thoughts, which,
Clark and Peterson (1987) argue, appear to be substan-
tially and qualitatively different. While research on
teacher thought processes has addressed both of these
categories of experience, much less research has been
done on teacher knowledge in secondary content sub-
ject matter. The area of research that best approximates



this orientation to teacher expertise has been on their
beliefs and theories, most of which have been content-
free. While a considerable amount of research hasbeen
done on the differences in planning between novice
and experienced teachers, this continuum of expertise
usually refers to experience in the classroom only, not
the depth of their knowledge in any content domain.
The research on teacher planning is “almost exclusively
descriptive and deals primarily with the planning of
experienced elementary teachers” (Clark & Peterson,
1987, p. 267).

The key content issues are: what should be taught,
how should it be taught, what supplemental materials
need to be co-taught, and how should students be
assessed? Our focus on content knowledge is a direct
result of our focus on teachers as content experts, and
the subsequent influence this aspect has on what is
taught and how it is taught. For example, in Banks and
Parker’s (1990) review of social studies teacher educa-
tion preparation, they concluded that “this research
[the Stanford studies such as Gudmundsdottir, Carey,
& Wilson, 1985; Shulman, 1987] indicates that the sub-
ject-matter preparation of teachers has a strong influ-
ence on the way teachers conceptualize, organize, and
teach social studies subjects...teachers use the disciplin-
ary framework in which they were trained to view and
structure the social studies courses they teach” (p. 677).
In her reviews of the research on teacher expertise,
following Wilson and Wineburg’s (1988) investigation
of history instruction, Carter (1990) notes that “teach-
ers’ backgrounds hold great sway on their conceptions
of the role of factual knowledge, the place of interpre-
tation, the significance of chronology and continuity,
and the meaning of causation in history, and ulti-
mately, the processes and content of their instruction”
(p. 306). Finally, Carter (1990) describes Grossman’s
(1987) research which likewise revealed that English
teachers’ orientations to subject matter influenced how
they planned to carry out content in their classrooms.
“Differences in teachers’ disciplinary knowledge, back-
ground, experiences, and orientations have a signifi-
cant impact on how teachers organize instruction and
represent the substance of the curriculum to
students...and that pedagogical content knowledge
is...grounded in disciplines and formulations related to
school curriculum and the collective wisdom of the
profession” (p. 306).

Without teacher expertise, knowledge is likely to
be viewed as “cerfain, neutral, and separate from its
moorings in history and practice. That it is not discov-
ered, like wealth by a lone miner panning for gold, but
constructed, is not understood; nor is it noted that its
construction is social and manifests the interests of
dominant groups living in particular historical set-
tings” (Banks & Parker, 1990, p. 682).
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Assessment of Student Knowledge:
Declarative, Conditional, and
Procedural Knowledge

While we want to emphasize authentic thinking
tasks, including problem-solving and critical-thinking
skills, we also realize that, as Cheney (1987) reports,
“the culprit is “process’—the belief that we can teach
our children how to think without troubling them to
learn anything worth thinking about, the belief that we
can teach them how to understand the world in which
they live without conveying to them the events and
ideas thathave broughtit into existence” (p.5). Student
knowledge is viewed as existing along a continuum
from declarative to conditional and procedural knowl-
edge (Alexander & Hare, 1989; Paris, Lipson, & Wixson,
1983; Ryle, 1949). “When we know something (be it
content, linguistic, or otherwise), we can know not only
factual information about it (declarative knowledge),
but also how to use such knowledge in certain pro-
cesses or routines (procedural knowledge). We can
alsounderstand when and where this knowledge would
be applicable (conditional knowledge)” (Alexander,
Schallert, & Hare, 1991; p. 323). These three types of
knowledge are generally viewed as being distinct:
Acquisition in one form does not automatically trans-
late or transfer into acquisition in the other forms.
“Thusitis certainly possible to know the what of a thing
without knowing the how or when of it” (p. 323).
Similarly, Skemp (1978) distinguishes between rela-
tional understanding (knowing what to do and why)
and instrumental understanding (knowing rules with-
out reasons). We also have borrowed a conception of
knowledge structure from Alexander, Schallert, and
Hare (1991) in which content knowledge is divided into
domain (broader and more general information that is
subject bound) and discipline (specific and highly spe-
cialized information thatis acquired only over time and
study), hierarchically organized (discipline is a subset
of domain). In our research, we primarily are focused
on domain knowledge for students and discipline
knowledge for teachers (in which three characteristics
need to be present: a domain, a set of generalizations,
and a history).

Organized Knowledge Forms
Domain-specific information in content classes can
be organized into three distinct categories: facts, con-
cepts, and principles. These represent the Organized
Knowledge Forms that are examined in various con-
texts in our research. Each of these knowledge forms is
defined and illustrated below.

University of Oregon College of Education
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Facts are simple associations between names, ob-
jects, events, places, etc., that use singular exemplars.
The distinguishing feature of a fact is that the associa-
tion is very limited and not generalized across a range
of names, objects, events, places, etc. The following
statements are representtative of facts from history,
literature, and science:

¢ William Shakespeare wrote The Tempest.

¢ Harry S. Truman was president when the Korean
War began.

* Karl Marx stated, “From each according to his
ability, to each according to his need.”

* Hydrogen is an element with an atomic number
of 1.

Facts are very difficult to remember without an orga-
nizing scheme to link them. Yet, they are the basic
building blocks to more complex information and are
necessary, for example, in developing a vocabulary
that can be used to work with concepts and principles.

Concepts are clusters of events, names, dates, ob-
jects, places, etc. that share a common set of defining
attributes or characteristics. A conceptmay be thought
of as “a category of experiences having a rule which
defines the relevant category, a set of positive instances
or exemplars with attributes and a name (although this
latter elementis sometimes missing)”(Martorella, 1972,
p- 7) In this definition, rules provide the basis for
organizing the attributes of the concept; these attributes,
inturn, provide the criteria for distinguishing examples
of the concept from nonexamples.

Concepts really form the bedrock for a great deal of
teaching and learning in all classrooms. In a middle
school math class, students may be taught the follow-
ing examples of the concept “quadrilateral”: rectangle,
rhombus, trapezoid, square, and parallelogram. In a
political science class students may learn about com-
munism, socialism, and democracy—all of which are
complex concepts.

Principles indicate relationships among different
facts or concepts, more often the latter. A principle
usually represents an if-then or cause-effect relation-
ship, although this relationship may not be stated ex-
plicitly. A principle generally involves multiple appli-
cations in which the fundamental relationship among
the relevant concepts is constant across virtually all
examples of the concepts.

Principles form the foundation for organizing in-
formation into meaningful chunks. Since principles
sometimes involve complex connections among ob-
jects, events, or other constructs, it is often difficult to
recognize when a principle is operating to organize
content. In addition, content area textbooks often state
principles implicitly—if at all—rather than explicitly.
Occasionally, principles underlying the organization
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of content are easily identified. In the physical sciences
forexample, the law of conservation of matter, the laws
of thermodynamics, the various gas laws, and so on
serve as unifying principles for much of the teaching
and learning that goes on in lectures and lab activities.
Similarly, in social studies, economic principles such as
the law of supply and demand and the law of diminish-
ing returns can help students begin to make sense of the
operation of a free market economy. In the biological
sciences, the nitrogen cycle is a complex principle that
is often shown in an intricate graphic display as a way
to capture the many relationships present.

Procedures often associated with various study
skills may be thought of as principles, in that they
operate as a series of “if-then” rule relationships. For
example, a strategy for finding a word in a dictionary
may involve the rule “IF the word begins with the letter
‘a’, THEN look in the front of the dictionary.” Similarly,
many reading and writing strategies can be framed as
if-then relationships.

Interactive Learning Tasks

Analysis of Organized Knowledge Forms provides
a structure for information presented in content class-
rooms. However, it also is important to identify spe-
cific ways students can use facts, concepts and prin-
ciples. While teachers must be clear on the materials
and knowledge forming the core of their instruction,
they also must be certain of the behaviors they expect
students to exhibit to reflect proficiency. Learning
requires more than simply passive receipt of informa-
tion; a thing is known only when it can be used. Stu-
dents need to interact with content information, ma-
nipulate it, and use it to solve authentic problems.

A variety of frameworks have been described per-
taining to the tasks a learner performs, the most widely
recognized of which is the one proposed by Bloom and
his colleagues (Bloom, Englehart, Furst, Hill, &
Krathwohl, 1956). The intent of Bloom’s taxonomy was
to provide a set of educational goals that would define
terms such as “really understand,” “internalize knowl-
edge,” “grasp the core essence,” and “comprehend” to
facilitate discussion among teachers about curriculum
and evaluation using a common vocabulary. How-
ever, Bloom’s taxonomy may be problematic for a
number of reasons. Contrary to the idea of hierarchi-
cally arranged levels proposed by Bloom, as few as two
levels may actually exist (Madaus, Woods, & Nuttall,
1973). Also, because Bloom'’s taxonomy does not use
definitions of the operations at each level, inter-rater
agreement may be low among educators attempting to
classify items with the framework (Seddon, 1978). Fi-
nally, Bloom'’s system pertains to the manner in which
the learner acts on information but tells little about the
nature of the information itself (Roid & Haladyna,
1982).



To avoid problems associated with Bloom's tax-
onomy, we focus on Interactive Learning Tasks (ISC),
which are identifiable behaviors that allow us to deter-
mine whether or not students are able to manipulate
content knowledge in meaningful ways. We use a
framework that employs six components: reiteration,
summarization, illustration, prediction, evaluation,and
application. Our framework is particularly useful in
describing the independent variables in the proposed
research project because each of the operations repre-
sent directly observable behaviors that can be linked to
the content and structure of instruction. Table 1 pre-
sents a description of the six types of Interactive Learn-
ing Tasks.
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ships. Illustration can be used only with concepts and
principles since it requires an individual to recognize or
generate previously unused examples of a piece of
information. A fact cannot be illustrated because it
consists of a single simple relationship between con-
structs. (How would you illustrate the fact,
“Shakespeare wrote The Tempest?). Similarly, none of
the other three operations—prediction, evaluation and
application—can be employed with facts alone.
Prediction of a concept occurs when a student is
given some, but not all, of the defining attributes of a
concept, and then uses these attributes to infer other
attributes of the concept. Prediction of a principle

Table 1. Six Types of Interactive Learning Tasks

INTERACTIVE
LEARNING TASKS

refers to the behavior employed in using or manipulating
knowledge forms.

Reiteration

A verbatim reproduction of material that was previously taught.

¢ The emphasis is on verbatim . The wording in the student’s
response must be very nearly identical to that presented in

instruction.

Summarization

Generation or identification of a paraphrase, rewording or condensation of

content presented during instruction.

* The emphasis here is on previous presentation of material.
Therefore, summarization involves remembering information to a
much greater extent than manipulating it.

Ilustration
principle.

Generation or identification of a previously unused example of a concept or

* The emphasis here is on use of an example that was not presented
in instruction. In this respect, the student is expected to employ
information about the attributes of a particular concept or principle
rather than to simply remember whether or not an event
exemplifies a knowledge form.

Prediction

Description or selection of a likely outcome, given a set of antecedent

circumstances or conditions that has not previously been encountered.
* Again, the emphasis is on the use of information in a novel
context rather than remembering a response from previous

instruction.

Evaluation

Careful analysis of a problem to identify and use appropriate criteria to

make a decision in situations that require a judgment.

¢ Evaluation focuses on decision making. The student must first
recognize or generate the options available and then use a set of
criteria to choose among them.

Application

Description of the antecedent circumstances or conditions that would be

necessary to bring about a given outcome.

* Application is the reverse of prediction. The student must use
information about a concept or principle to work backwards from
the circumstances presented and tell what happened to create it.

These six learning tasks interact with the knowl-
edge forms described below so that some operations
may be more realistic than others with some knowl-
edge forms. Reiteration and summarization can occur
with all three knowledge forms—students engage in
these forms of behavior when asked to recite facts,
recall definitions of concepts, or restate lawful relation-

occurs when a student is given a previously unused
description of a situation which has the antecedent
conditions (causes) of a relationship embedded in it
and is able to use that information to identify the most
likely consequences (effects).

Application, the opposite of prediction, is used
when a student is given an outcome (effects) and some

University of Oregon College of Education
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initial state and then determines the conditions (causes)
required to achieve that outcome. Although it is pos-
sible to useapplication with concepts, application works
more readily with principles, due to the complex na-
ture of the intellectual operation involved. The same is
true of the process involved in evaluation.

Evaluation consists of both analysis of a problem
that requires a decision or judgment to determine fac-
tors that should be considered in making the decision,
and weighting of each of these factors. It involves
anticipating consequences of an act and then judging
whether those consequences are acceptable according
to certain criteria. Evaluation tasks require three basic
steps: (a) select criteria; (b) operationalize criteria; and
(c) make a judgment based on these criteria. The
judgment needs to be supported by the criteria.

Logical and illogical interactions among Organized
Knowledge Forms and Interactive Learning Tasks are
shown in Figure 2.

The boxes in the lower left side of the diagram are
shaded darkly to show that facts cannot be manipu-
lated in illustration, prediction, evaluation, or applica-
tion operations. Similarly, the two boxes at the bottom
of the concepts column are shaded lightly to show that
evaluation and application of concepts depends on the
specific attributes of the concepts themselves and the
manner they are taught.

These interactions among the knowledge forms
and Interactive Learning Tasks are important in the
conceptualization of the independent variables in this
study. Our classification scheme is based on the work
of Miller, Williams and Haladyna (1978), with one

important distinction. Their typology was aimed at
development of test items, particularly for criterion
referenced tests. Rather than limiting these tasks to
testing situations, we have incorporated them into the
instruction itself. We incorporate ILTs within actual
instructional episodes and use them to prepare stu-
dents to manage and manipulate information. In es-
sence, students are taught directly how to engage in
such learning tasks. Clearly, it becomes important for
the format of the information (facts, concepts, prin-
ciples) to align with the learning task. For example, if
teachers expect students to make predictions on au-
thentic tasks, content cannot be formatted as facts dur-
ing instruction. Therefore, the context in which the
Organized Knowledge Forms and Interactive Learning
Tasks are observed and manipulated represents an
important dimension of the independent variables.

Contexts for Organized Knowledge
Forms and Interactive

Learning Tasks

The specific contexts in which Organized Knowl-
edge Forms and Interactive Learning Tasks are ob-
served and manipulated are (a) curriculum materials,
(b) teacher planning, (c) interactive instruction, (d)
student perceptions, (e) learning strategies, and (f)
assessment tasks. Figure 3 illustrates the interactions
among OKFs and ILTs.

As in the previous diagram, the darker shading in
boxes on the front of the cube indicates that illustration,
prediction, evaluation, and application are not possible

Organized Knowledge Forms

Facts Concepts  Principles
@ Reiteration Yes Yes Yes
73]
i Summarization Yes Yes Yes
e
§ lllustration Yes Yes
o
Q ;
~ Prediction Yes Yes
)
2
S .
& Evaluation
Ly
2 o
£ Application

Figure 2. Interactions among organized knowledge forms and interactive learning tasks.
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with material formatted as facts. Similarly, the lighter
shaded boxes indicate that evaluation and application
with concepts is conditional, depending on the charac-
teristics of the concepts themselves. It is clear that
serious misalignments may occur when attentionisnot
paid to all relevant classroom contexts for content area
instruction. For example, curriculum materials that
contain a preponderance of facts may provide few
opportunities for students to practice complex learning
tasks such as evaluation and application on authentic

¢o ™
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these settings. The research base describing the nature
of content curriculum materials in content classes has
been well established and elaborated in the last two
decades. An extensive body of evidence supports the
conclusion that such materials tend to be heavily facts-
laden across content areas. However, the absolute
number of each knowledge form is not as important as
their relative occurrence with instruction and student
learning. Content teachers typically prioritize key con-
cepts and principles for instruction which can then be

e
\N\edg Principly

(\O
d \L ConcW

a‘\'\’lze

—
-

09

Facts,

Reiterate

Summarize

Ilustrate

Predict

Evaluate

Interactive Learning Tasks

NNAVAN

Apply
Curriculum Teacher Interactive Student Assessment
Materials Planning Instruction Learning Formats
Strategies

Classroom Contexts

Figure 3. Three dimensions of manipulatable variables.

tasks in subsequent assessment contexts. However,
during planning, a content teacher could prioritize
certain key concepts and principles in the content, and
then, during interactive instruction model use of these
with a range of learning tasks. Descriptions of each
context are presented above.
Curriculum Materials

Curriculum materials represent the basis for virtu-
ally all instruction in content classes. In particular,
textbooks are central to the instruction delivered in

used to structure data collection and intervention pro-
cedures. Therefore, teacher planning represents a sec-
ond context in which knowledge forms will be orga-
nized.
Teacher Planning

Most of the previous research on teacher planning
and decision making has focused on the types of teacher
planning (yearly, unit, weekly, daily), the topics around
which planning has occurred (objectives, activities,
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content, students), teachers’ use of specific cognitive
processes (use of mental images or problem-solution
focus), and classroom outcomes from planning. This
research has been conducted with a fairly limited meth-
odology, employing primarily the stimulated recall, in
which teachers describe their thoughts in response to
viewing a videotape of their teaching. One of the
consistent findings from this research is that “teachers
seldom followed...formal models of planning and that,
during interaction, teachers seldom madelogical choices
among several different alternatives. Rather, their
actions seemed to be largely governed by rules and
routines, with decision-making in a studied, delibera-
tive sense taking a minor role in their interactive think-
ing” (Carter, 1990, p. 297).

