Research Institute on Secondary
Education Reform (RISER)

for Youth with Disabilities

Authentic Instruction Scoring Manual

March, 2000

1025 West Johnson Street, Suite 461
University of Wisconsin-Madison
Madison, WI 53706

608-263-0630

877-866-3382

608-265-0538 fax

Adapted from the Center on Organization and Restructuring of Schools Manual for Scoring Authentic
Instruction, August 31, 1993.

The preparation of this paper was supported by a grant from the U.S. Department of Education, Office
of Special Education and Rehabilitative Services, Office of Special Education Programs
(#H158J970001) and by the Wisconsin Center for Education Research, School of Education,
University of Wisconsin-Madison. Any opinions, findings, or conclusions are those of the authors and
do not necessarily reflect the views of the supporting agencies.



SCORING MANUAL FOR AUTHENTIC INSTRUCTION

Scoring Instructions: To determine scores for the 4 dimensions, follow the technical scoring criteria as outlined
in this manual. If you have any problems applying the criteria or with a particular score you gave, complete the
last section on the observation form. Consider the descriptions for scores 1-5 on each dimension to constitute the
minimum criteria for that score. If you find yourself between scores on a dimension, make the decision by
asking whether the minimum conditions of the higher score have been met. If not, use the lower score. In
determining scores for each dimension, the observer should consider only the evidence observed during the
lesson observation. To assist in determining scores, observers can discuss the lesson with other members of the
research team, except for IRR observations in which initial scores must be done independently. "Many" students
refers to at least 1/3 of the students in a class; "most" refers to more than half: "almost all" is not specified

numerically, but should be interpreted as all but a "few."

1. HIGHER ORDER THINKING

TO WHAT EXTENT DO STUDENTS USE LOWER ORDER THINKING PROCESSES? TO WHAT
EXTENT DO STUDENTS USE HIGHER ORDER THINKING PROCESSES?

lower order higher order
thinkingonly 1 2 3 4 5 thinking is central

Lower order thinking (LOT) occurs when students are asked to receive or recite factual information or
to employ rules and algorithms through repetitive routines. As information receivers, students are given pre-
specified knowledge ranging from simple facts and information to more complex concepts. Such knowledge is
conveyed to students through a reading, work sheet, lecture or other direct instructional medium. Students are
not required to do much intellectual work since the purpose of the instructional process is to simply transmit
knowledge or to practice procedural routines. Students are in a similar role when they are reciting previously
acquired knowledge; i.e., responding to test-type questions that require recall of pre-specified knowledge. More
complex activities still may involve LOT when students only need to follow pre-specified steps and routines or

employ algorithms in a rote fashion.

Higher order thinking (HOT) requires students to manipulate information and ideas in ways that transfer
their meaning and implications. This transformation occurs when students combine facts and ideas in order to
synthesize, generalize explain, hypothesize or arrive at some conclusion or interpretation. Manipulating
information and ideas through these processes allows students to solve problems and discover new (for them)
meanings and understandings. When students engage in HOT, an element o uncertamty is introduced into the
instructional process and makes instructional outcomes not always predictable; i.e., the teacher is not certain
what will be produced by students. In helping students become producers of knowledge, the teacher's main
instructional task is to create activities or environments that allow them opportunities to engage in HOT.

Score Description

1 Students are engaged only LOT operation; i.e., they either receive, or recite, or participate in routine
practice and in no activities during the lesson do students go beyond LOT.,

2 Students are primarily engaged in LOT, but at some point they perform HOT as a minor diversion
within the lesson.

3 Students are primarily engaged in routine LOT operations a good share of the lesson. There is at least
one significant question or activity in which some students perform some HOT operations.

4 Students are engaged in at least one major activity during the lesson in which they perform HOT
operations, and this activity occupies a substantial portion of the lesson and many students are

performing HOT.
5 Almost all students, almost all of the time, are performing HOT.




2. DEPTH OF KNOWLEDGE AND STUDENT UNDERSTANDING

TO WHAT EXTENT IS KNOWLDEGE DEEP?
TO WHAT EXTENT IS KNOWLEDGE SHALLOW AND SUPERFICIAL?

knowledge isshallow 1 2 3 4 5 knowledge is deep

Knowledge is shallow, thin or superficial when it does not deal with significant concepts or central ideas
of a topic or discipline. Knowledge is also shallow when important, central ideas have been trivialized by the
teacher or students, or when it is presented as non-problematic. Knowledge is thin when students' understanding
of important concepts or issues is superficial such as when ideas are covered in a way that gives them only a
surface acquaintance with their meaning. This superficiality can be due, in part, to instructional strategies such
as when teachers cover large quantities of fragmented ideas and bits of information that are unconnected to other
knowledge. Evidence of shallow understanding by students exists when they do not or can not use knowledge to
make clear distinctions, arguments, solve problems and develop more complex understanding of other related

phenomena.

Knowledge is deep or thick when it concerns the central ideas of a topic or discipline and because such
knowledge is judged to be crucial to a topic or discipline. For students, knowledge is deep when they develop
relatively complex understandings of these central concepts. Instead of being able to recite only fragmented
pieces of information, students develop relatively systematic, integrated or holistic understanding. Mastery is
demonstrated by their success in producing new knowledge by discovering relationships, solving problems,

constructing explanations, and drawing conclusions.

In scoring this item, observers should note that depth of knowledge and understanding refers to the
substantive character of the ideas that the teacher presents in the lesson, or to the level of understanding that
students demonstrate as they consider these ideas. It is possible to have a lesson which contains substantively
important, deep knowledge, but students do not become engaged or they fail to show understanding of the
complexity or the significance of the ideas. Observers' ratings can reflect either the depth of the teacher's
knowledge and the depth of understanding that students develop of that content.

Score Description
1 Knowledge is very thin because it does not deal with significant topics or ideas; teacher and students
are involved in the coverage of simple information which they are to remember.
2 Knowledge remains superficial and fragmented; while some key concepts and ideas are mentioned or
covered, only a superficial acquaintance or trivialized understanding of these complex ideas is evident.
3 Knowledge is treated unevenly during instruction; i.e., deep understanding of something is countered

by superficial understanding of other ideas. At lease one significant idea may be presented in depth and
its significance grasped, but in general the focus is not sustained.

4 Knowledge is relatively deep because either the teacher or the students provide information, arguments
or reasoning that demonstrate the complexity of an important idea. The teacher structures the lesson so
that many students do at least one of the following: sustain a focus on a significant topic for a period of
time; or demonstrate their understanding of the problematic nature of information and/or ideas; or
demonstrate understanding by arriving at a reasoned, supported conclusion; or explain how they solved
a relatively complex problem.

