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INTRODUCTION
Authenticity is the curriculum goal in which we help
students acquire real-world skills and knowledge by
developing their abilities to read, write, solve problems,
and apply concepts in a manner that prepares them for
their lives beyond school.
—Strong, Silver and Perini (2001, p. 9)

Definition
Authentic learning focuses on what is real. The word authentic comes from
the Greek word autarkos, meaning self-originating. Strong, Silver and Perini
(2001) describe how the word was transformed by Rousseau and later by
Heidegger and Sartre into the emblem for the fullness of being. Authenticity
to the philosophers meant a life lived without falsehoods, built upon a
genuine and ever-expanding knowledge of the world and one’s self. Strong,
Silver and Perini believe that “By placing a premium on authenticity in
education, someone was obviously attempting to think differently about
education, to consider fully the question of how school and life are
interrelated” (p. 94). “Relevance” becomes an essential motivator for students
of all ages. Students search for ways to connect their schoolwork to their own
lives in order to find value in education beyond grades, credits and
standardised test scores.
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Rationale
When students try to solve real-life problems, they see the relevance of
schoolwork and are more likely to transfer the content and skills they learn in
class by applying them to real problems or challenges. When students write
letters to city council members supporting a ban on smoking in public places,
they have not only a purpose for writing but also a purpose for using letterwriting skills. When students organise an orientation program to welcome
new students to their school, they integrate problem-solving skills, writing
skills, technology skills and interpersonal skills in order to complete an
authentic project. They understand why one has to utilise a variety of
interrelated skills from different subject areas to accomplish the task of
welcoming new students to their school.
If schoolwork is authentic and relevant, students engage in their learning and
become active participants in the class.

Research
Authentic learning with its rich open-ended projects, performances, portfolios
and problem-solving tasks necessitates the need to develop authentic
assessments to measure progress towards meeting the goals. Traditional
multiple-choice tests that include only restricted and extended response items
are limited when it comes to assessing open-ended subjective or creative
work. Assessment, moreover, differs from evaluation. Evaluation is viewed as
the summative measure of how much content a student has retained. It is
most often used for grouping students and for assigning final grades.
Assessment, on the other hand, requires the ongoing gathering of information
that provides valuable insight to the teacher about how to guide and re-adjust
instruction to meet the needs of all students.
Costa and Kallick (2004a) believe assessment should be neither summative
nor punitive. They believe instead that assessment is a mechanism for
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providing ongoing feedback to the learner and to the organisation as a
necessary part of the spiralling processes of continuous renewal: selfmanaging, self-monitoring and self-modifying. They believe students need to
take ownership of their learning. When teachers provide students with tools
such as study questions, graphic organisers, checklists and rubrics, the
students become empowered to take the lead in self-assessing and selfmodifying their work. As Costa and Kallick state:
We must constantly remind ourselves that the ultimate purpose of
evaluation is to have students learn to become self-evaluative. If
students graduate from our schools still dependent upon others to tell
them when they are adequate, good, or excellent, then we’ve missed
the whole point of what self-directed learning is about. (p. 117)
Jerald (2001) did an analysis of high-flying schools where students succeeded
despite socioeconomic differences. His analysis showed that schools that were
successful despite disadvantages had seven characteristics in common. The
majority of the characteristics deal with standards, assessment and appropriate
professional development. One characteristic discusses the importance of
using state standards to not only design curriculum and instruction but also
assess student work. Another key characteristic states the importance of using
assessments to help guide instruction. Stiggins (2002) discusses how the
evolution of assessment in the United States over the past five decades has
evolved into a new belief system. The public’s perception of assessment
focuses on school improvement that includes higher achievement standards,
rigorous assessments and the expectation of accountability on the part of
educators for student achievement, as reflected in test scores. He says that

STANDARDS-BASED TEACHING
1. Teachers embed the vocabulary (words, people, events and concepts) from the standards
into their curriculum, instruction and assessment.
2. Teachers monitor students’ progress towards meeting and exceeding the standards by
the ongoing use of checklists and rubrics to examine student work.

