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Preface 

In a recent interview about the war in Ukraine and the future of democracy, the historian 
Timothy Snyder proclaimed: "The fact that we [in the United States] have a democracy at all is 
kind of remarkable."[I] This statement serves as a reminder of the perils that democratic 
governments and societies have faced over time. In past moments – the period of the Civil 
War and Reconstruction, as well as the two world wars of the past century come to mind – the 
future of American democracy, and democracy itself, was far from a foregone conclusion. 
Democracy is more fragile, and more dependent on the continued choices we need to make 
individually and collectively, than many presume. Among other things, democracy is 
contingent upon the active participation of citizens and a citizenry educated in knowledge of 
government and history as well as the skills of deliberation, cooperation, and inquiry.
Improving the Measurement of Civic Learning explores how well we are preparing our students 
to become well-informed, productively engaged citizens, and the role that assessments, 
particularly large-scale assessments, can play in improving the conceptualization and 
measurement of civic learning for our nation's students. 

The first part of the report focuses on data from the Nation's Report Card and explores eighth 
grade student performance on the National Assessment of Educational Progress (NAEP) civics 
and U.S. history assessments. While journalists and researchers often cite that U.S. students 
(and adults) lack knowledge about how our government functions or key aspects of the 
nation's past, authors of this report assert that this is perhaps not the sole—or even the 
fundamental—concern. The percentages of students that perform below the NAEP Proficient
level—75 percent of students fall below this level in civics and 85 percent in U.S. history—is 
undoubtably alarming. These data highlight that many of the nation's students are struggling 
to understand and apply knowledge and skills in civics and U.S. history. They also expose the 
extent to which our educational institutions and policy makers have consistently failed to 
prioritize teaching and learning in these subjects. Despite a frequent lament that students and 
young adults do not have the critical thinking and problem skills they need, we continue to 
devalue learning in some of the very domains where such skills are acquired and honed. The 
skills embedded in civics and U.S. history—the ability to evaluate critically texts of all kinds, to 
engage in civil deliberation with others, to understand other perspectives and grasp the 
process of change over time in our society and democracy—are skills we must explicitly teach 
students and are generally taught through a disciplinary lens.[II] As the report asserts, we need 
to align standards, curriculum, and assessment frameworks to target the teaching and 
learning of these critical thinking and deliberative skills so that our students are learning core 
competencies they need to fully participate in our democracy. 

In contextualizing the performance results, the report authors also reflect on the fundamental 
role that literacy plays in acquiring and demonstrating proficiency in disciplinary domains 
such as civics and U.S. history. Large-scale assessment results from NAEP, the Programme for 
International Student Assessment (PISA), and the Programme for the International Assessment
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of Adult Competencies (PIAAC) reveal that too many of our nation's middle and high school 
students and young adults do not demonstrate the levels of literacy necessary to perform 
tasks that involve critical reading and evaluation of printed or digital texts.[III] It may be of little 
surprise then that a large proportion of eighth graders struggle to demonstrate they are at the 
NAEP Proficient level in civics and U.S history. As others have argued,[IV] higher order skills such 
as critical thinking, problem solving, and evaluation of text and nontext sources are built upon 
foundational literacy skills and tied to content knowledge: if students struggle to read, they 
will likely find it challenging to acquire higher order skills in domains such as civics and U.S. 
history. 

Policy makers, educators, and the public in general will appreciate that the report offers a 
nuanced view of the 2018 NAEP data—the only source of data on students' knowledge and 
skills in civics and U.S. history based on a nationally representative sample. The authors use a 
regression analysis to explore the role that demographic factors, socioeconomic status (SES), 
what is often referred to as opportunity to learn (OTL; in this study, is defined as teacher 
preparation and classroom practices), and students' dispositions play in achievement 
outcomes. The analyses here reveal that SES and demographic factors such as race and 
English language learning status—which are complexly entangled—account for approximately 
30 percent of the variance in students' scores on the 2018 civics and U.S. history assessments. 
Adding OTL factors as currently measured by NAEP into the regression model resulted in only 
incremental increases in explained variance in scores. This suggests that issues of equity that 
impact students outside of school, the SES of their families and neighborhoods, for example, 
continue to exert a critical influence on the quality of education students receive. In addition, 
the results indicate that part of the reason students struggle to acquire the knowledge and 
skills they need to be more proficient in these areas may be due to lack of adequate training 
and preparation of teachers. If we see civic learning as only knowledge acquisition and neglect 
the core critical thinking skills that are embedded in this domain, then we will not adequately 
train our teachers to impart these higher order skills, and students will struggle to learn them. 

The second part of the report digs even deeper into how we can better conceptualize and 
measure civic participatory skills and historical thinking skills alongside core knowledge about 
our government and history. In this section of the report, the authors discuss recent work to 
define civic participatory and historical thinking skills more clearly, and the implications this 
has for improving assessments. As just one example, the authors not only describe a skill such 
as "historical causation" as the "ability to identify, analyze, and evaluate multiple cause-and-
effect relationships in a historical context, distinguishing between the long-term and 
proximate," they go further to provide concrete examples of tasks and questions that target 
the measurement of this skill. What the authors demonstrate here is something that those in 
the assessment community—and educators on the ground—know very well: the more 
complex the skill or knowledge we wish to impart, the harder it is to measure that skill. The 
description of new task-types and sample tasks provide tangible examples for educators and 
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educational policy makers concerned with a renewed, rigorous focus on improving the 
teaching of core skills in civic learning and integrating these with the acquisition of knowledge 
in these domains. 

Given the importance of NAEP as the only comparable monitor of student progress across the 
nation in civics and U.S. history, as well as the critical role that a well-designed assessment can 
play in the learning process, the intention expressed here to improve the measurement of 
NAEP in these areas is both timely and essential. The underlying message of the report is 
clear: To strengthen our democracy and civil society, we need to rethink how we educate our 
children and how we prioritize critical thinking both in and outside of the classroom. 

Madeline Goodman and Irwin Kirsch 
Center for Research on Human Capital and Education 
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Introduction 

The association between education and democracy, alluded to in the statement by political 
theorist Amy Guttman, dates as far back as Greece circa the 5th century BCE. While Greek 
society and political institutions were by no means perfect models of democracy, the Greeks 
forged a critical, enduring link between democratic, civil society and the need to inculcate 
democratic values through education. In the United States, the idea that the schools should 
serve as the training ground of democracy extends back to the nation's founding and the 
beginnings of public schooling in the antebellum period. Among the many, often conflicting, 
goals of public education have been the strengthening of democracy and the training of youth 
to take on the responsibilities of citizenship.2  Focus on this goal has waxed and waned over 
the years, frequently rising to prominence during periods of domestic turmoil, such as in the 
post-civil war period, and often spilling over from the confines of the education community 
into a broader public discourse. Calls for a renewed commitment to civic education have come 
at a steady pace since the 1983 release of A Nation at Risk, a report aimed at the highest levels 
of government claiming that too many Americans lacked the skills and motivation to sustain 
democracy. Authors of the report posited that "for our country to function, citizens must be 
able to reach some common understandings on complex issues, often on short notice and on 
the basis of conflicting or incomplete evidence. Education helps form these common 
understandings."3  This emphasis was followed over the years by the periodic release of civics 
standards, curriculum frameworks, re-conceptualizations of the domain, and renewed calls for 
action, the latter of which suggests that despite a great deal of effort by many educators, 
scholars, and philanthropic organizations concerned with preserving democracy, the warnings 
went largely unheeded by the nation's education policymakers.4 

The purpose of this report is to advance the discussion of how we understand civic learning 
and the role large-scale assessments can and should play in this process. The intention is to 
provide policy makers, educators, and those interested in civic learning with insights into what 
current large-scale, national data on student outcomes in civics and U.S. history tell us about 
students' knowledge and skills. In addition, the report explores a body of work that seeks to 
improve the measurement of core skills and competencies embodied in civic learning by 

Liberty, opportunity, and mutual respect are not self-evident or self-
perpetuating. They must be carefully taught or else opposing 
values—authoritarianism, plutocracy, intolerance, bigotry, and 
hatred—will dominate our societies.1 

—Amy Guttman 
President Emeritus, University of Pennsylvania 

“ 

” 
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applying advancements in measurement and learning sciences to the domains of civics and 
U.S. history. We relied on current efforts to improve civic learning by defining this domain as 
one with several, interrelated competencies that range from a knowledge and understanding 
of history and government to the ability to apply critical thinking and inquiry skills to that 
knowledge.5  It is clear from recent initiatives in civic learning that both instruction and 
assessment must go well beyond the rote learning of isolated facts about U.S. history and how 
our government functions to include the development of critical thinking, reasoning, and 
participatory skills in order to raise the level of civic discourse and meaningful engagement in 
our democracy.6  The paper explores these themes by (1) setting a context for why a more 
comprehensive understanding of critical thinking skills forms a central component of civics 
and U.S. history and deepening our understanding of what it means to be "literate" in these 
domains; (2) investigating the 2018 grade 8 data from the National Assessment of Educational 
Progress (NAEP) in civics and U.S. history regarding what eighth graders know and can do and 
how student performance is associated with demographic, socioeconomic status (SES), 
opportunity to learn (OTL) factors, and students' attitudes toward these subject areas; and (3)
exploring how large-scale assessment can be designed to measure more effectively the skills 
critical to civic understanding and engagement. Finally, we will discuss the implications of 
designing assessments that provide better data that can improve civic learning. 

Following the example of many educators and scholars in the field, we use the term "civic 
learning" rather than the more standard "civic education" to acknowledge the broad range of 
practices and activities that comprise effective education for democracy and the fact that 
some of these activities take place outside the classroom through forms of service learning, 
extracurricular activities, civic action, and other types of community engagement. We use the 
term in full recognition that, in general, the farther students move from classroom learning to 
civic action, the more challenging it becomes to assess their skills and abilities using 
traditional approaches to educational measurement, particularly in the context of a large-
scale assessment.7 

This report also deliberately and explicitly includes history as a cornerstone of civic learning. 
There is a diversity of opinion on the role of history in civic learning, ranging from the belief 
that learning civics requires a thorough study of history to one in which history plays a 
relatively minor supporting role to political science, current affairs, and civic action. The 
reasoning in support of history's importance is persuasive, however. As the authors of a 
recent National Academy of Education report noted, "Civic reasoning and discourse inevitably 
involve how members of a society see themselves, and are also inevitably related to 
understanding our history as a nation, and what that history reveals about the who and what 
of the United States."8  Although principles related to civic participatory skills such as 
improved communication, conflict management, problem-solving, and reasoning can be 
learned and supported by many subject areas , the knowledge and skills gained through the 
study of history are central. There is a shared concern with a base of knowledge about how 
our constitutional democracy was established and changed over time in response to political, 
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social, economic, and technological forces. In addition, history is a discipline focused on 
inquiry, on how we know what we know about the past. Key skills that are part of the domain 
of history—what we term here historical thinking skills—include understanding change over 
time, comprehending the role of bias and perspective, reading and critically evaluating 
historical sources, and synthesizing information and formulating arguments. Many of these 
inquiry skills are also central to the exercise of civic learning, as underscored in recent 
frameworks.9  One might go so far as to suggest that the skill of perspective taking or even the 
empathy we develop through the study of history can have a significant positive impact on the 
quality of our civic discourse, as aspects of these skills are often incorporated into broad 
definitions of social and emotional learning competencies seen as central to civic learning.10 

Noting "civic and political dysfunction" in the United States, it makes sense that the recently 
released Roadmap to Educating for American Democracy calls for "achieving excellence in 
history and civic education in support of civic strength."11 

Civic Learning and Literacy 

As James Pellegrino, Louis DiBello, and Susan Goldman have pointed out in their research, 
recent calls for new standards and assessments in various disciplines proceed with an 
understanding that "knowledge in the form of memorized facts and rote procedures is 
inadequate to support flexible, creative, and innovative problem solving…"12  These scholars 
are in fact pointing to a broader understanding of literacy that is particularly relevant to the 
discussion of subject area knowledge in such domains as history, civics, and the sciences. Part 
of the challenge of measuring students' knowledge and skills in these domains is that the 
domains themselves are strongly influenced by the ability to read and decipher textual 
information. Courts around the country have recently heard arguments and weighed in 
regarding the strong tie between literacy, public education, and democratic citizenship.13  As a 
Michigan court succinctly claimed in a recent ruling: "without the literacy provided by a basic 
minimum education, it is impossible to participate in our democracy."14 

The ability to decode and comprehend texts, that is, to exhibit essential literacy skills, is 
inextricably tied to other higher order skills associated with domain-specific literacy in civics 
and U.S. history and with the kinds of skills and knowledge we want our students to possess 
as they move through the K-12 educational system and beyond.15  Yet it is important to 
underscore that the need for literacy extends beyond deciphering text-based material. For 
example, students learning civics and U.S. history should be able to decode meaning from 
myriad non text-based sources, such as video, newsreels, audio interviews, music, 
photography, maps, and compilations of data, to name just a few. Admittedly, the capacity to 
do so may be tied to literacy or "reading" skills, but the extent to which the one informs the 
other is difficult to distill and measure. The cross-subject NAEP Proficient achievement level is 
described as performance that demonstrates "solid academic performance… [and] 
competency over challenging subject matter."16  To the extent that this performance involves 
the use of higher order skills in civics and U.S. history, such as problem-solving, critical 
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thinking and the ability to evaluate sources and arguments, we need to acknowledge how 
these are built upon—and extensions of—essential literacy skills.17  We must also appreciate 
their domain-specific qualities; one does not think critically or solve problems about nothing. 
Thinking critically requires one to apply skills (some of which may be domain-specific) to a 
body of knowledge.18  As scholars have noted, domains of knowledge embody epistemic 
beliefs about how particular knowledge is constructed. In their research, Goldman and 
colleagues see epistemology as "providing purpose and motivation to the ways in which 
inquiry was conducted, the reasoning principles that were invoked; and the forms in which 
information was represented, expressed, examined, and critiqued, and negotiated in and 
through oral and written discourse and language structures."19 

The implications of acknowledging the domain-specific nature of knowledge and literacy in 
terms of the present report are twofold. First, the performance of students on large scale 
assessments of civic and U.S. history may in part reflect low levels of basic literacy skills in our 
students and the interconnectedness of domain knowledge and use of higher order skills. To 
better inform educational practice, large-scale assessments in these domains may need to do 
more to measure students' capabilities at the lower end of the performance distribution to 
help disentangle whether and how low levels of foundational literacy skills impede the ability 
of students to demonstrate higher order skills. Second, standardized summative assessments 
can likely improve their ability to measure discipline-based higher order inquiry skills in civics 
and U.S. history. Any such improvement will align assessments with how experts in the field 
currently conceptualize these domains. Later sections of this paper will explore how we can 
enhance the measurement of participatory and critical thinking skills in civics and U.S. history 
and will discuss the interconnectedness of knowledge and skills in civics and U.S. history. 

NAEP 2018 Grade 8 Civics and U.S. History Results 

Rare is the popular or scholarly work about the current state of our constitutional democracy 
that does not use NAEP results to argue that our students are ill prepared in terms of their 
knowledge and skills in civics and U.S. history. For example, NAEP data frequently provides the 
evidence for claims, such as those made in a recent National Academy of Education report on 
civic reasoning and discourse, that we need to better "prepare a new generation of young 
people to take up the mantle of democratic participation and decision making."20  These large 
scale national assessments have come to play an important role in the debate about whether 
our students are acquiring the knowledge and skills they need to actively participate in our 
democracy. 

NAEP civics and U.S. history data is collected every four years at the national level and 
provides the only assessment of these domains based on a nationally representative sample 
of students. In 2018, approximately 13,400 eighth graders from 780 schools took the civics 
assessment and 16,400 eighth graders from 780 schools took the U.S. history assessment. The 
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assessments are written to frameworks developed in the early-to-mid 1990s. From 1994 to 
2010 in U.S. history and 1998 to 2010 in civics, assessments were given at grades 4, 8, and 12. 
From 2010 forward, the assessments have been given only at grade 8. 

Some additional information about the NAEP assessments may be helpful for readers. NAEP is 
designed to provide results on the performance of student groups (e.g., gender, race/ethnicity, 
eligibility status for the National School Lunch Program [NSLP]), as well as to allow for group 
comparisons over time; it is not designed to provide individual student scores.21  The 
assessments use selected-response and constructed-response questions to measure student 
performance. In 2018, the civics and U.S. history assessments transitioned from paper-and-
pencil format to a digital format; however statistical linking analyses were performed to allow 
for trend comparison across assessment modes.22  In addition to gathering information on 
students' cognitive skills in these subjects, data are collected from student, teacher, and 
school administrator responses to survey questions about learning attitudes, classroom 
practices, and school environments. NAEP teacher and school data, used in the regression 
analyses reported here, are linked to students who took the NAEP assessment in the 
respective subject area: therefore, it is possible to discuss self-reported teacher training and 
classroom activities in relation to student group level performance on the NAEP civics and U.S. 
history assessments. 

