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Earlier parts of thig book discussed three major
aspects of the teacher’s role: understanding stu-
dent differences and how to address them prop-
erly, understanding the learning process and how
10 use that knowledge to form ulate effective
approaches to instruction, and understanding moti-
vation to learn and how o engage motivation to
establish a positive learning environment. Now we
turn to assessing performance, which is an equally
significant aspect of the teacher's role. Virtually
everyone connected with public schools, from sty-
dents to teachers and administrators to state edu-
cation officials to members of the .S Congress,
is keenly interested in knowing how much and
how well students have learned.

In this and the next chapter, we describe a
twofold process for assessing student learning:
using teacher-made measures to assess mastery
of the teacher’s specific objectives and using pro-
fessionally prepared Standardized tests to mea-
sure the extent of 5 student’s general knowledge
base and aptitudes. Although the items that make
up teacher-made and standardized assessments
can be very similar, if not identical, these two
types of assessments differ significantly in their
construction, the conditions under which they are
administered, and the purposes for which they are
used. In short, standardized tests are designed to
highlight where students, classrooms, schools,
and districts stand with respect to one another
in terms of general levels of performance in vari-
ous skills and subject areas. Period. Think of this
as assessment of learning. Teacher-made assess-
ments, by contrast, are designed to highlight sty-
dents’ strengths and weaknesses, to give stu-
dents timely feedback about the effectiveness
of their study habits, and to provide teachers
with timely information that can help them make
more effective instructional decisions. These
assessments may or may not look like traditional
tests. Think of them as dassessment for learning
(Stiggins, 2007).

LO1 The Role of Assessment
in Teaching

The rols of assessment is to enhance learn-
ing. Therefore, assessment is both integral and
critical to effective teaching. To help a student
learn, a teacher must know what the student
knows and is able to do. To determine if 5 les-
50N worked, a teacher must know if learning
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objectives were met. We have examined 3 num-
ber of theories throughout this book to see how
they apply to teaching. In order to apply those
ideas, however, you will need to assess student
learning. Consider, for a moment, the discussion
in Chapter 2 of the Vygotskian zone of proximal
development. Suppose, as a teacher, you decide
that scaffolding—which research has shown to
be an effective teaching strategy—should be
employed to help your students learh. In order to
scaffold a student’s learning, you will first need
to know the student’s Zone of proximal devel-
opment; you will need to assess the student’s
knowledge and understanding in order to deter-
mine what the student knows and can do alone
in order to determine the target of the neces-
sary scaffolding. Assessment yields information
about learning. Said another way, assessment
informs learning. Because teaching is an effort
to enhance learning, assessment also informsg
teaching.

Assessing student learning is a task that many
teachers dislike and few do extremely well, One
reason is that many lack in-depth knowledge of
assessment principles (Guskey, 2003; Stiggins,
2002; Trevisan, 2002). Another reason is that the
role of assessor is seen as being inconsistent with
the role of teacher (or helper). A third reason is
that many teachers think of assessment as merely
grading rather than as instruction (a misconception
we will address shortly). As a consequence, high
quality assessment practices are too often not part
of the culture of classrooms (Moss & Brookhart,
2009). This js unfortunate because, in fact, well-
designed classroom assessment schemes con-
tribute to student learning (Popham, 20086, 2011:
Stiggins, 2002: Stiggins, Arter, Chappuis, &
Chappuis, 2007).

A basic goal of this chapter is to help you
understand how to use knowledge about assess-
ment to enhance, rather than waork against, your
effectiveness as teacher. Toward that end, we
will begin by defining what we mean by the term
assessment and by two key elements of this pro-
Cess: measurement and evaluation.

What Is Assessment?

Broadly conceived, classroom assessment
involves two major types of activities: first. eol-
lecting information about how much knowledge
and skill students have learned (measurerinfént);
and then, making judgments about the adequacy



measurement

The assignment of
value to products,
performances, or
attributes of people
according to a rule-
governed system.

or acceptability of each student's
level of learning (evaluation).
Some teachers, focusing heav-
ily on the judgments they must
make, tend to overlook the mea-
surements that are used to make
those judgments and how such
information can help them teach

more effectively. Those are the.

ing” when they hearthe word
_assessment. But as we will see,
both aspects of classroom assess-
ment are critical to understanding student learning, and
understanding student learning is critical to enhancing
student learning. :

evaluation In
j assessment, the use
[ of & rule-governed
‘! system to make
i judgments about the
] value or worth of a

set of measures.

Both measurement and evaluation activities can be
accomplished in a number of ways. The most common
ways that teachers measure learning is to have stu-
dents take guizzes or exams, respond to cral questions, .
do homework exercises, write papers, solve problems,
create products, and make oral
presentations. Teachers can
then evaluate the scores
| (i.e., the measurements
taken) from those
activities by compar-
ing them either with
one another or with an
‘ absolute standard {such
‘ as an A equals 90%
| correct). In this chapter,
1
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we will explain and illustrate

| the various ways in which you can measure and evalu-
. ate student learning with assessments that you create
and administer regularly in your classroom (Airasian &

Russell, 2008; Nitko & Brookhart, 2011).