Figure 0.1
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the public relies on “high-stakes assessments of learning to inform our
decisions about accountability. These tests tell us how much students have
learned, whether standards are being met, and whether educators have done
the job they were hired to do” (p. 759).
In addition to the assessments of learning that provide evidence of
achievement for public reporting, educators need to focus on assessments for
learning that serve to help students learn more. Classroom assessments
correlated with curriculum goals and standards provide feedback on an
ongoing basis to teachers and students. The continuous flow of information
targeted at student achievement helps students improve. Teachers focus on
adjusting instruction based on the results of the classroom assessments. They
modify, adapt and regroup as needed. Since formative assessments are
ongoing, they provide continuous feedback about the students’ strengths and
weaknesses. The teacher uses observations and feedback to modify the
content, process and product, and adjust the pace for all or some of the
students, depending upon their needs.

Balanced Assessment
Classroom assessments come in many shapes and sizes, but most of them fit
into three categories: traditional, portfolio and performance. All three provide
valuable data to assess the whole child. Traditional assessments such as
quizzes, teacher-made tests and standardised tests measure knowledge of
content and skills. Portfolios focus on a student’s products, process and
progress over time and help students self-assess their work as well as set new
goals for themselves. Portfolios also allow students to express themselves
utilising a wide variety of multiple intelligences. Performance assessments
show how the performance standards are implemented. They require students
to apply their knowledge of the content and their skills in a real task. Because
many of the performances, projects and products are creative and subjective
in nature, teachers need to assess them in different ways. A traditional
multiple-choice test would not be suitable to evaluate an oral presentation or
a letter to the editor. Therefore, checklists and rubrics provide the guidelines
and the criteria for grading. No single form of assessment by itself is adequate
to measure the whole child. If a teacher uses all three measurements in
appropriate proportions for the year level, however, a true portrait of the
student as a learner emerges.
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BALANCED ASSESSMENT MODEL
Type of
Assessment

Traditional

Portfolio

Performance

Focus

• Knowledge
• Curriculum
• Skills

• Process
• Product
• Growth

• Standards
• Application
• Transfer

Features
Classroom Assessments
• Tests
• Quizzes
• Assignments
Standardised Tests
• Norm-Referenced
• Criterion-Referenced
• Growth and
Development
• Reflection
• Goal Setting
• Self-Evaluation

•
•
•
•

Tasks
Checklists
Rubrics
Examination of Student
Work

Figure 0.2
Adapted from Burke, K., Fogarty, R., & Belgrad, S. (2002). The Portfolio Connection: Student Work Linked to
Standards, 2nd Ed., p. 6. Heatherton, Victoria: Hawker Brownlow Education.

Differentiation
In today’s differentiated classroom, assessments provide diagnostic as well as
continuous feedback. Tomlinson (1999) believes the goal of assessment is to
provide teachers with day-to-day data on students’ readiness for particular ideas
and skills based upon their interests and their learning profiles. Assessment is
essential to teaching. Classroom assessments and grading procedures constitute
integral components of instruction. The relationship between instruction and
© 2006 HAWKER BROWNLOW EDUCATION CO0930
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assessment has been compared to the infinity sign where one cannot see where
instruction ends and assessment begins. It is a continuous feedback loop. In fact,
many people believe assessment drives instruction because teachers begin with
the end in mind – achieving the standards – and then plan backwards and create
the tasks the students will need to complete in order to achieve the targeted
outcomes. Because most states now provide standards to all teachers, the
amount of guesswork teachers use to determine what’s really important
compared to what’s “nice to know” has been greatly reduced. Now all the
stakeholders know the target and are working together toward meeting the same
goal.
Assessment is the ongoing process of gathering information for the purpose of
making sound decisions to guide the teacher’s instruction. Teaching is
conceptualised today as a process of effective decision making. “This includes
deciding what to teach, how to teach it, how long to teach, whether to group
students, what questions to ask, what follow-up questions to ask, what to
review, when to review, and so forth” (McMillan, 2001; p. 3). Because each
class and each student are different, it doesn’t make sense for a school to
mandate prescriptive lesson plans and timelines. Specific lesson plans provide
needed guidelines, of course, but each teacher adjusts the timelines and
requirements as needed. If the students master the standards early, why
prolong the unit? By the same token, if all the students need more time, or if
some of the students need more time, they should get it. “Staying on topic” or
“meeting the deadline” should not take precedence over student
understanding.
Assessment is more than a documentation of learning – it is learning.
Teachers who integrate relevant and valid assessments on an ongoing basis
with their teaching and who are willing to make necessary adjustments to
facilitate student learning help their students not only achieve higher
academic goals but also achieve more fulfilling personal goals.