When the dimension of teacher planning includes
anovice-expert focus, the concern is largely confined to
classroom experience. For example, experts typically
draw upon a rich elaborated knowledge of classroom
experience to understand teaching tasks and classroom
events. They know the common forms of classroom
activities (recitation, seatwork, discussions) and as-
signments; they are familiar with typical behaviors,
interactions, and situations that allow them to make
highly accurate predictions about what might happen
next (Carter 1990). We want to find out how teachers
structure content instruction, not from a pedagogical
view, but rather with respect to the knowledge forms
inherent in the content that they teach. Therefore, we
incorporate Carter’s (1990) conception of expertise,
which is characterized as not only more efficient in

Descriptive or Thematic Map

Subord.
Idea

Support

Support
Detail

Detail

A generic GO, which works well with information that has no
underlying cause-effect or time sequence. Itworks especially

well forinformation thatis (or can be) hierarchically organized.

general problem-solving skills, but also is based on
“highly specialized knowledge in a particular
domain...[whichis] organized around interpretive con-
cepts and propositions that reflect the task environ-
ments in which they operate.” (Carter, 1990, p. 299).

A major variable we used to help organize relation-
ship analysis was teacher-identified concepts and prin-
ciples. A teacher planning sheet is presented in Appen-
dix A. The first page simply helped us know the gist of
theentire unit: the timing for teaching certain materials
and contentand the overall format they plan touse. The
critical information for our case study was the identifi-
cation of the key concepts and principles listed on page
two of this form. These teacher-targeted concepts
formed the basis for a number of the interventions and
analyses we eventually used in the case study.

It is unlikely, however, that even a thoughtfully
planned and well executed instructional episode can
succeed without also incorporating a number of pros-
thetics to support it. In curriculum modifications,
teachers often need to both reduce the amount of infor-
mation and increase the density and explanatory power
of that information. The purpose of this procedure is to
instantiate for teachers the key relationships among
knowledge forms that must be included in their in-
struction. Inthis respect, our case differs from previous
research in use of graphic organizers (GO) in which
they were presented to students. By further clarifying
the relationships among key pieces of information, this
content can be more directly communicated to students
during interactive instruction.

Comparative and Contrastive Map

' Concept 1 l l Concept 2 |

Diff. Feature I/ \\ /l Diff. Feature |

This type of GO is well suited for organizing concepts by
aftributes and then comparing them in terms of both similari-
ties and differences.

Figure 4. Graphic organizers for enhancing text structure.
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Problem and Solution Map

Influence \
Cause
Influence *
Solution

When information can be organized to reflect problems and

solutions (often reflecting time or sequenced activities), then
this type of GO map is very appropriate.
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Sequential Episodic Map

C Main Idea )

Cause... g Effect...Cause Effect

>

+ t ?

Influence

Influence Influence

In this type of GO less emphasis is placed on solutions and
more emphasis is given to a sequential chain of causes which
turn into effects and further causes.

Figure 4. Graphic organizers for enhancing text structure (continued).

Interactive Instruction

While teaching must encompass expertise and re-
flections, specific strategies and procedures also must
be well defined. These are the nuts and bolts of how to
teach. More specifically, during instruction, teachers
need to manage its delivery by specifying rules, rein-
forcing these rules, reinforcing, monitoring, and re-
cording responses and monitoring seatwork. They
must execute instruction by setting an appropriate
pace, providing clear signals, giving students think
time, and engaging student’s interest by teaching with
enthusiasm. Finally, delivery must use accurate correc-
tions, preteaching strategies, and firming cycles. Obvi-
ously, we cannot address these components without
also addressing the earlier focus on what to teach. We
emphasize using the key concepts and principles iden-
tified by teachers on the Content Planning Worksheet (
see Appendix) to structure communication and teacher
self-monitoring.
Activity Structures

We have adopted the notion of activity structure as
animportant dimension in how instruction is delivered
(Doyle & Carter, 1987). The basic premise of this term
is that “teachers organize groups of students for work
by creating activities... (which) have two major dimen-
sions. First, an activity has organizational properties,
including (a) a pattern for arranging participants in the
room (e.g., small groups versus whole-class presenta-
tions, (b) props and resources used (e.g., books versus
films), and (c) duration, the time it takes for the activity
torun (typically 10 to 20 minutes of class time). Second,
an activity has a program of actions for the teacher and
students that guides behavior when an activity is set
into motion. The program of action includes (a) roles,

responsibilities, and action sequences for carrying out
events, e.g., oral answering or writing workbook en-
tries), and (b) rules of appropriateness that specify the
kinds of behaviors that are allowed or disapproved
(e.g., talking during snack time or silence during seat
work)” (Doyle & Carter, 1987, p. 191). Although class-
rooms can have a wide range of potential activities and
organizational structures, they are generally character-
ized by only two: (a) whole class lecture or presenta-
tion, which typically takes up another 25-30% of the
time, and (b) independent seatwork, which comprises
approximately 60-70% of the time (Doyle & Carter,
1987).
Teacher and Student Behavior

Teachers can engage in a range of behaviors that
structure alesson. These can include lecturing, demon-
strating, and leading students through a series of steps,
observing students perform, asking students questions,
and answering questions asked by students. Similarly,
students can engage in a variety of behaviors, including
listening, asking questions, answering questions, per-
forming tasks, and writing/copying. Every classroom
utilizes any number of different tasks to convey infor-
mation, which can be interactive instruction (high rates
of short bursts of speech by both the teacher and the
students), textbooks, media (such as computers and
films), tests/quizzes, overhead-chalkboards,
worksheets, and activity-labs.
Grouping Arrangements

When instruction occurs, the activity structure can
be set with different student grouping arrangements,
including whole class, individual seatwork, paired
seatwork, and finally, group seatwork. Finally, in all of
this (teacher and student behaviors, tasks, and group-
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ing arrangements), the demands can be set by the task

itself, the teacher, or the student. We expect that

differentteachersuse differentactivity structures; how-

ever, itis the relationship between the format of instruc-

tion and the other variables that is most important.
Learning Strategies

Students’ strategic knowledge has considerable
impact on their ability to remember and access content
information. Therefore, if we attend only to the Orga-
nized Knowledge Forms and Interactive Learning Tasks
described above, we are likely to miss a key variable in
studentlearning, particularly those students who come
the content classroom strategy deficient. However, we
want to avoid simply teaching students traditional
study skills. Most study skills interventions focus
issues such as locating and selecting information, orga-
nizing and remembering it, and acting in appropriate
ways to foster learning. For example, Hoover (1989)
lists adjusting reading rates, listening, note taking,
report writing, oral presentations, use of graphic aids,
test taking strategies, using the library (including vari-
ous types of reference materials), managing time, and
self-monitoring. In addition, Smith and Smith (1989)
consider study skills to “refer to a wide number of skills
necessary for success in any academic setting (e.g.,
coming to class prepared with pencil and paper, writ-
ing down homework assignments on an assignment
calendar, turning in completed homework, paying at-
tention in class) as well as those skills necessary to
acquire, retain, and recite information” (p. 20).

A critical component of our case is a specific type of
learning strategy taught by teachers and used by stu-
dents to engage in “authentic thinking,” i.e., thinking
associated with the culture of a discipline. Forexample,
Weinstein and Mayer (1987) have organized learning
strategies into eight categories, involving basic and
complex rehearsal, basic and complex elaboration, ba-
sic and complex organizational, monitoring, and moti-
vating strategies. These categories simply sort the
differentstrategiesin which learnersreview, sort, elabo-
rate, or interact with information. Our interest in this
research project is with three strategies used in interact-
ing with complex tasks: (a) rehearsal-"copying, under-
ling, or shadowing the material presented in class,” (b)
elaboration— “paraphrasing, summarizing, or describ-
ing how new information relates to existing knowl-
edge,” and (c) organization—"outlining a passage or
creating a hierarchy” (p. 316-317).

We agree with Weinstein and Mayer (1987) that
“good teaching includes teaching studentshow tolearn,
how to remember, how to think, and how to motivate
themselves” (p. 315). Our definition of learning strate-
gies has been borrowed from them: “Learning strate-
gies can be defined as behaviors and thought that a
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learner engages in during learning and that are in-
tended to influence the learner’s encoding
process...[they include] the way in which the learner
selects, acquires, organizes, or integrates new knowl-
edge” (p. 315). Similarly, Prawat (1989) describes strat-
egies as a broad range of routines that facilitate knowl-
edge acquisition and utilization. As such strategies are
distinguished from specific techniques that are more
appropriately characterized as learning tactics (Derry,
1990).

While organization and rehearsal may help stu-
dents to select and acquire information, such strategies
don’t help them construct internal connections or inte-
grate the information with prior knowledge (Weinstein
& Mayer, 1987). Therefore, elaboration strategies are
needed in which learners construct and build internal
associations between knowledge forms. Previous re-
search in the area of study skills encompasses this
particular intervention in part; however, we believe
current conceptions of study skills are too de-
contextualized to adequately address our focus. There-
fore, we have termed the intervention, learning strate-
gies, to include both dimensions: (a) specific systems
for presenting, organizing, and retrieving information,
and (b) manipulation of information using various
Interactive Learning Tasks. If we do not consider both
dimensions, we are likely to find ourselves in the same
awkward position as Purnell and Solman (1991). They
used some very sophisticated graphic organizers to
teach geography in 11th grade classes and found them
to be inconsistently effective.

Rather than using a metacognitive approach which
builds on a general problem-solving skill, we argue that
use of complex learning tasks such as evaluation and
application are content-dependent. In this respect, we
view learning strategies as a context in which the inter-
action between knowledge forms and learning tasks
occurs. Learning skills instruction simply cannot be
viewed as a substitute for instruction in domain-spe-
cific content. This component of our research will
involve teaching students the components of knowl-
edge forms and specific learning tasks (along with
supporting study skills). This instruction will occur in
the context of specific content domains, but will recur
using similar formats across content areas.

We use the same strategy investigated by Carrier
and Titus (1981), in which students are taught to take
efficientnotes, defined as containing the greatestamount
of information using the fewest number of words.
Therefore, a major component of many interventions is
an efficient visual format to organize and present infor-
mation. Students need visual organizers and strategies
for sorting and framing information, procedures for
managing it, and systems for connecting the concepts



or rule relationships to remember them. As noted
earlier, our curriculum modifications are often heavily
oriented toward the very organizational strategies that
Weinstein and Mayer (1987) review as part of the
following research:

¢ Networking and linking, in which a passage is
broken down into parts and the linked relations
among theparts areidentified (Dansereau, 1978).

* Top level structure to organize relationships
among mainideasinexpository passages (Meyer,
1975; 1981).

® Prose structures to organize science information
soit can generalized, enumerated, classified, and
contrasted (Cook, 1982).

The graphic organizers used with teacher planning
serve as the basis for this aspect of our case interven-
tions. Yet, rather than simply using such visual dis-
playsirrespective of knowledge forms, they are used as
a teacher planning framework in support of a more
central dimension: the form of knowledge presented in
the content.

Assessment Formats

The final context reflecting manipulation of Orga-
nized Knowledge Forms and Interactive Learning Tasks
is in the assessment formats used in content class-
rooms. A range of formats is needed to focus on
response demands (production or selection), knowl-
edge forms (facts, concepts, principles), and intellec-
tual operations (reiterate, summarize, illustrate, pre-
dict, evaluate, apply). Our premise is that, if all the
other contexts are aligned (curriculum, teacher plan-
ning, interactive instruction, and studentlearning strat-
egies), assessment procedures must reflect this. As-
sessment formats must (a) be representative of the
knowledge forms that are prioritized and taught, (b)
employ appropriate demands for manipulation of in-
formation, and (c) reflect authentic response demands.
All previously mentioned variables (e.g., curriculum,
planning, interactive instruction, and learning strate-
gies) must be aligned with effective assessment for-
mats. ‘During interventions, then, the assessment for-
mats reflect useful data about student performance.
Examples of such assessment formats and scoring sys-
tems are included in the case study.

Problem solving tasks should allow us to avoid the
difficulty in student responding that Baker, Freeman,
and Clayton (1991) describe in their research. Basically,
the format (multiple choice) “frames how information
is presented, learned, and retained. These tasks assess
learning in an artificial, decontextualized manner that
is remote from how students learn or will apply knowl-
edge in the future...(and) the problem of showing ‘im-
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provement’ in achievement is difficult and daunting”
(p. 134).

Weused many of the strategies described by Baker,
Freeman, and Clayton (1991) in their efforts to create
large-scale history assessment procedures. First, we
shifted from measuring broad constructs to important
and specific classes of information, knowledge acquisi-
tion, “deep understanding, and problem-solving.” In
this effort, we wanted to capture performance as it was
displayed in various tasks and content domains, and as
a general construct that could transfer across subject
matter domains. Second, we wanted their research to
inform ours in the development of qualitative mea-
sures for scaling “deep understanding.” For example,
they began by using two major dimensions in content-
quality scoring rubrics: elaborated detail and impor-
tant, unique material. Furthermore, they had content
experts rate the quality of student essays and found that
history teachers were no different than English teach-
ers in their scoring and that no clear criteria were being
used by the experts. However, when they shifted the
rubric development from what experts said they val-
ued (prior to and during their scoring) to how they
themselves responded in writing essays to the test
prompts (which were identical to the tasks provided to
students), they found two significant differences: Inex-
perienced students (and teachers) often (a) paraphrased
or even restated the text in their answers, and (b) tried
to cover all the elements presented in the text, failing to
distinguish between more- and less-important details.
Specifically, they found that experts used the following
elements:

¢ A strong problem or premise that directed a
focused answer.

¢ Use of prior knowledge, including principles as
well as facts and events, for elaboration.

* Text references.

* Explicit effort to show interrelationships.

Their third and final finding, therefore, was driven
by the need to design assessment situations that reflect
and consider the influence of prior knowledge (exper-
tise) and elaboration of information as a means for
expressing understanding. Basically, in this last study,
they included a more complex test stimulus that incor-
porated and reflected prior knowledge and utilized a
more extended answer which included several com-
plexintellectual operations (summarization and evalu-
ation). They found that deep understanding could be
explained with two factors: (a) content quality, use of
principles-based prior knowledge, premise-focused
writing, and interrelationships, and (b) misconcep-
tions, use of facts, and use of text-based material.
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We were not, however, confident that students are
familiar with the types of focused writing tasks that we
presented. Using a similar task, Baker Freeman, and
Clayton (1991) found that “most students reported
that... [the] tasks were unusual for them” (p.149). These
authors further stated that “test designers must recog-
nize that the measurement of significant processes
takes significant time and consequently tests of many
shortitems and broad content sampling may need tobe
supplanted or supplemented by fewer, but more com-
plex, assessment situations” (p. 151). In our case study,
then, we wanted to allow students to use their own
language and yet not place too much load on writing as
a tool skill.