5 Knowledge is very deep because the teacher successfully structures the lesson so that almost all
students do at least one of the following: sustain a focus on a significant topic; or demonstrate their
understanding of the problematic nature of information and/or ideas; or demonstrate complex
understanding by arriving at a reasoned, supported conclusion; or explain how they solved a complex
problem. In general, students' reasoning, explanations and arguments demonstrate fullness and

complexity of understanding.




—

3. CONNECTEDNESS TO THE REAL WORLD

TO WHAT EXTENT IS THE LESSON, ACTIVITY, OR TASK CONNECTED TO COMPETENCIES OR
CONCERNS BEYOND THE CLASSROOM?

noconnection 1 2 3 4 S5 connected

This scale measures the extent to which the class has value and meaning beyond the instructional
context. In a class with little or no value beyond, activities are deemed important for success only in school
(now or later), but for no other aspects of life. Student work has no impact on others and serves only to certify
their level of competence or compliance with the norms and routines of formal schooling.

A lesson gains in authenticity the more there is a connection to the larger social context within which
students live. Two areas in which student work can exhibit some degree of connectedness are: (a) a real world
public problem; i.e., students confront an actual contemporary issue or problem, such as applying statistical
analysis in preparing a report to the city council on the homeless. (b) students' personal experiences; 1.€., the
lesson focuses directly or builds upon students' actual experiences or situations. High scores can be achieved

when the lesson entails one or both of these.

Score Description _
1 Lesson topic and activities have no clear connection to anything beyond itself; the teacher offers no
justification beyond the need to perform well in class.
2 Students encounter a topic, problem or issue that the teacher tries to connect to students' expenences or

to contemporary public situations; i.e., the teacher informs students that there is potential value in the
knowledge being studied because it relates to the world beyond the classroom. For example, students
are told that understanding Middle East history is important for politicians trying to bring peace to the
region; however, the connections is weak and there is no evidence that students make the connection.

3 Students study a topic, problem or issue that the teacher succeeds in connecting to students' actual
experiences or to contemporary public situation. Students recognize some connection between
classroom knowledge and situations outside the classroom, but they do not explore the implications of
these connections which remain abstract or hypothetical. There is no effort to actually influence a

larger audience.

4 Students study or work on a topic, problem or issue that the teacher and students see as connected to
their personal experiences or actual contemporary public situations. Students recognize the connection
between classroom knowledge and situations outside the classroom. They explore these connections in
ways that create personal meaning and significance for the knowledge. However, there is no effort to
use the knowledge in ways that go beyond the classroom to actually influence a larger audience.

5 Students study or work on a topic, problem or issue that the teacher and students see as connected to
their personal experiences or actual contemporary public situations. Students recognize the connection
between classroom knowledge and situations outside the classroom. They explore these connections in
ways that create personal meaning and significance for the knowledge. This meaning and significance
is strong enough to lead students to become involved in an effort to affect or influence a larger
audience beyond their classroom in one of the following ways: by communicating knowledge to others
(including within the school), advocating solutions to social problems, providing assistance to people,
creating performances or products with utilitarian or aesthetic value.




4. SUBSTANTIVE CONVERSATION

TO WHAT EXTENT IS CLASSROOM DISCOURSE DEVOTED TO CREATING OR NEGOTIATING
UNDERSTANDINGS OF SUBJECT MATTER?

no substantive conversation 1 2 3 4 5 high level substantive conversation
This scale measures the extent of talking to learn and to understand in the classroom. There are two
dimensions to this construct: one is the substance of subject matter, and the other is the character of dialogue.

In classes where there is little or no substantive conversation, teacher-student interaction typically
consists of a lecture with recitation where the teacher deviates very little from delivering a preplanned body of
information and set of questions; students typically give very short answers. Because the teacher's questions are
motivated principally by a preplanned checklist of questions, facts, and concepts, the discourse is frequently
choppy, rather than coherent; there is often little or now follow-up of student responses. Such discourse is the

oral equivalent of fill-in-the-blank or short-answer study questions.

In classes characterized by high levels of substantive conversation there is considerable teacher-student
and student-student interaction about the ideas of a topic; the interaction is reciprocal, and it promotes coherent
shared understanding. (1) The talk is about subject matter in the discipline and includes higher order thinking
such as making distinctions, applying ideas, forming generalizations, raising questions; not just reporting of
experiences, facts, definitions, or procedures. (2) The conversation involves sharing of ideas and is not
completely scripted or controlled by one party (as in teacher-led recitation). Sharing is best illustrated when
participants explain themselves or ask questions in complete sentences, and when they respond directly to
comments of previous speakers. (3) The dialogue builds coherently on participants' ideas to promote improved
collective understanding of a theme or topic (which does not necessarily require an explicit summary statement).
In short, substantive conversation resembles the kind of sustained exploration of content characteristic of a good

seminar where student contributions lead to shared understandings.

To recognize sustained conversations, we define an iﬁterchange as a statement by one person and a
response by another. Interchanges can occur between teacher and student or student and student. Sustained
conversation is defined as at least three consecutive interchanges. The interchanges need not be between the

same two people, but they must be linked substantively as consecutive responses.

Substantive conversation includes the features below. Each of the features requires interchange between two or
more people. None can be illustrated through monologue by one person.

Score Description
1 Virtually no features or substantive conversation occur during the lesson.
To score 2 or above, conversation must focus on subject matter as in feature 1 above,
2 Features 2 (sharing) and/or 3 (coherent promotion of collective understandmg) occur briefly and
involve at least one example of two consecutive interchanges.
3 Features 2 (sharing) and/or 3 (coherent promotion of collective understanding) occur and involve at
least one example of sustained conversation (i.e., at least 3 consecutive interchanges).
4 All features of substantive conversation occur, with at lease one example of sustained conversation,
and many students participate. ‘
5 All features of substantive conversation occur, with at least one example of sustained conversation, and
almost all students participate.




5. SOCIAL SUPPORT FOR STUDENTS

TO WHAT EXTENT IS THE CLASSROOM CHARACTERIZED BY AN ATMOSPHERE OF MUTUAL
RESPECT AND SUPPORT AMONG TEACHER AND STUDENTS?

negative social support 1 2 3 4 5  strong positive social support

v Social support can be undermined by teacher or student behavior, comments and actions that tend to
discourage effort, participation and taking risks to learn or express one's views. For example, teacher or student
comments that belittle a student's answer, and efforts by some students to prevent others from taking seriously
an assignment serve to undermine support for achievement. Support can also be absent in a class when no overt
acts like the above occur, but the overall atmosphere of the class is negative due to previous behavior.