Classroom Assessments
Even though the public and policymakers look to high-stakes standardised
test results to measure learning, the classroom assessments created by
teachers are truly the key to improving student learning. The quizzes,

6
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CHAPTER 1

TA R G E T T H E
S TA N D A R D S
Research repeatedly stresses the importance of
collaboration within school environments and
supports strong links between a sense of cooperative
community and positive effect on schooling.
—Conzemius and O’Neill (2001, p. 67)

15

Definition
Targeting the standards is the process whereby teams of teachers analyse the
data and work either as a team or learning community to design curriculum,
implement appropriate instructional strategies and develop assessments to
meet the standards.
DuFour (2004) describes a professional learning community as a systematic
process in which teachers work together to analyse and improve their
classroom practice. He believes the professional learning community model
focuses on the core mission of education – student learning. Rather than
emphasising what the teacher taught, the emphasis is instead on what the
student learned. DuFour believes that every professional in the building must
engage their colleagues in the ongoing exploration of three crucial questions
that drive the work of those within a professional learning community:
(1) What do we want each student to learn?
(2) How will we know when each student has learned it?
(3) How will we respond when a student experiences difficulty in learning?
(p. 8)
When teachers collaborate to learn the answers to these three critical
questions, they engage in rich conversations that guide their instruction and
their assessment. Teachers analyse the data and target the important standards
that students need and then work collaboratively to design powerful
curriculum units and authentic assessments to help all students succeed.

Rationale
The title of Ernest Hemingway’s novel For Whom the Bell Tolls is from the
theologian John Donne’s 1623 sermon Meditation 17. Part of the sermon
reads, “No man is an island entire of itself; every man is a piece of the
continent, a part of the main . . . any man’s death diminishes me, because I
am involved in mankind, and therefore never send to know for whom the bell
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tolls; it tolls for thee” (Donne, 1623). Donne warned his parishioners to be
concerned about their fellow man and to grieve for any man who dies – not
just friends and relatives. Hemingway used the same theme when he wrote
about the Spanish Civil War in the 1930s and warned how the world’s
apathy could signify bigger problems to come if people ignored the plight of
their fellow man.
Failing students and failing schools may not be as life threatening or dramatic
as war, peace or death. There is, however, a parallel between the traditional
isolation of the classroom teacher and high-stakes testing. It is not enough
for a classroom teacher to walk into their classroom, shut the door and worry
only about the students’ development. It is important for all students in the
school community to do well on their classroom assessments and on state
and national assessments. In today’s world teachers must abandon the island
mentality in a school. Everyone must work together as a community of
learners to ensure no child is left behind. If the special-needs student, the
English-as-a-second-language learner or the at-risk student with behavioural
problems fails the high-stakes test it reflects on the entire school. It is not
appropriate to blame parents, other teachers or the students themselves for
damaging a school’s reputation; it is more important to work together as a
school community to help all teachers and all students succeed. No teacher
or student is an island; every student’s failure diminishes everyone.
In recent years, organisations engaged in professional development and school
reform have started “bringing teachers together to do collectively what they
generally do alone; that is, look at student work and think about students’
performance in the classroom” (Little, Gearhart, Curry & Kafka, 2003,
p. 185). The purpose of these collaborative efforts is to foster teacher learning
which, in turn, fosters student learning. A professional community provides a
spirit of collaboration where teachers work with other teachers, special
education teachers, support staff, curriculum specialists and administrators to
achieve a common goal. Conzemius and O’Neill (2001) believe that “People in
collaborative environments feel appreciated, valued, and respected; the
system brings out the best in them. There is a hard sense of mission and
goals” (p. 67).
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Research
New research is showing that strategic planning done by “planners” before
the school year begins is less effective than planning done by teaching
practitioners throughout the school year. Schmoker (2004) believes most
productive thinking is “continuous and simultaneous with action – that is,
with teaching – as practitioners collaboratively implement, assess and adjust
instruction as it happens. The most productive combinations of thought and
action occur in team-based, short-term experimental cycles” (p. 427). Teachers
who, through short-term trial and error, find ways to improve students’
persuasive writing or use a Venn diagram to help them learn how to compare
and contrast items should celebrate their successes. Schmoker believes that
when teams of teachers work together to achieve these short-term wins in
specific areas where the assessment data show students are struggling, the
chances of attaining continuous improvement are greater.
Educators throughout the world engage in a wide variety of processes to help
improve student achievement. Almost all the processes in today’s age of
accountability involve data. Data are more than just reams of paper stored in
school cabinets. Data lead to self-analysis and effective innovations and
strategies. Schmoker (2001) states, “A rapidly growing number of schools have
made a momentous discovery: when teachers regularly and collaboratively
review assessment data for the purpose of improving practice to reach
measurable achievement goals, something magical happens” (p. 1).