Summary of Classroom and

Collaboration Components

In summary, the five key features for delivering
educational programs to TAG students so they are
placed in the appropriate instructional level and learn
at an optimal rate involves the following variables:
(a) well defined curricula, (b) content experts who can
prioritize the information into Organized Knowledge
Forms, (c) interactive instructional techniques that fa-
cilitate learning, (d) learning strategies that allow stu-
dents to take control over their learning, and, (e) effec-
tive assessment emphasizing both traditional declara-
tive knowledge (what) and conditional and procedural
knowledge (how). Of these variables, clearly, the most
powerful and most amenable to manipulation are the
interactive instructional techniques, learning strate-
gies, and assessment formats. Furthermore, interactive
teaching employs use of graphic organizers to high-
light the critical concepts and principles either for them
to internalize the content or as a strategy with which
students interact. Graphic Organizers (GO) both re-
duce the amount of information and increase the den-
sity and explanatory power of that information. There-
fore, a major component of the case was development
of an efficient visual format to organize and present
information. Rather than constructing such visual
displays irrespective of knowledge forms, a study-
skills framework was used in support of a more central
dimension: the form of knowledge presented in the
content. Specific knowledge forms were highlighted,
followed by identification of an overarching principle
that unifies all key concepts and principles, and a
number of visual aids were included to help orgamze
the salient knowledge forms.

In all three of the above areas (interactive instruc-
tion, student learning strategies, and classroom-based
learning outcomes) two major tools are available to
teachers for communicating and working with each
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other. The first is the Content Planning Sheet (see
Appendix A) and the second is actual student protocols
on problem-solving tasks, which are conducted fre-
quently over time.

Rather than using the Instructional Planning Form
only for content teachers to Organize the Knowledge
Forms and develop Interactive Learning Tasks within
instruction, we used it as a method for communication
between them and the TAG educators. This form
requires the content teacher to identify 5-10 critical
concepts (including the major attributes and exem-
plars), 2-3 principles, and a Graphic Organizer that
inter-relates all of the OKF with some Interactive Learn-
ing Tasks (ITL). The form (shown in Appendix A) is
used so the specialist can develop supplemental in-
struction for students with talents. At the same time,
teachers develop alternative measures of performance
to track the progress of these students.

The other form, an Individual Student Contract
(ISC) had three major components: (a) a project/
problem statement, which essentially defined the Or-
ganized Knowledge Forms within a content unit,
(b) intermediate steps or sub-products, which included
teacher models and student practice tasks on using
these OKFs in the service of solving problems anchored
to specific Interactive Learning Tasks (or intellectual
operations), and (c) a final product that specified the
form of Interactive Learning Task that could be used in
either a criterion- or individual-referenced manner (for
assessing instructional level or learning rate). Beyond
these educational components, the other components
of the ISC were specification of requisite materials and
resources, a schedule depicting time and place, and a
signature of commitment from the student. The key to
this case study, however, was a final product that
provided the critical information for ascertaining level
and rate.

This case was heavily premised upon the issues
noted above but operationalized with the goal of plac-
ing students in an appropriate instructional level and
monitoring their rate of learning. These two measure-
ment issues formed the basis of the TAG mandate in
Oregon, and although they appear tobe excellentideas,
they also have been very difficult to develop. More
often than not, teachers either have placed students
into pull-out TAG programs that have little to do with
general education curriculum and instruction, or stu-
dents are allowed to flexibly participate in the general
education program as they (the student) deem appro-
priate (on the assumption that learning for TAG stu-
dents should be inherently self-directed). In either
program option, level and rate typically have been
based on anecdotal reports by either teachers and/or
students.



In this case study, we propose a much more formal
way of doing business, in which all parties involved
(teachers and students) are much more accountable
and a data base is developed to vindicate program

“options or form the basis for making program changes.
To reach this level of sophistication, however, Oregon
statutes must be clearly understood. Therefore, prior to
our description of the case study, we address the model
for placement into an appropriate instructional level
and monitoring the rate of learning.

Establishing Level and Rate Using
Evaluative Standards

Three strategies are available for interpreting stu-
dent performance and identifying appropriate level
and monitoring learning rate: criterion-referenced and
norm-referenced, for level, and individual-referenced,
for rate. Each strategy provides an interpretive guide
that helps teachers understand and appreciate a
student’s performance. These strategies can be inter-
mixed somewhat, providing us a blend of interpretive
guidelines. For the moment, however, consider them
as quite distinct.

In a criterion-referenced approach, we are not con-
cerned with a student’s standing in a group, but with
the success of performance on well-defined tasks (skills).
In a criterion-referenced approach, we must always
define the domain, including how we sampled the
items. Generally, we also use some guidelines for
determining success, often referred to as mastery or
proficiency. In most curricula tests/measures, the cut-
off score for defining mastery from non-mastery is
somewhere between 75 to 90 percent correct; however,
this cutoff can be established anywhere; often this level
is tied to grades and teachers’ judgments of success.

In a norm-referenced approach, the student’s perfor-
mance is compared to other students (who are compa-
rable in age, cultural background, race, sex, etc.). The
important index is how the student compares to oth-
ers—their relative standing. In a norm-referenced ap-
proach, a number of different metrics are available;
nonetheless, they all interpret performance as relative
group standing.

In an individual-referenced approach, we interpret
performance by comparing a student’s score to previ-
ous performance levels attained by thatstudent. Rather
than compare performance to other students or to some
absolute standards of mastery, the important dimen-
sion is whether an individual’s performance has im-
proved. This strategy is very much like the stock
market’s Dow Jones Average, which increases or de-
creases relative to the previous day’s performance. All
student performance can be interpreted according to
these three guides.
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Placement in Instructional Level

An appropriate instructional level implies that the
student has enough skill and information to interact
with the material and/or interactive instruction but is
not yet proficient without support. Whatis needed is a
system for ensuring that student’s interactions within
an instructional episode (with teachers, other students,
or materials) are meaningful (successful and extend
current performance).

Criterion-Referenced Evaluation

The most obvious procedure to determine if a
student is in the appropriate instructional level is to see
if the student has the requisite skills to succeed within
instruction. Criterion-referenced evaluation closely
matches assessment with instruction; it is predomi-
nantly used in the classroom and most curricula (i.e.
model-lead-test). We refer to it as the “near-sighted”
approach: The focus is directed upon objects within a
short distance, while objects that are far away are
unfocused. To implement this evaluation strategy,
three steps have to be completed:

1. A domain of items mustbe defined. This domain
can be included within interactive observations, per-
manent products, or tests/measures. However, it must
be clear in specifying the boundaries of the domain.
Which item (task) types are in and which item (task)
types are out? For example, the following domains are
all clearly specified: addition math facts 1-9; spelling
words with a consonant-vowel-consonant (CVC) con-
struction, concepts from the instructional unit on the
Civil War (in U.S. History, chapter 9), principles relat-
ing velocity and force. In all of these examples, the skill
or knowledge content is clearly defined. Not all assess-
ment domains are as clear, as in the following ex-
amples: fourth-grade math problems, reading vocabu-
lary words, geography of the Far East, the bio-mechan-
ics of movement. These domains only provide a gen-
eral picture of the instructional (and assessment) con-
tent. Interpretation of performance in a criterion-refer-
enced approach should be as much a part of the domain
definition as it is with the score or outcome perfor-
mance level. When you see the outcome, you should be
abletounderstand exactly what was taughtand learned.

2. Once a domain is defined, some strategy needs
to be developed for sampling items from that domain.
Generally not all items within the domain can be
sampled; therefore, we have to come up with a system
for selecting only some of them. This system should be
sufficient to give us confidence that, although the stu-
dent did not answer all items, he probably would have
answered them correctly.

An obvious example can be constructed from a
CVC (consonant-vowel-consonant ) domain. Do we
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need to present all 100 words to determine whether the
student can sound out or spell the different consonants
and vowels? Probably not. Instead, we simply can take
a random sample, present it to the student, and if
performance is adequate, assume that performance on
items not presented would have been the same. While
several different approaches (too technical to cover
here) are possible, you should note that the item selec-
tion process can influence the quality of the assessment,
particularly with interactive observations and tests/
measures; it is uncertain how the sampling system
influences permanent product analysis.

3. The last step, determination of mastery or profi-
ciency, is optional, although it is typically included in
most criterion-referenced assessments. Some level of
performance is set, above which student performance
is deemed adequate, acceptable, proficient, etc. and
below which it is deemed inadequate, unacceptable,
non-proficient, etc. This step, if employed, is fraught
with controversy. Many journal articles and entire
books have been written on this subject, and given the
complexity of this issue. You may want to look at a
measurement book to better understand what it means
to use a mastery cut-off.

The only two issues that we consider here involve
the number of items (tasks) and the certainty of the
decision. Generally, more items (tasks) are better than
fewer items (tasks), particularly with reference to a
mastery measure. Althoughmany tests/measureshave
as few as one or two items for making mastery deci-
sions, this number is probably too few. Generally, a
minimum of 10 items is needed tobe certain of mastery.
Of course, the number of items (tasks) needed is depen-
dent upon the definition of the domain. With very
highly constricted domains, fewer items are needed;
with broad domains, many more items are needed tobe

certain that all those not included on the assessment are

mastered. The last issue, certainty of the mastery
decision, can best be described as follows. Each mas-
tery measure has three zones: clear mastery, uncertain
mastery/non-mastery, and clear non-mastery. The
outside two zones (clear mastery and non-mastery)
generally present no problem. The dilemma appears
with that indifference zone (Shepard, 1984), where
there is uncertainty about proficiency. We recommend
that you include all three outcomes in summarizing
performance.

You should be aware of two serious drawbacks of
this system. The most obvious problem, as mentioned
earlier, is the difficulty in establishing mastery or pro-
ficiency. No clean and proven technology exists yet to
eliminate the need for caution. Be sure to include
enough items or samples of behavior, and consider all
three zones when making decisions. The other prob-
lem, though less noticeable, relates to the “near-

Research, Consultation, & Teaching Program

sightedness” of criterion-referenced evaluations. Since
instruction and assessment are closely matched, and
assessment does not occur until instruction has been
delivered, two types of error can be made. First, the
student is paced no faster than instruction and assess-
ment (no preview performance levels are ascertained).
Second, retention is assumed, since each assessment
closely focuses only on the material that was taught (no
review of performance is ascertained). Both problems
can be overcome only by systematically building in
preview and review assessments, which are really in-
corporated into the long range sampling strategy of the
individual-referenced evaluations.
Norm-Referenced Evaluation

While the criterion-referenced approach is clear
and clean in establishing whether students have the
requisite skills to learn within instruction, another pro-
cedure that can provide an appropriate backup to any
placement decisions is to use a norm-referenced strat-
egy. In this procedure, a task is standardized for
administration and scoring and then given to all stu-
dents in a class or grade level. The essential point of
comparison is how any particular student stands in
relation to his/her peers. Level is defined as perfor-
mance within an arbitrary band of one standard devia-
tion within the group mean (which would accommo-
date about 67% of the group). If a student is above this
band, the materials are either too easy or he/she is
being instructed within a group of students lacking
many of the prerequisite skills to succeed. In contrast,
if the student is outside this band on the low end, he/
she is lacking the requisite skills. A norm-referenced
approach simply adds an element of comparability to
any decisions about level.

Individual-Referenced Evaluations

In Carroll’s (1963) conception, time to learn is the
critical dimension. By tracking engaged time, we have
anidea of the amount of time spentlearning. However,
we also need to know if the material has been learned.
The formula states that learning is a function of time
spent actually learning relative to the time needed to learn.
The numerator (time actually spent learning) will be
the smallest amount that arises from any of the follow-
ing three factors: (a) opportunity, (b) perseverance, or
(c) aptitude. The denominator (time needed to learn) is
determined by (a) aptitude, (b) the quality of instruc-
tion, and (c) ability to understand instruction. The ideal
outcome would be a ratio of 1:1, that is, the time spent
in learning is equal to the time needed to learn.

Yet, assessment of learning rates also must address
the content of learning. Such content potentially can
influence all of the factors noted above: opportunity,
perseverance, aptitude, quality of instruction, and abil-
ity to understand instruction. Which specific outcomes
should be included? Furthermore, a conception of



learning must include judgments for determining
whether learning indeed has taken place. How should
performance be judged? When can we be certain that
the skills, content, or routines are really learned? Are
there any standards we can use to help us make this
discrimination?

When considered in conjunction with time spent
learning (or time needed to learn), both of the last two
issues, performance outcomes and standards for mak-
ing judgments, provide the necessary components for
ascertaining learning rates. However, whether we are
using interactive observations, permanent products, or
tests /measures, we can only sample a finite amount of
learning. We simply cannot assess students on every-
thing we taught them or everything they know. We
hope that the performance outcomes on our assess-
ments accurately and adequately reflect all the out-
comes that are possible in the domain. In moving
Carroll’s (1963) conceptual model to actual practice in
the classroom, therefore, we must develop a system for
sampling specific instructional content (basic skills,
content information, or procedural routines) and inter-
preting performance according to some standards.

This evaluation system, focuses on change over
time, with rate of improvement as the primary criterion
for determining if programs are working. As men-
tioned earlier, this system is the “Dow Jones Average”
of education. Asin the stock market, the two important
characteristics involve a historical look at how much
improvement has occurred in a certain time period and
a prediction about future rates. If you find that stock in
which you just invested is beginning to rise, you are
likely to hold on to it, at least in the short run. In
contrast, if it begins to drop, youmay bail out while you
can. Although this system is conceptually easy to
understand, it has certain technical characteristics that
are quite subtle, but very important. In the following
material we first describe the critical features, then
outline the implementation procedures. Next, we
present an analysis that includes both advantages and
disadvantages, followed by a system for recording and
communicating assessment results.

To compare a student’s performance to previous
levels and eventually calculate the rate at which learn-
ing is occurring requires comparability between all the
data values. A criterion-referenced test or measure
could notbe used in this manner because each measure
is a unique opportunity and is not directly comparable
to other (previous or subsequent) raw score values.
Therefore, the sampling plan needs to be broader than
that used for a criterion-referenced evaluation; it has
typically been described as long range goal assessment.
Rather than matching the content of assessment with
that of a single instructional episode, the domain for
assessment spans several instructional episodes.
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Themajor limitation of a criterion-referenced evalu-
ation is “nearsightedness,” and the results from any
one assessment have little generalizability over time or
across items (and is therefore most appropriate for
level). In contrast, the sampling plan of an individu-
ally-referenced evaluation has built into it both a pre-
view and review component. This feature, however,
makes it unlikely for content information assessment.
Itisbest employed with either basic skills or procedural
knowledge. Individual-referenced evaluations imply
a certain kind of uniformity in the knowledge or skill
being assessed, so that both near examples (closely
related to instruction) and far examples (appropriate
generalizations not directly taught) can be included
within any given assessment task. Because content
information is so specific, and probably has few far
examples that represent generalizations not directly
taught, this form of evaluation is restricted.

The following examples all represent an appropri-
ate focus on generalized learning of basic skills and
procedural knowledge. In spelling, many words fol-
low phonetic rules quite consistently (not perfectly).
We can get a picture of the student’s proficiency by
including representative items from these various word
families; we certainly don’t have to include all possible
items. Reading decoding words also provides many
examples in which various structural characteristics
can be considered, with a measure including a repre-
sentative sample of them. Math computation problems
are probably the most lawful in terms of generaliza-
tions. In fact, they can be considered as lawful with no
exceptions to the rules. Most basic skills, as we have
defined them, lend themselves well to this form of
assessment. Procedural knowledge also can utilize an
individual-referenced evaluation. Here, the generali-
zations involve rules across different problem types.
Most math story problems and science problems in-
clude routines that generalize past the immediate items
included on an assessment. Although the wording
may change and the contexts may vary, the routines
nevertheless remain constant. Continuous measure-
ment is possible, since comparability is ensured in the
items.

The following steps can be followed in conducting
an individual-referenced evaluation:

1. A domain needs to be established that includes
all material and activities from the entire instructional
series, from the beginning to the end of instruction (i.e.,
along-range goal for the end of the year). For example,
a teacher may indicate that the students, who are now
reading at the beginning of a certain book, should have
finished it by the end of the school year. This material
represents thelong range goal. Likewise, amath teacher
may decide that one-step story problems with addition
and subtraction represent the long-range goal for a
student.
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2. Alternate assessment samples are then devised
by selecting representativeitems. Forexample, ateacher
may randomly select passages that are typical of most
others in the book and have students read from them,
asking them to retell the story after each reading. Ora
series of problems may be collected that typify the
types of problems in which the student will come in
contact during instruction. This step precludes the use
of content information for individual-referenced evalu-
ations.

