
• How do we meet the responsibili-
ties of assessing students with dis-
abilities in programs aligned with
“standards” and the assessment
requirements of federal legisla-
tion?

• How do we ensure that all stu-
dents with disabilities achieve in
the general education curriculum
to the extent possible?

• How do we decide which students
need alternate assessments?

• How do we design effective alter-
nate assessments?

As these new responsibilities, along
with the required paperwork and docu-
mentation, “filter down” to the class-
room level, teachers are becoming
increasingly burdened (Heward, 2000;
“Special Educators Share,” 1999).

Educators must give careful thought
to how schools will include each stu-
dent in state or district educational
assessments. Most students with dis-
abilities will participate in a state or dis-
trict general education assessment, with
individualized modifications and
accommodations, as needed. A smaller
portion of students with disabilities
(those students who cannot participate
in the general assessment, even with
appropriate modifications and accom-
modations) will participate in a state or
district alternate assessment. As noted
by Erickson, Ysseldyke, Thurlow, and
Elliott (1998), students given alternate
assessment typically have severe dis-
abilities.

Teacher Surveys
As one example of the classroom effect
of these new requirements, a statewide
survey mailed to all teachers in

Kentucky who had students in that
state’s alternate assessment program
(Kleinert, Kennedy, & Kearns, 1999)
found that the amount of time required
to complete the alternate assessment
was the most frequently expressed con-
cern. In the open-ended portion of the
survey (in which teachers were invited
to make comments about any aspect of
the alternate assessment), 19 respon-
dents (or 5.7% of the total) reported
that completing portfolios for students
with severe disabilities took time away
from teaching. Yet many teachers with
whom we have worked in this arena
have noted that the issue is not so much
one of finding the time to do this extra
work, but of learning to integrate alter-
nate assessment into the context of
ongoing, daily instruction. 

In a similar statewide survey,
researchers found that the amount of
time outside of class that teachers spent
on student assessment portfolios was
only minimally related to student scores
(Kampfer, Horvath, Kleinert, & Kearns,
2001). A far more powerful predictor of
student scores was the extent to which
the alternate assessment was integrated
into daily instruction, as well as the
extent to which students were actively
involved in the construction of their
own assessment portfolios. 

In fact, by emphasizing the role of
the student in managing and evaluating
his or her own learning, we can teach
valuable skills that are integral to the
broad outcome of self-determination
(Browder & Bambara, 2000; Ezell, Klein,
& Ezell-Powell, 1999). Student self-eval-
uation is also an effective generalization
strategy (Heward, 2000), since students
learn to monitor the critical elements of
their own behavior across settings. This
article will describe some helpful strate-
gies for integrating alternate assess-
ments into the context of ongoing
instruction, and for enabling students to
take a more active role in the construc-
tion and self-evaluation of their own
assessments. These basic approaches
hold not only the promise of relieving a
portion of the burden from overworked
teachers, but of also enhancing the
learning process—and student out-
comes.

Integrating Assessment into
Ongoing Instruction: “All-of-
One-Piece” Planning
Assessment should be an integral facet
of all of our teaching, and the same is
true of developing and integrating alter-
nate assessments for students with
severe disabilities into ongoing class-
room routines. Though the specific
requirements for alternate assessments
vary from state to state, many states are
developing performance-based alternate
assessments that represent a collection
of the student’s best work (National
Center on Educational Outcomes,
2000). These collections of “best work”
(or portfolios) are ideal vehicles for
merging assessment and instruction
(Kleinert & Thurlow, 2001).
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Educators have developed strategies
for embedding assessments into instruc-
tion (Clayton, Burdge, & Kleinert, 2001;
Denham & Lahm, 2001; Kleinert &
Kearns, 2001). The following guidelines
have proven valuable in integrating
alternate assessment and instruction:
1. Relate student individualized edu-

cation program (IEP) objectives to
your state’s learner standards for
all students. Standards-based IEPs
can directly link your daily instruc-
tion to the learner standards that
must be in evidence in both the gen-
eral and alternate assessments. The
U.S. Office of Special Education
(2000) has clarified that state or dis-
trict alternate assessments must be
based on the same learner standards,
or a subset of all those standards,
that are developed for all students.
The IEP is the cornerstone of the pro-