Social support is present in classes when the teacher supports students by conveying high expectations
for all students: these expectations include that it is necessary to take risks and try hard to master challenging
academic work, that all members of the class can learn important knowledge and skills, and that a climate of
mutual respect among all members of the class contributes to achievement by all. Mutual respect means that
students with less skill or proficiency in a subject are treated in ways that continue to encourage them and make
their presence valued. If disagreement or conflict develops in the classroom, the teacher helps students resolve it
in a constructive way for all concerned. (Note: token acknowledgements by teacher of student actions or

responses do not constitute evidence of social support).

Score Description
1 Social support is negative; action/comments by teacher or students result in "put-downs;" classroom
atmosphere is negative. :
2 | Social support is mixed. Both negative and positive behaviors or comments are observed.
3 Social support is neutral or mildly positive. Evidence may be mainly in the form of verbal approval

from the teacher for student effort and work. However, such support tends to be given to those who are
already taking initiative in the class, and it tends not to be given to those who are reluctant participants
or less articulate or skilled in the subject.

4 Social support from the teacher is clearly positive and there is some evidence of social support among
students for their peers. Evidence of special efforts by the teacher take the form of expressions that
convey high expectations for all; mutual respect; a need to try hard and risk initial failure.

5 Social support is strong; the class is characterized by high expectations, challenging work, strong
effort, mutual respect and assistance in achievement for all students. Both teacher and students
demonstrate a number of these attitudes by soliciting and welcoming contributions from all students
who are expected to put forth their best efforts. Broad participation may be an indication that low

achieving students receive social support for learning.




6. ACADEMIC ENGAGEMENT

TO WHAT EXTENT ARE STUDENTS ENGAGED IN THE LESSON?
disruptive disengagement 1 2 3 4 5 serious engagement

Disengagement is identified by off-task behaviors that signal boredom or a lack of effort by students;
these include sleeping, day dreaming, talking to peers about non-class matters, making noise or otherwise
disrupting the class. It is assumed these behaviors indicate that students are not taking seriously the substantive

work of the class.

Engagement is identified by on-task behaviors that si gnal a serious psychological investment in class
work; these include attentiveness, doing the assigned work, and showing enthusiasm for this work by taking

initiative to raise questions, contribute to group tasks and help peers.

Score Description

1 Disruptive disengagement; students are frequently off-task as evidenced by gross inattention or serious
disruptions by many; this is the central characteristic during much of the class.

2 Passive disengagement; students appear lethargic and are only occasionally on-task carrying out
assigned activities; for substantial portions of time, many students are either clearly off-task or
nominally on-task but not trying very hard. '

3 Sporadic or episodic engagement; most students, some of the time, are engaged in class activities, but
this engagement is uneven, mildly enthusiastic or dependent on frequent prodding from the teacher.

4 Engagement is widespread; most students, most of the time are on-task pursuing the substance of the
lesson, most students seem to be taking the work seriously and trying hard.

5 Serious engagement; almost all students are deeply involved, almost all of the time, in pursuing the
substance of the lesson.
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Standards and Scoring Criteria for Writing Tasks

General Rules

The main point here is to estimate the extent to which successful completions of the task requires the kind of
cognitive work indicated by each standard.

> If a task has different parts that imply different expectations (e.g., worksheet/short answer questions
and a question asking for explanations of some conclusions), the score should reflect the teacher’s
apparent dominant or overall expectations. Overall expectations are indicated by the proportion of
time or effort spent on different parts of the task and criteria for evaluation, if stated by the teacher.

Take into account what students can reasonably be expected to do at the grade level.

v

When it is difficult to decide between two scores, give the higher score only when a persuasive case
can be made that the task meets minimal criteria for the higher score.

v

If the specific wording of the criteria is not helpful in making judgments, base the score on the
P
general intent or spirit of the standard described in the introductory paragraphs of the standard.

Scoring Criteria

Standard 1: Construction of Knowledge

The task asks students to interpret, analyze, synthesize, or evaluate information in writing about a
topic, rather than merely to reproduce information. To score high, the task should require interpretation,
analysis, synthesis, or evaluation of information that goes deeper than simple familiarity with the information.

These requirements can be inferred either through explicit instructions from the teacher or through a
task that cannot be successfully completed without students doing these things.

3 = The task’s dominant expectation is for students to interpret, analyze, synthesize, or evaluate
information, rather than merely to reproduce information.

2 = There is some expectation for students to interpret, analyze, synthesize, or evaluate information,
rather than merely to reproduce information.

1 = There is very little or no expectation for students to interpret, analyze, synthesize, or evaluate
information. The dominant expectation is that students will merely reproduce information gained by reading,
listening, or observing.
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Standard 2: Elaborated Written Communication

The task asks students to draw conclusions or make generalizations or arguments and support them
through extended writing.

4 = Explicit call for generalization AND support. The task asks students, using narrative or
expository writing, to draw conclusions or to make generalizations or arguments, AND to substantiate them
with examples, summaries, illustrations, details, or reasons.

3 = Call for generalization OR support. The task asks students, using narrative or expository writing,
either to draw conclusions or make generalizations or arguments, OR to offer examples, summaries,
illustrations, details, or reasons, but not both.

2 = Short-answer exercises. The task or its parts can be answered with only one or two sentences,
clauses, or phrasal fragments that complete a thought.

1 = Fill-in-the-blank or multiple choice exercises.

Standard 3: Connection to Students’ Lives
The task asks students to connect the topic to their lives.

3 = The task asks students, using narrative or expository writing, to connect the topic to experiences,
observations, feelings, or situations significant in their lives.

2 = The task offers the opportunity for students, using narrative or expository writing, to connect the
topic to experiences, observations, feelings, or situations significant in their lives, but does not explicitly call
for them to do so.

1 = The task offers very minimal or no opportunity for students to connect the topic to experiences,
observations, feelings, or situations significant in their lives.



Standards and Scoring Criteria for Student Writing

General Rules

> Scores should be based only on evidence in the student’s performance relevant to the criteria. Do not
consider things such as following directions, correct spelling, neatness, etc. unless they are relevant to
the criteria.

| 2 Scores may be limited by tasks which fail to call for construction of knowledge or elaborated written
communication, but the scores must be based only upon the work shown.

> Take into account what students can reasonably be expected to do at the grade level. However, scores
should still be assigned according to criteria in the standards, not relative to other papers that have
been scored.

| 4 When it is difficult to decide between two scores, give the higher score only when a persuasive case
can be made that the paper meets minimal criteria for the higher score.

| 2 If the specific wording of the criteria is not helpful in making judgments, base the score on the
general intent or spirit of the standard described in the introductory paragraphs of the standard.

> Completion of the task is not necessary to score high.

Scoring Criteria

Standard 1: Interpretation, Analysis, Synthesis, or Evaluation

Student performance demonstrates interpretation, analysis, synthesis, or evaluation in order to
construct knowledge, rather than merely to reproduce information.