Measurement For educational purposes, measure-
ment is defined as the assignment of either a number
(such as the score from a test) or a rating (such as the
designation “excellent” or “exceeds standards” from a
performance assessment) to certain attributes of people
according to a rule-governed system. For example,

we can measure someone's level of keyboarding pro-
ficiency by counting the number of words the person
accurately types per minute. For an oral presentation,
we might measure the guality by using a guide called

a scoring rubric (Arter & Chappuis, 2008). In a class-
room or other group situation, the rules that are used to
assign the numbers or provide the rating ordinarily cre-
ate a ranking that reflects how much of the attribute dif-
ferent people possess (Airasian & Russell, 2008; Nitko
& Brookhart, 2011).
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Evaluation Although related to measurement, evalu-
ation is a distinct process that makes use of measure-
ments. Evaluation invclves using a rule-governed
system to make judgments about the value or worth
of a set of measures (Airasian & Russell, 2008: Nitko

& Brookhart, 2011}, What does it mean, for example,
to say that a student answered 80 out of 100 earth sci-
ence guestions correctly? Depending on the rules that
are used, it could mean that the student has learned
that body of knowledge exceedingly well and is ready to
progress to the next unit of instruction or, conversely,
that the student has significant knowledge gaps and
requires additional instruction.

Why Should We Assess
Students’ Learning?
As implied earlier, the short answer to the question of
why to assess student learning is; To enhance student
learning. Although that simple answer frames assess-
ment as crucial to student learning—and it is—it leads
to other guestions about how to
use assessment to enhance
: S learning. There are two
general ways in which
assessment data {(mea-
surements) can be used
to make judgments (eval-
uations). Thus, there are
two kinds of evaluative
judgments: summative.
and formative.
he distinction
between summative
and formative evaluation
originated in the work of
Michael Scriven (1967). In
the years since Scriven described how assessment
serves different evaluative purposes, research on class-
room assessment has evolved from an emphasis on the
technical aspects of assessment (called psychometric
theory) to research on how assessment practice con-
tributes to a wide range of developmental, learning, and
especially motivational outcomes for students. As a con-
sequence of this shift, the terms summative and forma-
tive evaluation have been replaced by summative and
formative assessment (Brookhart, 2009a).

After briefly describing summative and formative
assessment, we will compare and contrast the two
uses of assessment information in order to focus on
assessment that can guide classrcom teaching and
learning day to day, hour to hour, or even minute to
minute.

Chapter 14: Assessment of Classroom Learning




Summative Assessment (Assessment of Learning)
The first, and probably most obvious, reason for assess-
ment is to provide to all interested parties a clear, mean-
ingful, and useful summary or accounting of how well a
student has met the teacher's objectives. When testing
is done for the purpose of assigning a letter or numeri-
cal grade, it is often called summative assessment
because its primary purpose is to provide an assess-
ment of learning, 1o sum up how well a student has per-
formed over time and at a variety of tasks.

Formative Assessment (Assessment for Learning) A
second reason for assessing students is to monitor their

_progress. The main things that teachers want to know
from time to time are whether students are keeping up
with the pace of instruction and are understanding all of
the material that has been covered so far. For students
whose pace of learning is either slower or faster than
average, or whose understanding of certain ideas is
faulty, instructional accommodations may be needed
(recall the techniques discussed in Chapter 6). Because
the purpose of such assessment is to facilitate, or form,
learning and not to assign a grade, it is usually callad
formative assessment.

Assessment of Learning Compared to Assessment
for Learning A number of scholars have referred to
assessment that leads to summative judgments as
“assessment of learning” and assessment that is

used to make formative judgments as “assessment
for learning” (Moss & Brookhart, 2009 Stiggins, 2002,
2007; Tomlinson, 2007/2008). Two of these scholars,
Connie Moss and Susan Brookhart, are with the Center
for Advancing the Study of Teaching and Learning in

the School of Education at Duguesne University. They
have been conducting research for several years on how
assessment practices advance teaching and learning. It
is important to note that their research has been con-
ducted with teachers, administrators and students in the
Armstrong School District in Pennsylvania. Because they
have worked closely with practicing educators, their con-
clusions are informed by practicing educators. Table 14.1
is based on Moss and Brookhart's work (2008): how they
compare and contrast the characteristics of assessment
of learning and assessment for learning.

The distinctions between summative assessment
and formative assessment in Table 14.1 help us see that
the procass of assessment—first measuring and then
evaluating—is tied closely to the underlying reason ar
purpose for assessing. As we will see later in this chap-
ter {and in Chapter 15), summative assessment is not
only legitimate, it is necessary. As a teacher, you will be
required to assign grades to assignments, performances,
quizzes, and tests. You will also be required to examine
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the grades that you have assigned
to each assignment, each perfor-
mance, each quiz, and each test
and issue a summary judgment: a
final grade for a course or a grad-
ing period—a summative assess-

summative
assessment Testing
done for the purpose
of assigning a letter
or numerical grade to
sum up a student’s
performance at a
variety of tasks over