gram for every student with disabilities;
standards-based IEPs allow teachers to
more closely articulate how each stu-
dent will participate in the general cur-
riculum. Moreover, if your state’s alter-
nate assessment, or a portion of that
assessment, is a collection or body of
student work, then standards-based
IEPs are a powerful way of linking ongo-
ing student work to your state’s alter-
nate assessment requirements.
2. Ensure that students are able to

access standards in multiple ways.
As Kearns (2001) has noted, students
with disabilities can participate in
standards-based learning by provid-
ing evidence that they have met the
standards.
• In the same way and content level

as all other students (e.g., com-
pleting all the requirements for an
ecology unit in earth sciences in
the same way as everyone else).

• At the same level, but within an
alternative response format (e.g.,
using American Sign Language to
give a speech on a contemporary
political topic in U.S. history).

• In a modified form or content level
(e.g., learning the definitions of
five, rather than 20, terms relating
to land forms in geography class).

• Participating in a standards-based
instructional activity, but with the
individualized goal of learning a

basic or access skill (e.g., learning
to initiate requests and to follow
two-step directions in the context
of participating in a cooperative
group in social studies).

The point is that teachers can use
these multiple ways of accessing stan-
dards to individualize instruction for
each student.
3. Plan for your state’s alternate

assessment requirements from the
beginning of the school year,
including building in the require-
ment of your state’s alternate
assessment into your ongoing data
collection and IEP monitoring
sheets. For example, if one require-
ment of your state’s alternate assess-
ment is to document that students
can perform targeted skills in multi-
ple environments, perhaps include an
“environments” column in your data
sheet, documenting the environ-
ments in which the student has
demonstrated the skill. If a require-
ment is that students make choices in
the context of their learning, include
choice-making opportunities and stu-
dent responses as an integral aspect
of the data that you collect. 

4. Use student planning, monitoring,
and self-evaluation forms, so that
students can take greater control
of their own learning. Self-monitor-
ing is an important component skill

in the broader, essential outcome of
self-determination; and you can best
teach students this skill in the context
of daily instruction. Structured stu-
dent-reflection sheets enable students
to focus on what they most need to
learn, evaluate how they have done,
and formulate their own plans for
future learning.
Planning, monitoring, and self-evalu-

ation forms are also a key strategy in
enabling students to become more
actively involved in their own alternate
assessments. We provide examples of
these forms in the examples that follow.

A Fourth-Grade Example:
Integrating Assessment and
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The way to ensure that
alternate assessment
provides a vehicle for
learning new skills is
to include students in

the construction,
monitoring, and

evaluation of their own
portfolio work.

Include students in the construction, monitoring, and evaluation of their
own portfolio work.



Instruction into the World of
Animal Adaptations
Amanda is in a fourth-grade general
education classroom. She is verbal,
reads at approximately a primer level,
and is able to copy words from a print-
ed model. Her IEP objectives include
increasing her reading-sight-word vo-
cabulary to 150 words, creating short
phrases or sentences using reference
and source materials, and capitalizing
the beginning word of each sentence. 

Her fourth-grade class is studying
animal adaptations, as a part of a sci-
ence unit. This unit specifically relates
to the state learning standard: “Students
understand how living and nonliving
things change over time and the factors
that influence the changes.” As a part of
this unit, each student has to design an
Animal Adaptations Booklet (see Figure
1). Students use the Internet to research

their assigned animal and to address
specific questions about that animal. To
address Amanda’s IEP objectives, and
for Amanda to demonstrate the state
learning standard, her teacher made the
following adaptations for her participa-
tion:
• Amanda looks up information, using

a teacher-created reference sheet
designed for her approximate reading
level.

• She dictates her sentences using the
information from her reference sheet.

• The teacher scribes these sentences
onto index cards (one word per card)
and then rearranges the words cards;
Amanda then puts the words into cor-
rect order to recreate the sentences
and reads the sentences out loud.

• Amanda writes the sentences herself
with the teacher model removed (her
IEP objective), but with the use of the
reference sheet and a picture-spelling
guide.