This standard is intended to measure the extent to which the student writing goes beyond
mechanically recording, reporting, or otherwise reproducing information. The essential question is whether
students demonstrate construction of knowledge by means of thinking and organizing information, versus
reproduction of knowledge by means of restating what has been previously given to them.

To score high on this standard, a significant portion of the student’s work must appear reasonably
original, not merely a restatement of some analysis previously given in a text or discussion.

In scoring construction of knowledge, the proportion of work that illustrates knowledge construction
is more important than the number of statements indicating this.




4 = Substantial evidence of construction of knowledge. Almost all of the student’s work shows
interpretation, analysis, synthesis, or evaluation.

3 = Moderate evidence of construction of knowledge. A moderate portion of the student’s work
shows interpretation, analysis, synthesis, or evaluation.

2 = Some evidence of construction of knowledge. A small portion of the student’s work shows
interpretation, analysis, synthesis, or evaluation. '

1 = No evidence of construction of knowledge. No portion of the student’s work shows
interpretation, analysis, synthesis, or evaluation; OR virtually all construction of knowledge is in error.

In scoring construction of knowledge, the proportion of work that illustrates knowledge construction
is more important than the number of statements indicating this.

Standard 2: Forms & Conventions (Grammar, Usage, Mechanics, and Vocabulary)

Student performance demonstrates proficiencies with grammar, usage, mechanics, and vocabulary
appropriate to grade level.

This standard is intended to measure the degree to which students attempt to, and succeed at, using
language structures at the sentence and word level to make their meaning understandable to readers.

Scorers should not count individual errors, but instead should assess the degree to which errors
interfere with understanding the student’s meaning.

Scorers should take into consideration the efforts students might make at trying out new language
structures that represent a “stretch” for someone at their grade level and not fault students severely if these
“stretch” efforts are not carried off with complete success.

Scorers should assess the quality of the actual written work and not take into consideration possible
effects of a student’s linguistic background or learning disability.

4 = The student writing is an exemplary use of grammar, usage, mechanics, and/or vocabulary for the
grade level. Though it may contain some error, the writing presents no problem for understanding the
student’s meaning, nor does the performance compromise the student’s credibility.

3 = The student writing is a satisfactory use of grammar, usage, mechanics, and/or vocabulary for the
grade level. There are a few errors, but they present no problem for understanding the student’s meaning.

2 = There are significant errors in grammar, usage, mechanics, and/or vocabulary, and it is difficult
but not impossible to understand the student’s meaning.

1 = The use of grammar, usage, mechanics, and/or vocabulary is so flawed that it is not possible to
understand the student’s meaning.



Standard 3: Elaborated Written Communication

Student performance demonstrates an elaborated, coherent account that draws conclusions or makes
generalizations or arguments and supports them with examples, summaries, illustrations, details, or reasons.

Elaboration consists of two major parts: a conclusion, generalization or argument AND support for it,
in the form of at least one example, summary, illustration, detail, or reason. Flaboration is coherent when the
examples, summaries, illustrations, details, or reasons do indeed provide appropriate, consistent support for
the conclusions, generalizations, or arguments.

To use the criteria, the scorer should identify specific places in the student work that are elaborated
and should make a judgment about their coherence.

4 = Substantial evidence of elaboration. Almost all of the student’s work comprises an elaborated,
coherent account.

3 = Moderate evidence of elaboration. A moderate portion of the student’s work comprises an
elaborated, coherent account.

2 = Some evidence of elaboration. A small portion of the student’s work comprises an elaborated,
coherent account.

1 = No evidence of elaboration. No portion of the student’s work comprises an elaborated, coherent
account.



Standards and Scoring Criteria for Mathematics Tasks
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Standards and Scoring Criteria for Student Work in Mathematics



Standards and Scoring Criteria for Mathematics Tasks

General Rules

The main point here is to estimate the extent to which successful completion of the task requires the kind of
cognitive work indicated by each of the three standards: Construction of Knowledge, Elaborated Written
Mathematical Communication, and Connections to Students’ Lives. Each standard will be scored according
to different rules, but the following apply to all three standards.

> If a task has different parts that imply different expectations (e.g., worksheet/short answer questions
and a question asking for explanations of some conclusions), the score should reflect the teacher’s
apparent dominant or overall expectations. Overall expectations are indicated by the proportion of
time or effort spent on different parts of the task and criteria for evaluation, if stated by the teacher.

> Take into account what students can reasonably be expected to do at the grade level.

> When it is difficult to decide between two scores, give the higher score only when a persuasive case
can be made that the task meets minimal criteria for the higher score. '

If the specific wording of the criteria is not helpful in making judgments, base the score on the
P juag
general intent or spirit of the standard described in the introductory paragraphs of the standard.

Scoring Criteria

Standard 1: Construction of Knowledge

The task asks students to organize and interpret information in addressing a mathematical concept,
problem, or issue.

Consider the extent to which the task asks the student to organize and interpret information, rather
than to retrieve or to reproduce fragments of knowledge or to repeatedly apply previously learned algorithms
and procedures.

Possible indicators of mathematical organization are tasks that ask students to decide among
algorithms, to chart and graph data, or to solve multi-step problems.

Possible indicators of mathematical interpretation are tasks that ask students to consider alternative
solutions or strategies, to create their own mathematical problems, to create a mathematical generalization or

abstraction, or to invent their own solution methods.

These indicators can be inferred either through explicit instructions from the teacher or through a task
that cannot be successfully completed without students doing these things.
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3 = The task’s dominant expectation is for students to interpret, analyze, synthesize, or evaluate
information, rather than merely to reproduce information.

2 = There is some expectation for students to interpret, analyze, synthesize, or evaluate information,
rather than merely to reproduce information.

1 = There is very little or no expectation for students to interpret, analyze, synthesize, or evaluate
information. Its dominant expectation is for students to retrieve or reproduce fragments of knowledge or to
repeatedly apply previously learned algorithms and procedures.

Standard 2: Elaborated Written Communication

The task asks students to elaborate on their understanding, explanations, or conclusions through
extended writing.

Consider the extent to which the task requires students to elaborate on their ideas and conclusions
through extended writing in mathematics.

Possible indicators of extended writing are tasks that ask students to generate prose (e.g., write a
paragraph), graphs, tables, equations, diagrams, or sketches.

4 = Analysis / Persuasion / Theory. Explicit call for generalization AND support. The task requires
the student to show his/her solution path, AND to explain the solution path with evidence such as models or
examples.

3 = Report / Summary. Call for generalization OR support. The task asks students, using narrative or
expository writing, either to draw conclusions or make generalizations or arguments, OR to offer examples,
summaries, illustrations, details, or reasons, but not both.