. time.
ment of learning.
Along the way to those sum- formative ;
. assessment A type
mative assessments of learp- TR

monitors a student's
progress in order

1o facilitate learning
rather than to assign
8 grade. Also called
formative evaluation,

ing, you will be engaged in help- -
ing students meet the learning
goals and objectives that define
successful learning in your class-
room. That is where formative
assessment comes into play.
Formative assessments are con--
ducted more or less continuously during an instructional -
unit, using both formal and informal assessment tech-
niques. Periodic quizzes, homawork assignments, in-
class worksheets, oral readings responses to teacher
questions, and behavioral observations are all examples
of formative assessments—if the results are used to
generate timely feedback about what students have
learned, what the source of any problems might be, and
what might be done to prevent small problems from
becoming major ones later in the year. Unlike summa-
tive assessment, which is a one-time event conducted
only after instruction is finished, formative assess-

ment has a more dynamic, ongoing, interactive relation-
ship with teaching. jbe results of formative assess-
ments affect instruction, which affects subsequent

TABLE 14.1 Characteristics That Distinguish Summative
and Formative Assessment

Assessment of Learning
{Summative Assessment)

Assessment for Learning
(Formative Assessment)

Purpose is to summarize and audit
learning :

Purpose is to improve student
learning -

Conducted periodically to capture
what learning has occurred

Conducted continuously while
learning is in progress
Focus is on products of learning Focus is on learning in process

Perceived as integral to the
teaching—learning process

Often perceived as an activity that
occurs after the teaching—learning
process has finished

Collaboration of teacher and -
student

Teacher directed

Performance measures (e.g., scores
on an exam) show where a student
has arrived

Performance measures (e.g.,
scores on an exam) show a
student’s journey

Teachers and students use evi-
dence to make adjustments

Teachers use evidence to make a
summary decision about success or
failure (e.q., grades)

Teachers take on the role of auditor; Teachers join with students as
students are the audited “intentional learners”

SOURCE: Adapted from Moss & Brookhart {2009).
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Classroom assessments can provide both summative and
formative information. The former—assessments of learn-
ing—can tell the teacher (and others) what knowledge and
skills a student has acquired. The latter—assessments for
learning—can tell the teacher and the student what adjust-
ments need to be made in order to take the next steps for
the student’s learning.

performance, and so on. Think back to our discussion
of response to intervention (RTI) in Chapter 6. The RTI
approach is sometimes characterized as “teach—test—
teach.” The teacher instructs (or intervenes to help the
student learn), student learning is measured and evalu-
ated {to see if the intervention worked), and the teacher
then medifies instruction based on the assessment. RTI
can be thought of as a type of formative assessment.

Assessment as Learning Moss & Brookhart (2009)
defined formative assessment as “an active and inten-
tional learning process that partners the teacher and
the students to continuously and systematically gather
evidence of learning with the express goal of improving
student achievement” (p. 6). In other words, they view
assessment for learning as learning. Their claim is that
unless both students and teachers are learning from the
process, formative assessment is not occurring in the
classroom. Whatever is happening might be something
like formative assessment, but true formative assess-
ment requires that the teacher and students are learn-
ing with the intention to improve student achievement,
Their argument is that assessment for learning is suc-
cessful only when teachers and students are becoming
better and better because they are learning from their
assessment activities in the classroom.

As we have indicated, learning about assessment
is necessary to becoming an effective teacher. Mistilina
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Sato, Ruth Chung Wei, and Linda Darling-Hammond
(2008), for example, studied how the assessment prac-
tices of math and science teachers changed as a func-
tion of pursuing National Board Certification. Teachers
who are candidates for certification by the National
Board for Professional Teaching Standards go through
an extensive assessment procedure and, at the end

of the process, a summative judgment about whether
they have or have not met the standards of the National
Board. One becomes a National Board Certifiad Teacher
or one does not. YWhen teachers who sought National
Board Certification were compared with those who did
not, the authors found significant differences. National
Board candidates exhibited substantial changes “in__
the variety of assessments used and the way assess-
ment information was used to support student learn-
ing. National Board candidates attributed changes in
practice to the National Board standards and assess-
ment tasks” (Sato, Wei, & Darling-Hammond, p. 669). In
being assessed themselves, the teachers learned how
to improve their assessmeant practices with their own
students. Thinking back to Moss and Brookhart's view
of formative assessment, it is critical that assessment
informs learning of both teachers and students.

In"an essay entitled “Leaming to Love
Assessment,” Carol Ann Tomlinson (2007/2008)
reflected on her long teaching career and, in particular,
what she learned about and from the practice of class-
room assessment. She concluded her essay as follows:

Lorna Earl (2003) distinguishes between assess-
ment of learning, assessment far learning, and
assessment as learning. In many ways, my growth
as a teacher slowly and imperfectly followed that
progression. [ began by seeing assessment as
judging performance, then as informing teach-
ing, and finally as informing learning. In reality, all
those perspectives play a role in effective teach-
ing. The key is where we place the emphasis.
Certainly a teacher and his or her students
need to know who reaches (and exceeds) impor-
tant learning targets, thus summative assessment,
or assessment of learning, has a place in teaching.
Robust learning generally requires robust teaching,
and both diagnostic and formative assessments,
or assessments for learning, are catalysts for bet-
ter teaching. In the end, however, when assess-
-ment is seen as learning for students as well as
for teachers, it becomes most informative and
generative for students and teachers alike. (p. 13)

Having made the argument that assessment is inte-
gral to teaching and critical for learning, we turn first to
ways of measuring student learning and then to ways of
evaluating student learning.