This section will explore student performance in civics and U.S. history by looking at 
descriptive data regarding overall score trends, trends for the NAEP achievement-level results, 
as well as score gaps among some student groups (e.g., racial/ethnic groups, gender, SES 
indicators). Next, we will provide results and discussion around a series of regression analyses 
to explore how factors related to demography, SES, OTL, and student attitudes are associated 
with performance in NAEP civics and U.S. history. As educational researchers have repeatedly 
claimed, the decentralized nature of education in the United States results in an uneven 
distribution of quality education.23  Moreover, factors related to SES (often confounded by 
race, ethnicity, language, and geography) powerfully shape students' experiences in ways that 
differentially affect student achievement outcomes.24  The analyses here attempts to tease 
out from the only nationally representative sample of data on students' knowledge, skills, and 
practices how issues related to equity and opportunity to learn are associated—albeit in 
complex ways—to student outcomes in civics and U.S. history.25 

Performance on NAEP is measured using two metrics: (1) an average scale score on either a 
0–500 (U.S. history) or 0–300 (civics) scale;26  and (2) a percentage of students performing at 
three achievement levels: NAEP Basic, NAEP Proficient, and NAEP Advanced. While below NAEP 
Basic is not an official achievement level, NAEP does report the percentage of students falling 
below that level. NAEP achievement levels, set by the National Assessment Governing Board, 
are essentially bands of performance on the subject scale determined by the collective 
judgments of a broadly representative panel of teachers, educators, and members of the 
general public. NAEP achievement levels are not intended to correspond to grade levels.27
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That is, performing at the NAEP Proficient level does not denote performance at grade level 
and performance at the NAEP Basic level does not denote performance below grade level. In 
the discussion below, any mention of differences in scores or percentages are based on 
statistical significance set at the .05 level, with appropriate adjustments for multiple 
comparisons. 

In a broad sense, across all subject areas assessed by NAEP, students who perform at the 
NAEP Basic level demonstrate partial mastery of skills, while those at the NAEP Proficient level 
demonstrate "solid academic performance…[and] competency over challenging matter, 
including subject matter knowledge, application of such knowledge to real-world situations, 
and analytical skills appropriate to the subject matter."28  In civics, students performing at the 
NAEP Proficient level should, among other things, understand and be able to explain the 
purposes that government serves, have a good understanding of the difference between 
government and civil society, recognize the distinction between American ideals and reality, 
explain ways that citizens can influence the government, and give simple interpretations of 
information from non text sources. Students performing at this level in U.S. history should be 
able to explain the significance of people, places, events, ideas, and documents; recognize the 
connection between people and events within historical contexts; and understand and be able 
to explain the opportunities, perspectives, and challenges associated with a diverse cultural 
population. In addition, they should incorporate geographic, economic, social, and political 
considerations in their understanding of events and be able to communicate ideas about 
historical themes while citing evidence from primary and secondary sources to support their 
conclusions. In other words, students who perform at the NAEP Proficient level demonstrate an 
ability to use higher order thinking skills (analysis, evaluation, interpretation) in relation to 
content in civics and U.S. history, while those performing at the NAEP Basic level or below will 
likely struggle to demonstrate the kinds of skills associated with higher order thinking in these 
domains.29  For a detailed description of NAEP achievement levels in civics and U.S. history, 
see Appendices A and B. 
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Figure 1: Overall NAEP Scale Score Trend in Eighth Grade Civics and U.S. 
History 

graph details The civics graph displays scale scores for assessment years from 1998 to 2018. The Y axis presents scale scores in intervals of 10 from 0 to 300, with axis breaks between 0 and 130 and between 220 and 300. The mean score in 1998 was 150. The mean score in 2006 was 150. The mean score in 2010 was 151. The mean score in 2014 was 154, and the mean score in 2018 was 153. The 1998 and 2006 scores were significantly different statistically from the score in 2018. The scale scores for all years were above the NAEP Basic cut score but below the NAEP Proficient cut score. The U.S. history graph displays scale scores for assessment years from 1994 to 2018. The Y axis presents scale scores in intervals of 10 from 0 to 500, with axis breaks between 0 and 240 and between 330 and 500. The mean score in 1994 was 259. The mean score in 2001 was 262. The mean score in 2006 was 263. The mean score in 2010 was 266. The mean score in 2014 was 267, and the mean score in 2018 was 263. The scores in 1994, in 2001 for the student sample that included accommodations for special needs, and in 2010 and 2014 were significantly different statistically from the score in 2018. The scale scores for all years were above the NAEP Basic cut score but below the NAEP Proficient cut score. 
* Significantly different (p < .05) from 2018. 

Note: The NAEP civics scale ranges from 0 to 300 and the U.S. history scale ranges from 0 to 500. Not all 
apparent differences between estimates are statistically significant. 

Source: U.S. Department of Education, Institute of Education Sciences, National Center for Education 
Statistics, National Assessment of Educational Progress (NAEP), various years, 1998–2018 Civics 
Assessments and 1994–2018 U.S. History Assessments. 
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Figure 2: Trend in Eighth Grade NAEP Civics and U.S. History Achievement 
Level Results 

graph details The first stacked bar graph shows the percentage of eighth graders at each NAEP achievement level in civics for five assessment years. The data in the graph are as follows: 2018. Below NAEP Basic, 27%; NAEP Basic, 49%; NAEP Proficient, 21%; NAEP Advanced, 2%. 2014. Below NAEP Basic, 26%; NAEP Basic, 51%; NAEP Proficient, 22%; NAEP Advanced, 2%. 2010. Below NAEP Basic, 28%; NAEP Basic, 50%; NAEP Proficient, 21%; NAEP Advanced, 1%*. 2006. Below NAEP Basic, 30%; NAEP Basic, 48%; NAEP Proficient, 20%; NAEP Advanced, 2%. 1998. Below NAEP Basic, 30%*; NAEP Basic, 48%; NAEP Proficient, 21%; NAEP Advanced, 2%. The second stacked bar graph shows the percentage of eighth graders at each NAEP achievement level in U.S. history for six assessment years. Two sets of results are reported for 2001, one for the student sample that was allowed accommodations and the other for the sample that did not receive accommodations. The data in the graph are as follows: 2018. Below NAEP Basic, 34%; NAEP Basic, 50%; NAEP Proficient, 14%; NAEP Advanced, 1%. 2014. 2014. Below NAEP Basic, 29%*; NAEP Basic, 53%*; NAEP Proficient, 17%*; NAEP Advanced, 1%. 2010. Below NAEP Basic, 31%*; NAEP Basic, 52%; NAEP Proficient, 16%; NAEP Advanced, 1%. 2006. Below NAEP Basic, 35%; NAEP Basic, 49%; NAEP Proficient, 15%; NAEP Advanced, 1%. 2001. Accommodations permitted. Below NAEP Basic, 38%*; NAEP Basic, 46%*; NAEP Proficient, 14%; NAEP Advanced, 1%. 2001. Accommodations not permitted. Below NAEP Basic, 38%; NAEP Basic, 46%; NAEP Proficient, 15%; NAEP Advanced, 2%. 1994. Below NAEP Basic, 39%*; NAEP Basic, 48%*; NAEP Proficient, 15%; NAEP Advanced, 1%. 
¹ Accommodations not permitted. 

* Significantly different (p < .05) from 2018. 

Note: NAEP achievement levels are to be used on a trial basis and should be interpreted and used with 
caution. 

Source: U.S. Department of Education, Institute of Education Sciences, National Center for Education 
Statistics, National Assessment of Educational Progress (NAEP), various years, 1998–2018 Civics 
Assessments and 1994–2018 U.S. History Assessments. 

Data from the 2018 civics assessment in Figure 1 show that the average score for eighth 
graders nationally remained virtually unchanged from the previous assessment year (2014) 
but was higher than in the first year the assessment was administered (1998). In U.S. history, 
the average score decreased by four points compared to 2014 but was higher than in the first 
assessment year (1994). In 2018, 76 percent of students performed below the NAEP Proficient 
level in civics (49 percent performed at the NAEP Basic level and 27 percent performed below 
the NAEP Basic level), and there was no statistically significant change in this percentage 
compared to any of the other years the assessment was administered (see Figure 2). In U.S. 
history, 85 percent of eighth graders performed below the NAEP Proficient level (50 percent 
performed at the NAEP Basic level and 34 percent below the NAEP Basic level). While the 
percentage of students performing at or above the NAEP Proficient level in 2018 decreased 
compared to the previous assessment year (2014), there was no significant change in the 
percentage of students at this level compared to 1994 for U.S. history. 
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While not shown here, gaps in performance among select student groups have been 
persistent over time in both subjects across key demographic variables (e.g., race/ethnicity) as 
well as SES variables (parental education and NSLP eligibility are the main SES-related 
variables highlighted in initial release reports from the National Center for Education Statistics 
[NCES]).30  While score gap sizes are not directly comparable across NAEP subjects, it should 
be noted that gaps in performance between racial/ethnic and SES groups are observed in 
every subject area and grade level and likely reflect broad equity concerns that are not 
subject-specific. As many scholars have recognized, because race/ethnicity is intrinsically tied 
to SES in the United States, it is likely that performance results by race reflect differences in 
access to opportunity in terms of school quality, neighborhood stability and safety, and 
availability of home and school resources that support learning for some racial/ethnic groups 
vis-à-vis others.31  One notable change in such gaps over time occurred in civics, where, 
compared to 1998, the White–Hispanic student score gap narrowed, in large part due to 
greater increases in the performance of Hispanic vs. White eighth grade students.32 

Nonetheless, sizable gaps among racial/ethnic and SES groups remain in both subjects. 

There is a need to gain a more nuanced understanding of the results than can be attained by 
the aggregated data alone. A fuller understanding of the issue would use available contextual 
information based on student, teacher, and school reports to interpret the aggregate results. 
The next section addresses this issue. 

Analyses of Factors Related to Performance 

As many scholars and policy makers have pointed out, advancing teaching and learning in 
civics and U.S. history involves not only improving content instruction and assessment but 
attending to key equity concerns.33  Variations in access to quality education in civic learning 
have—not surprisingly—been identified as being associated with factors related to access to 
quality schools, such as living in a high-income neighborhood and attending a school with 
more resources.34  This dictates that we examine available data to help us understand what 
groups of students know and can do, but also how student achievement is associated with 
factors related to demography, SES, and aspects of OTL both in and outside the classroom. To 
gain a more nuanced understanding of the NAEP civics and U.S. history results than can be 
derived from aggregated data such as average scale scores and NAEP achievement level 
performance, and to help us determine how that data can be either used to inform policy or 
be improved to better do so, we performed a series of regression analyses using the 2018 
data. 

The analyses below use the 2018 civics and U.S. history scale scores as the outcome variable in 
a series of regression analyses. Hierarchical multiple linear regression was utilized to better 
understand and isolate the impact of both individual variables and indices related to student 
demographics, OTL, and select student intra/interpersonal factors. Indices are clusters of 
correlated variables that measure underlying constructs or concepts such as enjoyment of the 
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subject, motivation, engagement, etc. We ran preliminary analyses to estimate the 
relationships between scale scores and variables/indices associated with SES, OTL, and 
student intra/interpersonal factors related to core skills in civics and U.S. history. We then 
selected variables/indices for our regression models (see Table 1). We explored the influence 
of key demographic characteristics (Model 1); SES factors (Model 2); a cluster of OTL variables 
related to teacher background (Model 3) and teacher classroom emphasis on particular skills 
associated with civics learning (Model 4); and, finally, selected student intra/interpersonal 
indices that reflect students' interest, motivation, and confidence in these domains (Model 5). 
The research here is exploratory and examines the associations between student scores at 
the group level and a cluster of data gathered from the student, teacher, and school 
questionnaires that researchers have previously identified as important to academic success. 
These models do not assess whether the explored relationships are causal. In addition, 
performing these regression analyses allows us to tease apart the extent to which more 
persistent factors, such as students' demographic and SES status, are associated with some 
students' ability to demonstrate their knowledge and skills on large-scale assessments such as 
NAEP and should therefore be considered alongside descriptive data of students' performance 
results. The intention here is to broaden the discussion of the factors related to achievement 
in civics and U.S. history and suggest avenues for future research in terms of classroom 
practice, teacher background and preparation, and the measurement of variables included in 
our models. For more detailed information regarding methodology used in the analyses, see 
Appendix C. 
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Table 1: Variables Used in Regression Analysis 

CIVICS U.S. HISTORY 

DEMOGRAPHICS (MODEL 1) 

• Gender 
• Race/ethnicity 
• English language proficiency 

DEMOGRAPHICS (MODEL 1) 

• Gender 
• Race/ethnicity 
• English language proficiency 

SOCIOECONOMIC STATUS VARIABLES (MODEL 2) 

• Books in the Home 
• Parent's Education 
• School NSLP Status 
• Student NSLP Status 

SOCIOECONOMIC STATUS VARIABLES (MODEL 2) 

• Books in the Home 
• Parent's Education 
• School NSLP Status 
• Student NSLP Status 

OPPORTUNITY TO LEARN VARIABLES 
TEACHER: BACKGROUND/PREPARATION 
(MODEL 3) 

• Teaching Experience 
• Professional Development 
• Political Science Degree 
• Civics Teaching Role 
• Teacher Satisfaction 

TEACHER: BACKGROUND/PREPARATION 
(MODEL 3) 

• Teaching Experience 
• Professional Development 
• History Degree 
• History Teaching Role 
• Teacher Satisfaction 

TEACHER: CLASSROOM EMPHASIS (MODEL 4) 

• Students writing opinions 
• Students taking part in role-play/

mock-trial 
• Students using computer to create 

reports 
• Emphasis on discussing political 

process 
• Emphasis on taking position on 

issues 

TEACHER: CLASSROOM EMPHASIS (MODEL 4) 

• Students use Internet for evidence 
• Assignment with multiple sources 
• Assess long written responses 

STUDENT INTERPERSONAL/INTRAPERSONAL 
INDICATORS (MODEL 5) 

• Civics interest/enjoyment index 
• Civics community engagement 

index 
• Importance of attention to 

government 
• Importance of participation in 

government 

STUDENT INTERPERSONAL/INTRAPERSONAL 
INDICATORS (MODEL 5) 

• U.S. history interest/enjoyment 
index 

• Students' confidence in U.S. 
history knowledge/skills index 

• Students' perspective taking in 
historical thinking index 

NOTE: For further details on regression variables, see Appendix C, Tables C2 and C3. 
SOURCE:  U.S. Department of Education, Institute of Education Sciences, National Center for Education 
Statistics, National Assessment of Educational Progress (NAEP), 2018 Civics and U.S. History Assessments. 
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Table 2: Explained Variance (R2) by Model in NAEP Eighth Grade Civics and U.S. 
History: 2018 

VARIANCE MODEL 1 MODEL 2 MODEL 3 MODEL 4 MODEL 5 

CIVICS 
R2 0.177 0.303 0.308 0.350 0.387 
ΔR2 0.177** 0.126** 0.005 0.042** 0.037** 

U.S. HISTORY 
R2 0.193 0.314 0.322 0.330 0.362 
ΔR2 0.193** 0.121** 0.008 0.008 0.032** 

Statistical significance: * p < .05, ** p < .01. 
SOURCE:  U.S. Department of Education, Institute of Education Sciences, National Center for Education 
Statistics, National Assessment of Educational Progress (NAEP), 2018 Civics and U.S. History Assessments. 

Table 2 shows the explained variance in scale scores for each model that accounts for factors 
related to demographics, SES, OTL, and student attitudes across the two subjects. (Note: To 
explore scale score difference for the individual variables within the various models, see 
Appendix C, Tables C4 and C5 for civics and U.S. history results). Model 1, which includes 
gender, race/ethnicity, and English learner (EL) status, explains approximately 18 percent of 
the variance in student scores in civics and 19 percent of the variance in U.S. history scores. 
While SES is notably difficult to measure in large-scale assessments of student achievement, it 
is nonetheless generally accepted practice to use available proxy variables, such as parental 
education level, number of books in the home, NSLP eligibility, and percentage of students in 
the school who are NSLP eligible.35  When we add these SES-related variables (Model 2), the 
explained student score variance increases from 18 percent to 30 percent in civics and from 
19 to 31 percent in U.S. history. This means that approximately 70 percent of the variance in 
students' scores is attributable to factors unrelated to those captured by the demographic 
and SES measures available in the NAEP data. Of the variables included in Model 2, the 
number of books in the home, a long-standing SES proxy used in international and national 
assessments, has a relatively large impact on scores in both subject areas. In 2018, students 
who reported having more than 100 books in their home scored 12 points higher in civics and 
U.S. history as compared to students who reported having 0–10 books in the home, when 
controlling for demographic factors and our other SES measures (see Appendix C, Tables C4 
and C5). 