3. The assessments then are collected on a sched-
ule—every week, biweekly, or monthly. In order to
develop an adequate database for viewing change in
performance, a certain number of data values (7 to 12)
should be generated.

In summary, an individual-referenced evaluation
uses time-series information to ascertain not only how
much improvement is occurring, but also the rate of
this improvement. The student’s performance is inter-
preted by looking at previous levels (over time). To
evaluate program effects, the general trend of improve-
ment (referred to as slope) and the amount of variation
or fluctuation (referred to as variability) should be
used. Ifa program is working, you should see a general
trend of increased performance; if the program is not
working, such an increase is not discernible.

An individual-referenced evaluation employs the
ultimate criterion in education: Are students retaining
the necessary information to solve a wider range of
problems, some of which may be generalizations of
strategies, and with greater automaticity or fluency?
Indeed, the programs we devise for students are not
really meant to increase a student’s relative standing,
which is the outcome of a norm-referenced evaluation.
An ill-defined state referred to as “mastery,” reflected
on a list of specific skills, developed from a criterion-
referenced evaluation, is not necessarily the goal of
education. However, we can be certain that, with an
individual-referenced evaluation having a positive
trend, improvement has occurred, the program is hav-
ing an effect, and that such improvement is meaning-
ful. The student’s performance is not being compared
to that attained by others or interpreted using a list of
required skills. Rather, the student is being compared
to himself or herself.

Because assessment proceeds from a goal-oriented
view, which is “far-sighted,” the items represent both
preview and review. The content of instruction and the
content of assessment are not tightly linked, as in a
criterion-referenced evaluation. This strategy, there-
fore, provides a valuable adjunct to the immediate
outcomes from instruction, reflecting appropriate gen-
eralizations thathavebeen acquired by the student. For
example, if a student is taught the rule for doubling a
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consonant when adding a suffix, and then is immedi-
ately tested, we might not be very confident that even
100 percent accuracy reflects substantive learning.
However, if we have taught the rule, along with other
spelling rules, and include items that incorporate many
different rules intermittently over many different occa-
sions (alternate forms), we can ascertain whether or not
the rule has been learned.

An important part of this far-sighted approach is
that any one data value is quite limited in making
interpretations. Because the domain for item sampling
is broad and the strategy for actually sampling items is
often random (within some strata), any one assessment
may have a disproportionate number of items of a
certain type. For example, in the reading example
above, an easy story may have been selected; or the
story may havejustbeen covered in class. In either case,
performance for that day may be very high. The next
measure may sample a more difficult passage or one
that has not been taught. Consequently, performance
levels are much lower. Therefore, to appropriately
utilize this approach, the general trend of data must be
considered, not any specific data value in isolation. If
the student is becoming a better reader, the number of
words read correctly will generally improve over time.

A word of cautionis in order, as this approach isnot
without its drawbacks. Such individual-referenced
evaluations must be interpreted in relation to the mate-
rial used for assessment. A very steep slope may
indicate that learning is rapid and there is a ceiling
effect, in which performance improvement will no
longer be visible (the maximum level has been at-
tained). In contrast, a very low slope, or no slope, may
actually reflect assessment materials that are too diffi-
cult and are insensitive to change. A floor effect has
been attained and a considerable amount of time is
needed before any discernible changes appear.

Several other limitations also should benoted. The
definition of the domain from which items are sampled
can be amajor potential problem. Oftenitis difficult to
project into the future. Few standards exist for deter-
mining an appropriate amount of material to sample
for assessment. Short of applying this strategy and
becoming familiar with it, our only sage advice is to pay
attention to realistic long-range goals. As discussed
below, guidelines for evaluating instruction in this
system are quite flexible. In fact, few firm procedures
have been identified, except to increase learning rates
as much as possible. Finally, domains from content
information are probably notappropriate; the system is
appropriate for either basic skills or procedural knowl-
edge, where alternate forms reflecting generalizations
across item types are embedded within the assess-
ments.



Summary of Measurement Options

In summary, three evaluative systems help delimit
specific performance outcomes and allow us to devise
standards for interpreting level and rate. These evalu-
ative systems represent different approaches to sam-
pling behavior and interpreting whether learning oc-
curred. When we add in time, we also can ascertain the
pace at which learning has occurred.

In a criterion-referenced evaluation, the focus of as-
sessment is on what the student actually can or cannot
do on specific skills and knowledge tasks; performance
is interpreted in terms of mastery (synonyms may be
proficiency, fluency, facility). Importantly, the term im-
plies an absolute standard of acceptance: Interpreta-
tions of performance are based on a scale that is non
continuous (above this cut-off is considered mastered
and below it is considered non-mastered). The differ-
ences between scores within either side of this cut-off
are less critical than between those across the cut-off.
To help vindicate this judgment, we can use a norm-
referenced evaluation in which a group of comparable
students’ performance is compared; this standard often
helps define the level of success (mastery, fluency) that
is needed. Finally, an individual-referenced evaluation
reflects change in performance over time. No specific
(absolute) performance level isidentified; rather, change
isnoted on a continuous scale, from less to more, noting
the direction of change over time and the rate at which
it is changing. The materials are not qualitatively
different and alternate forms are used to generate com-
parability across tasks.

Case Overview

The subject of this case study was a 12-year-old
seventh grade male student named Josh. He received
one period of Talented and Gifted (TAG) services daily;
the majority of these initial activities involved indepen-
dently using a computer to create Hypercard™ “stacks
(interactive programs).” The student also participated
in a regular social studies class daily (the subject area
for this study) during the class period immediately
following his TAG period. His textbook for this class
was The World Past and Present (Bacon, 1991).

The focus of this case study was to operationalize a
model for placement of TAG students into an appropri-
ate instructional level and develop a progress monitor-
ing system for ascertaining rate of learning. Both issues
were addressed by using an Individual Student Con-
tract (ISC) in which supplemental instruction was imple-
mented, using alternative assessments to generate stu-
dent work samples, which were then analyzed for level
and rate of learning.
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In this case, we present the model first (using the
ISCs) and then the range of student work samples, all of
which were problem-solving essays generated either as
a sub-product (during instruction) or as a final product
(following instruction). With these work samples, three
references are provided for understanding level and
rate: a criterion-referenced view that focuses on spe-
cific skills, a norm-referenced perspective in which
performance is compared to peers (both of these serv-
ing to make appropriate placements in instructional
level), and finally, an individual-referenced orientation
that is used to monitor rate of learning.

The case provides an overall explication and vindi-
cation of the issues raised in the first section of this
report in which five components were identified for
manipulation in any model of collaboration or consul-
tation: (a) teacher expertise, (b) curriculum, (c) interac-
tive instruction, (d) student perceptions and values,
and (e) assessment of learning outcomes, including
declarative, conditional, and procedural knowledge
(the latter two of which set the stage for critical thinking
and problem-solving). The most important premise of
this case is that students who have been labeled as
talented and gifted cannot and should not be served in
separate rooms, with different resources, and by spe-
cialized teachers, i.e., a pull-out program. Rather, this
casereflects amodel in which TAG students participate
in a “pull-away” program, participating in the content
class which is supplemented with extended activities in
a range of settings, with a variety of resources, and by
various support staff. The model is based on flexible
scheduling of all these components with instruction
primarily implemented by content teachers.

Development of Individual

Student Contracts

To generate student work samples, an Individual
Student Contract (ISC) was developed to highlight
specific knowledge forms and structure both the Inter-
active Learning Tasks as well as the instructional ar-
rangements (where and when pull-away sessions would
be conducted). A sample ISC used for this case study is
depicted in Figureb. Following is a description of its
main components:

Project/Problem Statement. This part contains the
organized knowledge forms (primarily concepts) that
the teacher wants the student to learn. A problem
vignette is created that sets up the context and content
for learning these concepts. For example, in this case
study, a number of essay prompts are depicted with
specific concepts that orient the student to a problem
that is to be solved.

Intermediate Steps (Checks). A series of student
activities and interim work samples are specified that
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provide the student the opportunity to use the orga-
nized knowledge forms with specificInteractive Learn-
ing Tasks. These steps include instructional activities
providing appropriate practice in applying the con-
cepts and the mode of response (in this case, essay
writing).

Final Product. This section focuses on a specific
intellectual operation or learning task that frames and

focuses the student’s response; it also implicitly de-
scribes the scoring criteria for judging the quality of the
response. In this case, evaluation responses are empha-
sized.

Materials and Resources Needed. A number of issues
are addressed in this section, including a list of the
needed materials and books, specification of where
(and when) instruction takes place, identification of

Completing Date
Support Staff

Beginning Date

Materials/Resources Needed

Location(s)

Project/Problem Statement (see attachments)

Name

)
R
o
L
=
)
[
&
2
»
U
o
5]
]
=t
:
[
£
£
=

Mini-Schedule (next 2 weeks)

I understand that I am responsible for completing this project by the date noted above.
Figure 5. Example of an individual student contract.

Student Signature

Final Product
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who is responsible for helping the student (e.g., teach-
ers, parents, non-educational mentors, etc.).

Thebasic premise of this ISC is that the core content
be delivered by the general education content teacher
butthatsupplemental instructionbe organized through
a specific and structured negotiation with the student,
TAG coordinator, content teacher, and any appropriate
support staff. The contract is designed to be flexible so
content instruction can be adjusted (compressed and
expanded) as needed; once the core content is covered
(mastered), teachers can structure a number of activi-
ties that keep students connected and in pace with the
rest of the class while learning new skills and knowl-
edge (ie., placement in the appropriate instructional
level). Atthesame time, the system is designed to allow
teachersand TAG coordinators to ascertain thestudent’s
progress over time (moving across final products) to
document rate of learning. No assumptions are made
about where instruction takes place; on occasion, stu-
dents may be kept in the content classroom; other
times, (supplemental) instruction may take place in the
media center, the community library, a business loca-
tion, a resource room, etc. Likewise, specification of
appropriate support staff is left open and may change
across units of study. For example, various science
units may involve support staff from the local commu-
- nity, cross age peers, or cross-grade content teachers.
The critical feature of the ISC is that a problem-project
be centered on organized knowledge forms and result
in well-structured intellectual operations or learning
tasks. Then instructional level and rate of learning may
be determined. Figure 5 depicts all the main compo-
nents.

Overview of Study Phases

During the year, this study underwent three differ-
ent phases, with each one structured by an ISC (see
Figures 9-11). Carmen, a student teacher, served as the
primary support staff to work with the content teacher
(in social studies) and Josh, the student. Most of the
ISCs were structured around specific units in the con-
tentarea, each of whichlasted approximately 2-3 weeks.
On occasion, the same ISC was used across several
units.

In the first phase of this study, a two-week project
was developed in which the student completed several
essays based on the use of an evaluation (intellectual)
operation. Josh used acomputer to gather information
through a CD ROM encyclopedia, and to compose
essays during instruction and assessment. The final
two phases of the study involved pulling the student
out of his social studies class 2 days each week and
administering essay writing tasks. Thesesessionsaver-
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aged 25 minutes in length, with essay scoring criteria
briefly reviewed, the social studies key concepts were
reviewed if necessary, and the student independently
wrote an essay without any prompting from the stu-
dent teacher. During this phase, Carmen sat next to
Josh and was available to answer questions; however,
he never asked for any kind of assistance and, when
queried, he always indicated no help was needed.
Although Josh was allowed to work throughout the 47-
minute period, he usually finished within 20 minutes.

Following is a general description of the phases of
the intervention, from the 2-week activity described
above to the short essay-based projects. Each phase is
depicted graphically with a timeline specifying when
intermediate activities (sub-products) and final prod-
ucts werecompleted. Afterthis overview, thestudent’s
performance relative to his class is discussed in depth.
Finally, several samples of the student’s work, drawn
from the various projects, are presented from all three
reference standards: criterion-, norm-, and
individual-.

Placement in Instructional Level:

Criterion-Referenced Perspectives

Placement in an appropriate instructional level can
be completed by either a criterion perspective, which
defines the range of skills, or a norm-referenced per-
spective, which defines the comparability of skills. As
we have defined instructional level, the critical compo-
nent revolves around success: Can the student engage
successfully in the work? How successfulis the student
compared to age-grade appropriate peers? These two
questions are answered only by referencing criterion
and normative standards, respectively.

In this case study, the criterion-referenced stan-
dards were anchored to the Interactive Learning Tasks
or intellectual operations that were noted in the first
section of the report. Specifically, six different tasks or
operations were considered: (a) reiteration, (b) sum-
marization, (c) illustration, (d) prediction, (e) evalua-
tion, and (f) application. Student performance was
assessed by analyzing work products and ascertaining
their presence. Once these intellectual operations were
defined within the assessments (i.e., a system was
established for evaluating performance quantitatively
and qualitatively), the appropriateness of instructional
level was determined by assessing the student’s perfor-
mance on an absolute, fixed scale or by finding the
student’s relative standing in a distribution of peers.

The first phase/project occurred while the class
was studying Greece and Rome. The project began
with a take-home concept identification worksheet in
which the student was asked to write several sentences
about each of the concepts listed (which were drawn
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from a content planning worksheet). Most supplemen-
tal instruction, however, was completed later in the
unit using one period pull-away supplemental instruc-
tion twice per week. The timeline for the entire unit is
depicted in Figure 6.

Josh gave minimal explanations for each of the
concepts and principles, and his student teacher was
dissatisfied. Because the planned teaching focused
specifically on the concepts of democracy and republic,

5. Creating a dialogue, or short play, between two
hypothetical characters (1/25).

The student spent six class periods (over 6 school days)
working on these sub product essays. He was pulled
away from his regular social studies class and received
initial instructions from Carmen, the student teacher.
He usually worked independently, but was super-
vised.

Take-home

CMS 7th Grade
January 1993

Greece/Rome Unit

X = No school/student couldn't participate Subproducts:
T = Teacher made test 116 Test-out (#1)
sP = Subproduct completed 1/20 1. Retest worksheet (#2)
FP = Final product completed 2. Pros & Cons (#3)
1/25 Dialogue (#4)
1/28 Position paper (#5)

1 period
Pull-out

2 period
Pull-out

Figure 6. Timeline for Phase I.

Carmen and Josh reviewed and completed portions of
the worksheet together. The ISC was developed during
this process and was accompanied by a discussion of
how the plan would be carried out. This first project
had two parts: a summarization of the key concepts of
democracy and republic, and then a choice between them
(evaluation of democracy and republic). The ISC was
supplemented with a written task analysis of what Josh
was assigned to do and yielded daily activities, or sub-
products, in which the learning task of summarization
was used. This task included:

1. Defining the key concepts and principles as des-
ignated by the teacher (1/5-1/6).

2 Redoing the test-out for key concepts to be tar-
geted during the project (1/20).

3. Listing the pros and cons of both a democracy and
a republic (1/20).

4. Takingtheregularsocial studies test with the rest
of the class.
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An essay was designed to reflect evaluation re-
sponding, although the student had not yet been pre-
sented with the criteria for judging any of the intellec-
tual operations. While Josh met all of the criteria and
scored a 5, the design of the project seemed unfeasible.
That is, he spent two full class periods researching the
topic and adding factual details, but could have dis-
cussed the issue and scored a 5 with his arguments in
much less time. Furthermore, his focus was centered on
facts, rather than the concepts Carmen and his social
studies teacher were trying to promote. From this
standpoint, a new intervention was developed.

The second phase of this project drew from con-
ceptsbeing taught about the Middle Ages. For this phase
the student was pulled away from the content class-
room 2 days each week for 2 weeks so he could com-
plete a short essay that utilized a specific intellectual
operation. For this project, Josh completed the follow-
ing:
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CMS 7th Grade
February - March 1993

Middle Ages/Renaissance Unit

C = Classwide essay

SP = Subproduct essay completed

Classwides
2/23  Knight and Serf Essay
3/17  Feudalism to Nation-State Essay

Subproducts
Feudalism Essay (Evaluation)
Crusades Essay (Application)

2/16
2/18
3/3  Advertisement-activity

3/9  Church Influence Essay (Evaluation)
3/15
317

Crusades Essay (Evaluation)
Charter Essay (Application)

Figure 7. Timeline for Phase 2.