2 = Short-answer exercises. The task or its parts can be answered with only one or two sentences,
clauses, or phrasal fragments that complete a thought. Students may be asked to show some work or give
some examples, but this is not emphasized and not much detail is requested.

1 = Fill-in-the-blank or multiple choice exercises. The task requires no extended writing, only giving
mathematical answers or definitions.

Standard 3: Connection to Students’ Lives

The task asks students to address a concept, problem or issue that is similar to one that they have
encountered or are likely to encounter in daily life outside of school.

Consider the extent to which the task presents students with a mathematical question, issue, or
problem that they have actually encountered or are likely to encounter outside of school. Estimating personal
budgets would qualify as a real world problem but completing a geometric proof would not.

Certain kinds of school knowledge may be considered valuable in social, civic, or vocational
situations beyond the classroom (e.g., knowing basic arithmetic facts or percentages). However, task
demands for “basic” knowledge will not be counted here unless the task requires applying such knowledge to

11



a specific mathematical problem likely to be encountered beyond the classroom.

3 = The question, issue, or problem clearly resembles one that students have encountered or are likely
to encounter in their lives. The task asks students to connect the topic to experiences, observations, feelings,
or situations significant in their lives.

2 = The question, issue, or problem bears some resemblance to one that students have encountered or
are likely to encounter in their lives, but the connections are not immediately apparent. The task offers the
opportunity for students to connect the topic to experiences, observations, feelings, or situations significant in
their lives, but does not explicitly call for them to do so.

1 = The problem has virtually no resemblance to questions, issues, or problems that students have

encountered or are likely to encounter in their lives. The task offers very minimal or no opportunity for
students to connect the topic to experiences, observations, feelings, or situations significant in their lives.

12
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Standards and Scoring Criteria for Student Work in Mathematics

General Rules

The task is to estimate the extent to which the student’s performance illustrates the kind of cognitive work
indicated by each of the three standards: Mathematical Analysis, Disciplinary Concepts, and Elaborated
Written Mathematical Communication. Each standard will be scored according to different rules, but the
following apply to all three standards:

> Scores should be based only on evidence in the student’s performance relevant to the criteria. Do not
consider things such as following directions, correct spelling, neatness, etc. unless they are relevant to
the criteria.

> Scores may be limited by tasks which fail to call for mathematical analysis, disciplinary conceptual
understanding, or elaborated mathematical written communication, but the scores must be based only
upon the work shown.

> Take into account what students can reasonably be expected to do at the grade level. However, scores
should still be assigned according to criteria in the standards, not relative to other papers that have
been scored.

> When it is difficult to decide between two scores, give the higher score only when a persuasive case
can be made that the paper meets minimal criteria for the higher score.

> If the specific wording of the criteria is not helpful in making judgments, base the score on the
general intent or spirit of the standard described in the introductory paragraphs of the standard.

> Completion of the task is not necessary to score high.

Scoring Criteria

Standard 1: Mathematical Analysis

Student performance demonstrates thinking about mathematical content by using mathematical
analysis.

Consider the extent to which the student demonstrates thinking that goes beyond mechanically
recording or reproducing facts, rules, and definitions or mechanically applying algorithms.

Possible indicators of mathematical analysis are organizing, synthesizing, interpreting, hypothesizing,
describing patterns, making models or simulations, constructing mathematical arguments, or inventing
procedures.

The standard of mathematical analysis calls attention to the fact that the content or focus of the
analysis should be mathematics. There are two guiding questions here:
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e  First, has the student demonstrated mathematical analysis? To answer this, consider whether the
student has organized, interpreted, synthesized, hypothesized, invented, etc., or whether the student
has only recorded, reproduced, or mechanically applied rules, definitions, algorithms. If work is not
shown, correct answers can be taken as an indication of analysis if it is clear that the question would
require analysis to answer it correctly.

e Second, how often has the student demonstrated mathematical analysis? To answer this, consider the
proportion of the student’s work in which mathematical analysis is involved.

To score 3 or 4, there should be no significant mathematical errors in the student’s work.

If the student showed only the answer(s) to the task and it is incorrect, score it 1. If the student
showed only the answer(s) to the task and it is correct, decide how much analysis is involved to produce a
correct answer, and score according to the rules above. It is not necessary for the analysis to be at a high
conceptual level to score a 3 or 4.

4 = Mathematical analysis was involved throughout the student’s work.

3 = Mathematical analysis was involved in a significant proportion of the student’s work.
2 = Mathematical analysis was involved in some portion of the student’s work.

1 = Mathematical analysis constituted no part of the student’s work.

In scoring analysis, the proportion of work that illustrates analysis is more important than the number
of statements indicating analysis.

Standard 2: Disciplinary Concepts

Student performance demonstrates understanding of important mathematical concepts central to the
task.

Consider the extent to which the student demonstrates use and understanding of mathematical
concepts. Low scores may be due to a task that fails to call for understanding of mathematical concepts.

Possible indicators of understanding important mathematical concepts central to the task are
expanding upon definitions, representing concepts in alternate ways or contexts, or making connections to
other mathematical concepts, to other disciplines, or to real-world situations.

A guiding question for using this standard is, “Does the student show understanding of the
fundamental ideas relevant to the mathematics used in the task?” Correct use of algorithms does not
necessarily indicate conceptual understanding of the material.

Even if no work is shown the work may still receive a 3 or 4. Correct answers can be taken as an
indication of the level of conceptual understanding if it is clear to the scorer that the task or question requires
conceptual understanding in order to be completed successfully. In this case, the scorer must determine the
level of understanding and score it appropriately.

The score should not be based on the proportion of student work central to the task that shows
conceptual understanding but on the quality of the understanding wherever it occurs in the work.

14



4 = The student demonstrates exemplary understanding of the mathematical concepts that are central
to the task.

3 = The student demonstrates significant understanding of the mathematical concepts that are central
to the task.

2 = The student demonstrates some understanding of the mathematical concepts that are central to the
task.

1 = The student demonstrates no or very little understanding of the mathematical concepts that are
central to the task, i.e., does not go beyond mechanical application of an algorithm.

Standard 3: Elaborated Written Communication

Student performance demonstrates an elaboration of his or her understanding or explanations through
extended writing.

Consider the extent to which the student presents a clear and convincing explanation or argument.

Possible indicators of elaborated written communication are diagrams, drawings, or symbolic
representations as well as prose. To score high on this standard the student must communicate in writing an
accurate and convincing explanation or argument.

The score should not be based on the proportion of student work central to the task that contains
explanation/argument/representation but on the quality of the mathematical communication, wherever it may
be in the work.

4 = Mathematical explanations or arguments are clear, convincing, and accurate, with no significant
mathematical errors.