Chapter 14: Assessment of Classroom Leaming




LO2 Ways to Measure
Student Learning

tives can be classified in terms of two broad categories:
knowing about something (for example, that knots are
used to secure objects, that dance is a form of social
expression, that microscopes are used to study things
too small to be seen by the naked eve) and knowing
how to do something (for example, tie a Square knot,
dance the waltz, operate a microscope). Measures that
attempt to assess the fange and accuracy of some-

Pa use& Over the past 10 to 12 years, you have
R eﬂ e ct taken probably hundreds of classroom

‘tests. What lypes of tests pest reflected
what you learned? Why?

Written Tests

following Categories and item types: selected n
(multiple choice, true—false, and matching) and cop-

Structed response (short answer and essay). In all likeli-

hood, you have taken hundreds of these types of tests
in your school career thus far.

Written tests measure
the degree of knowledge
about a subject.

In the next couple of pages, we will briefly describe
the main features, advantages, and disadvantages of
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of written test wil| be equally usefy for all purposes.

You are more likely to draw rences about
students’ capabilities by using a variety of selermd_aDL

constructed-response jtems.

Selected-Hesponse Tests Selec‘[ed-response tests
are so named because the student reads a relatively
brief opening statement (called a stem) and selects -
one of the provided alternatives as the correct answer,
Selected-response tests are typically made up of

Although guidelines exist for writing selected-response
items (ses, far example, the 31 guidelines for writing
Multiple-choice items discussed by Haladyna, Downing,
& Rodriguez, 2002), many of these guidelines have not
been validated by research. Hence, test-item writing is
currently as much an art as a science.

Selected-response
tests are objectively
Scored and efficient
but usually measure

lower levels of learning
and do not revea what
students can do.

dssess what might he called foundational

This knowledge Comprises the basic factual informa-
tion and cognitive skills that students need in order to
do such high level tasks as solve problems and create
products (Stiggins, 2007).

reliability of scoring. With the aid of a scoring iemplate

(such as a multiple-choice answer sheet that has holes
punched out where the correct answer is located), many
tests can he quickly and uniformly scared. Moreover,
there is some evidence that selected-response tests,




when well written, can measure higher level cognitive
skills as effectively as constructed-response tests (Nitko
& Brookhart, 2011; Stiggins, 2007).

Disadvantages Because itermns that reflect -

est level of Bloom's taxanomy (verbatim knowled
are the easiest to write, most teacher-made tests

{and many standardized tests as well) are composed
almost entirely of knowledge-level i point we

made initially in Chapter 13). As a result, students focus
on verbatim memorization rather than on meaning-

ful learning. Another disadvantage is that, although

we get some indication of what students know, such
tests reveal nothing about what students can do with
“that knowledge. A third disadvantage is that heavy or
‘exclusive use of selected-response tests leads students
to believe that learning is merely the accumulation of
universally agreed upon facts (Nitko & Brookhart, 2011;
Martinez, 1999). 4

Short-Answer Tests As their name implies, short-
answer tests require a brief written response from the
student.

Characteristics |nstead of selecting from one or more
alternatives, the student is asked to supply from mem-
ory a brief answer consisting of a name, word, phrase,
or symbol. Like selected-response tests, short-answer
tests can be scored quickly, accurately, and consistently,
thereby giving them an aura of objectivity. They are pri-
marily used for measuring foundational knowledge.

Advantages Short-answer items are relatively easy fo
write, S0 a test, or part of ong, can be constructed fairly
quickly. They allow either broad or in-depth assess-
ment of foundational knowledge because students can
respond to many items within a short space of time.
Because students have to supply an answer, they have

to recall, rather than recognize. information.

Short-answer tests are
easy to write but measure
lower levels of learning.

Disadvantages Short-answer tests have the same
basic disadvantages as selected-response tests.
Because short-answer items ask only for short verbatim
answers, students are likely to limit their processing

to that level; thus these items provide no informa-

tion about how well students can use what they have
learned. In addition, unexpected but plausible answers
may be difficult to score.

Essay Tests Essay items require students to organize
a set of ideas and write a somewhat lengthy response
to a broad question.
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Characteristics The student is given a somewhat gen-
eral directive to discuss one or more related ideas accord-
ing to certain criteria. An example of an essay guestion

is, “Compare operant conditioning theory and informa-
tion-processing theory in terms of basic assumptions,
typical research findings, and classroom applications.”

Advantages Essay tests reveal how well students can
recall, organize, and clearly communicate previously
learned information. When well written, essay tests

call on such higher level abilities as analysis, synthesis,
and evaluation. Because of these demands, students
are more likely 1o try to meaningfully learn the mate- *
fia o Which they are tested (Niko & Brooknart, 2011
Stiggins, 2007).

Disadvantages Cansistency of grading is likely to be

a problem. Two students may have essentially simi-

lar responses yet receive different letter or numerical
grades because of differences in vocabulary, grammar,
and style. These test items are also very time consum-
ing to grade. And because it takes time for students to
formulate and write responses, only a few questions at
most can be given {(Nitko & Brookhart, 2011; Liu, 2010).
But recent developments in essay scoring by computer
programs may drastically reduce or even eliminate
these disadvantages in the near future (Myers, 2003).