TEAM RESULTS
In order for teachers working in teams to get results, they must:
1. Focus substantially – though not exclusively – on assessing standards.
2. Review simple, readily available achievement data to set a limited number of measurable achievement goals in the lowest-scoring subjects or courses and target
specific standards where achievement is low within that course or subject area.
3. Work regularly and collectively to design, adapt and assess instructional strategies targeted directly at specific standards of low student performance revealed by the assessment data (e.g., “measurement” in maths; “voice” in writing; “sight reading” in music).

Figure 1.1
Schmoker, M., “UP and Away—Lifting Low Performance,” Journal of Staff Development, Spring 2002, Vol 23, No. 2.
Excerpted with permission of the National Staff Development Council, www.nsdc.org, 2005. All rights reserved.
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In addition, Schmoker (2002) has found substantial evidence that desirable
results are virtually inevitable when teachers work in teams to assess standards.
The teams meet to review achievement data and set a limited number of
measurable goals. He recommends teachers focus on one standard, such as
“measurement” in maths or “voice” in writing, to target specific skills. He says
that teams should “work regularly and collectively to design, adapt, and assess
instructional strategies targeted directly at specific standards of low
performance revealed by the assessment data” (p. 11).
Roy (2004b) describes how staff developers during the early 1970s focused on
content. She states they were more concerned with the good presenters and
good programs. The staff developers believed everything would fall into place
provided the right content was selected. However, the Rand Studies published
in 1978 found that many factors other than the content impacted the
effectiveness or sustainability of the projects. The study showed that teacher
involvement was necessary for project success and that even though district
support was essential, neither top-down nor grass-root efforts were sufficient –
collaboration was key. The study also described how the greater the scope of
change, the more time and effort were required. The study authors also
recommended that the “staff may need to reinvent their own process for
implementation – implementation plans cannot be taken off the shelf” (Roy,
2004b, p. 3).
In other words, the process was as important as the content, and few formal
programs developed by others meet all the needs of the district. Roy (2004b)
describes process as the use of data to determine priority goals, the
development of collegiality to support change, the use of a variety of models
and designs to ensure development of knowledge and skills, and the quality
implementation of innovations. As a result of research, classroom coaching is
now considered a necessity, not a frill, if quality implementation is to occur.
Even top performers in sport or in the classroom never outgrow their need for
coaching. What worked in the past or what worked for most students may not
work today with students.
Guastello (2004) believes that parents should also be included in the
community of learners because they are the key motivating dynamic in a child’s
life. Parents must also understand the expectations placed on their child in
terms of learning outcomes and achievement. She cites Walberg’s 1984
research that contends “parent involvement and home factors are more
important for student achievement than are student characteristics,
© 2006 HAWKER BROWNLOW EDUCATION CO0930
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instructional strategies, environmental factors, and increased time in academic
learning” (p. 80). Teachers can help students know the expectations for
quality work; parents can reinforce and support the teachers’ efforts by
helping the students at home.
Roy (2004b, p. 3) discusses the importance of the Results-Based Process that
involves both teacher and student learning. The process begins with three
steps:
(1) Determine what students need to know and be able to do.
(2) Determine what teachers need to know and be able to do.
(3) Plan and design staff development to accomplish the intended results.
By beginning with the end in mind, teachers plan backwards and design the
performance task scenario, the activities, strategies, checklists and rubrics
that show evidence that the students have, in fact, mastered the standard.
Hopefully, they will also attain a deep understanding of the important
concepts embedded in the benchmarks and standards.

RESULTS-BASED PROCESS
What students need to
know and be able to do.

What educators need to
know and be able to do to
ensure student success.

Professional development that
ensures educators acquire
necessary knowledge and skills.

Figure 1.2
Roy, Pat. “The Three Elements of the Standards,” Results, November 2004. Excerpted with permission of the
National Staff Development Council, www.nsdc.org, 2005. All rights reserved.

The Six-Step Process
The first step in the process described in this book involves bringing together
teams of teachers to analyse both the formal data from test scores and the
informal data from diagnostic and classroom assessments. The teachers then
determine what key standards need to be addressed to help their students
succeed. These year-level or content-specific groups of teachers collaborate to
design and implement the curriculum unit, select appropriate instructional
strategies and develop the authentic assessments they will use to help all the
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