3 = Mathematical explanations or arguments are present. They are reasonably clear and accurate, but
less convincing.

2 = Mathematical explanations, arguments, or representations are present. However, they may not be
finished, may omit a significant part of an argument/explanation, or may contain significant mathematical
errors. Generally complete, appropriate, and correct work or representations (e.g., a graph, equation, number
sentence) should be scored a 2 if no other part of the student’s work on the task warrants a higher score.

1 = Mathematical explanations, arguments, or representations are absent or, if present, are seriously
incomplete, inappropriate, or incorrect. This may be because the task did not ask for argument or
explanation, e.g., fill-in-the-blank or multiple-choice questions, or reproducing a simple definition in words or
pictures.
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Standards and Scoring Criteria for Science Tasks
and

Standards and Scoring Criteria for Student Work in Science
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Standards and Scoring Criteria for Science Tasks

General Rules

The main point here is to estimate the extent to which successful completion of the task requires the kind of
cognitive work indicated by each of the three standards: Construction of Knowledge, Elaborated Written
Communication, and Connections to Students’ Lives. Each standard will be scored according to different
rules, but the following apply to all three standards.

| 2 If a task has different parts that imply different expectations (e.g., worksheet/short answer questions
and a question asking for explanations of some conclusions), the score should reflect the teacher’s
apparent dominant or overall expectations. Overall expectations are indicated by the proportion of
time or effort spent on different parts of the task and criteria for evaluation, if stated by the teacher.

Take into account what students can reasonably be expected to do at the grade level.

v

When it is difficult to decide between two scores, give the higher score only when a persuasive case
can be made that the task meets minimal criteria for the higher score.

v

If the specific wording of the criteria is not helpful in making judgments, base the score on the
p g)
general intent or spirit of the standard described in the introductory paragraphs of the standard.

Scoring Criteria

Standard 1: Construction of Knowledge

The task asks students to organize and interpret information in addressing a scientific concept,
problem, or issue.

Consider the extent to which the task asks the student to organize and interpret information, rather
than to retrieve or to reproduce fragments of knowledge or to repeatedly apply previously learned information
and procedures.

Possible indicators of scientific organization are tasks that ask students to chart and graph data or to
solve multi-step problems.

Possible indicators of scientific interpretation are tasks that ask students to consider alternative
solutions or strategies, to create their own scientific problems, to develop scientific hypotheses, or to invent
their own solution methods.

These indicators can be inferred either through explicit instructions from the teacher or through a task
that cannot be successfully completed without students doing these things.
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3 = The task’s dominant expectation is for students to interpret, analyze, synthesize, or evaluate
information, rather than merely to reproduce information.

2 = There is some expectation for students to interpret, analyze, synthesize, or evaluate information,
rather than merely to reproduce information.

1 = There is very little or no expectation for students to interpret, analyze, synthesize, or evaluate
information. Its dominant expectation is for students to retrieve or reproduce fragments of knowledge or to
repeatedly apply previously learned information and procedures.

Standard 2: Elaborated Written Communication

The task asks students to elaborate on their understanding, explanations, or conclusions through
extended writing.

Consider the extent to which the task requires students to elaborate on their ideas and conclusions
through extended writing in science.

Possible indicators of extended writing are tasks that ask students to generate prose (e.g., write a
paragraph), graphs, tables, equations, diagrams, or sketches.

4 = Analysis / Persuasion / Theory. Explicit call for generalization AND support. The task requires
the student to show his/her solution path, AND to explain the solution path with evidence such as models or
examples.

3 = Report / Summary. Call for generalization OR support. The task asks students, using narrative or
expository writing, either to draw conclusions or make generalizations or arguments, OR to offer examples,
summaries, illustrations, details, or reasons, but not both.

2 = Short-answer exercises. The task or its parts can be answered with only one or two sentences,
clauses, or phrasal fragments that complete a thought. Students may be asked to show some work or give
some examples, but this is not emphasized and not much detail is requested.

1 = Fill-in-the-blank or multiple choice exercises. The task requires no extended writing, only giving
solutions or definitions.
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Standard 3: Connection to Students’ Lives

The task asks students to address a concept, problem or issue that is similar to one that they have
encountered or are likely to encounter outside of school.

Consider the extent to which the task presents students with a scientific question, issue, or problem
that they have actually encountered or are likely to encounter in their daily lives. Developing hypotheses
about a local environmental problem would qualify as a real world problem but diagramming a molecule
would not.

Certain kinds of school knowledge may be considered valuable in social, civic, or vocational
situations beyond the classroom (e.g., knowing the water cycle). However, task demands for “basic”
knowledge will not be counted here unless the task requires applying such knowledge to a specific scientific
problem likely to be encountered beyond the classroom.

3 = The question, issue, or problem clearly resembles one that students have encountered or are likely
to encounter in their lives. The task asks students to connect the topic to experiences, observations, feelings,
or situations significant in their lives.

2 = The question, issue, Or problem bears some resemblance to one that students have encountered or
are likely to encounter in their lives, but the connections are not immediately apparent. The task offers the
opportunity for students to connect the topic to experiences, observations, feelings, or situations significant in
their lives, but does not explicitly call for them to do so.

1 = The problem has virtually no resemblance to questions, issues, or problems that students have

encountered or are likely to encounter in their lives. The task offers very minimal or no opportunity for
students to connect the topic to experiences, observations, feelings, or situations significant in their lives.
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Standards and Scoring Criteria for Student Work in Science

General Rules

The task is to estimate the extent to which the student’s performance illustrates the kind of cognitive work
indicated by each of the three standards: Scientific Analysis, Disciplinary Concepts, and Elaborated Written
Communication. Each standard will be scored according to different rules, but the following apply to all
three standards:

> Scores should be based only on evidence in the student’s performance relevant to the criteria. Do not
consider things such as following directions, correct spelling, neatness, etc. unless they are relevant to
the criteria.

| 2 Scores may be limited by tasks that fail to call for scientific analysis, disciplinary conceptual
understanding, or elaborated written communication, but the scores must be based only upon the
work shown.

> Take into account what students can reasonably be expected to do at the grade level. However, scores

should still be assigned according to criteria in the standards, not relative to other papers that have
been scored.

> When it is difficult to decide between two scores, give the higher score only when a persuasive case
can be made that the paper meets minimal criteria for the higher score.

If the specific wording of the criteria is not helpful in making judgments, base the score on the
p J
general intent or spirit of the standard described in the introductory paragraphs of the standard.

> Completion of the task is not necessary to score high.

Scoring Criteria

Standard 1: Scientific Analysis
Student performance demonstrates thinking about scientific content by using scientific analysis.