The addition of OTL variables to the models was done in two phases in order to explore how 
OTL, which research has shown is often related in complex ways to race and SES, is associated 
with students' scores when we control for demographic and SES factors.36  We operationally 
define OTL, a concept that is challenging to delineate and consistently measure,37  as including 
(1) a set of factors/variables related to teacher background and (2) a set of factors/variables 
related primarily to the emphasis teachers place on various learning activities in the 
classroom (see Table 1). We did this to explore the differential impact of these aspects of OTL. 
Learning activities as examined here generally refers to those that involve "doing" civics or 
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using history thinking practices, for example, participating in debates, writing an opinion 
about a specific issue/problem, interpreting or using primary sources, or having students 
answer questions using multiple types of sources. Research supports the use of these kinds of 
classroom activities as having an association with student outcomes.38 

First, we looked at the change in explained variance when adding teacher background factors 
(i.e., undergraduate major in political science or U.S. history, years teaching social studies, 
whether teachers had a primary role teaching U.S. history or civics, teacher satisfaction in 
their school, and whether teachers had received professional development in the past two 
years), controlling for factors in Models 1 and 2. Literature on OTL cites these as important 
elements of teacher preparedness that are related to student performance.39  Including all 
these variables together as "teacher background" in Model 3 had very little impact on the 
explained variance in either subject compared to Model 2. 

The second group of OTL factors relates to teacher instructional practices (Model 4).40  We 
focused attention on the teacher survey questions we believed were most closely related to 
core skills associated with civics and U.S. history learning, such as those related to inquiry, 
historical (critical) thinking, and participatory aspects of civic engagement. While research on 
OTL in terms of classroom exposure to content and skills in the social sciences is limited, there 
is general agreement that it can be measured in part by asking teachers what type of 
emphasis they give to specific subject-related practices in the classroom.41  At the same time, 
there are potential problems in relying on teacher-reported data on classroom practices. For 
example, there is likely variation in the way teachers interpret the use of specific practices, 
which can complicate the meaning imposed on the aggregated data.42  After including these 
factors in Model 4, the explained variance in civics increased from 31 percent in Model 3 to 35 
percent in Model 4 and in U.S. history from 32 percent in Model 3 to 33 percent in Model 4. 
Overall, this suggests that after controlling for student demographics, SES, and teacher 
background variables, classroom activities largely related to active learning and domain skills 
in civics and U.S. history had a relatively small impact overall on the variance of student scores 
on the NAEP civics and U.S. history assessments. To explore this further, we ran additional 
analyses to isolate the independent effect of the sets of variables in each of our models on 
student achievement outcomes. The individual effect by subject for each group of variables 
was not much different from what we observed in the hierarchical linear regression model. In 
civics and U.S. history, race/ethnicity and gender accounted for 19 percent of variance in 
scores and SES status for 27 percent of variance in scores. Teacher background accounted for 
3 percent of the variance in students' civic scores, and 4 percent of variance in students' U.S. 
history scores, while teacher emphasis accounted for 5 percent of the variance in students' 
civics score and 4 percent of variance in U.S. history scores. 

While the explanatory power of teacher classroom practices was relatively low, there were 
some practices that had a stronger association with students' scores after controlling for other 
factors. In U.S. history, students whose teachers reported they assigned students tasks 
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involving the use of multiple sources for "more than half of the lessons" scored seven points 
higher than those whose teachers reported devoting no time to the use of multiple sources 
during their lessons, when controlling for all other factors in Model 4. In civics, students whose 
teachers reported having students participate in mock trials or debates four to five times in a 
year scored 3 points higher than those whose teachers never had them do so, when 
controlling for all other variables in Model 4. 

Our final model (Model 5) included individual variables and indices related to students' 
engagement with core practices and skills in civics and U.S. history. These types of intra- and 
interpersonal factors—that is, strategies, motivations, and behaviors that are somewhat 
distinct from content knowledge and academic skills—have been found to be positively 
related to students' academic performance, high school completion, persistence in 
postsecondary education, and long-term outcomes, including their success in the job 
market.43  For civics, we included indices that captured students' enjoyment and engagement 
in the subject, as these reflect the civic behaviors and dispositions that are core to civic 
engagement and learning. (Note: for a list of the individual questions included in the indices 
for civics in Regression Model 5, see Appendix C, Table C2). In addition, for the civics model, we 
included data on an individual student survey question related to the importance of civic 
participation dispositions (i.e., Can you explain the importance of paying attention to 
government actions?). The inclusion of these indices/variables in Regression Model 5 
increased the explained variance in scores in civics by 4 percentage points compared to Model 
4, (from 35 percent in Model 4 to 39 percent in Model 5). That is, after including a wide array of 
variables to control for demographic factors, SES, OTL, and key student attributes related to 
civic participation, our final model accounted for 39 percent of the variance in student scores 
on the 2018 NAEP civics assessment. 

In U.S. history, our final regression model included three indices related to students' 
perceptions of history and their ways of thinking about the past. The questions embedded in 
these indices were meant to probe students' interest/enjoyment of U.S. history, confidence in 
their ability to use key historical thinking skills, and conception of themselves as those who 
approach issues with "a historical mindset."44  (Note: for a list of the individual questions 
included in the indices for U.S. history in Regression Model 5, see Appendix C, Table C3.) With
these factors included in the final model, the explained variance in students' scores increased 
3 percentage points (from 33 percent in Model 4 to 36 percent in Model 5). 

Discussion of NAEP Data Results 

While NAEP reports descriptive data on student performance outcomes by looking at scores 
and achievement level results by gender, race/ethnicity, or SES, our analyses here explored 
the extent to which the variance in students' scores is attributable to demographic, SES, OTL, 
and students' interests and motivation toward these subjects. The greatest impact on score 
variance in our models came from the inclusion of demographic and SES factors. Gender, race, 
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and EL status together explained approximately 19 percent of the variance in students' scores. 
The explained variance increased by approximately 10 points when variables related to SES 
were added. After controlling for demographic and SES factors, adding the teacher OTL 
variables regarding background had relatively little impact on the explained variance of 
student scores, while the addition of specific classroom activities explained some additional 
variance in student scores, particularly in civics. 

There are several possible reasons that OTL contributed relatively little to score variance in 
our analysis after controlling for other factors.45  First, our measures related to teacher 
background (major or minor in subject area, years teaching, and recent professional 
development, in particular) are self-reported from questionnaires and cannot explicitly 
address the more substantive issue of whether teacher training programs are adequately 
preparing social studies teachers to teach their students the content and skills measured by 
the NAEP assessments. Other research has suggested that teachers themselves feel their 
preparation is not adequate to the task of teaching civics and civic-related practices. A recent 
RAND report included results from a survey that asked teachers to rate, on a scale from "not 
prepared at all" to "very well prepared," how equipped they felt to promote their students' 
civic development. 46  A little more than 60 percent of all teachers indicated they felt 
"somewhat prepared," and only 19 percent responded that they felt "very well prepared."47 

That same report revealed that 43 percent of secondary teachers has no preservice or in-
service training on how to teach civic dispositions (attitudes related to citizenship, such as 
appreciation for diverse views and experiences and a recognition of the importance of 
activities like voting).48  Second, the NAEP data cannot tell us where or when students gained 
the knowledge and skills they demonstrated on the assessments and the information 
captured about teacher efforts pertains only to the eighth grade. Students' understanding of 
these subject areas could have also been influenced by teaching practices and knowledge 
gained before the eighth grade.49  Our findings suggest that while teachers are—in varying 
degrees—engaging in classroom practices that the research literature shows are related to 
learning in these domains (for example, discussing current events, engaging in debates 
around key topics, teaching how to evaluate different arguments related to past and current 
events, taking and defending positions, etc.), it is not possible to gauge through the current 
NAEP survey how teachers interpret or instantiate these practices in their classrooms. 

The results regarding the OTL measures highlight that further work may be needed in this 
area so that large-scale assessments such as NAEP can capture what is happening in 
classrooms to help inform policy in this area. The use of self-report measures of OTL presents 
several challenges, including comparability of meaning across teachers who respond to these 
questions.50  For example, it is not clear that teachers have a uniform way of understanding 
what is meant by phrases such as "using multiple sources." Second, research rightly suggests 
that having more versus less of some classroom activity—mock trials or debates, for 
example—does not necessarily translate to better learning outcomes. 51  Understanding in a 
more fine-grained way the relationship between frequency of exposure to specific classroom 
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practices and student outcomes in civics and U.S. history is a topic for further research. Such 
research will hopefully lead to improved teacher questionnaires in future NAEP assessments 
and more refined methodological approaches to analyzing NAEP survey data. 

The NAEP data and analyses here suggest that (1) a large percentage of eighth grade students 
are not demonstrating "solid academic performance" in civics and U.S. history; (2) SES and 
characteristics associated with SES, such as EL status and racial/ethnic factors, are associated 
to learning in civics and U.S. history, as the few studies that examine these subject areas with 
national or state data have suggested;52  and (3) OTL factors related to teacher background 
and classroom practices, at least those currently captured by the NAEP assessments, have a 
relatively small impact on student outcomes after controlling for demographic and SES 
factors. One suggestion for how to address these issues involves improved assessment design. 
For example, to better target interventions for lower performing students, the civics and U.S. 
history assessments could integrate a screening literacy test that would route students with 
lower levels of foundational skills (e.g., decoding, fluency) to an assessment geared toward 
more accurately identifying their level of knowledge and skills by presenting a more 
appropriate level of challenge. In addition, research regarding the relationship between the 
comprehension of various text- and nontext-based sources and the acquisition of knowledge 
and skills in these social science domains should be incorporated into the frameworks and 
test specifications.53  Additional research is also warranted regarding OTL factors related to 
teachers' training, background, and ability to emphasize knowledge and skills related to civic 
learning in classrooms. Finally, we need more exploratory research on which classroom 
activities—and levels of using these activities—are most associated with students' outcomes 
and whether these vary by other student group factors (e.g., SES). Such research would 
hopefully inform better teacher, school, and student survey instruments and a more honed 
set of analytical techniques to better measure OTL in relation to civics and U.S. history. 

The achievement data derived from an assessment, however, is only meaningful if it captures 
well the construct under consideration. What can we do to improve the data collected in both 
summative and formative assessments and ensure that it is measuring not only the 
knowledge associated with civic learning, but also the skills of critical thinking, civic 
participation, and civic engagement that are equally essential to creating an informed 
citizenry? In the next section, we explore this question in more detail. 

Improving the Assessment of Skills in Civics and U.S. History 

In our view, aligning assessments with core skills associated with civics and U.S. history will go 
a long way toward making the data collected in such assessments more meaningful and 
actionable. The challenge for improving the assessment of civic learning is essentially twofold: 
First, how do we clearly define skills and knowledge associated with the domain of civics and 
U.S. history; and second, how do we do so in a way that allows us to capture students' 
knowledge of these skills in an assessment setting. Practitioners in the fields of civics and U.S. 
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history education have devoted attention in the past few decades to answering the first 
question. This section will briefly explore this work to delineate the core skills in civics and U.S. 
history. The subsequent section will then examine how new item types could be used to target 
the measurement of these skills. 

Defining Civics and History Skills 

Much of the research on civics education in the past two decades has centered on a 
recognition of a growing sense of distrust in government and others by both adults and 
school-age children. This has led some scholars to warn of the dangers of a fraying social and 
political order. Civic education is seen as a crucial antidote to this danger. Authors of one 
report claim that "[C]ivic learning is an essential part of the solution" of a democracy in crisis. 
"In a society characterized by weak civic institutions, balkanized public discourse, and 
profoundly unequal civic engagement," the authors claim, "schools can offer all young people 
opportunities to learn fundamental facts and skills, engage with each other and with their 
communities, and develop dispositions and values supportive of a republican form of 
government."54  Moreover, scholars and researchers note that civic education must reflect 
changes that have occurred since the mid-20th century in this country, including the need to 
(1) teach digital literacy skills, (2) engage a more diverse student body, (3) provide students 
with the skills they need to navigate difficult societal challenges, and (4) counter inequitable 
availability of resources and opportunities to learn in the K-12 level and beyond.55 

The NAEP civics framework, while written in the early 1990s, outlines many of the skills that 
educators and scholars of civic learning now see as essential for students to have along with 
the knowledge of government. The framework refers to "three interrelated components: 
knowledge, intellectual and participatory skills, and civic dispositions."56  The knowledge 
component of the framework covers core areas of government, including the meaning of civic 
life and government, fundamentals of the American government system, knowledge of 
constitutional democracy, and how the U.S. government interacts with other governments 
throughout the world. The framework defines core civic skills as the ability "to think and act 
effectively and in a reasoned manner in response to the challenges of life in a constitutional 
democracy." Skills such as the capacity to "identify, describe, explain, and analyze information 
and arguments, as well as evaluate, take, and defend positions on public issues" allow 
students to apply their knowledge of government in meaningful ways. According to the NAEP 
framework, participatory skills are those that "enable citizens to monitor and influence public 
and civic life by working with others, clearly articulating ideas and interests, building 
coalitions, seeking consensus, negotiating compromise, and managing conflict."57  These 
correspond to the civic competencies defined in Figure 3, which are taken from recent 
research and theory in the field of civic education. Note that civic dispositions, while 
articulated in the various NAEP framework documents that outline core civics skills, including 
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the NAEP civics framework, is the skill set most challenging to measure in a standard large-
scale assessment environment, although it is likely possible to glean from responses to survey 
question regarding students' volunteer or community-related activities. 

Figure 3: Civic Competencies 

Civic knowledge: understanding of government in the United States and in other nations, 
along with understanding of related social studies concepts, including the effects of 
history on current government and societies 

Civics skills: ability to engage actively and effectively in democratic processes by applying 
skills such as critical thinking, teamwork, written and oral communication and information 
literacy 

Civic dispositions: attitudes that support democratic participation, including an 
appreciation of responsibilities of citizenship, interest in the welfare of others, a sense of 
personal and collective agency, and capacity to engage in civil disagreement while 
maintaining civic friendship 

Civic engagement: integration of knowledge, skills, and dispositions to solve public 
problems, improve communities and societies, and navigate formal and informal political 
systems and processes; can occur individually or collectively and encompasses civil actions 
and civic participation. 

Source: Laura Hamilton and Ace Parsi, Monitoring Civic Learning Opportunities and Outcomes: Lessons from 
an ETS/EAD Symposium (Princeton, NJ: ETS, 2022), Figure 1, https://www.ets.org/Media/Research/pdf/Re
search_Notes_Hamilton_Parsi.pdf. Copyright 2022 Educational Testing Service.58 

Historians, cognitive scientists, and others interested in history education have collaborated in 
last few decades to explore and theorize about the ways in which we teach and learn history. 
The guiding principle of this new work is that teaching and learning history is an 
"epistemological and cultural act."59  In a seminal collection of essays that explored cross-
nationally how history is defined, scholars in Germany, Canada, Sweden, the Netherlands, and 
the United States appeared surprisingly aligned on at least one central idea: The belief that 
the study of history at its core involved understanding both "content" or "historical 
knowledge" and a process by which individuals come to know, examine, and ultimately make 
sense of that content, variously termed "historical thinking," "historical consciousness," and 
"historical habits of mind."60  History is understood as being at once an encounter with 
evidence about the past and an interrogation of how we construct knowledge about that past. 
Doing history—or learning to think historically and apply the skills essential to this domain—is 
part of learning history.61 
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Figure 4 highlights and briefly outlines historical thinking skills as follows: (1) the reading and 
analysis of historical sources, (2) skills associated with comparison and contextualization, (3) 
chronological reasoning to understand change over time, and (4) competencies associated 
with inquiry and argumentation. These four core areas are generally agreed upon by several 
organizations that have released documents that discuss historical thinking skills, including 
the Stanford History Education Group, the American Historical Association, the UCLA Public 
History Initiative, the College Board's Advanced Placement, and the C3 Framework in U.S. 
history, all of which are grounded in theoretical research about what it means to think 
historically and how to help students develop the skills they need to do so.62 

Figure 4: Historical Thinking Skills 

• U.S. history knowledge: understanding key themes and chronological periods of 
U.S. history 

• Analyzing sources and evidence: the ability to "read" text and nontext sources, 
including the ability to identify, analyze, and explain various information and 
perspectives presented in historical sources 

• Making historical connections: the ability to compare, contextualize, and 
summarize different historical contexts, time periods, sources, or perspectives of 
historical actors, events, and phenomenon 

• Chronological reasoning: the ability to understand, analyze, and interpret issues 
related to causation and how phenomena change over time and in relation to 
events and circumstances 

• Creating and supporting a historical argument: the ability to interpret and 
evaluate historical arguments and develop interpretations of arguments that are 
supported with evidence. 