Constructing a Useful Test Understanding the char-
acteristics, advantages, and disadvantages of different
types of written test and knowing how to write such test
iterns are necessary but not sufficient conditions for cre-
ating an instructionally useful test. James Popham (2006,
2011), a noted measurement scholar, maintains that a
useful classroom test has the following five attributes:

Significance. The test measures worthwhile skills
{such as the last four levels of Bloom's taxonomy—
application, analysis, synthesis, and evaluation) and
substantial bodies of important knowledge.

Teachability. Effective instruction can help students
acquire the skills and knowledge measured by the
test.

Describability. The skills and knowledge measured
by the test can be described with sufficient clarity
that they make instructional planning easier.

»  Reportability. The test produces results that allow
a teacher to identify areas of instruction that were
probably inadequate.

»  Nonintrusiveness. The test does not take an exces-
sive amount of time away from instruction.

Performance Assessments

In recent years, many teachers, learning theorists, and
measurement experts have argued that the typical

Chapter 14: Assessment of Classroom Learning
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Performance assessments provide students the oppor-
tunity to demonstrate what they can do with what they

know.

written test should be used far less often than it is
because it reveals little or nothing of the depth of stu-
dents’ knowledge and the ways students use their
knowledge to work through guestions, problems, and
tasks. These individuals argue that because we are liv-
ing in a more complex and rapidly changing world than
was the case a generation ago, schools can no longer
be content to hold Students accountable for just how
well they can learn, store, and retriave information in
more or less verbatim form, Instead, we need to teach
and assess students for such capabilities as framing
problems, formulating and carrying out plans, generating
hypotheses, finding information that is relevant to the
solution to a problem, and working Cooperatively with
others, because those are the types of skills that are
necessary to cope successfully with the demands of life
after school in the twenty-first century (Calfee, 2009;
Cunningham, 2001; Fredrick, 2009).

In addition, the learning standards of such profes-
sional groups as the National Council of Teachers of
Mathematics (http://standards.nctm.org), the National
Council for the Sacial Studies (Wwww.socialstudies.
org/standards), the National Council of Teachers of
English (Www.ncte.org/standards), and the National
Research Council (www.nap.edu/catalog/?0256.html}
call for students to develop a sufficiently deep under-
standing of subject matter that they can demonstrate
their knowledge in socially relevant ways. One way
to address these concerns is to use performance
assessments.,

What Are Performance Assessments? Performance
assessments require students to use a wide range

Chapter 14; Assessment of Classroom Learning

of knowledge and skills OVEr an
extended period of time to com-
plete a task or solve 3 problem
under more or less realistic condi-
tions. At the low end of the real-
ism spectrum, students may bhe
asked to construct s map, inter-
pret a graph, or write an essay
under highly standardizeq condi-

performance
assessment An
assessment device
that attempts to
gauge how wall
students can use
basic knowledge
and skill to perform
complex tasks or
solve problems under
more or less realistic
conditions. Also
called performance-

tions. Everyone in the class com- based assessment
; and authentic
pletes the same task in the same assessment

amount of time and under the
same conditions. At the high end
of the realism spectrum, students
may be asked to conduct a sci-
ence experiment, produce a paint-
ing, or write an essay under con-
ditions that are similar to those

of real life. For example, students
may be told to produce a Compare-and-contrast essay
on a particular topic by a certain date, but the resources
they choose to use, the number of revisions they make,
and the schedule on which they work on the essay

are left unspecified. When performance assessment

Is conducted under such realistic conditions, it is also
called authentic assessment (Nitko & Brookhart, 201 1
Gronlund & Waugh, 2009: Janesick, 2001).

Perhaps the clearest way to distinguish between
traditional Paper-and-pencil tests (such as multiple-
choice tests) and performance assessments is to say
that the former measure how much stud'ents know,
whereas the latter measure what students can do with
what they know. In the sections that follow! we will
define four different types of performance assessments
and then look at their most important characteristics.

portfolio A collection
of one or more
bieces of a person’s
work, some of which
typically demonstrate
different stages of
completion.

peise s b A

Types of Performance Assessments There are four
ways in which the performance capabilities of students
are typically assessed: direct writing assessments, port-
folios, exhibitions, and demonstrations.

Direct Writing Assessments Students are asked

to write about a Specific topic (“Describe the person
whom you admire the most, and explain why vou
admire that person”) under a standard set of condi-
tions. Each essay is then scored by two or more people
according to a set of defined criteria.

Portfolios A portfolio contains one or more pieces of
a student's work, some of which demonstrate different
stages of completion. For example, a student's writing
portfolio may contain business letters; pieces of fiction;
poetry; and an outline, rough draft, and final draft of g
research paper. Through the inclusion of various stages of
a research paper, hoth the process and the end product
can be assessed. Portfolios can also be constructed for
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math and science, as well as for projects that combine
g two or more subject areas.
! Either the student alone or the student in consul-
il tation with the teacher decides what is to be included
(A in the portfolio. The portfolio is sometimes used as a
I showcase to illustrate exemplary pieces, but it also
i works well as a collection of pieces that represent a

‘ student’s typical performances. In its best and truest
sense, the portfolio functions not just as a housing
for these performances but also as a means of self-
expression, self-reflection, and self-analysis for an
individual student (Chang, 2009: Lam & Lee, 2010).

suggests: a showing of such products as paintings,

i drawings, photographs, sculptures, vidsos, and models.
As with direct writing assessments and portfolios, the

‘ ‘ products & student chooses to exhibit are evaluated
according to a predetermined set of criteria.