1. Evaluation essay on the concept of feudalism on
(2/16).

2. Application essay on the concept of the crusades on
(2/18).

3. Evaluation essay on the concept of feudalism
(2/23).

Josh was not taught the scoring criteria for these sub
product essays, which took him about 20 minutes each
' to complete. Again, he worked independently.
Pulling the student away 2 days a week and mea-
suring his use of concepts and intellectual operations in
discrete essays was more effective than the previous
phase of the intervention. As the class continued to
study the Middle Ages, Josh was assigned to another 2-
week project from the previous ISC; the sub- and final
products, therefore, changed to new concepts, includ-
ing feudalism, crusades, and nation states. As in the first
ISC, a number of sub-product essays were generated,
with the intellectual operations reflecting both evalua-
tion and application responses. Throughout the seven
weeks, Josh was ostensibly taughtby the content teacher,
but also he was pulled away weekly to work with
Carmen. In this unit, Josh completed two essays that
had been administered to the entire class, providing a
classwide (normative) reference to double check
whether he was in the appropriate instructional level.

This ISC lasted most of 2 months during which time he
completed four sub-product essays (taking 20 minutes
each), as noted below:

. Creative activity (3/3).

. Evaluation essay on church influence (3/9).

. Evaluation essay on crusades (3/15).

. Application essay on charters (3/17), feudalism,
and nation-states.

B ON =

Finally, the class began preparation for a school
project fair, during which time the social studies teacher
did not introduce new curriculum material. Josh’s
student teacher, therefore, decided to use this time to
review previously taught concepts and to administer
an essay every two weeks to the class. Furthermore,
another intervention style was implemented. For this
phase, Josh was pulled out of his content class and
taught particular knowledge forms through 5-10 min-
utes of explanation, modeling, and testing before each
essay administration.

His essay writing was independent but supervised
and included the following;:

1. Review of the concept of dictatorship, an evalua-
tion essay (4/22).

2. Evaluation essay on natural resources was com-
pleted with his class (4/26).

University of Oregon College of Education
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CMS 7th Grade
March - May 1993
Project Fair Preparation Time
;
9
C = Classwide Essay
SP = Subproduct Essay Subproduct Essays
4/15  Arosia's Resources (Evaluation; score: 3)
4/22 1. Bona Rido's Dictatorship (Evaluation; score: 4)
2. Concept worksheet, political systems
ol ide E 4/28  Monarchy in Zaptia (Evaluation; score: 5)
Llasswide tssaye 5/4 1. Concept worksheet, economic systems
4/26  Natural Resources Essay (Evaluation) 2. Mohana's economy {Prediction)
5/4  Political Systems Essay (Evaluation) 5/6  Market economy problems (Prediction)
5/27  Economic Systems Essay (Evaluation) 5/11  Command economies (Evaluation)
Figure 8. Timeline for Phase 3.
3. Evaluation essay on monarchy (4/28). as sub-products (allowing him to engage in Interactive
4. Prediction essay on traditional economies (5/4)- Learning Tasks in which the teacher wanted him to
5. Evaluation essay on political systems was com- become proficient) and some of them viewed as final
pleted with his class (5/4). ducts (produced at th d of tent unit and
6. Prediction essay on market economies (5/6). pro u_C S (produce ‘a € end of a content unl an

7. Evaluation essay on command economies (5/11). essentially representing performance on the terminal
8. Evaluation essay on economic systems was done task). From a criterion-referenced perspective, all these

with his class (5/27).

Most of these sub-product essays wereimplemented
at relatively equal intervals throughout the 6 weeks.
The concepts, of course changed to reflect the new
content; nevertheless, the intellectual operations re-
mained oriented to evaluation. One prediction essay
was developed near the end of the unit. Again, asinthe
previous unit, classwide essays were implemented to
ascertain the comparability of Josh’s performance to
those of his peers. Because TAG services demand that
instructional level be appropriate, such a comparison
can determine whether the TAG student’s response is
so far superior that s/he really belongs in different
content or whether performance is comparable enough
to maintain pace with the rest of the class, varying only
the manner in which this contentis interactively learned
(used within specific intellectual operations).

Criterion-Referenced Analysis of Essays

for Evaluation Responses
Given the timelines noted and the content covered,
Josh completed anumber essays, some of them viewed

Research, Consultation, & Teaching Program

products can be analyzed in reference to two specific
dimensions: the domain of learning and the standard
for performance.

The domain represents the types of skill and knowl-
edge the student is learning. In our model, the domain
is response defined: It is the intellectual operation in
which the student expresses aresponse. We use mostly
evaluation operations or learning tasks, but also include
anapplication and prediction response. In our model, the
organized knowledge forms don’t represent the do-
main (which is counter to most views in which the
domain is defined by the content being learned). Be-
cause we are focused on rate of learning, comparability
in the domain has tobe attained, otherwise change over
time cannot be ascertained. Therefore, in the student
samples that follow, the criteria for judgment are ori-
ented around the manner in which intellectual opera-
tions are incorporated (i.e., how well developed is the
argument within an evaluation response—making a
decision and then supporting it?). The content (con-
cepts) simply provide the medium for expressing that
intellectual operation and, atbest, delimit or qualify the
domain.
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The standards for evaluating response are widely
debated in the field, withno absolute agreement among
measurement professionals. Therefore, we have ap-
proached this issue from two perspectives. Because the
content teacher is viewed as the expert, initial stan-
dards canbe forged from their “clinical judgments.” By
simply transcribing the student’s work and analyzing
it for specific strengths and weaknesses, we can de-
velop “bootstrap” standards within a criterion-refer-
enced perspective. However, because the criteria for
this approach are so ill-defined (and difficult to com-

Cipherus was seated in an atrium, waiting for his
friend Imagines. Although the men have very dif-
ferentideas abouthow a government should berun,
they enjoy debating together aboutit, measuring the
prosand consof each. Ah! Imagineshasarrived. He
sits down on the bench next to Cipherus, and the
two men greet each other.

IMAGINES: Welcome, my friend. What shall we discuss
today?

CIPHERUS: We have not yet shared our views on our
very different governments.

page paper defen

minimized.
Fresidents, and other government fi
This kin

government can't deny them these rights.

governments.
enforcements. The

power.

Choose the form ‘?’ government [democracy or republic] you think is best and write a one to two
ing it. Take the pros and cons you outlined before for that system, and
explain why they pros are strong--and how the weak points, or cons, can be fixed or

I think democracy is better than most forms of governments because the people of the
democracy get to choose what they want. They get to choose what laws, presidents, vice .
gures they want to help control the country. Some other
orms of dgovernmen’cs have total control over Land, buildings, schools ,and newspapers.

of government is called a totalitarianism this means the government has total
control. In democratic systems they have constitutions that guarantee certain rights. Their

The word democracy comes from the Greek words demos means “the people” and kratos
which means "rule”. People in America have the right to vote, speak out, and join political
groups. Ina bi% democratic government there migh t be smaller governments called state

tate govemments control their own schools, highways, and law

nited States government is divided into three seperate branches
executive, legislative, and the judicial. Each of these branches have g
responsibilities. The executive branch enforces the nation's laws. The legislative branch is
responsible for lawmaking. The judicial decides whether laws are fair or not.

Anyone over 18 is allowed to vote in democracies long ago only male citizens were
allowed to vote. Unlike a dictatorship a democracy won't let one person get to much

ifferent

Criterion-Referenced Evaluation: Democracy

Number of Words Written 218
Number of Concepts Used 3
Evaluation Rating 5

municate to non-experts), we also include a subse-
quent, norm-referenced perspective, in which classwide
performance from other students is used to interpret a
student’s response. In this latter approach, a range of
responses is judged with range-finder essays used to
develop and calibrate a (norm-referenced) scale.

The First ISC

In this first essay, the content material from the
classroom focused on Greece and Rome. The teacher
used a standard curriculum text but had reviewed it for
specific concepts. Of course, with this content, the
concepts of democracy and republic appeared quite promi-
nently, sothe content teacheradvised thestudentteacher
tofocus the project on these concepts. Anumber of sub-
products were developed to help Josh become profi-
cient in evaluating these concepts; the final product
was in response to the following prompt:

Research, Consultation, & Teaching Program

IMAGINES:Well, I think that my government is better
because....

YOU FINISH WRITING THE DIALOGUE BE-
TWEEN THE TWO MEN.

Save all of your notes; you will be asked for them
later.

The entire ISC is depicted in the figure on the previous
page. The major components described earlier reflecta
problem statement centered around two concepts, a
series of activities (and sub-product essays), a final
product for the student to complete so he can obtain
practice on the intellectual operation of evaluation, and
finally, the requisite materials and schedule needed to
complete the contract.

At the end of the unit, a final product essay was
administered solely to Josh, not the entire class (see
above) . It was used to sample his early use of the



intellectual operations and was a sumrmarization essay
on the unit. The prompt also included an evaluation
question, as itrequired the student tomake achoice and
defend it

Instead of creating arationale, as his student teacher
had hoped, Josh reiterated some reasons and support-
ing facts from his book almost verbatim. His argu-
ments were implicit within his listed facts, rather than
explicit statements. Although the essay achieved a
score of 5 due to its use of mjultiple arguments for the
choice and against the non choice, his reasoning was
neither original nor well-developed.
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The Second ISC

In the second ISC, the approach was the same:
(a) a problem statement was developed, (b) activities
were planned and implemented, and (c) final products
were completed, some of which also were given to the
entire class. Josh was not pulled away from class very
often (only 3 times); most instruction came from the
content teacher, with the student teacher administering
the sub- and final-product essays.

The second essay, which was classwide, focused on
concepts the teacher identified from a unit on the Middle
Ages. In this assessment, all students completed an

This is a sto

Lord Martin the vassal.
and

Here are two things

The Knight and the Serf
about a small kingdom in Central Europe during the Middle Ages. The

vassal who rules this small kingdom 1s Lord Martin. Lord Martin is a mean man. Everyone
has to pay him very high taxes. All the serfs in the kingdom work very hard tending Lord
Martin’s crops, but Lord Martin doesn't take good care of them when they need help. He
sends his knights off to fight battles, but he doesn’t give them enough swords. Nob%d

Two people who live in the kingdom have decided they can't take it any more. One %f
these};eople is a knight named Sir John. The other person is a serf named
arold have decided they do not want to be loyal to their vassal any longer. They will not
pay Lord Martin anymore high taxes. Harold the serf will not work hard in the fiel:eiy
John the knight will not fight anymore battles.
tiut could happen if Sir John and Harold stop being loyal to Lord
Martin. Place an X beside the statement you think is most accurate.
Life will be easier for Sir John the knight than it will be for Harold the serf.
Life will be easier for Harold the serf than it will be for Sir John the knight.
Tell why you made your decision. Tell what information you used to make your decision. If
you think things will be easier for the serf than for the knight, tell why. If you think things
will be easier ‘%r the knight than for the serf, tell why.

I think things would be easier for the knight instead of the serf because the knight is in a
higher class than the serf. I made my decision because I think the serf won't be listened to
because he is at the lowest point in society and the km'%ht might be respected for helping
win a battle saving the town or village from villains.

his services so I think the king will lower the taxes for knights and higher the taxes on serfs
and take some of the money and buy the knights better weapons and armor.

y likes

arold. Sir John

s and Sir

he knight is helping the king with

Criterion-Referenced Evaluation: Knight and Serf

Number of Words Written
Number of Concepts Used
Evaluation Rating

104
3
5

The ISC for this unit on the Middle Ages is depicted in Figure 10 (next page).
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Figure 10. The second Individual Student Contract (ISC).



evaluation essay focused on the concept of feudalism.
Although Josh had not been taught the scoring criteria,
he performed well. He applied the concepts of feudal-
ism and chivalry, and also referred to the social class
system, a concept that had been presented earlier.

Because the class studied the Middle Ages for more
than one month, another classwide assessment was
administered, which utilized an application essay incor-
porating the concept of feudalism. The prompt and
Josh’s response follow:
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the intellectual operations in the sub- and final prod-
ucts. The last set of essays, therefore, reflected the
teacher’s interest in consolidating her students’ under-
standing of concepts learned earlier with governmental
and economic systems. On the page 31, the final products
are mostly evaluation responses, with one prediction
response.

The remainder of this section presents two essays
that were given to Josh during the last part of the year;
they also were classwide essays and, as evaluation tasks,

Feudalism to Nation-States
Imagine you are a middle-class merchant in the late Middle Ages. You support the
government of your nation-state because you need peace and a strong government so you and
other merchants can safely carry on your business of buying and selling. You belong to a
group or guild that represents other merchants and trades-people like tailors, potters, weavers
and carpenters. You are very interested in protecting the rights of the townspeople where you

do business.

groups that represent the people. This is ve

happened to make things the way they

Your nation-state has a strong ﬁovernment where the ruler has to share power with

different from the system of government of the
early Middle Ages, which was known as Feudalism. You are explaining to your young
apprentice how people lived and worked under the feudal system. He wants to know what
are now in your town. Explain what you think
happened to cause the growth of nation-states in the late Middle Ages.

I think when there was a feudal system there wasn't much opportunity for proplr to start
there own businesses. So that's when I think guilds started forming in order for people to
work independently. I also think that after the guilds were formed they grew into small
towns to eliminate other competition but after more people started

Criterion-Referenced Evaluation: Feudalism

Number of Words Written
Number of Concepts Used
Evaluation Rating

56
1
2

Josh linked his answer to one of the concepts taught in
class (guilds) while others in his class had not done so.
He clearly stated an antecedent condition and then
offered a progression of logical events. However, he
did not develop the reasoning behind the events and
stopped the essay short, leaving him with a lower score
than initially indicated by his strong start.

The Third ISC

The third and final ISC was really an extension of
the materials that had been taught earlier throughout
the year. The major focus at this time was expanding

offered a choice between a monarchy and a democracy.
Atthis point, Josh was familiar with the criteria and had
practiced them during the pull away interventions. He
carefully satisfied all of the scoring criteria, discussing
two reasons for having a monarchy and two reasons
against having a democracy.

University of Oregon College of Education
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Threvnia’s New Political System

Your country, Threvnia, has been under the rule of a harsh dictator for many years. No
one has had freedom of speech or the ability to vote for a new leader. Nor has the economy been
good; few people have jobs and the quality of life is very low. Now, the United States has
intervened in Threvnia, and has removed the dictator from office. The U.S. president wishes
to give Threvnians a choice in a new kind of government.

A monarchy can be established, where a well-liked ruler shares some power with
government branches. Because the king or queen would rule for life, stability and probably
eace will be guaranteed. However, most of the decision-making power would lie with the

ing instead of the people.

Another option is democracy, in which everyone votes for a new ?resident every few
years and there is freedom of speech and political party membership. This might potentially
cause instability because no one president could be in office long enough to carry through
long-term changes.

Pretend you are a Threvnian citizen and can cast a ballot for the kind of government you
think will be best for your country. Place an X next to your choice below.

__ Monarchy

—_ Democracy
Now, write an essay which tells why you made your decision. When answering this, consider
these aspects (?‘ a democracy: people vote to enact laws, people have their {:'reedom protected by
law, and people choose representatives who promote thewr point of view. Tell what
information you used, and why you chose a monarchy or a democracy. If you chose a
monarchy, explain why. If you chose a democracy, explain why.

[ think a monarchy would be best for the country because the monarchy would have time t
carry out long term plans and ideas. If there was a democracy only small things would get
done and probally no long term arrangements would be made. A'monarchy wouldn't have
to worry about people liking him so he would have the most time to do his work unlike a
president who might waste a lot of time trying to make everyone happy and not much gets
done. With a monarchy things would go through a steady change but with a democracy
after a few years everything is changedg and only a few things remain the same.

Criterion-Referenced Evaluation: Threvnia.

Number of Words Written 112
Number of Concepts Used 2
Evaluation Rating 5

The final classwide assessment was an evaluation essay concerning socialist economies and capitalist economies
(next page).
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Yang is a capitalistic society.

operated for individual profit.
fepw in th{: middle class.p

the economy.

Yin and Yang
The countries of Yin and Yang both have a democratic political system where people help

rule by voting on laws and electing representatives. However, Yin is a socialist society while

Yin's socialist society is one where all the people share in the work and products made.
Everyone lives comfortably, but no one individual has any great wealth.