Note: Adapted from College Board, AP Historic Thinking Skills (New York: College Board, 2015)
https://www.acpsd.net/site/handlers/filedownload.ashx?moduleinstanceid=6536&dataid=25384&File
Name=historical_thinking_skills_1_.pdf, "Historical Thinking Skills," American Historical Association, 
accessed January 23, 2023, https://www.historians.org/teaching-and-learning/teaching-resources-for-histo
rians/teaching-and-learning-in-the-digital-age/the-history-of-the-americas/the-conquest-of-mexico/for-
teachers/setting-up-the-project/historical-thinking-skills; National Council for the Social Studies, The 
College, Career, & Civic Life (C3) Framework for Social Studies State Standards: Guidance for Enhancing the 
Rigor of K-12 Civics, Economics, Geography, and History (Silver Spring, MD: National Council for the Social 
Studies, 2013), https://www.socialstudies.org/sites/default/files/c3/C3-Framework-for-Social-Studies.pdf. 

Developing New Interactive Tasks and Tools 

Although traditional question types such as multiple choice/selected response and 
constructed response can be designed to measure some of the skills described in the previous 
section, the complexity of these skills will likely require the development of new types of 
assessment tasks in civics and U.S. history domains. Borrowing from advancements in 
measurement science and question development work in other assessments, we explored the 
merits of designing new kinds of tasks and tools that might enhance the measurement of 
cognitive skills and reasoning processes civics and U.S. history.63  Within such tasks, students 
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can engage with domain-relevant materials in a meaningfully structured way and answer a 
sequence of items that enable them to demonstrate various knowledge, skills, and abilities; 
use strategies and tools of the discipline; and apply, synthesize, or extrapolate from evidence 
or information acquired in the task to solve a problem, answer questions, or take action. By 
using simulated versions of authentic, disciplinary contexts, these types of assessment tasks 
can potentially provide more precise evidence of what it looks like when students engage in 
the work of the discipline.64  For example, students might work with virtual peers or experts to 
come to a consensus about a proposed bill and present their recommendations to a town 
council (e.g., whether members should vote for or against the bill). They might first answer 
some standard selected-response and constructed-response questions early in a task and 
then apply information, knowledge, and skills to complete additional work products, such as 
writing an editorial, developing a plan to resolve a community conflict, or gathering evidence 
to support an argument about a civics topic or historical interpretation. The combination of 
multiple item formats allows each task to be purposefully designed to measure multiple skills 
across a range of difficulties and complexity levels. In addition, evidence suggests that such 
interactive, dynamic tasks can be more engaging to students than traditional assessments, 
with greater engagement expected to yield better, more precise evidence of what students 
know and can do.65 

Digital tools also can simulate disciplinary contexts that range from the simple to the complex 
and can be used in standalone items, in sets of items, or within a larger task design. For 
example, students can interact with multimedia sources, dynamic data displays, or simulated 
web search tools in the service of solving disciplinary problems. Another benefit of digital tools 
is that they can produce rich process data—digital records of the sequence and timing of all 
test-taker actions—that can yield evidence of students' moment-by-moment thinking and 
reasoning as they unfold in the course of completing the task.66  Tasks using digital tools can 
be designed with process data in mind and can thus provide additional insights into students' 
skills and possible problem-solving strategies. This information can then be leveraged to 
improve pedagogy and future assessments. Below are some examples of the new interactive 
tasks that could be developed to improve the measurement of core skills in civics and U.S. 
history. The tasks were written specifically for this report to illustrate how tasks—and tools 
embedded within tasks—can be used to measure the critical thinking skills in U.S. history and 
civics in grades 8–12 that are outlined in the previous section. 

Exploring Multiple Sources 

Several large-scale assessments in a variety of subjects have utilized a tabbed interface to 
allow students to explore, analyze, and evaluate multiple sources of information pertaining to 
a specific topic.67  We envision the use of a "source container" tool, the primary feature of 
which would be to make multiple text and nontext sources available within a task by placing 
them in easily accessible tabs among which students can toggle. The sources could be of any 
type (text, images, audio, video, data, etc.). The introduction of digital sources would help 

24 Improving the Assessment of Skills in Civics and U.S. History

Improving the Measurement of Civic Learning



extend the representation of target constructs to include measurement of a broad range of 
digital and media literacy skills. Depending on the sources selected and the questions asked, 
virtually all the skills referenced as central to historical thinking in Figure 4 and many 
participatory and engagement skills in civics outlined in Figure 3 can be assessed using this 
type of tool. In history, where integrating multiple sources is at the heart of constructing 
historical narratives and analyses, this type of tool could facilitate the measurement of skills 
ranging from basic understanding of source material to chronological reasoning, perspective-
taking, and critical evaluation and argumentation. In civics, this type of tool could be useful in 
targeting civics interacting skills like building knowledge and deliberating on public issues (e.g., 
by weighing evidence presented across multiple sources representing different perspectives) 
and monitoring skills like evaluating what the government is doing (e.g., by reading multiple 
sources that discuss the actions of the government or other stakeholders to track progress on 
an issue or a bill). 

Assessment tasks can be introduced with scenarios or more simply as a series of items around 
a common theme or topic. Depending on the measurement goals, the sources can be 
introduced one at a time in a sequential presentation or all made accessible at the beginning 
of the task. Each source can be accompanied by background information or metadata (e.g., 
author or creator, date of publication or airing, purpose) that is useful in contextualizing the 
source and determining its trustworthiness. In tasks where sources are introduced 
sequentially, the background information can first appear on a preview screen and then 
remain available for the remainder of the task via a pop-up window accessible by pressing an 
"information" button. Data on whether students access the background information at other 
points in the task can be collected—either from process logs or questions that focus 
specifically on the use of background information—to help probe students' ability to place 
documents in historical context and connect historical developments or themes to a specific 
time and place. All standard item types used in large-scale assessments, including interactive 
ones, would be compatible with the source con. The source container envisioned here could 
expand the functionality of the select-in-passage item type that has been developed for NAEP 
reading assessments68 —in which students can directly select portions of a text-based source 
to serve as evidence in support an argument or point of view—to include a variant of the 
select-in-passage item type that is compatible with video and audio sources as well as multiple 
tabs. As a result, students can be presented with a given claim or argument about a film or 
audio clip, or asked to make an argument or draw a conclusion of their own, and can then be 
asked to choose the portion(s) of video or audio sources that serve as supporting evidence for 
the argument, critical thinking skills that essential components in both history and civics. 

For the purposes of demonstrating the kinds of knowledge and skills that a source container 
tool can allow us to measure, we now describe an example of a U.S. history task developed for 
this paper on the topic of Freedom Summer, the civil rights effort to increase African American 
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voter registration in Mississippi in the summer of 1964, during which three volunteers were 
kidnapped and murdered. As shown in Figure 5, students taking the assessment could receive 
basic contextual information on the first screen of the task. 

Figure 5: Source Container Example: Introductory Screen 

graph details Task includes a text box containing the following information: In the summer of 1964, the Council of Federated Organizations (COFO), a coalition of the Mississippi branches of the four major civil rights groups, organized the Mississippi Summer Project. Freedom Summer (as it was later known) was a volunteer project the goal of which was to register as many African American voters as possible in Mississippi, where African Americans had been restricted from voting since the turn of the century. Bob Moses, a civil rights leader and co-director of COFO, led the project. For this activity you will examine several historical sources about the Mississippi Summer Project (1964). 
Note: The material in the figure does not represent actual content developed for NAEP or any other 
assessment. 

Students would then be introduced to three historical sources, as shown in Figure 6: (1) a 
video of a CBS news program on Freedom Summer that aired after the initial disappearance of 
the three civil rights volunteers in Philadelphia, Mississippi; (2) an audio recording of 
interviews conducted with Mississippians by one of the Freedom Summer volunteers in 1964; 
and (3) a letter that Bob Moses, director of the Student Non-Violent Coordinating Committee, 
sent to parents after the volunteers had disappeared. The sources would be presented one at 
a time, with each source preceded by the background information. Figure 6 shows the film 
information screen preceding the introduction of the video. 

26 Improving the Assessment of Skills in Civics and U.S. History

Improving the Measurement of Civic Learning



Figure 6: Source Container Example: Film Information Screen 

graph details The screen contains the following text: You will begin by watching a video of a news report from C B S news aired on June 25, 1964. There is also the following information provided as background for the film clip: On June 21, 1964, three civil rights workers, James Chaney from Meridian Mississippi, and Andrew Goodman and Michael Schwerner from New York City, went missing after briefly being held by police in Philadelphia, Mississippi. On June 25, 1964, C B S news aired an hour-long segment called "The Search in Mississippi." 
Note: The material in the figure does not represent actual content developed for NAEP or any other 
assessment. 

In this task, the film clip would be accompanied by two questions. Figure 7 shows the first 
question in on the right side of the screen and the video player on the left, in a tab. Pressing 
the film info button in the video player opens a pop-up window containing the film 
information from the previous screen. The purpose of the first question would be to obtain a 
baseline for whether students can read and comprehend some of the basic information in the 
source. This aligns to the historical thinking skill of understanding and being able to identify 
useful information from historical sources. 
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Figure 7: Source Container Example: Multiple-Choice Question Measuring 
Understanding of Film Clip 

graph details The screen is divided into two sections. The left portion contains the film tab with a video player and takes up 60 percent of the screen. The player shows a photo of an African American man speaking into a microphone. Just above the video screen is the film information button. Below the video screen are the video controls with a video scrub bar, a start and pause button, a timer indicating that the video clip is 1 minute and 38 seconds long, a volume control, a button to turn captions on and off, and a button to enlarge the video screen. The right section of the task screen contains the multiple-choice question with four answer choices, labeled A through D, below it. The text of the question is: What reason did volunteers interviewed in the film clip give for participating in the Freedom Project? The four answer choices are (A) They wanted to get college credit for doing summer volunteer work; (B) They were concerned about the racial violence in northern cities; (C) They believed that African Americans were being denied their civil rights; and (D) They wanted to help de-segregate school districts in rural Mississippi. 
Note: The material in the figure does not represent actual content developed for NAEP or any other 
assessment. 

The second question, shown in Figures 8 and 9, elicits evidence of a deeper understanding of 
the source and the demonstration of historical thinking skills related to source evaluation and 
historical argumentation. The question is structured as a composite item. The first part is a 
multiple-choice item asking students to identify an argument made in the news clip. The 
second part is a select-in-video item in which students must select the portion of the news clip 
containing evidence supporting the argument they chose in the first part. This proposed item 
type is built on a "select-in-text" functionality that some large-scale assessments have used.69 

In Figure 8, one can see the film clip divided into four segments. Students would be able to 
rewatch the entire video or any of the individual segments before answering questions related 
to this source. When they choose a segment as their answer, it would appear in the answer 
space on the right side of the screen. In this item, there is a single correct answer to each part, 
but these types of questions may intentionally have more than one correct answer because 
the purpose is to elicit information about students' ability to support their opinion, position, or 
argument with appropriate evidence. This design feature would enhance the measurement of
certain skills related to history and civic learning by acknowledging that there can often be 
more than one correct answer, and the correctness of a response can depend to the ability of 
students to support their opinion or view with corroborating evidence and valid reasoning. 
These kinds of composite items are useful in that they can align to multiple skills, such as the 
ability to understand or describe the argument of others, or provide evidence to support a 
proposed argument, which are key critical thinking skills embedding in US history and civics. 
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Figure 8: Source Container Example: First Portion of Composite Item, 
Showing Multiple-Choice Question 

graph details The screen is divided into two sections. The left portion contains the film tab with a video player and takes up 60 percent of the screen. The player shows a photo of an African American man speaking into a microphone. Just above the video screen is the film information button. Below the video screen are the video controls with a video scrub bar, a start and pause button, a timer indicating that the video clip is 1 minute and 38 seconds long, a volume control, a button to turn captions on and off, and a button to enlarge the video screen. The right section of the task screen contains the multiple-choice question with four answer choices, labeled A through D, below it. The text of the question is: The news segment makes which of the following arguments about the Mississippi Summer Project? The four answer choices are (A) Civil right leaders did a poor job preparing volunteers to register votes in Mississippi; (B) Volunteers were warned about the potential dangers they might face in Mississippi; (C) Volunteers were told to keep their distance from local voting rights activists in Mississippi; and (D) The Mississippi Summer Project was doomed to fail because too few volunteers from the north participated. Beneath these options is the beginning of the second part of the composite question. It reads: Choose the clip from the film that supports your selection. The question is cut off here. A scroll bar is shown to the right of the question. 
Note: The material in the figure does not represent actual content developed for NAEP or any other 
assessment. 
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Figure 9: Source Container Example: Second Portion of Composite Item, 
Showing Video Clip Selected as Evidence 

graph details The screen is divided into two sections. The left portion contains the film tab with a video player and takes up 60 percent of the screen. The player shows a photo of an African American man speaking into a microphone. Just above the video screen is the film information button. Below the video screen are the video controls with a video scrub bar, a start and pause button, a timer indicating that the video clip is 1 minute and 38 seconds long, a volume control, a button to turn captions on and off, and a button to enlarge the video screen. The scrub bar is portioned into four unequal sections along its one minute and 38 second length. The sections are numbered 1, 2, 3, and 4 with buttons that users can select. The right portion of the screen contains options (C) and (D) from the first part of the composite question (described in Figure 6). Below that is the following text: Choose the clip from the film that supports your selection. Clip #3 is selected and appears in the answer section. Video control buttons are also visible at the bottom of clip #3. 
Note: The material in the figure does not represent actual content developed for NAEP or any other 
assessment. 

After answering the two questions related to the film clip, students would be introduced to 
the radio broadcast and asked to answer one or two questions about it or possibly about it 
and the film clip. Then the final source, the letter from Bob Moses to parents of the Freedom 
Summer volunteers, would be introduced. This would also be followed by one or two 
questions focused on that document, perhaps asking why Moses had written the letter or why 
he believed federal protection was needed for the volunteers. The task would then pose some 
final questions for which students would need to consult and compare all three sources. One 
example is displayed in Figure 10. Like the question displayed in Figures 8 and 9, this item 
involves having students find and select relevant evidence in support of a given claim. Though 
not illustrated here, this item could be followed by a final constructed-response item asking 
students to develop their own argument supported by evidence or to engage in some other 
activity requiring a degree of synthesis of the three sources and accompanying contextual 
information, which would enable measurement of different aspects of historical thinking or 
civic learning skills. 
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Figure 10: Source Container Example: Question Measuring Ability to 
Support a Claim with Evidence and Allowing the Use of All Sources 

graph details The screen is divided into two sections. The left portion takes up 60 percent of the screen and shows three source tabs. They are labeled film, radio broadcast, and document. The document tab is open and contains a portion of a document. The document reads all follows. To: Parents of all Mississippi Summer Volunteers. From: COFO, 1017 Lynch Street, Jackson, Mississippi. Immediate action is needed by all those concerned with the safety of the Mississippi Summer Volunteers. Unless the President and Attorney General can be convinced of the need for Federal protection for civil rights workers in Mississippi, the events of Philadelphia are almost certain to be repeated over and over again in the next two months. We are asking all parents to use their influence in the coming weeks to pressure President Johnson and Attorney General Kennedy to protect workers before violence occurs, instead of waiting until the worst has happened before they offer their help. To help you understand what can be done, it is necessary to stress the following points. The mood in Mississippi is one of mounting tension. Acts of violence or near violence are increasing. The federal government did not act quickly enough in the Philadelphia incident. The text beginning, "we are asking all parents" is highlighted in blue, indicating that the student has selected this section, or paragraph, of text. On the right side of the task screen are the instructions for the question, which read: Select two pieces of evidence from the film, document, or radio broadcast to support the following claim: African Americans living in Mississippi wanted to have the ability to register, vote and change the conditions in Mississippi. Below the question are two boxes where the selected pieces of evidence will appear. In the top box is the blue, selected section of text from the document to the left, that begins with, We are asking all parents to use their influence. The bottom text box is empty and contains the text: Your choice will appear here. 
Note: The material in the figure does not represent actual content developed for NAEP or any other 
assessment. 