‘ Exhibitions Exhibitions involve just what the labal
|

U: Demonstrations |n a demonstration, students are

. required to show how well they can use previously

| learned knowledge or skills to solve & somewhat unique
problem (such as conducting a scientific inquiry to
answer a guestion, interpreting a graph, or diagnosing

‘ the cause of a malfunctioning engine and describing the
best procedure for fixing it) or to perform a task {(such as
reciting a poem, performing a dance, or playing a piece of
music). Figure 14.1 shows a performance item for graph
| interpretation, the partially correct response of a student,
.1‘ and the corrective feedback offered by two classmates.

Characteristics of Performance Assessments
i‘ Performance assessments are different from traditional
written tests in that they require the student to make an

Go to the Education CourseMate website and watch the video, study
the artifacts in the case, and reflect upon the following questions:

active response, are more like everyday tasks, contain
problems that involve many variables, are closely related
to earlier instructional activities, use scoring guides that
clearly specify the criteria against which responses will
be evaluated, emphasize formative assessment, and are
probably more responsive to cultural diversity.

Emphasis on Active Responding As we pointed out
previously, the goal of performance assessment is to
gain some insight into how competently students can
carry out various tasks. Consequently, such tests focus
on processes (that is, the underlying skills that go
into a performance), products (observable outcomes,
such as a speech or a painting), or both. For example,
an instrumental music teacher may want to know
whether students can apply their knowledge of music
technique and theory to use the correct fingering

and dynamics when playing a woodwind or piano

(R. E. Clark, 2002).

Degree of Realism Although performance assess-
ments strive to approximate everyday tasks, not every
test needs to be—or can be—done under the most raal-
istic circumstances. How realistic the conditions should
be depends on such factors as time, cost, availability of
equipment, and the nature of the skill being measured.
Imagine, for example, that you are a third grade teacher
and that one of your objectives is that students will

be able to determine how much change they should
receive after making a purchase in a store. If this is a
relatively minor objective or if you do not have a lot of
props available, you might simply demonstrate the situ-
ation with actual money and ask the students to judge
whether the amount of change received was correct. If,
however, you consider this to be a major objective and

_Portfolio Assessment:
Elementary Classroom

1. Portfolios can be time consuming for teachers to develop and
~ grade. Based on this Video Case, do you think that using port-
folios would be worth the extra time and effort? Explain your
answer.

2. Based on this Video Case, why might some teachers find port-
folios to be a more acourate representation of student abilities
{as compared with other forms of assessment)?

TeachSource Video Case




FIGURE 14.1 Example of a
Performance Assessment:
Interpreting a Graph

INTERPRETING A GRAPH
Use the following information and the graph to write g story about Tony's walk,

SOURCE: Parke & Lan 1997). . : P .
. tneon, Tony started walking to his grandmother’s hoyse. He arrived at

A
her house at 3 ppi. The graph befow shows Tonys speed in milos per
hour throughout his wall

<o

Speed
(miles per hour)

Write a story aboyt Tony's walk. In yaur stary, describe what Tony might have been
doing at the different times.
Town left fis qrandwotier’s house b nioom, He wade a stop at 17220 o qet a
bite fo eat Taco e, From 12:30 10 1:00 he stopped 4o vest on a benelt at Hie
pack. Frrom 00 fo 130 fre continved s walk, = Towy decided to stop at
iend bovse from [30 10 2:00. From 2.00 10 2:30 le continved bis wai Finally
e arvived back af lis Fandwotbers,

Students critigue the response:
Because while e was at o Byiends hovse e was qoing 3 wiles per bow, Also
be didn't say when e sped e Hiey dint Say.

Watch Fie chunt wiren vou wirite and put in minor details 1e well. Flus you
Can wiatch vour speed,

Photos: © Catalin Petolea/Shutterstock Images; ® Susan Law Cain/Shutterstock Images

you have the Props available, youy might set up a mock their local newspaper that compares and contrasts the
store and have each student make g purchase using real five major wars in which the United States was involved
money (Gronlungd & Waugh, 2009). during the 19005 (World War |, World War I, Korean

An example of a task that is realistic in content War, Vietnam War, and Persian Gulf War). Writing
and intellectual demands but not in its setting (it takes assignments include feature articles, opinion columns,
place in the classroom) is “Read All About [t1” Playing and letters to the editor. Editorial responsibilities include
the roles of newspaper staff writers and editorial board story editor, photo editor, mock-up editor, layout editor,
members, students Put together a special series for and copy editor (Moon, 2002).

Emphasis on Complex Problems To assess how
well students can use foundational knowledge and
skills in a productive way, the questions ang problems
they are given should be sufficiently open-ended and ill
structured (Stiggins, 2007). The problems contained in

Performance tests

Mmay vary in degree

of realism. the Quest Adantis program that we described in earlier
chapters are good examples of complex and somewhat
ill-structured tasks. They have several interrelated parts,
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rubric A scoring provide few cues as to how they
guide used in ight b lved d tai
Zen e might be solved, and contain

assessment that
helps define and
clarify levels of
student performance
from poor to
exemplary.

some uncertainty about what con-
stitutes an appropriate solution.