• For her actual booklet, Amanda types
the sentences onto separate pages to
create the book. She illustrates each
page by locating representative pic-
tures and gluing them onto each
page; she then practices reading the
book in preparation for her class pres-
entation.
Amanda includes her work on this

project as her required alternate assess-

ment entry in science. Her entry
includes her culminating performance
(e.g., her completed animal book and
an audiotape and photos of her class
presentation). With a peer, Amanda
evaluates her performance with the
rubric her class has designed for this
assignment, the “Awesome Animal
Adaptation Rubric” (Figure 2).

Amanda also includes work samples
from her daily instruction during this
unit (examples of the sentences she
constructed on her own, as evidence of
her progress towards her IEP objective
of writing short sentences and using
proper capitalization), as well as her
completed monitoring and self-evalua-
tion forms (Figure 3). Her monitoring
and evaluation form is completed daily
to help her focus on the most important
elements of her task, including her IEP
objectives, and for her to identify those
areas in which she needs to improve.
This strategy enables Amanda to take
greater ownership for her own learning,
improves her skills at self-evaluation
(an important building block to self-
determination, see Browder & Bambara,
2000), and increases her own role in
developing her alternate assessment. 

As Kampfer et al. (2001) have noted,
students’ active involvement in the con-
struction of their own assessments is a
strong predictor of alternate assessment
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Figure 1:  Class
Assignment:  Animal
Adaptations Activity

Your task is to research a particu-
lar animal to learn about the var-
ious ways it adapts to its environ-
ment. The way an animal’s body
is designed makes it perfect for
the environment in which it lives.
You must include information
about adaptations of

• The way it gets food
• The way it gets water
• The way it protects itself
• The way it travels
• Any other special behaviors

(such as migration, etc.)

You will create a small booklet
with a cover that explains these
adaptations in a neat, colorful,
and interesting way. Then you
will present your booklet to the
class.

Figure 2:  Class Rubric for “Awesome Animal Adaptations”

Note: C.U.P.S. = capitalization, usage, punctuation, and spelling.



scores (much more so than teacher
time). This example also illustrates how
alternate assessment can be linked to
ongoing class instruction—it does not
have to be an add-on requirement that
falls solely on the teacher, but can be
embedded into the student’s daily rou-
tine.

Seventh-Grade Consumer and
Food Science
This middle school example illustrates
how teachers can integrate alternate
assessment activities into both general
class and community-based instruction.
Paul, a student with severe cognitive
and physical disabilities, is in seventh-
grade consumer and food science,
where students are learning basic cook-
ing skills. This unit addresses not only
cooking, but also nutrition and how to
shop for food. The targeted state learn-

ing standards include: “Students
demonstrate the knowledge and skills
they need to remain physically healthy”
and “Students evaluate consumer prod-
ucts and services and make effective
consumer decisions.”

Paul’s IEP objectives include the fol-
lowing:
• Preparing three basic meals inde-

pendently.
• Using a calculator to budget his

money while shopping.
• Making purchases with the “next-dol-

lar” strategy (e.g., paying 6 dollars
and “one more dollar for cents” for an
item that costs $6.62).

• Increasing functional sight-word
vocabulary to 200 words.

• Working appropriately in small
groups for up to 50 minutes.
At the beginning of each week, Paul

meets with his assigned cooperative

group to develop a menu for the meal
that they will prepare on Friday. Paul
uses the menu planning sheet (Figure 4)
to record the group’s choices. Paul is
also an active participant in that discus-
sion.

A peer assists Paul if he is unsure of
the spelling of any of the words on his
list. Paul then works with a peer to
determine a grocery list for their meal
(first, they check the kitchen to see
what they already have before they
write it on their list). Paul copies his
grocery list onto an index card, for easy
reference in the store. Each day in class,
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By emphasizing the
role of the student in

managing and
evaluating his or her
own learning, we can
teach valuable skills

that are integral to the
broad outcome of self-

determination.

Figure 3:  Amanda’s Self-Evaluation and 
Monitoring Sheet for This Unit

Animal Adaptation Checklist
When finished, check off each one you did.

Getting information
___  Read words carefully  
___  Remember what the words tell about
___  Find the answers to the questions

Write sentences
___  Say your sentence first 
___  Put words written for you in correct order
___  Write everything you say
___  Use a spelling book to help write words

Make good choices
___  Use describing words
___  Draw or use good pictures
___  Choose if you are going to write or type

Making it neat
___  Write or type neatly
___  Use capital letters to start a sentence
___  End sentences with period
___  Spell all words correctly

Working in class
___  Listen to teacher
___  Work quietly
___  Work with friend or in group

Take a highlighter and highlight the things you did not do.  Next time you
start, be sure to work on those.