Simulated Search 

A simulated search tool, discussed below, could be used to measure interacting and 
monitoring skills like researching public issues, gathering and analyzing information, and 
using electronic resources. Given the ubiquitous nature of digital information, it has become 
clear that a core aspect of civic literacy is being able to evaluate whether students can find and 
select relevant, useful, and trustworthy information on the Internet—in other words, skills 
related to conducting research and inquiry into civic issues within online environments.70 

These are skills that students of all ages appear to find challenging, but which are essential for 
participation in contemporary civic life.71 

A simulated search tool could provide a simulated search engine for conducting searches and 
a simulated web browser for viewing websites. The simulated search engine would allow test 
takers to enter search terms in natural language and receive a set of search results or hits 
related to the terms used, similar to a typical Google search in appearance but far more 
constrained in its actual implementation in order to control the presentation of information 
and to support measurement goals.72  The search results would include website titles, brief 
descriptions of the website contents, and URLs (which for security reasons would not link to 
actual live websites). Test takers could then select the most appropriate website(s) for the 
assigned task. The search engine tool could be used on its own, so that the entire task is 
focused on the skill of conducting searches to gather information (i.e., constructing relevant 
search terms, selecting relevant websites from the search results) or it could be combined 
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with a simulated web browser component, which would present students with the content of 
one of the websites they were searching for or selecting in the search engine. Websites 
presented within the simulated web browser tool can have graphics, hyperlinks, and 
subpages, much like typical websites, and students would be able to freely navigate among 
these different elements as they read and explore the websites. Using this part of the tool, 
students could be presented with a series of questions targeting skills such as navigating 
among the site's pages to locate, gather, and analyze information; understanding and 
assessing the positions and viewpoints of others; and developing and defending their own 
positions, using evidence to support them. In other words, a wider range of interacting and 
monitoring skills, central to civic learning, could be measured by creating tasks that use both 
parts of the simulated web search tool (i.e., searches and websites). There can be a good deal 
of flexibility in how many questions to include in the second part of the task depending on the 
topic, richness of the source material, available assessment time, and measurement goals. 

To illustrate the key features of such simulated web search tools, we will describe an example 
civics task about whether a school district should lengthen its school year (and shorten its 
summer vacation). In Figure 11, students are informed about the potential lengthening of 
their school year and the need to learn more to enable them to become involved in the public 
conversation on the issue. They are then instructed to use the simulated web search tool to 
search for and select the most relevant website and to try to do so efficiently. In Figure 11, the 
search term "summer vacation" is relevant but too general on its own to yield the desired 
websites. By adding the relevant keywords "schools" and "shorten," as shown in Figure 12, the 
search terms successfully yield some relevant results. 

The search portion of this task we are envisioning could generate two separate scores. The 
first score would be derived from the number of relevant search terms used (since one or two-
word searches are too imprecise to yield the desired websites) as well as the number of 
searches performed. The scoring rubric could be written to give partial credit for searches that 
include some number of relevant keywords short of the full complement needed to return the 
desired hits (i.e., the search "school shorten summer vacation" would be given full credit and 
the search "school vacation" might be awarded partial credit). The second score could reflect 
whether the student selects the correct (i.e., most relevant) website from among the search 
results. Depending on the topic of the task and how it is constructed, the approach to scoring 
can be flexible so that, for example, there is more than one correct website from which to 
choose. 
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Figure 11: Simulated Search Example: Introductory Screen 

graph details The screen is divided into two sections. The left portion contains the search engine and takes up 60 percent of the screen. The search engine name, DART, and a small image of a dart board appear at the top. Below it is the search bar, which has the key words Summer vacation already entered. Just below the search bar is the submit search button, labeled DART Search. The right portion of the opening screen contains text in two boxes. The top text reads: Your school district is considering making the school year longer and shortening summer vacation. This change will have a big impact on your life. You will want to learn more so that you and your friends can either support or oppose the proposed policy. Use the search engine to find information that will help you evaluate this new school policy. The bottom text reads: Enter search terms that you think will be most likely to bring up relevant sites. Then select the site that you think will provide the best information to complete the task. The fewer times you have to search the better, but your top priority should be to use the search terms you believe will bring up the best results. 
Note: The material in the figure does not represent actual content developed for NAEP or any other 
assessment. 

Figure 12: Simulated Search Example: Screen Showing Search Results 

graph details The screen is divided into two sections. The left portion contains a search engine results page and takes up 60 percent of the screen. The search engine name, DART, and a small image of a dart board appear in the top left corner. To the right is the search bar with the following key words already entered: Schools shorten summer vacation. Below the search bar are search results showing four websites arranged as selectable answers to the search task. The first website reads: Nation Ed Blog.org - News: Schools Considering Longer School Years. http://www.NationEdBlog.org/new/schools-consider-longer-school-years/. Many schools are considering a new way to better help students and teachers improve academic performance: shortening summer vacation. The second website reads: Brettsville Schools - Summer Vacation Begins June 24. http://www.BrettsvilleSchools.edu/school-calendar. Brettsville schools will be closed in observance of the summer break starting on June 24th. Classes will resume on September 5th. Bus The third website reads: Summer enrichment Programs - Study Sessions For the Big Exam! http://www.JimstownSchools.edu/summer-enrichment/study-sessions/signup/. Studying for the big exam over the summer vacation? Jimstown Schools offers summer programs for students taking many different exams. Sign The fourth website reads: Summer camp at Lake McDonald. http://www.McdonaldSummerCamp.com/summer-specials/signup. Do you enjoy hiking, swimming, fishing and more? Do you want to avoid boredom all summer and meet new friends? Sign up now for summer Below the search results is a button to submit the selected response and the instructions, Tap Submit when you are finished. The right portion of the screen contains text in two boxes, as in figure 11. The top text reads: Your school district is considering making the school year longer and shortening summer vacation. This change will have a big impact on your life. You will want to learn more so that you and your friends can either support or oppose the proposed policy. Use the search engine to find information that will help you evaluate this new school policy. The bottom text reads: Enter search terms that you think will be most likely to bring up relevant sites. Then select the site that you think will provide the best information to complete the task. The fewer times you have to search the better, but your top priority should be to use the search terms you believe will bring up the best results. 
Note: The material in the figure does not represent actual content developed for NAEP or any other 
assessment. 

After making their selection in the search portion of the task and tapping the submit button, 
all students could be leveled or "reset" as they move into the second part of the task with the 
simulated web browser. That is, regardless of how students responded to the previous web 
search item, they would all be presented with the same website to explore, to ensure that all 
students view the same materials going forward. Students would also then not be able to go 
back to the search portion of the task. A transition screen would briefly orient students to the 
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next section of the task. As part of the leveling process, students could be told that a friend 
found the website, thereby avoiding the need for students to think about whether they had 
selected the correct website in the search section. 

Figure 13 shows the landing page for the web browser part of the task, with the simulated web 
browser tool and a website on the left. Students would be given instructions on navigating 
within the website, which contains multiple pages and hyperlinks, and are then asked a series 
of questions requiring them to locate, analyze, and evaluate the information contained on the 
website. 

Figure 13: Simulated Search Example: Web Browser and Navigation Tips 

graph details The simulated browser is on the left, with the website NationEdBlog.org loaded. Navigation buttons and the address bar are at the top. The website has three tabs labeled Longer School Years; Video: Pros and Cons; and E L T Research Report. The first tab is open, showing Nation Ed Blog News and the first few lines of an article titled Schools Considering Longer School Years. There is a photo of a school building. The article reads, Many schools are considering a new way to better help students and teachers improve academic performance: shortening summer vacation. Expanded Learning Time, or E L T, is a strategy being used by some schools to make school days longer or to add days to the school year in. The right portion of the task screen gives the following instructions, followed by a bulleted list of tips. It reads: Navigate the webpage to learn more about how a new shortened summer vacation policy could affect students like you. Tips. Tapping on buttons or links will take you to new pages, or open useful information. Use the left arrow and right arrow browser navigation controls to go to pages you have already visited. The home button will take you back to the original page. You can't enter text into the address bar, but it will still show you what page you are on. 
Note: The material in the figure does not represent actual content developed for NAEP or any other 
assessment. 

The first question, shown in Figure 14, is designed to have students become familiar with the 
website and topic involved in this task. It asks students to identify a primary reason offered on 
the website in support of a longer school year; thus, it measures whether students can extract 
relevant information and understand the arguments and conclusions of media sources, skills 
that are essential to the civics engagement. Although the figure shows a video in the web 
browser, students would be expected to draw from information provided in all the tabs on the 
website to answer the question. 
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Figure 14: Simulated Search Example: Multiple-Choice Question Measuring 
Basic Understanding 

graph details The website Nation Ed Blog.org is loaded. Navigation buttons and the address bar are at the top. The website has three tabs labeled Longer School Years; Video: Pros and Cons; and E L T Research Report. The video tab is open, showing the heading Video: Pros and Cons of E L T above a video player. An image of students gathered next to a school bus is displayed on the video screen, and the film information button is in the upper right corner of the image. Below the video screen are the video controls with a video scrub bar, a start and pause button, a timer indicating that the video clip is 1 minute and 38 seconds long, a volume control, a button to turn captions on and off, and a button to enlarge the video screen. The question on the right side of the screen is a multiple choice with four options labeled A through D. The question reads: According to the website, what is the primary reason some people believe the school year should be made longer? The answer choices are: A. Teachers need year-round jobs to support their families. B. Families are unable to care for their children during the summer. C. Lengthening the school year will allow for shorter school days. D. Students can forget much of what they learn during the long summer vacation. 
Note: The material in the figure does not represent actual content developed for NAEP or any other 
assessment. 

The second question in this part of the sample task is a constructed-response question asking 
students to explain which speaker in the video they find most convincing (Figure 15). It is 
meant to measure how well students can evaluate both the quality of the speakers' 
arguments and their trustworthiness, skills associated with civic participation. Test takers can 
choose any of the people interviewed but their responses would be scored on the quality of 
the explanation they provide. 
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Figure 15: Simulated Search Example: Constructed-Response Question 
Measuring Ability to Evaluate Arguments 

graph details The website Nation Ed Blog.org is loaded. Navigation buttons and the address bar are at the top. The website has three tabs labeled Longer School Years; Video: Pros and Cons; and E L T Research Report. The video tab is open, showing the heading Video: Pros and Cons of E L T above a video player. An image of students gathered next to a school bus is displayed on the video screen, and the film information button is in the upper right corner of the image. Below the video screen are the video controls with a video scrub bar, a start and pause button, a timer indicating that the video clip is 1 minute and 38 seconds long, a volume control, a button to turn captions on and off, and a button to enlarge the video screen. On the right side of the task screen is a constructed-response question. It reads: The interviewer in the video speaks to several people with different views on expanded learning time. Which person do you find most convincing? Explain why. Below the question is a blank text field where the answer can be typed. 
Note: The material in the figure does not represent actual content developed for NAEP or any other 
assessment. 

The final question, also open-ended, connects back to the task scenario and measures 
students' ability to construct a convincing, well-supported argument that might influence the 
school district's decision (see Figure 16). Students can take any position on the issue, but their 
responses would be evaluated based on how well they present their argument and use 
supporting evidence from the website. This item aligns to the influencing skill category, more 
specifically "communicating information, ideas, and arguments in order to affect politics, 
governance, and community issues." 
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Figure 16: Simulated Search Example: Constructed-Response Question 
Measuring the Ability to Take and Support a Position 

graph details The website Nation Ed Blog.org is loaded. Navigation buttons and the address bar are at the top. The website has three tabs labeled Longer School Years; Video: Pros and Cons; and E L T Research Report. The video tab is open, showing the heading Video: Pros and Cons of E L T above a video player. An image of students gathered next to a school bus is displayed on the video screen, and the film information button is in the upper right corner of the image. Below the video screen are the video controls with a video scrub bar, a start and pause button, a timer indicating that the video clip is 1 minute and 38 seconds long, a volume control, a button to turn captions on and off, and a button to enlarge the video screen. On the right side of the task screen is a constructed-response question. It reads: Your school district has asked for public input on the idea of shortening summer vacation as part of a plan for expanded learning time. Write a letter to the district expressing your view on the plan and use evidence from the website to support your position. Below the item is a blank text field where the answer can be typed. 
Note: The material in the figure does not represent actual content developed for NAEP or any other 
assessment. 

Timeline Map 

A digital timeline-map tool could also be used to measure a number of key historical thinking 
skills, including chronological reasoning, historical causation, continuity and change, and 
contextualization and comparison. This type of tool uses a series of maps to dynamically show 
changes in a phenomenon over time and space.73  A slider mechanism could be developed to 
allow the user to advance through the years in order to visualize the changes. Maps can be 
drawn to various temporal (century, decade, year, month, etc.) and geographic scales (world, 
nation, state, community, etc.) depending on the phenomenon being depicted. A simple 
version of the tool could rely on a series of static maps, but more sophisticated versions can 
draw from a database, allowing for smoother transitions between data points and zooming in 
to explore areas in greater detail. Questions based on the timeline-map tool can address 
larger patterns of change over the entire time span represented or focus on more local 
patterns and events and shorter periods. Guided by the measurement goals, questions can 
direct students to look at specific maps or points in time or leave it up to students to identify 
which maps they need to consult to answer a question. Additional stimulus material can also 
be added to individual items, to be analyzed along with the maps, in support of measuring 
students' contextualization or comparison skills. 

To illustrate how the timeline-map tool could be incorporated into tasks that measure 
historical thinking skills, we next describe an example U.S. history task about railroad 
development from 1830 to 1890 and its relationship to urban population growth. In this 
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sample task, maps are displayed at 10-year intervals, with seven distinct maps available to be 
displayed. Three of many possible questions are given as examples. The first question (see 
Figure 17) asks students to draw a conclusion about the nature of changes in the growth of 
both railroads and cities between 1830 and 1860, a task inspired by a released grade 8 task for 
the NAEP TEL assessment.74  It is designed to probe students' understanding of the nature of 
historical causation, the limits of certain source materials, and ability to engage in 
chronological and reasoning, skills that can be usefully probed using interactive maps.75 

Figure 17: Timeline-Map Example: Interface and Multiple-Choice Question 

graph details The map is a physical map of the United States with state boundaries drawn and 12 small green circles located primarily in the Midwest, Mid-Atlantic, and Northeast. The map key below the map contains Railroad, next to a red line, and Urban Populations, next to a green circle. The timeline slider is located above the map, spanning the period 1830 to 1890, at ten-year intervals. The slider is set at 1830. On the right side of the screen is a multiple-choice question with four answer choices labeled A through D. The question reads: Based on the maps, which of the following statements best describes the relationship between the growth of railroads and the growth of cities in the Northeast and Midwest between 1830 and 1860? The four answer choices are: A. The growth of cities led to the growth of railroads. B. Cities and railroads contributed to each other's growth. C. The growth of railroads led to the growth of cities. D. Cities and railroads had little impact on each other's growth. 
Note: The material in the figure does not represent actual content developed for NAEP or any other 
assessment. 

The second question (Figure 18) asks about the importance of Chicago as a freight and 
passenger hub by the year 1870. To provide a successful answer to the question, students 
would need to use the maps to evaluate the geographic pattern of railroad development and 
population growth and bring to bear historical knowledge of migration, trade, and commerce, 
as well as the ability to analyze and evaluate cause and effect relationships. 
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Figure 18: Timeline-Map Example: Composite Constructed-Response 
Question Measuring Map Reading and Historical Contextualization 

graph details The map is a physical map of the United States with state boundaries drawn. The map key below the map contains Railroad, next to a red line, and Urban Populations, next to a green circle. The timeline slider is located above the map, spanning the period 1830 to 1890 at ten-year intervals. The slider is set at 1870. The map shows green dots across the Midwest, Mid-Atlantic, and Northeast as well as a couple in the South and one on the West Coast. Red lines crisscross the eastern half of the map and one line extends across to the West Coast. The question on the right side of the screen is a two-part constructed-response item. The first part asks, Which city had become the nation's most important railroad hub by 1870? The second part instructs, Discuss two reasons that explain the city's rise in importance. Below each part is a blank text field where the answer can be typed. 
Note: The material in the figure does not represent actual content developed for NAEP or any other 
assessment. 