On the other hand, in Yang's capitalistic society, businesses are privately owned and
ome people are very wealthy, but many are also poor; there are

Both countries are developing and some citizens are dissatisfied and hope for changes in

Think about which aspects of socialism make it better or worse than capitalism. Then,
decide which kind of country - with a socialist democra
would choose to live in. Mark an X next to your choice below.

Democracy with a capitalistic society
Democracy with a socialist society

Now, explain your choice in the space below. If you chose a democracy with a capitalistic

society, explain why. If you chose a democracy with a socialist society, explain why.

I chose a Democracy with a socialist society because in a socialist society everyone would
be equal. There would probably be less fights and arguments in a socialistic society
because no one could say they were better than someone else. In a capitalism socie
people die because they can't get enough healthcare, food, or shelter. There is usually more
violense in a capitalism because if some people don't have enough things to survive the
turn to drug dealing, prostetution, stealing, and other waﬁls to make money. In a capitalisn
society inflation might occur and cause a depression unlike in a socialism society. Being
treated equally is one big reason to live in a socialism.

or capitalistic democracy - you

many

Criterion-Referenced Evaluation: Yin & Yang

Number of Words Written
Number of Concepts Used
Evaluation Rating

113

Josh received a score of 4 because, while he made
several succinct arguments against the non-choice, he
did not make more than one differentiated argument
for his choice. As prompted, he mentions 3 concepts
from this unit.

Criterion-Referenced Analysis of Essays
for Different Intellectual Operations
While the essays depicted above were primarily

classwide, a number of other essays had been given to
Josh as part of the sub-products within the ISCs. As
mentioned earlier, a criterion-referenced perspective
implies specific intellectual operations; most of the
earlier essays had been evaluation responses. In this
section, we present some essays given only to Josh and
reflecting different intellectual operations. The central
question is whether Josh was learning broad thinking
skills (transfer across the intellectual operations) or

Research, Consultation, & Teaching Program

whether his performance is highly specific to certain
intellectual operations (evaluation in this case).

During the second phase of the intervention, Josh
had been given one essay 2 days a week. These essays
included prediction, evaluation, and application prompts.
After each administration, he received immediate feed-
back; his score improved when the same intellectual
operation (in this case, evaluation) was re-administered.
Although his first evaluation essay did not include
multipleargumentsboth for the choice made and against
the choice not made, these later essays were broadly
based, reflecting his learning the criteria,and he achieved
a score of 5.
Application Essay

The next essay assignment given to Josh while his
class was immersed in the Middle Ages material used
the application prompt below, which is followed by his
response:
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well a charter

Directions: Read the question below; write a two or three paragraph answer which
describes your reasoning. You may use your book.

Question: You are a merchant with a spice store in the township of Chestwick in the
late Middle Ages. Many of the merchants in Chestwick have seen how
%lus helpeg the people in a neighboring township, and want to
try this system of self-goveminf. What happened to cause this movement
toward writing charters in the late Middl

e Ages?

If I were a merchant I would like a charter because it allowed the merchants to control
there own land and town. In the beginning when the lords owned the land they could forc
the merchants to do what they wanted them to do. With a charter the team was more
organized and more got done. The charters started to come in place when the merchants
started to grow more powerful because masters of wealth. When the merchants become
more powerful they forced the lords to give them their own land.

Criterion-Referenced Evaluation: Chestwick

Number of Words Written
Number of Concepts Used
Evaluation Rating

91

N

While this assignment was given to Josh before he
was taught the scoring criteria, he did outline (in the
second half of the paragraph) a chain of events that
brought about the use of charters. He was given a score
of 2 because, while clearly stating an antecedent event
or condition, he did not'support it with more than one
reason.

Three Evaluation Essays

Following the Middle Ages unit, the class launched
into preparation for a project fair. Therefore, a series of
evaluation essays was administered utilizing earlier
concepts. The prompt and response were as follows:

You are a government official for Arosia, and agricultural country. While Arosia has
plenty of food and water to feed people, it is also facing some big problems.

One problem is that Arosia is quickl;/ running out of timber. This is causing trouble
because the populations is growing quickly, and timber is needed to build new homes. Another
problem facing Arosia is the lack of oil. Without oil, the country cannot fuel factories. Arosia
wants more factories so that they can manufacture products and make more money in the
world market than they can by just selling farm produce.

Arosia has enough.farm produce to trade with other countries for either timber or oil, but
not both. Should Arosia trade for timber or 0il? Place an X beside your choice:

Arosia should trade its farm produce for timber.

Arosia should trade its farm produce for oil.
Now, write an essay which tells why you made your decision. Tell what information you
used, and how you chose between tmgin for timber or trading for oil. If you chose to trade for
timber, explain why. If you chose to trade for oil, explain why.

I think the trade for oil is more important instead of a trade for timber because the oil can b

used to run the factories and this would probaly help the economy. If they traded for timb:

they could build more houses and after awhile the city would have too many people and ar

overcrowded city where no one would want to live or work. With the abundant oil more

companies would open helFing the city. With the goods produced by factories the
overment can trade them for timber, With people moving to Arosia who want to buy
ouses the price will go up and the company would be making more profit.

Criterion-Referenced Evaluation: Arosia

Number of Words Written 112
Number of Concepts Used 2
Evaluation Rating 3
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Because, at this point, Josh was becoming familiar
with formally writing an evaluation response, he made
clear attempts to fulfill the criteria asked of him. He
included an explicitly stated choice, a rationale, and
both an argument for the choice and against the non-
choice. However, he then began to refute his own
argument against the non choice and added some ideas
that were unrelated to the prompt.

The prompt for the second of the three consecutive
evaluation essays utilized the concept of dictatorship;the
essay, along with Josh’s response, follow:

Josh’s score improved over the previous evaluation
essay. This essay was more complex because there
were two non-choices against which arguments had to
be made. Again, the choice was clearly stated, and
several arguments were made, both for the choice and
against one of the two non-choices. The other non-
choice had only one argument made against it; because
he had included multiple arguments both for the choice
and against the others, however, he earned a score of 5.
Feedback was given about providing multiple reasons
for each choice/non-choice available.

and may people do not have jo

uprisings.

Indians.

the president.

You live in Bona Rido, a goor country in South America. The economy there is very bad
s. The president is greedy , and takes money and land from the

Indians and poor people. The government does not allow people to oppose the president.

People are angry with the government because of these problems, and there have been many

Suddenly, a man organizes an army and overthrows the government, setting up a military
dictatorship. Which of the following do you think is the most important reason ﬁ)gr the rise of
the dictatorship? Place an X next to the reason you think is most important.

The economy was very bad and most people did not have jobs.

The old president was corrupt and took money and land from the poor people and

The old government censored the people by not allowing them to publicly oppose

Now, write an essay that tells why you made your decision. Tell what information you used to
make your decision. If you think the bad economy was the most important reason for the
dictator's takeover, tell why. If you think the president’s corruption was the reason, tell why.
If you think the government's censorship was the reason, tell why.

I think the reason for the dictatorship takeover was because the president was taking
money and land from the poor people and Indians because if the economy was bad the
eople would probably move but if it was land they owned they would probably stay and
ight for it. If the President took all of the land he could kick the %eople off it and they
would have to wander around looking for a new home. If it was
wouldn't let the public oppose the president then that would not make sense because the
public are the people who are having there stuff taken away and are already aware of the
president. If the economy was bad then they would probaly move but they didn't have
money. So they propaly formed the group to take over the country give the land and mone
back witch would strengthen the economy and allow people to have freedom.

ecause the government

Criterion-Referenced Evaluation: Bona Rido.

Number of Words Written
Number of Concepts Used
Evaluation Rating

158
1
5
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The final evaluation prompt, concerning monarchy, and Josh’s response are shown below:

You are a famous lawyer living in Zaptia, a small country which is ruled by the monarchy
of Queen Bella IIl. Queen Bella is consulting you for help because many government official
are angry with her. She has taken an active role in creating new laws with the Parliament,
and the officials think she is just a figurehead who shouldn’t be able to make new laws.

Queen Bella wants your advice about which government she should use to df;lfend her
actions. She could tell the official that because she will be in power for a lifetime, her long -
range plans will have time to work. She could also tell the ofj’gicials that it is important for
them to let her create laws so that Zaptia appears to be a strong unified country to the rest of
the world. Put an X next to the argument you think is best for the Queen to use:

Queen Bella's long-range plans will have time to work.

Zaptia needs to maintain an image of unification.

Now, write an essay that tells why you made your decision. Tell what information you used to
make your decision. If you think Zaving enough time to carry out long-range flans is more
important, tell why. flgou think Zaptia's world image is more important, fell why.

I made my decision the way I did because I think Queen Bella's long range plans are more
important than to maintain a good image because if Queen Bella's people here that she is
making long term plans the ﬁounger people will probaly support her. It isn't that importan
to have a good image if you have a strong army because if other countries think your weak
and you aren't it doesn't matter what you look like on the outside. Queen Bella's long term
plans would strenghthen the country and help it. Showing that it is strong on the outside s
no one attacks it doesn't do much for the country. Queen Bella's long term plans would
probaly attract people to the country in the future.

Criterion-Referenced Evaluation: Zapita.

Number of Words Written 126
Number of Concepts Used 1
Evaluation Rating 5

35

This essay showed a balance of coverage, with multiple
arguments both for the choice and against the non
choice.
Prediction Essay

Given that Josh’s scores were improving with re-
spect to evaluation responses, he was told the basic

criteria for a prediction essay and asked to write one.
The prompt and his essayare shown below.

Josh implicitly applied several concepts in this
essay: Democracy was used to explain why the Sirrites
have a choice in what happens; a relationship was
noted between gas and a country’s power relative to

The nation of Sirris has a market economy; its people have a choice of goods and services, and
their demand for particular products increases the supply of those items. '

One popular product, car gasoline, has been outlawed by the government because it has been
found to be hazardous to people’s health. Cars are important to the citizens of Sirris, and there is no
convenient replacement for the gas.

Predict what the Sirrites will do with this new development. Remember to include the concept
of market economy.

I think the Sirrites will be able to buy gas because if there is a market economy there is
probally be a democracy. If there is no gas to be used it would make motion weak because
it could be attacked and would not have no way to escape. If the Nation doesn't have gas
the whole economy would fall apart and could easily be turned into a traditional economy
dictatorship, or Oligarcy . I don't think the people will agree with the government because
the gas is so important the people will probally rebell. I also think that if the Nation doesn't
change the law the whole nation would probally move to some other country, and that
would totally ruin the economy.

Criterion-Referenced Evaluation: Sirris

Number of Words Written 122
Number of Concepts Used 5
Evaluation Rating 1

University of Oregon College of Education
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international affairs; reference also was made to the
concepts of traditional economy, dictatorship, and oligar-
chy. The essay, however, needed one clear outcome and
two arguments to be stated.

Placement in Instructional Level:

Norm-Referenced Perspectives

At this point, it is only possible to broadly describe
Josh’s performance, noting specific strengths and weak-
nesses in the intellectual operations reflected in his
essays. If his teacher had to defend his instructional
placement, arguments could be generated about how
wellhe does on some things (e.g., uses specific concepts
in providing competing arguments) and how much he
needs to work on other things (e.g., being more broadly
focused on linking multiple reasons that move well
beyond just facts). Certainly, Josh appears to be suc-
ceeding and may be considered appropriately placed
within an instructional level. Within his pull-away
sessions, he is learning new information, with the con-
tent being adjusted both vertically (i.e., new material is
being presented) and horizontally (i.e., he is revisiting
old information from new vantages). And we have his
actual work samples to review.

Even with this assessment information, however,
we cannot be certain that he is definitively placed at an
appropriate instructional level. Although he is suc-
ceeding, it may be possible that the pace of instruction
could be much greater in both depth and intensity.
Maybe Josh could be covering even more vertical and
horizontal movement within the content area. Without
some supplemental information, we cannot resolve
this issue. Therefore, in this section, we present the
logicand data forjustifying and double-checking place-
mentin theappropriate instructionallevel from anorm-
referenced perspective.

We base our view on the categorical nature of the
label, Talented and Gifted. If a student has been cor-
rectly identified as TAG, we generally infer that “intel-
lectual ability” is greater than most peers (the student
is performing within a very small percentage of the
distribution of age-grade peers). This label does not
imply that all learning in all content areas will be any
different than these peers (i.e., faster, deeper, broader,
etc., however any of these dimensions are measured). It
only implies that educators must be on guard and
ensure that the potential for “enhanced learning” may
be present. And, when it occurs, instruction needs tobe
adjusted. This comparison to peers, therefore, is an
important and essential component in the definition of
TAG. By building on this concept, we can extend the
logic to also address instructional level, in addition to
its use for eligibility and categorical labeling.

Research, Consultation, & Teaching Program

In this section, we compare Josh's performance toa
sample of his classwide peers. On several occasions
throughout the year, essays were generated and ad-
ministered to all the students in the class. Recall that
initially the pull-away program for Josh was oriented
around learning new information in the content class
fromaself-discovery view. Althoughthe contentteacher
taught all the students (including Josh), the core con-
cepts from successive units (on Greece and Rome, the
Middle Ages, and governmental and economic sys-
tems), Josh was provided additional time and opportu-
nity to express these concepts in a problem-solving
task. Later, he also was provided more structured
instruction in how to accomplish this outcome.

If this program is effective in maintaining him atan
appropriate instructionallevel, his performance should
be comparable to his peers. If the program is excelling
him toward a faster trajectory (he is learning more
information in greater depth and with greater breadth),
then his performance should be considerably greater
(or at least qualitatively different) than his peers. If he
is being moved too fast in this trajectory, his perfor-
mance should be equally different but in a negative
manner.

In these essays, Josh’s performance is compared to
asub-sample of his peers. Althoughnotall the students
took all the essays, they were taken by the full range of
students from the classroom: some students in the
middle of the group and some students near the bottom
(who were receiving special education support). Of the
following essay responses, can you tell which one is by
Josh?

The task of identifying Josh’s essay from the mix of
other students in his class is clearly difficult. Two
questions immediately come to mind:

1. On what basis (or with what criteria) should
identification be made?

2. How different does performance have to be to
warrant different instructional placement options?

To address these two questions, both of which rest
upon a norm-referenced perspective, we have estab-
lished a rating scale to qualitatively judge performance
on the same yard stick and compare Josh’s performance
with others in the class. Following are some of the
guidelines we used to develop the scale; the actual
judgment flowchart is then presented.

In these criteria, we assume that the prompt used to
elicit student writing directly affects the quality of
students’ responses. For example, in making evalua-
tions, students must choose from among at least two
options (although more may be presented) and then
present a rationale for making the choice. If the choices
are clearly presented in the prompt, the task is drasti-
cally different than if the student is expected to both
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The Knight and the Serf
This is a story about a small kingdom in Central Europe during the Middle Ages. The vassal who

rules this small kingdom is Lord Martin. Lord Martin is a mean man. Everyone has to pay him very high
taxes. All the serfs in the kingdom work very hard tending Lord Martin’s crops, but Lord Martin doesn’t
take good care of them when they need help. He sends his knights off to fight battles, but he doesn't give them
enough swords. Nobody likes Lord Martin the vassal.

Two people who live in the kingdom have decided they can’t take it any more. One of these people
is a knight named Sir John. The other person is a serf named Harold. Sir John and Harold have decided they
do not want to be loyal to their vassal any longer. They will not pay Lord Martin anymore high taxes.
Harold the serf will not work hard in the fields and Sir John the knight will not fight anymore battles.

Here are two things that could happen if Sir John and Harold stop being loyal to Lord Martin.
Place an X beside the statement you think is most accurate.

__ Life will be easier for Sir John the knight than it will be for Harold the serf.

. Life will be easier for Harold the serf than it will be for Sir John the knight.

Tell why you made your decision. Tell what information you used to make your decision. If you
think things will be easier for the serf than for the knight, tell why. If you think things will be easier for the
knight than for the serf, tell why.

4003

I think Life will be easier for Harold the John because the lord must have a lot of serfd and not
notice one working. John is a night and MMartin probalyy doesn't have alot of knights and will
notice one not working. So my conclusion is Harold will not be noticed working like, John will be
noticedrealyquick.