Figure 4:  Menu Planner

Make a list of what you want to
cook for your class meal.

Main Dish

Vegetable

Dessert

Drink



he practices reading his words from the
list, with assistance from a peer.

The collaborating special education
teacher in this program takes responsi-
bility for the community-based compo-
nent of this unit. Each week, a group of
three students purchase the items for
the class’s cooking activity. Because
Paul has several IEP objectives that
require systematic, direct instruction in
community-based settings, his weekly
schedule includes community-based
instruction (CBI). The other students in
the class rotate through this experience.
While Paul is working directly on using
a calculator to budget his money, mak-
ing purchases with the next-dollar strat-
egy, and reading his grocery words to
find his items, other students are also
learning some of these same practical
life skills. The teacher also uses this
activity as an opportunity to teach all of
the students the importance of staying
within budget and shopping compara-
tively (see Kleinert, Guiltinan, & Sims,
1988, for a teaching strategy designed to
enable students with severe cognitive
disabilities to shop comparatively, as
well). 

As a part of this activity, Paul is
learning to both plan his shopping (a
critical survival skill) and to evaluate
his performance after he completes his
shopping. Figures 5 and 6 illustrate the
forms he uses for planning and for eval-
uating his performance. The final por-
tion of this unit is the cooking itself; and
the students, who do this as a coopera-
tive group, rate their overall perform-
ance together.

As a part of his Practical Living alter-
nate-assessment entry, Paul includes his
menu-planning forms; his shopping
planning and evaluation forms; his
group’s weekly assessment of their own
cooking; and the instructional data on
calculator use, next-dollar strategy, and
grocery sight-word reading vocabulary
words collected by his teacher. Not only
was this alternate assessment entry
directly embedded into ongoing instruc-
tion in both school and community set-
tings, but Paul was actively involved
throughout in helping to choose the
menu items for shopping and cooking
and for planning and evaluating his daily
performances. The evidence that he and
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Figure 5: Grocery Shopping Planning Sheet

Name: ______________________________    Date:_________________

Where do you plan on shopping for your groceries?

Save-A-Lot Foodworld Durham’s

Does your grocery store have a sales bill for an advertisement?

YES NO

Can you find your food items in the sales bill?

YES NO

Cut out the items that you can find in the sales bill and paste them on this
sheet.

Make a shopping list for your choices that you have selected.

Do you have your $$money$$ ?

YES NO

How much is your budget? $ .

Do you have your calculator?

YES NO

Figure 6:  Grocery Shopping Evaluation

Name: ___________________________________   Date:________________

Now that you went grocery shopping, how did you do (CIRCLE ONE):

Finding Your Items:
I did great; I found everything on my list.
I did OK; I needed to ask some questions.
I had trouble with everything that I did.

Using Your Calculator:
Perfect, no mistakes, and I had enough money.
I made one mistake, but did OK.
I messed up and didn’t have enough money when I checked out.

Paying for Your Items:
Perfect, I gave the right amount and waited for my change.
The cashier helped me a little, but I had enough money.
I did not have enough money to pay for everything.

Next Time I Need to Work On:
Using my calculator
Reading my list carefully and finding all of my items
Paying for my items



his teacher have collected demonstrates
how he has achieved both his IEP goals
and the state learner standards for main-
taining physical health and making effec-
tive economic decisions.

A Middle School Math Example
Derek is 12 years old and in sixth grade.
His teacher developed his alternate
assessment entry in math as part of his
participation in his state’s comprehen-
sive assessment program. The state
learning standard that he addressed in
his entry was taken from the
Mathematics Framework in the area of
Number Sense, involving the use of
computation and estimation to solve
real-life problems. Derek’s goal was
individualized for his learning and is
stated as follows on his portfolio entry
cover sheet: “Derek will independently
identify the appropriate mathematical
operation to perform (addition or sub-
traction) in 4 out of 5 math problems.”