Students are commonly taught that a relative lack of railroad development in the South versus 
the North was a disadvantage to the Confederacy during the Civil War. In the final sample 
question (Figure 19), students are essentially asked to extend this analysis out to 1870. 
Although the question refers specifically to the South, students in fact need to compare the 
lack of development there to continued development in the North and to contextualize 
Southern stasis within the events of the 1860s (e.g., the physical devastation from the war, a 
reluctance among influential segments of the population to transition the economy away from 
agriculture, and the displacement of large portions of the workforce). The question thereby 
combines the measurement of students' knowledge of the Civil War and Reconstruction era 
with their ability to connect historical developments to specific circumstances in time and 
place, and to broader regional or national processes. It aligns to the important skill of 
understanding historical causation and patterns of continuity and change. 
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Figure 19: Timeline-Map Example: Composite Constructed-Response 
Question Measuring Historical Knowledge and Chronological and Causal 
Reasoning 

graph details The map is a physical map of the United States with state boundaries drawn. The map key below the map contains Railroad, next to a red line, and Urban Populations, next to a green circle. The timeline slider is located above the map, spanning the period 1830 to 1890 at ten-year intervals. The slider is set at 1860. The map shows green dots across the Midwest, Mid-Atlantic, and Northeast as well two in the South. Red lines crisscross the eastern portion of the map. The question on the right side of the screen is a two-part constructed-response item. The first part says, Compare the amount of urban and railroad development in the South in 1860 to the amount in 1870. The second part says, Give one political reason and one economic reason to explain what you have found. Below each part is a blank text field where the answer can be typed. 
Note: The material in the figure does not represent actual content developed for NAEP or any other 
assessment. 

Summary and Implications 

It is likely no accident that the redefinition of American citizenship embodied in the 
Fourteenth Amendment to the Constitution, passed by the Senate in 1866 and ratified in 1868, 
occurred at the same time as the establishment of the federal Department of Education in 
March of 1867. The Department was designed "for the purpose of collecting such statistics and 
facts as shall show the condition and progress of education in the several States and 
Territories, and of diffusing such information respecting the organization and management of 
school and school systems, and methods of teaching, as shall aid the people of the United 
States in the establishment and maintenance of efficient school systems, and otherwise 
promote the cause of education throughout the country."76  It took a century before the 
Department of Education fully acted upon this purpose, particularly in the area of collecting 
data to addresses "the progress of education."77  In 1969, the first trial national assessments 
were given in citizenship, science, and writing. At core, then, education in citizenship and other 
disciplines—and the sound, reliable measurement of these subjects throughout the 
nation—are deeply rooted together. This paper investigated how we can utilize the data that 
NAEP civics and U.S. history assessments currently provide to better understand the 
relationship between performance and other key in-school and out-of-school factors. In 
addition, we have examined how we can improve the large scale and summative 
measurement of many of the skills central to the domains of U.S. history and civics. We believe 
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doing so will support recent efforts to redefine how civic learning is taught and encourage the 
development of critical thinking skills in our students—skills that are necessary to support 
democratic citizenship in the future. 

Our analysis of the 2018 results in civics and U.S. history reveals several key points. 
Descriptive data from the assessments show that while there have been improvements for 
some subgroups of students over time, achievement gaps remain among ethnic/racial groups 
and those of differing socioeconomic status. Moreover, there are large percentages of 
students overall who struggle to demonstrate higher order skills such as critical reading, 
interpretation, and argumentation. The regression analyses, which accounted for key 
demographic, SES, OTL, and student attitudes related to core skills in civic learning, revealed 
that nearly 40 percent of the variance in student scores was attributable to these factors (39 
percent in NAEP civics and 36 percent in NAEP U.S. history).The analyses also underscored that 
opportunity broadly defined—and educational opportunity in particular—is unequally 
distributed across demographic and SES groups in the United States. The demographic and 
SES factors alone accounted for approximately 30 percent of the overall variance in students' 
scores. Although a small percentage of the overall variance could be attributed to the OTL 
factors used in the analyses after demographic and SES variables were taken into account (4 
percentage points for civics and 1 percentage point for U.S. history), other research has shown 
that OTL is intricately bound up with demographics and SES. Schools in economically 
disadvantaged urban and rural districts, for example, often struggle to hire and retain quality 
teachers, have access to fewer resources, and face other challenges that can infringe on 
students' opportunities to learn.78  This more complicated view of OTL suggests the possible 
need for improvement in NAEP's OTL measures and approaches to the analysis of data 
derived from the OTL-related survey questions. Above and beyond specific implications for the 
improvement of teacher-based OTL measures, we must acknowledge that to truly have an 
impact on students' civic learning and to address growing inequality in education we will need 
to make reforms both inside and outside of the school doors. 

The second part of the paper focuses on aligning civics and U.S. history assessments more 
closely with the skills that experts and practitioners in the field believe are most critical in 
these domains. The discussion of how we can better measure civic participatory and 
engagement skills and historical thinking skills along with knowledge of civics and U.S. history 
content highlights challenges for large-scale assessment and measurement of these 
constructs overall. The usefulness of the data that any assessment provides can only truly be 
evaluated in light of how the domain of knowledge is conceptualized in the construct 
definition (i.e., in the frameworks) and instantiated in assessment items. Important recent 
initiatives in civic learning highlight the need to emphasize higher order domain skills, along 
with civic and U.S. history knowledge, but may require more support and specificity regarding 
their integration into instructional programs and assessments. Both the C3 Framework and 
aspects of the Roadmap for American Democracy, two key documents in the field, stress the 
necessity of teaching higher order skills. The Roadmap defines a number of key "themes" and 
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"design challenges" that incorporate skills. For example, Theme 1 addresses civics 
participatory skills, and Theme 7 addresses how "historical narratives shape current political 
arguments, how values and information shape policy arguments, and how the American 
people continues to renew or remake itself in pursuing fulfillment of the promise of 
constitutional democracy."79  This understanding of how historical narratives function involves 
many of the components of historical thinking skills described previously, including 
chronological reasoning, evaluating evidence, and making and supporting arguments about 
change over time. The Roadmap's Design Challenge 2: America's Plural yet Shared Story 
integrates the skill of analyzing multiple perspectives that is articulated in numerous places in 
the historical thinking skills model. Finally, Design Challenge 5: Balancing the Concrete and the 
Abstract touches on the complex relationship between knowledge and more abstract 
application of skills in civics learning overall. 

The current attention given to issues of citizenship and education harkens back to the period 
of the passage of the Fourteenth Amendment in the years following the Civil War, when 
citizenship and education were inextricably bound together in explicit ways. As constitutional 
scholar Derek Black has argued, "The original intent behind the Fourteenth Amendment 
included a commitment to guarantee education as a core aspect of state citizenship…[and] 
that education was just as important to securing full citizenship as voting. Simply put, the 
Fourteenth Amendment guaranteed citizenship, and citizenship required education."80  The 
right to citizenship is therefore in an important sense the right to quality education that allows 
for the full expression of that citizenship. This requires that citizens have knowledge of our 
government and history and the skills needed to examine, interrogate, and synthesize 
competing information as well as the ability to act responsibly as members of society. As a 
nation, we need to commit ourselves to providing high quality civics and U.S. history education 
for all students. Monitoring student progress with assessments that measure the knowledge 
and skills students need to understand and actively engage in the protection of their rights 
and an articulation of their responsibilities is a key part of this commitment to promote a 
healthy democracy. 
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Appendix A: Achievement Level Descriptors for NAEP Grade 8 Civics 

LEVEL DESCRIPTION 

NAEP Basic 
(134) 

Eighth grade students performing at the NAEP Basic level should have some 
understanding of competing ideas about purposes of government, and they 
should be able to describe advantages of limited government. They should be 
able to define government, constitution, the rule of law, and politics. They should 
be able to identify the fundamental principles of American democracy and the 
documents from which they originate, and they should understand the 
importance of a shared commitment to the core values of American democracy. 
They should recognize the components of the political process and understand 
personal, political, and economic rights and responsibilities. They should be able 
to describe the purposes of some international organizations. 

NAEP Proficient 
(178) 

Eighth grade students performing at the NAEP Proficient level should understand 
and be able to explain purposes that government should serve. These students 
should have a good understanding of differences between government and civil 
society and of the importance of the rule of law. They should recognize 
discrepancies between American ideals and reality and be able to describe 
continuing efforts to address them. They should understand the separation and 
sharing of powers among branches of government and between federal and 
state governments, and they should be able to explain how citizens influence 
government. They should be able to describe events within the United States 
and other countries that have international consequences. 

NAEP Advanced 
(213) 

Eighth grade students performing at the NAEP Advanced level should have a 
developed understanding of how civil society helps to maintain limited 
government and why the rule of law is important. These students should have a 
clear understanding of issues in which democratic values are in conflict and of 
past efforts to address the discrepancies between American ideals and reality. 
They should understand how citizens can monitor and influence government 
and how responsible citizens support democracy. They should recognize the 
impact of American democracy on other countries, as well as other countries' 
impact on American politics and society. 
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Appendix B: Achievement Level Descriptors for NAEP Grade 8 U.S. 
History 

LEVEL DESCRIPTION 

NAEP Basic 
(252) 

Eighth grade students performing at the NAEP Basic level should be able to 
identify and place in context a range of historical people, places, events, ideas, 
and documents. They should be able to distinguish between primary and 
secondary sources. They should have a beginning understanding of the diversity 
of the American people and the ways in which people from a wide variety of 
national and cultural heritages have become part of a single nation. Eighth grade 
students at the NAEP Basic level should also have a beginning understanding of 
the fundamental political ideas and institutions of American life and their 
historical origins. They should be able to explain the significance of some major 
historical events. 

NAEP Proficient 
(294) 

Eighth grade students performing at the NAEP Proficient level should be able to 
explain the significance of people, places, events, ideas, and documents, and to 
recognize the connection between people and events within historical contexts. 
They should understand and be able to explain the opportunities, perspectives, 
and challenges associated with a diverse cultural population. They should 
incorporate geographic, technological, and other considerations in their 
understanding of events and should have knowledge of significant political ideas 
and institutions. They should be able to communicate ideas about historical 
themes while citing evidence from primary and secondary sources to support 
their conclusions. 

NAEP Advanced 
(327) 

Eighth grade students performing at the NAEP Advanced level should recognize 
significant themes and movements in history and begin to understand particular 
events in light of these themes and movements. They should have an awareness 
of continuity and change over time and be able to draw relevant analogies 
between past events and present day situations. They should be able to frame 
questions about historical topics and use multiple sources to develop historical 
generalizations and interpretations. They should be able to explain the 
importance of historical themes, including some awareness of their political, 
social, and economic dimensions. 
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Appendix C: Methodology 

The data used in this analysis came from the 2018 8th grade civics and U.S. history 
assessments from NAEP. The assessments include multiple-choice, short-response, and 
constructed-response subject-specific cognitive items as well as a student background 
questionnaire with general and subject-specific contextual questions. Students received 
different blocks of cognitive items through a technique called balanced incomplete block (BIB) 
spiraling in which all items are completed by a sample of students, though individual students 
only complete a fraction of the items. Nationally representative samples of students take 
various portions of the entire pool of assessment items using matrix sampling. Both student 
performance data and questionnaire responses were used in this analysis to gain a more 
nuanced understanding of the NAEP civics and U.S. history results and their relationship to 
demographics, opportunity to learn, and select student attributes. 

The assessment was implemented through both digitally based and paper-based 
administrations. In 2018, approximately 13,400 eighth graders from 780 schools took the civics 
assessment and 16,400 eighth graders from 780 schools took the U.S. history assessment. The 
nationally representative sample was generated through multistage cluster sample designs to 
allow for accurate estimates of student populations.81  However, due to missing data rates for 
certain questionnaire items from paper-based administrations, only data from digitally based 
administrations were used in this analysis. The sample sizes were 6,164 students for the final 
U.S. history regression model and 3,420 students for the final civics regression model. 

For student performance data, the NAEP metric used for this analysis was average scale 
scores, which can range from either 0–500 (U.S. history) or 0–300 (civics). These scales were 
produced using item response theory methods, which can produce plausible values that are 
approximate estimates of students' overall performance. A composite of five plausible values 
was used per subject to create a single measure of student performance in this analysis. 

NAEP questionnaire items were used to contextualize student performance through indicators 
of demographics, OTL, and student attributes. The NAEP questionnaire items utilized in this 
analysis came from the U.S. history student questionnaire, civics student questionnaire, social 
studies teacher questionnaire, and social studies school questionnaire.82  A total of 18 
questionnaire items were selected for U.S. history, and 21 items for civics. Variables were 
divided into five categories that included demographic characteristics, indicators of 
socioeconomic status, a cluster of opportunity to learn variables related to teacher 
background and teacher classroom emphasis on particular skills associated with civics 
learning, and selected student indices that reflect students' interest, motivation, and 
confidence in civics and U.S. history. 
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We ran preliminary descriptive and correlational analyses to estimate the relationship 
between scale scores and variables associated with SES, OTL, and student attitudes related to 
core skills in civics and U.S. history. We then selected variables for our regression models. 

Once key variables were selected, hierarchical multiple linear regression was used to provide 
greater information on the relationship between variables, identify and isolate the impact of 
each category of variables, and control for other influences. To ensure regression was an 
appropriate approach, assumptions of normality, linearity, independence, homoscedasticity, 
and multicollinearity were investigated, and all assumptions were met. 

The statistical models were estimated using AM, a statistical software specifically designed for 
analyzing large-scale assessment data,83  which can correctly apply sampling weights and 
plausible values for complex samples. All statistical models incorporated 2018 NAEP-created 
sampling weights. To compare between nested regression models, an F-test was used to 
determine if the change in R2, or the amount of variance explained in the dependent variable, 
was significant (see Table 2 for these results). 

The regression analyses investigated the relationship between student performance 
(measured as a composite of five scale score plausible values) and five categories of variables: 
(1) demographics, (2) SES indicators, (3) teacher background/preparation, (4) teaching 
emphasis, and (5) student intra/interpersonal factors. Categories 3 and 4 include variables 
related to opportunity to learn. The specific variables found in each category are described in 
detail in Tables C2 and C3. Each category was treated as a block of variables and entered 
hierarchically to produce five regression models, such that each model included an increasing 
number of blocks (see Table C1 for a list of regression models per subject). This was repeated 
for each subject, where five models were tested for civics and five models for U.S. history. See 
Tables C4 and C5 for detailed findings. 

Appendix Table C1: Variable Clusters Included in Each Regression Model 

MODEL 1 MODEL 2 MODEL 3 MODEL 4 MODEL 5 

Demographics Demographics Demographics Demographics Demographics 

— SES indicators SES indicators SES indicators SES indicators 

— — Teacher 
background/ 
preparation 

Teacher 
background/ 
preparation 

Teacher 
background/ 
preparation 

— — — Teaching emphasis Teaching emphasis 

— — — — Student intra/inter-
personal factors 

NOTE: SES= socioeconomic status. 
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Appendix Table C2: Civics Independent Variables List 

VARIABLE (NAEP ID) QUESTIONNAIRE ITEM OR INDEX REGRESSION CATEGORIES 

DEMOGRAPHICS 

GENDER (DSEX) Civics student questionnaire Which of the following best describes you? 
Male (reference) 
Female 

RACE/ETHNICITY (SRACE10) Civics student questionnaire Which of the following best describes you? Select one or more answer choices. 

White (reference) 
Black 
Hispanic 
Asian 
American Indian/Alaskan Native 
Pacific Islander/Native Hawaiian 
2+ Races and Other 

LIMITED ENGLISH 
LANGUAGE PROFICIENCY 
(LEP) 

School records Student classified as English learner 
No (reference) 
Yes 

SOCIOECONOMIC STATUS INDICATORS 

PARENTS EDUCATION 
(PARED) Civics student questionnaire Parental education level (from two questions): (1) How far in school did your mother go? 

(2) How far in school did your father go? 

Did not finish high school (reference) 
Graduated from high school 
Some education after high school 
Graduated from college 

BOOKS IN THE HOME 
(B013801) Civics student questionnaire About how many books are there in your home? 

Few (0-10) (reference) 
Enough to fill one shelf (11-25) 
Enough to fill one bookcase (26-100) 
Enough to fill several bookcases (more than 
100) 

SCHOOL NSLP STATUS 
(C051601) 

Social studies school 
questionnaire 

During this school year, about what percentage of students in your school was eligible 
to receive a free or reduced-price lunch through the National School Lunch Program? 