Consider the extent to which the student demonstrates thinking that goes beyond mechanically
retrieving or reproducing fragments of knowledge or repeatedly applying previously learned information and
procedures.

Possible indicators of scientific analysis are organizing, synthesizing, interpreting, hypothesizing,
describing patterns, making models or simulations, constructing scientific arguments, or inventing
procedures.

The standard of scientific analysis calls attention to the fact that the content or focus of the analysis
should be science. There are two guiding questions here:
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e First, has the student demonstrated scientific analysis? To answer this, consider whether the student
has organized, interpreted, synthesized, hypothesized, invented, etc., or whether the student has only
recorded, reproduced, or mechanically applied rules or definitions. If work is not shown, correct
answers can be taken as an indication of analysis if it is clear that the question would require analysis
to answer it correctly.

e Second, how often has the student demonstrated scientific analysis? To answer this, consider the
proportion of the student’s work in which scientific analysis is involved.

To score 3 or 4, there should be no significant errors in the student’s work. If the student showed
only the answer(s) to the task and it is incorrect, score it 1. If the student showed only the answer(s) to the
task and it is correct, decide how much analysis is involved to produce a correct answer, and score according
to the rules above. It is not necessary for the analysis to be at a high conceptual level to score a 3or4. In
scoring analysis, the proportion of work that illustrates analysis is more important than the number of
statements indicating analysis.

4 = Scientific analysis was involved throughout the student’s work.
3 = Scientific analysis was involved in a significant proportion of the student’s work.
2 = Scientific analysis was involved in some portion of the student’s work.

1 = Scientific analysis constituted no part of the student’s work.

Standard 2: Disciplinary Concepts
Student performance demonstrates understanding of important scientific concepts central to the task.

Consider the extent to which the student demonstrates use and understanding of scientific concepts.
Low scores may be due to a task that fails to call for understanding of scientific concepts.

Possible indicators of understanding important scientific concepts central to the task are expanding
upon definitions, representing concepts in alternate ways or contexts, or making connections to other
scientific concepts, to other disciplines, or to real-world situations.

A guiding question for using this standard is, “Does the student show understanding of the
fundamental ideas relevant to the science used in the task?” Correct use of scientific procedures or
algorithms does not necessarily indicate conceptual understanding of the material.

Even if no work is shown student responses may still receive a 3 or 4. Correct answers can be taken
as an indication of the level of conceptual understanding if it is clear to the scorer that the task or question
requires conceptual understanding in order to be completed successfully. In this case, the scorer must
determine the level of understanding and score it appropriately.

The score should not be based on the proportion of student work central to the task that shows
conceptual understanding but on the quality of the understanding wherever it occurs in the work.
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4 = The student demonstrates exemplary understanding of the scientific concepts that are central to
the task.

3 = The student demonstrates significant understanding of the scientific concepts that are central to
the task.

2 = The student demonstrates some understanding of the scientific concepts that are central to the
task.

1 = The student demonstrates no or very little understanding of the scientific concepts that are central
to the task, i.e., does not go beyond mechanical application of a procedure.

Standard 3: Elaborated Written Communication

Student performance demonstrates an elaboration of his or her understanding or explanations through
extended writing.

Consider the extent to which the student presents a clear and convincing explanation or argument.

Possible indicators of elaborated written communication are diagrams, drawings, or graphic
representations as well as prose. To score high on this standard the student must communicate in writing an
accurate and convincing explanation or argument.

The score should not be based on the proportion of student work central to the task that contains
explanation/argument/representation but on the quality of the written communication, wherever it may be in
the work.

4 = Scientific explanations or arguments are clear, convincing, and accurate, with no significant
errors.

3 = Scientific explanations or arguments are present. They are reasonably clear and accurate, but less
convincing.

2 = Scientific explanations, arguments, or representations are present. However, they may not be
finished, may omit a significant part of an argument/explanation, or may contain significant errors. Generally
complete, appropriate, and correct work or representations (e.g., a graph or diagram) should be scored a 2 if
no other part of the student’s work on the task warrants a higher score.

1 = Scientific explanations, arguments, or representations are absent or, if present, are seriously
incomplete, inappropriate, or incorrect. This may be because the task did not ask for argument or
explanation, e.g., fill-in-the-blank or multiple-choice questions, or reproducing a simple definition in words or
pictures.
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Standards and Scoring Criteria for Social Studies Tasks
and

Standards and Scoring Criteria for Student Work in Social Studies
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Standards and Scoring Criteria for Social Studies Tasks

General Rules

The main point here is to estimate the extent to which successful completion of the task requires the kind of
cognitive work indicated by each of the three standards: Construction of Knowledge, Elaborated Written
Communication, and Connections to Students’ Lives. Each standard will be scored according to different
rules, but the following apply to all three standards.

> If a task has different parts that imply different expectations (e.g., worksheet/short answer questions
and a question asking for explanations of some conclusions), the score should reflect the teacher’s
apparent dominant or overall expectations. Overall expectations are indicated by the proportion of
time or effort spent on different parts of the task and criteria for evaluation, if stated by the teacher.

> Take into account what students can reasonably be expected to do at the grade level.

> When it is difficult to decide between two scores, give the higher score only when a persuasive case
can be made that the task meets minimal criteria for the higher score.

> Tf the specific wording of the criteria is not helpful in making judgments, base the score on the
general intent or spirit of the standard described in the introductory paragraphs of the standard.

Scoring Criteria

Standard 1: Construction of Knowledge

The task asks students to organize and interpret information in addressing a concept, problem, or
issue.

Consider the extent to which the task asks the student to organize, interpret, evaluate, or synthesize
complex information, rather than to retrieve or to reproduce isolated fragments of knowledge or to repeatedly
apply previously learned procedures. To score high the task should call for interpretation of nuances of a
topic that go deeper than surface exposure or familiarity. Possible indicators of interpretation are tasks that
ask students to consider alternative solutions, strategies, perspectives and points of view.

These indicators can be inferred either through explicit instructions from the teacher or through a task
that cannot be successfully completed without students doing these things.

3 = The task’s dominant expectation is for students to interpret, analyze, synthesize, or evaluate
information, rather than merely to reproduce information.

2 = There is some expectation for students to interpret, analyze, synthesize, or evaluate information,
rather than merely to reproduce information.

1 = There is very little or no expectation for students to interpret, analyze, synthesize, or evaluate
information. The dominant expectation is that students will merely reproduce information gained by reading,
listening, or observing.

24




Standard 2: Elaborated Written Communication

The task asks students to elaborate on their understanding, explanations, or conclusions on important
social studies concepts through extended writing.

Consider the extent to which the task requires students to elaborate on their ideas and conclusions
through extended writing.