Derek works on this objective daily
in class through a variety of activities,
including worksheets adapted to his
skill level and cooperative learning
activities in which students are given
high-interest problems to construct and
solve. One recent problem was to con-
duct a survey of how each student in his
middle school would have voted in the
2000 Presidential Election and to com-
pare those results to the state and
national results.

Derek’s alternate-assessment entry
includes completed worksheets, his per-
formance data that he himself charted,
his journal entry reflecting on his per-
formance, and his self-evaluation and
self-monitoring sheet. He also enclosed
a video of himself actually solving the
problems, in which he verbally
described his reasoning in applying the
correct operation and the steps he used
in performing that operation. Figure 7
presents the step-by-step problem-solv-
ing chart in which Derek calculated the
election results; he also rated how inde-
pendently he performed each step
according to the following key:
• Independent—I did it myself.
• Verbal—I was given a direction.
• Gestural—The teacher pointed to

what I needed to do.

• Model—The teacher showed me how
to do it.

• Physical—The teacher did it for me.
As Figure 7 shows, Derek performed

each of the steps for this problem with-
out assistance. In addition, his self-mon-
itoring and evaluation sheet enabled
him to graph his daily accuracy in solv-
ing problems (expressed as “percent
correct”), and to identify any steps in
which he was having difficulty. The
problem on the elections (and many of
the word problems that Derek has
solved this year) was related to the con-
tent of his curriculum and was devel-
oped with his input by highlighting top-
ics of interest to him. Derek has solved
these math problems by generalizing his
learning with the help of classmates and
teachers in a variety of settings (cafete-
ria, community, office, classroom, etc.),
each of which is noted on the top of a
daily worksheet. Derek’s performance
of real-life problems across multiple set-

tings provides documentation of the
“Generalized Performance” requirement
of his state’s alternate assessment. 

Figure 8 presents Derek’s own jour-
nal reflection on his math performance.
Derek initiated both the math activity
and the reflection of his own perform-
ance, completing his own data sheets
independently. In fact, Derek’s depend-
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Students’ active
involvement in the
construction of their
own assessments is a
strong predictor of

alternate assessment
scores (much more so
than teacher time).

Figure 7: Derek’s Monitoring and Self-Evaluation Sheet



ency on prompts has decreased signifi-
cantly since the implementation of the
alternate assessment. His teacher has
noted that Derek’s math portfolio entry
is but one example highlighting his
achievement in school, his connection
to his own learning, and the important
educational opportunity that alternate
assessment has given him. Finally,
though Derek attended a self-contained
classroom for math, his increasing inde-
pendence and motivation have enabled
him to participate in other general edu-
cation classes as the year has pro-
gressed. Like the previous examples for
Amanda and Paul, Derek’s portfolio
entry documented his progress on both
his individualized learning goal and the
state standard identified for all students.

Although Derek’s entry included
hard (paper) copies of each product, as
well as a videotape of his performance,
many districts (and even whole states)

are experimenting with the use of mul-
timedia, electronic portfolios. In such
multimedia products, students can fully
integrate all worksheets, instructional
program data, and student-generated
graphs, student reflections, and audio
and video clips. [See Denham, Bennett,
Edyburn, Lahm, & Kleinert (2001) for a
description of this emerging technology
that enables students to take even
greater control and responsibility for
documenting their own learning.]
Moreover, the use of electronic portfo-
lios in alternate assessment has the fur-
ther benefit of directly increasing stu-
dent skills in the important area of com-
puter applications. As Denham et al.
discussed, this technology can enhance
computer and literacy skills for even
students with severe disabilities.

Final Thoughts
IDEA ’97 has created both significant
promises and challenges for educators
and students. We have found that the
key to enabling students to do well on
alternate assessments is to address your
state or district assessment requirements,
as much as possible, in the context of
daily routines and instruction. We have
also found that the way to ensure that
alternate assessment provides a vehicle

for learning new skills is to include stu-
dents in the construction, monitoring,
and evaluation of their own portfolio
work. Not only will this process reduce
the burden on teachers, but students will
have greater ownership of their own
learning, as they develop important com-
ponent skills to the essential, long-term
outcome of self-determination.
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Figure 8: Derek’s Journal Entry

With IDEA ‘97 has
come a focus on out-
comes and learing

results for all students
with disabilities.
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