1-25% (reference) 
25-50% 
51-75% 
76-100% and all students 

STUDENT NSLP STATUS 
(SLUNCH3) School records 

Not eligible (reference) 
Eligible 

NOTE: NSLP = National School Lunch Program. 
SOURCE:  National Center for Education Statistics, NAEP Report Card: Civics (Washington, DC: National Center for Education Statistics, Institute of Education Sciences, U.S. Dept. of Education, 2018), 
https://www.nationsreportcard.gov/civics/results/groups/. 
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Appendix Table C2: Civics Independent Variables List (Continued) 

VARIABLE (NAEP ID) QUESTIONNAIRE ITEM OR INDEX REGRESSION CATEGORIES 

OPPORTUNITY TO LEARN VARIABLES 

TEACHER BACKGROUND/PREPARATION 

TEACHING EXPERIENCE 
(T127501) 

Social studies teacher 
questionnaire 

Excluding student teaching, how many years have you taught civics, geography, history, 
or social studies in grades 6 through 12, counting this year? 

Less than 1 year (reference) 
1-2 years 
3-5 years 
6-10 years 
11-20 years 
21 or more years 

PROFESSIONAL 
DEVELOPMENT (T119901) 

Social studies teacher 
questionnaire 

During the last two years, did you participate in or lead any professional development 
activities related to the teaching of civics, geography, history, or social studies? 

No (reference) 
Yes 

POLITICAL SCIENCE DEGREE 
(T094201) 

Social studies teacher 
questionnaire 

Did you have a major, minor, or special emphasis in political science as part of your 
undergraduate coursework? 

No (reference) 
Yes, a major 
Yes, a minor or special emphasis 

CIVICS TEACHING ROLE 
(T137704) 

Social studies teacher 
questionnaire 

Which best describes your role in teaching social studies to this class? "I have primary 
responsibility for teaching civics and/or United States government." 

No (reference) 
Yes 

TEACHER SATISFACTION 
(T132701) 

Social studies teacher 
questionnaire 

How much does each of the following statements apply to you as a teacher? "I am 
satisfied with being a teacher at this school." 

Not at all like me (reference) 
A little bit like me 
Somewhat like me 
Quite a bit like me 
Exactly like me 

TEACHING EMPHASIS 

STUDENTS WRITING 
OPINION (T138202) 

Social studies teacher 
questionnaire 

During this school year so far, how often have you done each of the following as part of 
social studies instruction with this class? "Had students write about their opinion on a 
problem or issue (e.g., in a letter, e-mail, or blog post)" 

Never (reference) 
Once 
Two or three times 
Four or five times 
More than five times 

STUDENTS TAKING PART IN 
ROLE-PLAY/MOCK TRIAL 
(T138204) 

Social studies teacher 
questionnaire 

During this school year so far, how often have you done each of the following as part of 
social studies instruction with this class? "Had students take part in role-playing, mock 
trials, or dramas about social studies topics" 

Never (reference) 
Once 
Two or three times 
Four or five times 
More than five times 

NOTE: NSLP = National School Lunch Program. 
SOURCE:  National Center for Education Statistics, NAEP Report Card: Civics (Washington, DC: National Center for Education Statistics, Institute of Education Sciences, U.S. Dept. of Education, 2018), 
https://www.nationsreportcard.gov/civics/results/groups/. 
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Appendix Table C2: Civics Independent Variables List (Continued) 

VARIABLE (NAEP ID) QUESTIONNAIRE ITEM OR INDEX REGRESSION CATEGORIES 

STUDENTS USING 
COMPUTER TO CREATE 
REPORTS (T138303) 

Social studies teacher 
questionnaire 

When students in this class work on social studies, to what extent do they use 
computers or other digital devices to do the following? "Create reports or projects about 
social studies using different forms of media (e.g., a slide presentation that combines 
texts and video clips)" 

Never or hardly ever (reference) 
Once in a while 
Sometimes 
Often 
Always or almost always 

EMPHASIS ON DISCUSSING 
POLITICAL PROCESS 
(T138807) 

Social studies teacher 
questionnaire 

In your social studies class this school year, how much have you emphasized teaching 
your students each of the following? "Discussing the political process and government 
with others" 

Not at all (reference) 
Very little 
Some 
Quite a bit 
A lot 

EMPHASIS ON TAKING 
POSITION ON ISSUES 
(T139607) 

Social studies teacher 
questionnaire 

In your social studies class this school year, how much have you emphasized teaching 
your students each of the following? "Taking and defending a position about a historical 
issue (e.g., how changes in transportation have affected the United States economy)" 

Not at all (reference) 
Very little 
Some 
Quite a bit 
A lot 

STUDENT INTRA/INTERPERSONAL FACTORS 

CIVICS INTEREST/
ENJOYMENT INDEX 
(SQCATC4) 

Civics student questionnaire 

Students' interest/enjoyment in civics index 

Based on responses to five questions: 
How much does each of the following statements describe you? 

1. Civics and/or United States government are my favorite topics to study. 

2. I enjoy doing schoolwork about civics and/or United States government. 

3. I enjoy discussing civics and/or United States government topics with others. 

4. I think that civics and/or United States government schoolwork helps me 
understand what is happening in the world around me. 

5. I think that learning about civics and/or United States government topics will be 
important for my future. 

Low (reference) 
Moderate 
High 

NOTE: NSLP = National School Lunch Program. 
SOURCE:  National Center for Education Statistics, NAEP Report Card: Civics (Washington, DC: National Center for Education Statistics, Institute of Education Sciences, U.S. Dept. of Education, 2018), 
https://www.nationsreportcard.gov/civics/results/groups/. 
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Appendix Table C2: Civics Independent Variables List (Continued) 

VARIABLE (NAEP ID) QUESTIONNAIRE ITEM OR INDEX REGRESSION CATEGORIES 

CIVICS COMMUNITY 
ENGAGEMENT INDEX 
(SQCATC8) 

Civics student questionnaire 

Students' views on community engagement index 

Based on responses to five questions: 
How much does each of the following statements describe you? 

1. I think I can make a difference in my community. 

2. I think being actively involved in community issues is my responsibility. 

3. I think being concerned about state and local issues is an important responsibility 
for everybody. 

4. I have good ideas for programs and projects that would help solve problems in my 
community. 

5. I expect to be involved in improving my community three years from now. 

Low (reference) 
Moderate 
High 

IMPORTANCE OF 
ATTENTION TO 
GOVERNMENT (P813805) 

Civics student questionnaire Do you think that you would be able to do each of the following? "Explain why it is 
important to pay attention to the political process and government." 

I definitely can't (reference) 
I probably can't 
Maybe 
I probably can 
I definitely can 

IMPORTANCE OF 
PARTICIPATION IN 
GOVERNMENT (P813806) 

Civics student questionnaire Do you think that you would be able to do each of the following? "Explain why it is 
important for individuals to participate in the political process and government." 

I definitely can't (reference) 
I probably can't 
Maybe 
I probably can 
I definitely can 

NOTE: NSLP = National School Lunch Program. 
SOURCE:  National Center for Education Statistics, NAEP Report Card: Civics (Washington, DC: National Center for Education Statistics, Institute of Education Sciences, U.S. Dept. of Education, 2018), 
https://www.nationsreportcard.gov/civics/results/groups/. 
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Appendix Table C3: U.S. History Independent Variables 

VARIABLE (NAEP ID) QUESTIONNAIRE ITEM OR INDEX REGRESSION CATEGORIES 

DEMOGRAPHICS 

GENDER (DSEX) U.S. history student 
questionnaire Which of the following best describes you? 

Male (reference) 
Female 

RACE/ETHNICITY (SRACE10) U.S. history student 
questionnaire Which of the following best describes you? Select one or more answer choices. 

White (reference) 
Black 
Hispanic 
Asian 
American Indian/Alaskan Native 
Pacific Islander/Native Hawaiian 
2+ Races and Other 

LIMITED ENGLISH 
LANGUAGE PROFICIENCY 
(LEP) 

School records Student classified as English learner 
No (reference) 
Yes 

SOCIOECONOMIC STATUS INDICATORS 

PARENTS EDUCATION 
(PARED) 

U.S. history student 
questionnaire 

Parental education level (from two questions): (1) How far in school did your mother go? 
(2) How far in school did your father go? 

Did not finish high school (reference) 
Graduated from high school 
Some education after high school 
Graduated from college 

BOOKS IN THE HOME 
(B013801) 

U.S. history student 
questionnaire About how many books are there in your home? 

Few (0-10) (reference) 
Enough to fill one shelf (11-25) 
Enough to fill one bookcase (26-100) 
Enough to fill several bookcases (more than 
100) 

SCHOOL NSLP STATUS 
(C051601) 

Social studies school 
questionnaire 

During this school year, about what percentage of students in your school was eligible 
to receive a free or reduced-price lunch through the National School Lunch Program? 

1-25% (reference) 
25-50% 
51-75% 
76-100% and all students 

STUDENT NSLP STATUS 
(SLUNCH3) School records 

Not eligible (reference) 
Eligible 

NOTE: NSLP = National School Lunch Program. 
SOURCE:  National Center for Education Statistics, NAEP Report Card: U.S. History (Washington, DC: National Center for Education Statistics, Institute of Education Sciences, U.S. Dept. of Education, 
2018), https://www.nationsreportcard.gov/ushistory/results/groups/. 
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Appendix Table C3: U.S. History Independent Variables (Continued) 

VARIABLE (NAEP ID) QUESTIONNAIRE ITEM OR INDEX REGRESSION CATEGORIES 

OPPORTUNITY TO LEARN VARIABLES 

TEACHER BACKGROUND/PREPARATION 

TEACHING EXPERIENCE 
(T127501) 

Social studies teacher 
questionnaire 

Excluding student teaching, how many years have you taught civics, geography, history, 
or social studies in grades 6 through 12, counting this year? 

Less than 1 year (reference) 
1-2 years 
3-5 years 
6-10 years 
11-20 years 
21 or more years 

PROFESSIONAL 
DEVELOPMENT (T119901) 

Social studies teacher 
questionnaire 

During the last two years, did you participate in or lead any professional development 
activities related to the teaching of civics, geography, history, or social studies? 

No (reference) 
Yes 

HISTORY DEGREE (T077301) Social studies teacher 
questionnaire 

Did you have a major, minor, or special emphasis in history or history education as part 
of your undergraduate coursework? 

No (reference) 
Yes, a major 
Yes, a minor or special emphasis 

HISTORY TEACHING ROLE 
(T137706) 

Social studies teacher 
questionnaire 

Which best describes your role in teaching social studies to this class? "I have primary 
responsibility for teaching United States history." 

No (reference) 
Yes 

TEACHER SATISFACTION 
(T132701) 

Social studies teacher 
questionnaire 

How much does each of the following statements apply to you as a teacher? "I am 
satisfied with being a teacher at this school." 

Not at all like me (reference) 
A little bit like me 
Somewhat like me 
Quite a bit like me 
Exactly like me 

TEACHING EMPHASIS 

STUDENTS USE INTERNET 
FOR EVIDENCE (T138301) 

Social studies teacher 
questionnaire 

When students in this class work on social studies, to what extent do they use 
computers or other digital devices to do the following? "Use the Internet to look for 
evidence or sources (e.g., text documents, photographic images, or films)" 

Never or hardly ever (reference) 
Once in a while 
Sometimes 
Often 
Always or almost always 

ASSIGNMENT WITH 
MULTIPLE SOURCES 
(H813105) 

U.S. history student 
questionnaire 

In your social studies class this year, how often do you get the following assignments? 
"Responses to questions based on information from several sources (for example, 
letters, cartoons, or maps)" 

Never or hardly ever (reference) 
Less than half of the lessons 
About half of the lessons 
More than half of the lessons 
All or almost all of the lessons 

NOTE: NSLP = National School Lunch Program. 
SOURCE:  National Center for Education Statistics, NAEP Report Card: U.S. History (Washington, DC: National Center for Education Statistics, Institute of Education Sciences, U.S. Dept. of Education, 
2018), https://www.nationsreportcard.gov/ushistory/results/groups/. 
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Appendix Table C3: U.S. History Independent Variables (Continued) 

VARIABLE (NAEP ID) QUESTIONNAIRE ITEM OR INDEX REGRESSION CATEGORIES 

ASSESS LONG WRITTEN 
RESPONSES (T138403) 

Social studies teacher 
questionnaire 

In your social studies class this year, how often do you use each of the following to 
assess student progress in social studies? "Long written response (e.g., several 
paragraphs)" 

Never (reference) 
About once or twice a year 
About once or twice a month 
About once for twice a week 
Every day or almost every day 

STUDENT INTRA/INTERPERSONAL FACTORS 

U.S. HISTORY INTEREST/
ENJOYMENT INDEX 
(SQCATH4) 

U.S. history student 
questionnaire 

U.S. history interest/enjoyment index 

Based on responses to five questions: 
How much does each of the following statements describe you? 

1. United States history is one of my favorite subjects to study. 

2. I enjoy doing schoolwork about United States history. 

3. I enjoy discussing United States history topics with others. 

4. I think that United States history schoolwork helps me understand what is 
happening in the world around me. 

5. I think that learning about United States history topics will be important for my 
future. 

Low (reference) 
Moderate 
High 

NOTE: NSLP = National School Lunch Program. 
SOURCE:  National Center for Education Statistics, NAEP Report Card: U.S. History (Washington, DC: National Center for Education Statistics, Institute of Education Sciences, U.S. Dept. of Education, 
2018), https://www.nationsreportcard.gov/ushistory/results/groups/. 
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Appendix Table C3: U.S. History Independent Variables (Continued) 

VARIABLE (NAEP ID) QUESTIONNAIRE ITEM OR INDEX REGRESSION CATEGORIES 

STUDENTS' CONFIDENCE IN 
U.S. HISTORY KNOWLEDGE/
SKILLS INDEX (SQCATH5) 

U.S. history student 
questionnaire 

Students' confidence in U.S. history knowledge/skills index 

Based on responses to six questions: 
How much does each of the following statements describe you? 

1. Explain the causes and effects of important events in United States history Explain 
how time periods in United States history are similar or different 

2. Judge whether information from a source (for example, text, visual graphics, video, 
or audio) is accurate 

3. Understand the relationship between two historical events 

4. Compare and evaluate different points of view about the past (for example, 
different ideas about what caused the Civil War) 

5. Come up with research questions about why or how something happened in the 
past (for example, what were the causes of the Great Depression) 

6. Take and defend a position about a historical issue (for example, how changes in 
transportation have affected the United States economy) 

Low (reference) 
Moderate 
High 

STUDENTS' PERSPECTIVE 
TAKING IN HISTORICAL 
THINKING INDEX (SQCATH8) 

U.S. history student 
questionnaire 

Students' perspective taking in historical thinking index 

Based on responses to five questions: 
How much does each of the following statements describe you? 