4009

Things will be easier for Sir John the knight than it will be for Harold the serf. To explain this we
have to go back a ways. Vassals started having rule over others when the vikings came. Viking's
attcked villages without mercy. To remedy this problem, serfs were givin protection from the
vassles in return for labor. Knights were recruited and swore allegiance to the vassles; they
protected the comon people and fought in wars with the vikings.

The knights therefore knew how to handle battle. In this way, if Sir John were to go out alone, he
would be safer than the serf. Serfs knew no warfare, and Harold would probably not know
warfare since he was one.

4012

I think things would be easier for the knight instead of the serf because the knight is in a higher
class than the serf. I made my decision because I think the serf won't be listened to because he is at
the lowest point in society and the knight might be respected for helping win a battle saving the
town or village from villains. The knight is helping the king with his services so I think the king
will lower the taxes for knights and higher the taxes on serfs and take some of the money and buy
the knights better weapons and armor.

4013

I think sir Johns life will be easier Because people respect him. And he has his own land. And
Harold the serf is just training so the king could keep him as a serf and never let him become a
knite and the king will fire him if he wouldn't serve the king any more. And sir John will have it
easyier because theres not that many battle's he would have to fight but Harold the serf would
have to keep serving the king every day.

4014

I think that life will be easier for Harold because he knows how to plant food so he can also take
care of himself. He will have an easer life than Sir John will becasue John can't fight to take care of
himself if he is weak. John needs food that he can't get.

4018

I think that life will be easier for sr. John, because he might have friends that will protect him if the
Lord Martin trys to hrut him but the serf Harod will probably get pumshed or even kill because he
dose not have any oher could probly stick up for him..

I think that the punishmet for sef harold will probably be getting dunk into a pool of water with
leaches. He will be dunck 100 time and then go with out food for a weeek, thethe people will finaly
help him and lord martin will be lord nomore.

37
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Feudalism to Nation-States

Imagine you are a middle-class merchant in the late Middle Ages. You support the government of your nation-state because
you need peace and a strong government so you and other merchants can safely carry on your business of buying and selling. You
belong to a group or guild that represents other merchants and trades-people like tailors, potters, weavers and carpenters. You are
very interested in protecting the rights of the townspeople where you do business.

Your nation-state has a strong government where the ruler has to share power with groups that represent the people. This is
very different from the system of government of the early Middle Ages, which was known as Feudalism. You are explaining to your
young apprentice how people lived and worked under the feudal system. He wants to know what happened to make things the way
they are now in your town. Explain what you think happened to cause the growth of nation-states in the late Middle Ages.

4003

The feudal system was about every one owning their loyaltie to the king. In return the king gave protection. The king
would make up the rules. People began to get angry with the strong protecting the weak the feudal system. Some
people decided not to abay by the laws. More and more people began to do nothing. The king said. Then when their
was a lot of people began to do nothing the way they wanted. The king was not allowed to make decisions anymore.
The people would vote on what to do and what not to do.

4009

Towards the end of the middle ages, the king was the sole ruler. Whatever he said was obeyed without complaint.
Under the king, there were noblemen who gave their loyalty to the king. These noblemen were powerful and wealthy.
Noblemen gave land and protection to lesser nobles, or vassals. People in the middle ages were afraid of vikings,
bandits, and warriors. In return for protectin and land, vassals gave loyalty and military aid to the powerful nobles.
Vassals usually occupied a manor house and lorded over serfs in a village. Sometimes vassals would build castles for
protection when enemies came. Serfs labored for the vassals, or noblemen, and in return the vassals would give protec-
tion joined villages that did. The villages over time turned into town, and the towns into cities. This was the end of the
middle ages.

4012

I think when there was a feudal sysrem there wasn't much opportunity for proplr to start there own businesses. So
that's when I think guilds started forming in order for people to work independently. Ialso think that after the guilds
were formed they grew into small towns to eliminate other competition but after more people started

4013

The fudle system involved a king noble vassle and sefrs. The noble gave protection to the weak in return for loyalty and
labor. The fudel system stopped wene people wanted to be treated equal and not have to do any thng the king told
them.

4014

The feudal system is the strong (rich) take care of the weak (poor). The protecteted them. For return the poor gave
loyalty, labor and military service. people traveled in groups to trade outside of the manor because bandats and vikings
worked out side the manor. People travaled in groups because the didn't want to get robed. They traved this way so
that they could trade with other manors. When they we done trading there some people decided to stay in that villages
of the manor. So those villages growed biger. Then grow bigger. Then the town was soon a city.

4015

Well you could say this is what happend there is a trangle at the top was the king. Phe king owed nothing he worigd
about nothing. after the king was the no dels the nodals are reletives of the king they owe there lolelty to the king and
control the vassels and serfs. Next is the vassels the vassels are the nights the nights owe there lolty to the nodals the
vassels protect the serfs frome vikings and banders and worriors. the serfs are the slaves and twons people. thats the
triangle of the fudal system the futal system is were the stroge protect the week the week are the people whith no
money. and prety soon the vikings and people who stool from the villiges became more intrested in other things like
travel so they dident have to worry about that much but thay still did some so the people started to travel in groups so
they could trade and some people wanted to stay in the towens so they grow larger and turend to townes and then
citiys.

4018

We went from a city or a fudlesystum were the king ruled everything to a self government because the people did not
like listing to the king telling them what to do so the people got to gether and decided that everyone was equal and that
they wanted to make their own government with their on rules that even the king would have to follow by. The people
even started their own army that if a person did not have to be in it he would not have to he could do something else
instead like make close, or pots. The people also decide the they could do what ever gob that they wanted to. I think
that they also start a school show that more people could get a better ajication becides the church. Si that's why they
made a governet.

Research, Consultation, & Teaching Program
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Threvnia’s New Political System
Your-country, Threvnia, has been under the rule of a harsh dictator for many years. No one has had freedom of speech or the

ability to vote for a new leader. Nor has the economy been good; few people have jobs and the quality of life is very low. Now, the
United States has intervened in Threvnia, and has removed the dictator from ofﬁ'ce. The ULS. president wishes to give Threvnians a
choice in a new kind of government.

A monarchy can be established, where a well-liked ruler shares some power wzth government branches. Because the king or
queen would rule for life, stability and probably peace will be guaranteed. However, most of the decision-making power would lie with
the king instead of the people.

Another option is democracy, in which everyone votes for a new president every few years and there is freedom of speech and
political party membership. This might potentially cause instability because no one president could be in office long enough to carry
through long-term changes.

Pretend you are a Threvnian citizen and can cast a ballot for the kind of government you think will be best for your country.
Place an X next to your choice below.

—_ Monarchy

____ Democracy

Now, write an essay which tells why you made your decision. When answering this, consider these aspects of a democracy:
people vote to enact laws, people have their freedom protected by law, and people choose representatives who promote their point of
view. Tell what information you used, and why you chose a monarchy or a democracy. If you chose a monarchy, explain why. If you
chose a democracy, explain why.

4003

I think that we would be better off with a Democracy Because, If we have a bad leader we will vote him out. We have the
right to decied on what we want. There will still be rules rules but, we have the right's for freedom of speech, do what we
want and, to chew watermellen gum. If we had a Monarchy we would not have those things. We would have to do it his
or her way. they would make decions that not all of us agree on. We do have rights to do what we want and when want.
We are not slaves. We do have rights!

4009

I chose democracy as the political system my country, Threvnia should have. Not onlywill a democracy give us freedom,
which we have never expeireinced, but also give us self-confidence in the decisions we make. A democracy will also help
the economy, because with the freedom of press and speech, more people can get political jobs that will arise. Democracy
will also help the country of Threvnia by dispersing with class systems. The people of Threvnia will have a chance to
succeed and move up in the class system. Monarchy, however, would keep the people at the same class they have been
in. The people of Threvnia will never have a choice as to what leader they will have, and in this light, Threvnia will not
benefit any more than their last political system.

4012

I think a monarchy would be best for the country because the monarchy would have time to carry out long term plans
and ideas. If there was a democracy only small things would get done and probally no long term arrangements would be
made. A monarchy wouldn't have to worry about people liking him so he would have the most time to do his work
unlike a president who might waste a lot of time trying to make everyone happy and not much gets done. With a
monarchy things would go through a steady change but with a democracy after a few years everything is changed and
only a few things remain the same.

4013

Thave chosen democracy because I think we should be able to work for who we want. if we had a monarchy if we got
bad leaders we couldn't do anything to get rid of him. With a democracy we'll have diffrent leaders to make desisions
and we could get rid of them if we realy hated them. if we got democracy we could have a chance to speak about what
we want and we would have much more freedom that way than if we had a democracy. So I say we should have a
democracy.

4014

I chose a dimorcarasey because we can have more freedom. I would like to be free insead of a rat locked up with out any
reason. I would like to be able too choose something, and be able to somewhat make my life the way [ want it to be. I
would also want my children to not have to go through not being free. I feel that If I was ever given any kind of freedom
and then have it taken from me in a haert beet I would die. I want to be able to choose how [ want my life to be, how to
raise my children the way I want them raised, and to be able to choose the things that I think will be best for my country
with other people. I could listen to what other people have to say. If you listen close enough you may even change your
mind. And then I could change my vote and vote for what I want then too.

4018

I chose a democracy for my form of gorment because I want freedom of speach. I also want to be able to vote for I think is
right, and I also whant to vote agist what I think is ronge. I a monarcy you don't get to vote for what you think is right
and wroge plus you would get less freedom of speach which I think is very important to help me pick who I want.
Besides If I would of chosen a monacy It would have been to much like the past because you would have very little say
about what happens around her. So that is why I am chossing a demoracy.

University of Oregon College of Education
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one individual has any great wealth.

Democracy with a capitalistic society
Democracy with a socialist society

a democracy with a socialist society, explain why.

Yin and Yang
The countries of Yin and Yang both have a democratic political system where people help rule by voting on laws and

electing representatives. However, Yin is a socialist society while Yang is a capitalistic society.
Yin's socialist society is one where all the people share in the work and products made. Everyone lives comfortably, but no

On the other hand, in Yang's capitalistic society, businesses are privately owned and operated for individual profit. Some
people are very wealthy, but many are also poor; there are few in the middle class.

Both countries are developing and some citizens are dissatisfied and hope for changes in the economy.

Think about which aspects of socialism make it better or worse than capitalism. Then, decide which kind of country - with a
socialist democracy or capitalistic democracy - you would choose to live in. Mark an X next to your choice below.

Now, explain your choice in the space below. If you chose a democracy with a capitalistic society, explain why. If you chose

4009

I'would choose the Yin's society to live in, since the country is Socialist. In socialism, much stress and worry is lifted
from the peoples' brow. Socialism provides all people with work, health care, and living space. ALL peoplein a
country with socialism also have equal shares of money and food. If the government and people do not think the
price of a product is fair, they can chang it. Products are distributed evenly to all people.

Every single person in a socialism has the same amount of wealth. Therefore, socialist people have more freedom
than those in a capitalism Socialist people can go to countries with capitalism if they want to, since all the people
have enough money. This is unlike capitalism, in which numerous people are poor and can not go anywhere.

Socialism is a prime option rather than capitalism, which has many disadvantages.

4012

I chose a Democracy with a socialist society because in a socialist society everyone would be equal. There would
probably be less fights and arguments in a socialistic society because no one could say they were better than some-
one else. In a capitalism society many people die because they can't get enough healthcare, food, or shelter. There is
usually more violense in a capitalism because if some people don't have enough things to survive they turn to drug
dealing, prostetution, stealing, and other ways to make money. In a capitalism society inflation might occur and
cause a depression unlike in a socialism society. Being treated equally is one big reason to live in a socialism.

4015

I chose a democracy whith a capitalistic society becuse you should be able to choose your own bissness and get rich
becuse if you are poor you prodadly got mixed up in drugs or something like that or evan got pregnet at an erly age
and if you messed up your life than I think evry one else shouldent have to pay to. I dident choose soclism becuse
you should be able to have your own bissness and get rich if you can and that is why I choose capitalism instead of

socialism.

make the options explicit and then choose/defend a
decision.

The flow chart scoring system shown in Figure 12
(pages 42-44) is designed to be used with two types of
essay prompts that elicit the intellectual operation evalu-
ation: those in which the choices are explicit and those
in which the options are not clearly delineated. This
scoring system is from the analytic scoring anchors
described by Nolet, Tindal, & Blake (1993). The flow
chart takes into account students’ effectiveness in pre-
senting both sides of an argument as well as providing
a rationale for this decision, with several general ru-
brics.

Inapplying these evaluation criteria, anotherjudge,
other than Josh’s student teacher, scored the entire class
within the same evaluative session. Basically, the crite-

Research, Consultation, & Teaching Program

ria were applied using the rubrics in Table 2 and then
adjustments were made on the basis of the range of
arguments presented in the essays depicted earlier.

In the earlier description of Josh’s performance, the
student teacher (Carmen) had evaluated them; the
graphinFigure 13 (following thejudgment flow charts)
depicts another student teacher’s independent evalu-
ation of them. The student teachers agreed exactly on
two of the four and were off by a point on two essays,
as noted in Table 3.

Given these criteria, Josh’s performance can be
compared directly to those of his classmates. In Figure
14, the actual ratings have been plotted for this group
(Josh is the student on the far left, labeled J12). As
indicated by the comparability of thebar heights (across
students), Josh is certainly performing well near the
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Table 2. Criteria for Judging Evaluation Essays

Score Points and Description of Criteria for Judgement

5 This essay presents a cogent argument that uses information and presents
multiple arguments pro and con. The logic is consistent and compelling
and is supported by specific content information.

4 Both sides of the argument in support of the choice are made; only one
argument is given. The logic is generally consistent but not compelling;
content information is present but not dense.

3 The essay reflects a clear choice and information is presented that
supports the choice with a logical rationale. However, it fails to present

both sides of the argument.

2 The essay makes a clear choice but only presents one rationale. |t fails to
present reasons for and against alternative choices and does not provide
more than one reason for the choice that is made. This essay barely moves

beyond the realm of opinion.

1 The essay makes a clear choice but completely fails to present a rationale
for the choice or against other options. We know the student's position
but we don't know why (within the context of the prompt).

end of the year (two essays are rated 5), but with two
important qualifying considerations: (a) others in the
class (non-TAG students) also performed at this level
on these essays and (b) his performance on two other
essays (the first two) is not actually the best in this
group (C15’s performance is rated the same on one and
better on the other and she is a student receiving
Chapter 1 services!).

In summary, placement in the appropriate instruc-
tional level implies that the student is successful within
a domain: Performance is at some level of proficiency
ormastery (either defined qualitatively ornormatively).
In this case, Josh is placed at a level of instruction that
is appropriate and defensible. But what is his rate of
learning? This topic is addressed next with the infor-
mation presented so far.

Rate of Learning
The premise behind rate of learning is relatively
simple: A certain amount of material or coverage needs
tobe accomplished within a given amount of time. And
more is better. These two dimensions have actually
been addressed in the earlier sections; only the format
for presenting the information needs to be changed to
depict learning rate. Because our model is based on
response-defined criterion-referencing (rather than
content defined), we can simply stack the performance
indicators into the appropriate time sequence and de-
termine the rate of change.
~ For example, if we re-plot the data from the entire
class, taking Josh only and look at his performance on
the classwide essays, we would get the following pic-
ture of his learning rate.

Table 3. Qualitative Ratings of Classwide Essays-Reliability

Essay Topic Carmen's Rating Other Teacher's Rating
Knight and Serf 5 4
Nation State 2 2
Threvnia 5 5
Yin & Yang 4 5

University of Oregon College of Education
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Figure 13. Rate of learning on classwide essays
rated (relatively) normatively.

These data indicate that, although Josh may be
learning evaluative responses, improvement is slight;
his critical thinking was well-established when he be-
gan the unit. The low performance on the second essay
may be an anomaly (a function of the prompt, essay
administration, or Josh’s personal functioning on that
day); then again, it may be content linked, indicating
the need for more work in this area. Clearly, at year’s
end, Josh-can make evaluation decisions with relative
facility.

The next two graphs (Figure 15) depict perfor-
mance on the final and sub-product essays that Josh
took in which his student teacher, Carmen, was the
judge.