Close Relationship Between
Teaching and Testing All too
often students walk out of an
exam in a state of high frustra-
tion (if not anger) because the content and format of
the test seemed to have little in common with what
was covered in class and how it was taught. It's the old
story of teaching for cne thing and testing for some-
thing else. Performance assessment strives for a closer
match between teaching and testing. Oftan a perfor-
mance assessment can be a variation or extension of

a task used during instruction. For example, the mock
store assessment mentioned earlier could follow an
instructional activity in which students practiced making
change.

This close relationship betwesn assessment and
instruction is not automatic, however; the teacher must
deliberately establish it. For example, if in giving an oral
book report a student is expected to speak loudly and
clearly enough for everyone to hear, speak in complete
sentences, stay on the topic, and use pictures or other
materials to make the presentation interesting, the stu-
dent needs to be informed of these criteria, and class-
room instruction should be organized around them.
One proponent of performance assessment cited the
old farm adage “You don’t fatten the cattle by weigh-
ing them"” to make this point. He then went on to note,
“If we expect students to improve their performance
on these new, more authentic measures, we need to
engage in ‘parformance-based instruction’ on a regular
basis” {McTighe, 1996/1997, p. 7).

By the same token, the assessment of students’
performances should be limited to just the crite-
ria emphasized during instruction (Nitko & Brookhart,
2011). One reason that proponents of performance

TABLE 14.2 Scoring Rubric for a Group Oral Presentation

Level : Content

Audiovisual Components

assessment push for this feature is that it has always
been a standard part of successful programs in sports,
the arts, and vocational education. Football coaches, for
axample, have long recognized that if they want their
quarterback to know when during a game (the equiva-
lent of a final exam) to attempt a pass and when not to,
they must provide realistic oppertunities for the quarter-
back to practice making this particular type of decision.
Perhaps you recall our mentioning in Chapter 10 that
realistic and varied practice are essential if students are
to transfer what they learn in an instructional setting to
an applied setting.

Pa USB&L Have you ever taken any kind of perfor-
R eﬂ e Ct mance asses;menr as a student? Did

you feel that it accurately reflected what
you had learned? To what extent would you use perfor-
mance measures for such academic subjects as writing,
math, science, and social studies? Why?

Use of Scoring Rubrics A rubric is a scoring guide
that specifies the capabilities students should exhibit
(also known as content standards), describes the quali-
tative levels or categories into which the responses will
be sorted (also known as performance standards), and
specifies how the responses will be scored {as separate
elements or holistically). For writing tasks, which are
probably the most common performance assessments,
some commonly used content criteria are clarity of
purpose, organization, voice, word choice, grammatical
usage, and spelling (Arter & Chappuis, 2008; Arter &
McTighe, 2007). An example of a scoring rubric for an
oral report is provided in Table 14.2.

Creating and using scoring rubrics and providing
them to students at the beginning of a task are highly
desirable for at least three reasons:

1. They increase the objectivity, consistency, and effi-
ciency of scoring.

Group Members Audience Members

Excellent Accurate, specific, research  Are unique, add to presen- Al equally involved in pre-  Maintain eye contact with

based, retold in own'werds  fation quality of materials
used, are neat, present a
clear message

Less detailed, lacking

depth, using a limited num-  enhance presentation,

ber of sources

Support topic but do not

exhibit some attempts at

sentation and well informed  presenters, ask many
about the topic fuestions

Most are active; most are
informed about the topic

Some not attending;
ask limited or off-topic
questions

originality, present a clear

message

Minimal Limited information, gen-

presented in own words
message

SOURCE: K. Montgomery (2000).
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Inappropriate, no original-
eral, straying from topic, not ity, detract from presenta-
tion, present a confusing

One or two dominate; some  Not attending; ask no ques-
da not seem well prepared  tions of off-topic questions
or well informed
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They help teachers match their instructional activi-
ties to the demands of the performance measure,
the goal we discussed in the previous section.

They provide students with verbal descriptions and
examples of the desired performance or product,
allowing teachers to clearly communicate to students
the types of behaviors that represent the range from
unacceptable to exceptional performance and help
students better monitor their progress and make
productive changes in the quality of their work (Arter
& Chappuis, 2008: Whittaker, Salend, & Duhaney,
2001). Students with learning disabilities are likely

1o experience the greatest benefit from being given
a scoring rubric and being shown how to use it
(Heacox, 2009: A. \W. Jackson & Larkin, 2002).

Bear in mind, however, that scoring rubrics have
their limitations. Although the rubrics used by two
teachers to score writing samples may have some of
the same content standards (such as clarity of purpose,
organization, and grammar), they may differ as well (for
instance, in the presence or absence of ideg develop-
ment, use of detail, and figurative use of language),
because there are different ways to define good writing.
Thus any one rubric is not likely to represent the domain
of writing fully and may provide few or no opportuni-
ties for scorers to reward certain desirable writing skills
(Osborn Popp, Ryan, & Thompson, 2009).