1. I form opinions about historical events only after I have information from more 
than one source. 

2. I need to know the history leading up to an event to truly understand it. 

3. I want to know what lies behind the story when I study a conflict in history. 

4. I try to understand others better by imagining how things look from their 
perspective. 

5. I think that there is more than one side to every question, and I try to look at all of 
them. 

Low (reference) 
Moderate 
High 

NOTE: NSLP = National School Lunch Program. 
SOURCE:  National Center for Education Statistics, NAEP Report Card: U.S. History (Washington, DC: National Center for Education Statistics, Institute of Education Sciences, U.S. Dept. of Education, 
2018), https://www.nationsreportcard.gov/ushistory/results/groups/. 
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Appendix Table C4: Civics Regression Results 

VARIABLE 

MODEL 1 MODEL 2 MODEL 3 MODEL 4 MODEL 5 

B SE β B SE β B SE β B SE β B SE β 

Gender 
Female versus Male 1.732 1.095 1.897 1.773 1.079 1.913 1.711 1.116 1.910 1.132 1.371 1.552 1.454 1.332 1.936 

Race/Ethnicity 
Black versus White -14.358 1.781 -25.573** -9.480 1.675 -15.876** -9.388 1.645 -15.440** -9.288 1.747 -16.226** -8.619 1.882 -16.224** 
Hispanic versus White -7.853 1.505 -11.821** -0.127 1.413 -0.179 -0.175 1.454 -0.254 -0.648 1.801 -1.167 -0.668 1.665 -1.112 
Asian versus White 6.289 2.056 12.931** 8.607 1.934 16.643** 8.304 1.921 15.951** 8.233 2.120 17.458** 8.019 2.008 16.098** 
American Indian/Alaska Native versus White -1.955 8.080 -15.795 -1.363 7.164 -9.763 -1.316 7.332 -9.651 -1.185 5.765 -6.829 -1.548 4.331 -6.705 
Pacific Islander/Native Hawaiian versus White -2.738 5.454 -14.932** -0.259 6.799 -1.759 -0.383 7.189 -2.756 -0.457 8.866 -4.053 -0.954 9.212 -8.786 
2+ Races and Other versus White -2.243 2.261 -5.070* -0.664 2.626 -1.743 -0.626 2.754 -1.724 -0.750 3.338 -2.504 -0.906 3.415 -3.095 

English Language Proficiency 
English Language Learner versus Native Speaker -19.153 1.886 -36.122** -12.056 2.189 -26.394** -11.885 2.221 -26.402** -10.293 2.635 -27.118** -10.234 2.577 -26.378** 

Parents Education 
Graduate H.S. versus Did Not Graduate H.S. — — — 0.583 1.958 1.141 0.616 1.932 1.190 0.425 2.380 1.012 0.010 2.358 0.023 
Post H.S. versus Did Not Graduate H.S. — — — 6.635 1.977 13.114** 6.500 2.060 13.390** 5.339 2.408 12.856** 4.829 2.350 11.348** 
Graduate College versus Did Not Graduate H.S. — — — 7.331 1.637 12.003** 7.010 1.729 12.122** 5.733 2.110 12.095** 4.732 2.070 9.795** 

Books in the home 
11-25 versus 0-10 — — — 4.083 1.675 6.840** 4.272 1.663 7.105** 3.407 2.034 6.932** 3.303 1.965 6.489** 
26-100 versus 0-10 — — — 8.621 1.676 14.448** 8.188 1.755 14.372** 6.693 1.999 13.381** 6.098 2.000 12.198** 
>100 versus 0-10 — — — 11.980 1.804 21.617** 11.216 1.896 21.270** 9.454 2.291 21.661** 8.420 2.287 19.257** 

School NSLP Status 
26-50% versus 1-25% — — — -0.614 2.077 -1.275 -0.436 2.235 -0.974 -0.572 2.603 -1.490 -0.913 2.407 -2.197 
51-75% versus 1-25% — — — -2.424 1.804 -4.371* -2.379 1.836 -4.368** -2.675 1.864 -4.987** -2.939 1.752 -5.150** 
76-100% and all students versus 1-25% — — — -1.992 1.672 -3.331* -1.591 1.737 -2.763 -1.501 2.027 -3.043 -1.972 1.973 -3.889* 

Student NSLP Status 
Eligible versus Not eligible — — — -7.412 1.197 -8.869** -7.031 1.220 -8.576** -5.823 1.617 -9.413** -5.845 1.582 -9.246 

Teaching Experience 
1-2 years versus Less than 1 year — — — — — — 0.875 3.030 2.653 1.232 3.492 4.301 1.717 3.270 5.616 
3-5 years versus Less than 1 year — — — — — — 1.840 2.772 5.100 1.641 3.105 5.097 2.251 2.805 6.313* 
6-10 years versus Less than 1 year — — — — — — 2.096 2.702 5.662** 2.075 3.047 6.323* 2.593 2.859 7.416* 
11-20 years versus Less than 1 year — — — — — — 1.717 2.866 4.921 1.587 2.980 4.728 1.976 2.777 5.488* 
21 or more versus Less than 1 year — — — — — — 1.555 3.158 4.900 1.992 3.187 6.348* 2.366 3.033 7.174* 

Political Science Degree 
Major versus None — — — — — — 1.629 1.440 2.346 0.274 1.869 0.513 0.353 1.741 0.615 
Minor versus None — — — — — — -0.533 2.106 -1.122 -0.230 1.982 -0.456 0.043 2.021 0.086 

Professional development 
Yes versus No — — — — — — 0.208 1.637 0.340 0.567 1.591 0.901 0.758 1.584 1.201 

Teacher Satisfaction 
Little versus Not at all — — — — — — 0.728 4.606 3.354 0.682 4.666 3.181 0.899 4.323 3.888 
Somewhat versus Not at all — — — — — — 0.993 3.978 3.949 1.058 4.598 4.866 1.102 4.287 4.726 
Quite a Bit versus Not at all — — — — — — 0.621 3.981 2.471 0.572 4.592 2.626 — 0.659 4.205 
Exactly versus Not at all — — — — — — 1.243 3.960 4.925 1.184 4.551 1.344 4.190 5.629 5.629 

Civics Teaching Role 
Yes versus No — — — — — — 1.269 1.727 2.193 -0.027 1.731 -0.047 -0.049 1.680 -0.082 

Statistical significance: * p < .05, ** p < .01. 
NOTE: H.S. = high school, NSLP = National School Lunch Program. 

Appendix C: Methodology 55

Improving the Measurement of Civic Learning



Appendix Table C4: Civics Regression Results (Continued) 

VARIABLE 

MODEL 1 MODEL 2 MODEL 3 MODEL 4 MODEL 5 

B SE β B SE β B SE β B SE β B SE β 

Students writing opinion 
Once versus Never — — — — — — — — — -2.278 3.651 -8.320* -2.689 3.829 -10.298** 
Two or three times versus Never — — — — — — — — — -0.963 3.317 -3.196 -1.533 3.368 -5.163 
Four or five times versus Never — — — — — — — — — -1.519 3.271 -4.968 -1.835 3.400 -6.238 
More than five times versus Never — — — — — — — — — -0.568 3.385 -1.924 -1.047 3.483 -3.647 

Students taking part in role-play/mock-trial 
Once versus Never — — — — — — — — — 1.373 2.183 2.997 1.407 2.018 2.838 
Two or three times versus Never — — — — — — — — — 0.716 1.708 1.224 0.701 1.691 1.186 
Four or five times versus Never — — — — — — — — — 3.099 2.357 7.304** 2.823 2.345 6.619** 
More than five times versus Never — — — — — — — — — 0.144 3.549 0.512 — 0.215 3.308 

Students using computer to create reports 
Once in while versus Never — — — — — — — — — 2.106 2.416 5.087* 2.259 2.219 5.014* 
Sometimes versus Never — — — — — — — — — 1.691 2.430 4.107 1.737 2.374 4.123 
Often versus Never — — — — — — — — — 1.251 2.389 2.989 1.320 2.307 3.046 
Always or almost always versus Never — — — — — — — — — 2.344 3.048 7.145* 2.438 2.997 7.309* 

Emphasis on discussing political process 
Very little versus Not at all — — — — — — — — — -0.317 2.919 -0.924 -0.770 2.751 -2.119 
Some versus Not at all — — — — — — — — — 1.283 2.429 3.116 0.960 2.339 2.244 
Quite a bit versus Not at all — — — — — — — — — 2.237 2.557 5.720* 1.974 2.446 4.828* 
A lot versus Not at all — — — — — — — — — 1.978 2.321 4.590* 1.619 2.307 3.734 

Emphasis on taking position on issues 
Very little versus Not at all — — — — — — — — — -0.025 2.784 -0.071 0.455 2.693 1.226 
Some versus Not at all — — — — — — — — — -0.762 2.001 -1.524 -0.496 2.087 -1.036 
Quite a bit versus Not at all — — — — — — — — — -0.253 2.437 -0.617 -0.027 2.441 -0.065 
A lot versus Not at all — — — — — — — — — 0.884 2.622 2.318 0.722 2.688 1.940 

Civics Interest/Enjoyment Index 
Moderate versus low — — — — — — — — — — — — -1.790 1.670 -2.990 
High versus low — — — — — — — — — — — — -1.682 2.066 -3.477 
Moderate versus low — — — — — — — — — — — — -2.151 1.306 -2.810* 
High versus low — — — — — — — — — — — — -3.914 1.915 -7.495** 

Importance of attention to government 
I probably can't versus I definitely can't — — — — — — — — — — — — -1.509 3.139 -4.736 
Maybe versus I definitely can't — — — — — — — — — — — — -1.185 3.129 -3.708 
I probably can versus I definitely can't — — — — — — — — — — — — -0.007 3.198 -0.024 
I definitely can versus I definitely can't — — — — — — — — — — — — 1.006 3.916 3.939 

Importance of participation in government 
I probably can't versus I definitely can't — — — — — — — — — — — — 2.347 3.077 7.220 
Maybe versus I definitely can't — — — — — — — — — — — — 2.490 2.910 7.246 
I probably can versus I definitely can't — — — — — — — — — — — — 4.788 3.171 15.182 
I definitely can versus I definitely can't — — — — — — — — — — — — 4.808 3.787 18.208 

R2 0.177 0.303 0.308 0.350 0.387 
Statistical significance: * p < .05, ** p < .01. 
NOTE: H.S. = high school, NSLP = National School Lunch Program. 
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Appendix Table C5: U.S. History Regression Results 

VARIABLE 

MODEL 1 MODEL 2 MODEL 3 MODEL 4 MODEL 5 

B SE β B SE β B SE β B SE β B SE β 

Gender 
Female versus Male -4.216 0.871 -3.673** -4.332 0.913 -3.954** -4.582 0.899 -4.120** -4.784 0.888 -4.248** -4.989 0.892 -4.452** 

Race/Ethnicity 
Black versus White -16.936 1.432 -24.257** -6.999 1.729 -12.102** -6.666 1.753 -11.683** -6.945 1.722 -11.959** -7.198 1.713 -12.333** 
Hispanic versus White -11.420 1.131 -12.917** 0.942 1.166 1.098 0.849 1.156 0.981 0.431 1.182 0.510 0.302 1.104 0.333 
Asian versus White 3.965 1.880 7.455** 5.288 1.806 9.552** 5.033 1.857 9.345** 4.865 1.842 8.962 4.770 1.774 8.461** 
American Indian/Alsk Native versus White -3.774 3.100 -11.697** -0.765 2.852 -2.181 -0.535 2.768 -1.481 -0.701 2.845 -1.995 -0.504 2.786 -1.404 
Pacific Islander/Native Hawaiian versus White -1.589 6.612 -10.506 -1.076 6.442 -6.933 -1.254 6.169 -7.734 -1.349 6.404 -8.640 -1.044 6.117 -6.388 
2+ Races and Other versus White -2.794 2.233 -6.237** -0.644 2.555 -1.646 -0.589 2.585 -1.522 -0.716 2.542 -1.820 -0.730 2.481 -1.810 

English Language Proficiency 
English Language Learner versus Native Speaker -22.015 1.564 -34.439 -15.454 1.710 -26.430** -14.881 1.737 -25.846** -14.922 1.708 -25.492** -14.663 1.687 -24.734** 

Parents Education 
Graduate H.S. versus Did Not Graduate H.S. — — — 1.902 1.480 2.816 1.704 1.529 2.605 1.660 1.508 2.504 1.282 1.554 1.992 
Post H.S. versus Did Not Graduate H.S. — — — 6.705 1.514 10.150** 6.320 1.627 10.286** 6.057 1.630 9.873** 5.482 1.569 8.601** 
Graduate College versus Did Not Graduate H.S. — — — 7.882 1.405 11.076** 7.539 1.431 10.789** 7.247 1.434 10.394** 6.642 1.411 9.369** 

Books in the home 
11-25 versus 0-10 — — — 3.048 1.313 4.003** 3.187 1.354 4.315** 3.003 1.364 4.096** 2.762 1.355 3.741** 
26-100 versus 0-10 — — — 9.838 1.167 11.485** 9.651 1.177 11.356** 9.319 1.185 11.045** 7.936 1.190 9.445** 
>100 versus 0-10 — — — 12.333 1.557 19.205** 11.909 1.614 19.225** 11.819 1.612 19.057** 10.006 1.636 16.372** 

School NSLP Status 
26-50% versus 1-25% — — — 1.473 1.942 2.861 1.530 1.840 2.815 1.460 1.927 2.813 1.352 2.007 2.713 
51-75% versus 1-25% — — — -0.829 1.353 -1.122 -1.044 1.298 -1.356 -1.029 1.348 -1.387 -1.089 1.303 -1.419 
76-100% and all students versus 1-25% — — — -2.179 1.728 -3.764* -1.942 1.652 -3.208 -1.942 1.599 -3.106 -2.102 1.612 -3.388* 

Student NSLP Status 
Eligible versus Not eligible — — — -7.921 1.188 -9.413** -7.544 1.205 -9.094** -7.294 1.218 -8.882** -7.347 1.154 -8.481** 

Teaching Experience 
1-2 years versus Less than 1 year — — — — — — 0.917 2.192 2.010 0.927 2.182 2.022 0.944 2.291 2.162 
3-5 years versus Less than 1 year — — — — — — 1.259 2.123 2.674 1.262 2.140 2.701 1.612 2.231 3.596 
6-10 years versus Less than 1 year — — — — — — 2.880 2.150 6.191** 2.821 2.162 6.100** 3.010 2.211 6.654** 
11-20 years versus Less than 1 year — — — — — — 2.488 2.245 5.587* 2.474 2.268 5.610* 2.698 2.334 6.297** 
21 or more versus Less than 1 year — — — — — — 2.304 2.083 4.799* 2.372 2.086 4.947* 2.537 2.162 5.484** 

Teacher Satisfaction 
Little versus Not at all — — — — — — 1.036 4.087 4.234 1.023 4.001 4.091 0.763 3.842 2.931 
Somewhat versus Not at all — — — — — — 1.254 1.254 3.261 4.091 1.227 3.164 3.883 1.237 3.079 
Quite a Bit versus Not at all — — — — — — 0.862 0.862 0.862 3.363 2.898 0.927 3.213 2.977 0.976 
Exactly versus Not at all — — — — — — 1.384 3.135 4.339 1.465 2.981 4.366 1.406 2.908 4.087 

History Degree 
Major versus None — — — — — — -0.829 1.045 -0.866 -0.755 1.049 -0.792 -0.482 1.048 -0.505 
Minor versus None — — — — — — 0.171 1.468 0.251 0.169 1.440 0.243 0.164 1.381 0.226 

History Teaching Role 
Yes versus No — — — — — — 2.273 1.145 2.602* 2.193 1.131 2.479* 2.122 1.104 2.343* 

Professional development 
Yes versus No — — — — — — 2.811 1.097 3.085 2.682 1.111 2.981 2.652 1.059 2.808 

Statistical significance: * p < .05, ** p < .01. 
NOTE: H.S. = high school, NSLP = National School Lunch Program. 
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Appendix Table C5: U.S. History Regression Results (Continued) 

VARIABLE 

MODEL 1 MODEL 2 MODEL 3 MODEL 4 MODEL 5 

B SE β B SE β B SE β B SE β B SE β 

Students use internet for evidence 
Once in while versus Never — — — — — — — — — 0.109 2.055 0.225 0.267 1.936 0.517 
Sometimes versus Never — — — — — — — — — -0.497 2.125 -1.057 -0.413 2.032 -0.840 
Often versus Never — — — — — — — — — -0.676 2.212 -1.494 -0.555 2.110 -1.172 
Always or almost always versus Never — — — — — — — — — 0.050 2.357 0.118 0.018 2.226 0.039 

Assignment with multiple sources 
<Half of the lessons versus no lessons — — — — — — — — — 4.274 1.233 5.269** 2.839 1.135 3.221** 
About half lessons versus no lessons — — — — — — — — — 3.666 1.282 4.698** 1.431 1.209 1.730 
>Half of the lessons versus no lessons — — — — — — — — — 7.435 1.080 8.027** 3.324 1.105 3.673** 
All/most all lessons versus no lessons — — — — — — — — — 3.937 1.268 4.993** -0.681 1.322 -0.901 

Assess long written responses 
Once/twice a year versus never — — — — — — — — — 0.666 2.157 1.435 0.501 2.144 1.075 
Once/twice a month versus never — — — — — — — — — 0.577 1.971 1.136 0.520 1.988 1.033 
Once/twice a week versus never — — — — — — — — — 0.393 2.448 0.963 0.268 2.454 0.657 
Every day or almost versus never — — — — — — — — — -0.014 2.848 -0.040 0.032 3.055 0.098 

U.S. History Interest/Enjoyment Index 
Moderate versus low — — — — — — — — — — — — -3.493 1.029 -3.594** 
High versus low — — — — — — — — — — — — -4.017 1.191 -4.786** 

Students' confidence in U.S. history knowledge/skills Index 
Moderate versus low — — — — — — — — — — — — 6.177 1.107 6.838** 
High versus low — — — — — — — — — — — — 12.850 1.053 13.531** 

Students' perspective taking in historical thinking index 
Moderate versus low — — — — — — — — — — — — 1.809 1.034 1.870 
High versus low — — — — — — — — — — — — 5.322 1.203 6.402** 

R2 0.193 0.314 0.322 0.330 0.362 
Statistical significance: * p < .05, ** p < .01. 
NOTE: H.S. = high school, NSLP = National School Lunch Program. 
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