4 = Analysis / Persuasion / Theory. Explicit call for generalization AND support. The task requires
explanations of generalizations, classifications and relationships relevant to a situation, problem, or theme,
AND requires the student to substantiate them with examples, summaries, illustrations, details, or reasons.
Examples include attempts to argue, convince or persuade and to develop and test hypotheses.

3 = Report / Summary. Call for generalization OR support. The task asks students, using narrative or
expository writing, either to draw conclusions or make generalizations or arguments, OR to offer examples,
summaries, illustrations, details, or reasons, but not both.

2 = Short-answer exercises. The task or its parts can be answered with only one or two sentences,
clauses, or phrasal fragments that complete a thought. '

1 = Fill-in-the-blank or multiple choice exercises.

Standard 3: Connection to Students’ Lives

The task asks students to address a concept, problem or issue that is similar to one that they have
encountered or are likely to encounter in daily life outside of school.

Consider the extent to which the task presents students with a question, issue, or problem that they
have actually encountered or are likely to encounter in their daily lives. Defending one’s position on
compulsory community service for students could qualify as a real world problem, but describing the origins
of World War II generally would not.

Certain kinds of school knowledge may be considered valuable in social, civic, or vocational
situations beyond the classroom (e.g., knowing how a bill becomes a law). However, task demands for
“basic” knowledge will not be counted here unless the task requires applying such knowledge to a specific
problem likely to be encountered beyond the classroom.

3 = The question, issue, or problem clearly resembles one that students have encountered or are likely
to encounter in their lives. The task asks students to connect the topic to experiences, observations, feelings,
or situations significant in their lives.

2 = The question, issue, or problem bears some resemblance to one that students have encountered or
are likely to encounter in their lives, but the connections are not immediately apparent. The task offers the
opportunity for students to connect the topic to experiences, observations, feelings, or situations significant in
their lives, but does not explicitly call for them to do so.

1 = The problem has virtually no resemblance to questions, issues, or problems that students have
encountered or are likely to encounter in their lives. The task offers very minimal or no opportunity for
students to connect the topic to experiences, observations, feelings, or situations significant in their lives.
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Standards and Scoring Criteria for Student Work in Social Studies

General Rules

The task is to estimate the extent to which the student’s performance illustrates the kind of cognitive work
indicated by each of the three standards: Analysis, Disciplinary Concepts, and Elaborated Written
Communication. Each standard will be scored according to different rules, but the following apply to all
three standards:

| 2 Scores should be based only on evidence in the student’s performance relevant to'the criteria. Do not
consider things such as following directions, correct spelling, neatness, etc. unless they are relevant to
the criteria.

> Scores may be limited by tasks which fail to call for social studies analysis, disciplinary conceptual
understanding, or elaborated written communication, but the scores must be based only upon the
work shown.

> Take into account what students can reasonably be expected to do at the grade level. However, scores

should still be assigned according to criteria in the standards, not relative to other papers that have
been scored.

> When it is difficult to decide between two scores, give the higher score only when a persuasive case
can be made that the paper meets minimal criteria for the higher score.

> If the specific wording of the criteria is not helpful in making judgments, base the score on the
general intent or spirit of the standard described in the introductory paragraphs of the standard.

> Completion of the task is not necessary to score high.

Scoring Criteria

Standard 1: Social Studies Analysis

Student performance demonstrates thinking with social studies content by organizing, synthesizing,
interpreting, evaluating, or hypothesizing to produce comparisons/contrasts, arguments, application of new
information to new contexts, or consideration of alternative viewpoints. This essential question is whether
students demonstrate construction of knowledge through thinking and the organization of information, versus
reproduction of knowledge by restating what has been previously given to them.

In scoring analysis, the proportion of work that illustrates analysis is more important than the number
of statements indicating analysis.
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4 = Substantial evidence of analysis. Almost all of the student’s work includes analysis.
3 = Moderate evidence of analysis. A moderate portion of the student’s work includes analysis.

2 = Some evidence of analysis. A small, but not central portion of the student’s work includes
analysis.

1 = No evidence of analysis. No portion of the student’s work shows analysis; OR virtually all
analysis offered is unsuccessful or in error.

Standard 2: Disciplinary Concepts

Student performance demonstrates an understanding of ideas, concepts, theories, and principles from
the social studies disciplines and civic life by using them to interpret and explain specific, concrete
information or events.

Consider the extent to which the student demonstrates use and understanding of social studies
concepts. Low scores may be due to a task that fails to call for understanding of social studies concepts.

Possible indicators of understanding important social studies concepts central to the task are
expanding upon definitions, representing concepts in alternate ways or contexts, or making connections to
other social studies concepts, to other disciplines, or to real-world situations.

A guiding question for using this standard is, “Does the student show understanding of the
fundamental ideas relevant to the social studies used in the task?”

Correct answers can be taken as an indication of the level of conceptual understanding if it is clear to
the scorer that the task or question requires conceptual understanding in order to be completed successfully.
In this case, the scorer must determine the level of understanding and score it appropriately.

The score should not be based on the proportion of student work central to the task that shows
conceptual understanding but on the quality of the understanding wherever it occurs in the work.

4 = The student has used social studies concepts to organize, explain, interpret, summarize, and
extend the meaning and significance of otherwise discrete pieces of information. The use of ideas or
application of concepts illustrates exemplary understanding.

3 = The student has included social studies concepts to organize, explain, interpret, summarize, and
extend the meaning and significance of otherwise discrete pieces of information. The use of the ideas is
somewhat limited and/or shows some flaws in understanding.

2 = Social studies concepts are included, but their use is significantly limited and/or shows significant
flaws in their understanding.

1 = The work includes virtually no social studies concepts or they are included but are used in
inappropriate ways.
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Standard 3; Elaborated Written Communication

Student performance demonstrates an elaborated account that is clear, coherent, and provides richness
in details, qualifications and argument. The standard could be met by elaborated consideration of alternative
points of view.

4 = Exceptional. The writer provides substantial and accurate elaboration for two or more important
statements. Arguments or explanations are eloquent, clear, complex, and complete. Communication is
exemplary. The details, qualifications, and nuances are expressed within an overall framework intended for
the reader, and relevant to the topic.

3 = Elaborated. The writer provides some elaboration for two or three important statements OR
provides substantial elaboration for one statement. Arguments or explanations are present. They are largely
concise, clear, and well articulated; however, they may be slightly flawed or incomplete in minor ways.

2 = Minimal. The writer provides reasonably accurate elaboration for at least one important
statement. Partial arguments or explanations are present. They are incomplete because they have not been

finished, they omit a major part of the argument, or they contain several errors.

1 = Unsatisfactory. The writer provides virtually no information or only disj ointed details. OR, the
writer provides discrete claims, broad generalizations, slogans or conclusions, but none are elaborated.
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