Josh’s performance is similar in the weak signs of
improvement that had been obtained when the judg-
ment flowchart criteria had been applied normatively
to his classwide performance. In the first graph, it
appears that his performance on the classwide essays
(this time judged by his student teacher using absolute
standards) had a strong beginning, stalled, and then
improved slightly. However, in looking at his sub-
product essays (the bottom graph), when they were
judged in the same (absolute) way by the student
teacher, the data are contradictory: (a) considerable
improvement in overall quality of argument is appar-
ent until the last essay, but (b) little to no improvement
is apparent in his use of concepts until the last essay.

In summary, Josh exhibits a moderate rate of learn-
ing that reflects some take in the instructional program.
Two reasons may account for these data:

1. Because the whole model for delivering supple-
mental instruction was new to all parties involved (the
content teacher, the student, and the student teacher),
the model was never clearly implemented. Indeed, the
very focus on intellectual operations was new and a
certain amount of practice in the model was needed to
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overcome the novelty (or Hawthorme) effects that ap-
peared to be present.

2. It is likely that the basic content instruction
provided by the content teacher was sufficient to keep
Josh plugged into the units but not enough to structure
the pull away programs run by the student teacher.
This supplemental program was probably not imple-
mented with sufficient vigor or clarity to actually en-
hance the content instruction implemented by the gen-
eral education content teacher.

Nevertheless, the data from this case study support
a model of instruction for TAG students that follows
the dictates of Oregon state law for providing instruc-
tion in the appropriate level and monitoring the
student’s rate of learning. And it does so without
employing a pull-out program, but is based on the
content teacher as the primary instructional expert for
TAG students.

References

Alexander, P. A., & Hare, V. C. (1989). Cognitive
training: Implications for reading instruction. InJ.
N. Hughes & R. ]. Hall (Eds.), Handbook of Cognitive
Behavioral Approaches in Educational Settings (pp.
220-246). New York: Guilford.

Alexander, P. A., Schallert, D. L., & Hare, V. C. (1991).
Coming to Terms: How researchers in learning
and literacy talk about knowledge. Review of Edu-
cational Research, 61 (3), 315-343.

Ambruster, B. B. (1984). The problem of ‘inconsiderate
text’. InL. R. Duffy (Ed.) Comprehension instruction:
Perspective and suggestions (202-217). New York:
Longman.

Bacon, P. (1991). The world past and present. Orlando,
FL: Harcourt Brace Jovanovich.

Baker, E. L., Freeman, M., & Clayton, S. (1991). Cogni-
tive assessment of history for large scale testing. In
M. C. Wittrock and E. L. Baker (Eds.), Testing and
Cognition (pp. 131-153). Englewood, NJ: Prentice
Hall.

Ball, D. L., & McDiarmid, G. W. (1990). The subject-
matter preparation of teachers. In W. R. Houston
(Ed.), Handbook of research on teacher education (pp.
437-449). New York: Macmillan.

Banks, J. A., & Parker, W. C. (1990). Social studies
teacher education. In W. R. Houston (Ed.), Hand-
book of research on teacher education (pp. 674-686).
New York: Macmillan.

Beck, I. L., McKeown, M. G., & Gromoll, E. W. (1989).
Learning from social studies texts. Cognition and
Instruction, 6(2), 99-158.

Bloom, B.S., Englehart, M. D., Furst, E.J., HillL W.H., &
Krathwohl, D. R. (1956). Taxonomy of educational
objectives. The classification of educational goals - Hand-
book: The cognitive domain. New York: David McKay
Co.

University of Oregon College of Education



46 Tindal, Nolet, Wegmann, & McCollum

B A A A R R R A A R A R R R R R R

R R A A A A A R R R R R R R R A A A R e R R R R R A A

A ELLLLLE L L,
EPPPLLLRLPRRL L P PP EEL L LRI

oSS0 CoSESESS

FJIJIJIII!?IJ!/#!#!f!fffl/lf/f////fif!f}

Buiey aAnelend

Research, Consultation, & Teaching Program

P18

P14

P13

PO9

PO3

C15

T18

J12

Students' Performance over Successive Essays

B Essay 7

fd Essay 6

f5] Essay4 BB Essay 5

Bl Essay 3

o
>
©
7]
7]

52}

Il Essay 1

Figure 14. Normative standing in classwide essays.



Brown, J. 5., Collins, A., & Duguid, P. (1989). Situated
cognition and the culture of learning. Educational
Researcher, 18(1), 32-41.

Carrier, C. A., & Titus, A. (1981). Effects of note-taking
pertaining and test mode expectations on learning
from lectures. American Educational Research Jour-
nal, 18 (4), 385-397.

Carroll, J. B. (1963). A model of school learning.
Teachers College Record, 64(8), 723-733.

Carter, K. (1990). Teachers’ knowledge and learning to
teach. In W. R. Houston (Ed.), Handbook of research
on teacher education (pp. 291-310). New York:
Macmillan. _

Cheney, L. V. (1987). The American memory: A report on
the humanities in the nation’s public schools. Wash-
ington, DC: National Endowment for the Humani-
ties. .

Clark, C.M., & Peterson, P. L. (1987). Teachers’ thought
processes. In M. C. Wittrock (Ed.), Handbook of
research on teacher education (pp. 255-296). New
York: Macmillan.

Cook, L. K. (1982). The effects of text structure on the
comprehension of scientific prose. Unpublished doc-
toral dissertation, University of California, Santa
Barbara.

Crabtree, C. (1989). Improving history in the schools.
Educational Leadership, 47(3), 25-28.

Dansereau, D. F. (1978). The development of alearning
strategies curriculum. In H. F. O'Neil, Jr. (Ed.),
Learning strategies. New York: Academic Press.

Qual. Rating (B)/No. Concepts (W)

56 112 113

104

No. Words in Successive Essays

A TAG Case Study on Level and Rate 47

Derry, S.J. (1990). Learning strategies for acquiring
useful knowledge. In B. F. Jone and L. Idol (Eds.).
Dimensions of thinking and cognitive instruction (pp.
347-379). Hillsdale, NJ: Lawrence Erlbaum Asso-
ciates.

Doyle, W., & Carter, K. (1987). Choosing the means of
instruction. In V. Richardson-Koehler (Ed.).
Educator’s handbook: A research perspective (pp 188-
206). New York: Longman.

EPIE Institute (1977). Report on a national study of the
nature and quality of instructional materials most used
by teachers and learners (Report No. 76). Author.

Fitzgerald, F. (1979). America revised. Boston: Beacon
Press.

Grossman, P. (1987). A tale of two teachers: The role of
subject matter orientation in teaching. Paper pre-
sented at the meeting of the American Educational
Research Association, Washington, DC.

Gudmundsdottir, S., Carey, N., & Wilson, S. (1985).
Role of prior subject matter knowledge in learning to
teach social studies. Paper presented at the annual
meeting of the American Educational Research.
Association, Chicago.

Harper, R. (1966). The new school geography: A
critique. Journal of Geography, 19, 27-30.

Harper, R. (1990). Geography’s role in general educa-
tion. Journal of Geography (April), 177-185.

Hashweh, M. (1987). Effects of subject matter knowl-
edge in the teaching of biology and physics. Teach-
ing and Teacher Education, 3, 109-120.

5
4.5 -
41
3.5 1
3l
2.5 4
>
1.5 4
1 -
0.5 -

Qual. Rating (B)/No. COncepts (W)

— N ) © N

No. Words in Successive Essays

Figure 15. Rate of learning on classwide final and individual sub-product essays.

University of Oregon College of Education



48 Tindal, Nolet, Wegmann, & McCollum

Hoover, J. J. (1989). Implementing a study skills
program in the classroom. Academic Therapy, 24,
471-476.

Hunt, K. (1964). Grammatical structures written at three
gradelevels. INCTEResearch ReportNo. 3). Urbana,
[linois: National Council of Teachers of English.

Kantor, R., Anderson, T., & Armbruster, B. (1983).
How Inconsiderate Are Children’s Textbooks? Jour-
nal of Curriculum Studies, 15, 61-72.

Madaus, G. F., Woods, F., & Nuttall, R. L. (1973). A
causal model of Bloom'’s taxonomy. American Edu-
cational Research Journal, 10, 253-262;

Martorella, P. (1972). Concept learning: Designs for
instruction. Scranton, PA: Intext Educational Pub-
lishers.

McEwan, H., & Bull, B. (1991). The pedagogic nature
of subject matter knowledge. American Educational
Research Journal, 28 (2), 316-334.

Meyer, B. J. F. (1975). The organization of prose and its
effect on memory. Amsterdam: North-Holland.
Meyer, B.J. F. (1981). Basic research on prose compre-
hension: A critical review. In D. F. Fisher & C. W.
Peters (Eds.), Comprehension and the competent reader.

New York: Praeger.

Miller, H. G., Williams, R. G., & Haladyna, T. M. (1978).
Beyond facts: Objective ways to measure thinking.
Englewood Cliffs, New Jersey: Educational Tech-
nology Publications.

Nolet, V. W. & Tindal, G. R. (1990). An analysis of
instruction for higher order thinking in middle school
geography classes (Research Report 10). Eugene, OR:
Resource Consulting Training Program. College of
Education, University of Oregon.

Paris, S. G., Lipson, M. Y., & Wixson, K. K. (1983).
Becoming a strategic reader. Contemporary Educa-
tional Psychology, 8, 293-316.

Patton, C. P., Rengert, A. C.,Saveland, R. N., Cooper, K.
S., & Caro, P. T. (1985). The world and its people: A
world view. Morristown, NJ: Silver Burdett.

Prawat, R. (1989). Promoting access to knowledge,
strategy, and disposition in students: A research
synthesis. Review of Educational Research, 59, 1-41.

Purnell, K. N., & Solman, R. T. (1991). The influence of
technical illustrations on students’ comprehension
in geography. Reading Research Quarterly, 26, 277-
299.

Roid, G. H., & Haladyna, T. M. (1982). A technology for
test-item writing. New York: Academic Press.
Roid, G. H., & Haladyna, T. M. (1982). The emergence
of an item-writing technology. Review of Educa-

tional Research, 50, 293-314.

Ryle, G. (1949). The Concept of the Mind. London:

Hutchinson.

Research, Consultation, & Teaching Program

Schoenfeld, A. H. (1990). On mathematics as sense
making: An informal attack on the unfortunate
divorce of formal and informal mathematics. InD.
N. Perkins, J. Segal, & J. Voss (Eds) Informal reason-
ing and education. Hillsdale, NJ: Lawrence Erlbaum
Associates

Seddon, G. M. (1978). Properties of Bloom's taxonomy
of educational objectives for the cognitive domain.
Review of Educational Research, 48, 303-323.

Shepard, L. A. (1984). Setting performance standards.
InR. A. Berk (Ed.), A guide to criterion-referenced test
construction (pp. 169-198). Baltimore: Johns Hopkins
University Press.

Shulman, L. (1986). Those Who Understand: Knowl-
edge growth in teaching. Educational Researcher, 15
(), 4-14.

Shulman, L. S. (1987). Knowledge and teaching: Foun-
dations of the new reform. Harvard Educational
Review, 57 (1), 1-22.

Skemp, R. R. (1978). Relational understanding and
instrumental understanding. Arithmetic Teacher,
26, 9-15.

Smith, G., & Smith, D. (1989). Schoolwide study skills
program: The key to mainstreaming. Teaching
Exceptional Children, 21, 20-23.

Tindal, G., Nolet, V., & Blake, G. (1992). Focus on
teaching and learning in content classes. Training
Module No. 3. Eugene, OR: University of Oregon
Resource Consultant Training Program.

Tindal, G., Nolet, V., & Blake, G. (1993). Focus on assess-
ment and learning in content classes. Training Mod-
ule No. 4. Eugene, OR: University of Oregon
Resource Consultant Training Program.

Weinstein, C. E., & Mayer, R. E. (1987). The teaching of
learning strategies. Handbook of research on teaching
(pp- 315-327). New York: Macmillan.

Weiss, 1. R. (1978). National survey of science, mathemat-
ics, and social studies education. Washington, DC:
National Science Foundation.

White, J. J. (1988). Searching for substantial knowledge
in social studies texts. Theory and Research in Social
Education, 16(2), 155-140.

Williams, R. G. (1977). A behavioral typology of
educational objectives for the cognitive domain,
Educational Technology, 17, 39-46.

Williams, R. G., & Haladyna, T. M. (1982). Logical
operations for generating intended questions
(LOGIQ): A typology for higher order level test
items. In G. H. Roid and T. M. Haladyna (Eds.), A
Technology for Test-item Writing. New York: Aca-
demic Press, 161-186.



Wilson, S. M. (1988). Understanding historical under-
standing: Subject matter knowledge and the teaching of
U. S. History. Unpublished doctoral dissertation,
Stanford University, CA.

Wilson, S. M., Shulman, L. S., & Richert, A. E. (1987).
“150 different ways” of knowing: Representations
of knowledge in teaching. In J. Calderhead (Ed.).,
Exploring teacher thinking (pp. 104-124). London,
England: Cassell.

A TAG Case Study on Level and Rate 49

Wilson, S., & Wineburg, S. (1988). Peering at history
through different lenses: The role of disciplinary
perspectives in teaching history. Teachers College
Record, 89 (4), 525-539.

University of Oregon College of Education



50 ) Tindal, Nolet, Wegmann, & McCollum

Appendix:
Content Planning Worksheet

Directions for Completing Content Planning Worksheet

Complete this planning worksheet for each 2- to 3-week segment of content you plan to teach.
This segment probably would correspond to a chapter in the textbook you normally use in the
class specified, but it could correspond a entire unit in the textbook, or a few chapters taught
together as a short unit, or selected parts of a chapter. However, please refer to a complete
segment rather than a specific lesson or set of lessons. For example, if you generally give a test
about every two or three weeks (or three or four times a quarter), think of all the material you
teach between each test.

Please provide three types of information: Key Concepts
Important Ideas
Graphic organizer

CONCEPTS
Please use this definition of concept:
e Concepts are specific words or short phrases that refer to classes of
objects or events that share some common defining attributes.

» Concepts involve three parts: a label, key attributes, and a range of examples

1. Please identify the key concepts that you consider critical for understanding the content you
plan to teach during the 3-week interval indicated. Learning these concepts would, in
your opinion, mark the difference between mastery and nonmastery of the material you will
cover.
List as many concepts as you feel are important, up to ten. Concepts you might target
could include terms such as "molecule," "fossil fuel,” "holy war," or "vassal." However,
specific examples of concepts would not be applicable. For example, the concept "epoch”
might be exemplified by "ancient Greece," "ancient Rome," or "the middle ages." These
examples would not qualify as concepts according to the definition used here.

2. List one or two key defining attributes for each concept. These attributes would enable
discrimination of what is and is not an example of the concept.

3. Provide two or three examples of each concept AND, when paossible or applicable, also
include non-examples that further aid in discrimination of the critical features of the concept.

IMPORTANT IDEAS
Please list up to three ideas that you believe are critical to mastery of the content you will teach.
Ideas are more general than specific concepts in that they represent unifying themes or topics.
Please focus on ideas contained within the context of a single unit rather than global themes or
topics that cut across the entire course. For example, in a unit on fossil fuels, you might want
students to understand the idea that "Use of fossil fuels resuits in environmental damage in the
form of increased greenhouse gasses and acid precipitation." This idea would be more context-
specific than the global theme, "Humans interact with their environment in a variety of ways, with
both positive and negative effects," which could apply to a wide range of applications across a
science curriculum.
Please frame the important ideas you want students to learn as complete sentences, rather than
a few words or phrases. :

GRAPHIC ORGANIZER
Sketch a graphic organizer of the content you will teach that shows the key relationships among
concepts and ideas.
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Appendix (continued)
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Content Planning Worksheet

Date:

Teacher:

Class:

Textbook:

Other Curriculum Materials:

Approximate Schedule of Content to be Delivered

Textbook Quiz Dates Test Dates
Week Dates Unit Chapters
1 From: To:
2 From: To:
3 From: To:
4 From: To:
KEY CONCEPTS
1. 6.
2. 7.
3. 8.
4. 9.
5. 10.
IMPORTANT IDEAS
1.
2.
3.
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Appendix (continued)

Concept Descriptions

Concept Attributes Examples [Non Examples

1 Page Page
2

3

4

5

Notes:

Graphic Organizer
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