Use of Formative Assessment As we pointed out
earlier, and as we will see in this chapter’s Case in
Print, tests can be used as a source of feedback to help
students improve the quality of their learning efforts.
Because many real-life performances and products

are the result of several feedback and revision cycles,

Go to the Fducation CourseMate website and wate,
the artifacts jn the ctase, and reflect upon the follo

1. During each presentation in M
assess their peers’ performance
ments contribute to the learning
assessors?

2. In this Video Case, Ms. Mosman ¢

ways that tests may not. How
student learning and motivation?

TeachSource Video Case
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h the video, Study
Wing questions:

s. Mosman's_ class, students
- How do the peer assess-
of both the presenters and the

laims that performance
assessment allows students to demonstrate their learning in

do such demonstrations affect

performance assessment often includes this feature
as well. Anyone who has ever done any substantial
amount of writing can tell you (

and we are no excep-
tion)

! A satisfactory essay, story, or even personal letter
is not produced in one attempt. Usually, there are criti-
cal comments from onesalf and others and subsequent
attempts at another draft. If we believe that the ability
to write well, even among people who do it for a living,
is partly defined by the ability to use feedback profitably,
why should this be any different for students (Stiggins,
2001)? Some specific forms of formative assessment
are dress rehearsals, reviews of writing drafts, and peer
response groups {Gronlund & Waugh, 2009)

Responsiveness fo Cultural Diversity_j_'_r_a_cjij_[g{]gf_
written tests have been criticized ove

I the vears for
being culturally biased. That is, they are thought to

underestimate the capabilities of many ethnic minarity
students, as well as students of low socioeconomic
status, because they rely on a narrow range of item
types (mainly selected response) and on content that
mostly reflects the experiences of the majority culture
(C. C. Johnson & Fargo, 2010: Stobart, 2005: J. Wang,
Spalding, Odell, Klecka, & Lin, 2010). This criticism is
based in large part on the constructivist view of learn-
ing: that meaningful learning oceurs within a cultural
context with which one is familiar and comfortable. If
this is so, say the critics, then tests should be more
consistent with the cultyral context in which learning
occurs. Performance assessments have been promoted
as a way to assess more fairly and accurately the knowl-
adge and skills of al| students, and particularly minarity
students, because of their realism (including group prob-
lem solving) and closer relationship between instruction
and assessment (H. Hart, 2009: Santamaria, 2009).

Performance Assessment:
Student Presentation
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Practice Assessment
for Learning
The classroom assessments that teachers devise are among
the most powerful influences on the guality of stude_nts
learning, largely due to their effect on self-efficacy, interest,
and the types of learning strategies th_a@ students construct.
Whether these assessments have positive or negative
effects on students depends on how they are constructed
and what purpose they are primarily intended for.
As we have noted in this and other chapters, classroom
assessments can be used both to sum up what stu_den_ts
have learned (summative assessment) and to provide mfur:
mation about the effectiveness of instruction and students
specific strengths and weaknesses (formative assessment).
All too often, unfortunately, the formative type qf assess-
ment tends to be overshadowed by the summative type.
Many teachers are more concemed'wﬁh giving students
grades than with using information ga_lned from
assessment to improve their instruction. Although
both types of assessment are Iegitimate, we
encourage you to emphasize formative assess-
ment because of its potential to positively shape
students’ learning.

To ensure that assessments serve as a

positive force for leaming, we believe teachers
should take the following steps:

Some Concerns About Performance Assessments
There is no question that alternative assessment
methods have excited educators and will be used with
increasing frequency. But some of the same features
that make these new assessment methods attrac-

tive also create problems. One problem concerns the
increased emphasis on standardized tests. Standardized
tests are typically used as summative assessments
(assessments of learning). They are given at the end

of the academic year and are used solely to rank

and compare students, schools, and school districts.
Performance-based classroom tests, on the other hand,
lend themselves to formative assessment (assessment
for leaning). They are given periodically to provide teach-
ers, students, and parents with relevant information
about the current level of student learning and to gener-
ate ideas about how performance might be improved.
The challenge for the teachers is not to let the school
district's preoccupation with high stakes tests {those on
which poor performance has significant consequences
for students, teachers, and administrators) crowd out
their use of performance-based tests for formative

evaluation purposes (Hargreaves, Earl, & Schmidt, 2002:
Nichols & Berliner, 2007).
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o IMake sure that you are knowledgeable about,
understand, and use the basic mea_surement con--
cepts and practices described in this chapter. Don't
fall into the trap that so many teachers have fallen
into of treating classroom assessment as a neces-
sary evil.

e Recognize that the most accurate and us;eful aSSess-
ments of learning are composed of multiple and
varied measures. Use the full range of assessments
(written tests, performance assessmenis, check-
lists, rating scales) available to you.

e Align the content of your assessments with your
objectives, and fully inform students about the content
and demands of your assessments.

Finally, use the results to leam how to work even more
productively with your students.

What Do You Think?

Have you been in classes in which fu_fmative assess;nent
was downplayed in favor of summatwg as_sessment.?h‘ S0,
what effect did that have on your motivation to learn? If no?t,
how did the emphasis on formative assessment affect you?

There are also questions about the reliability (how
consistently the test performs). and validity (how accu-
rately the test measures its target) of performance
measures (Bachman, 2002). Susan Brookhart (2009b)
described the “sort of” phenomenon that can occur
with performance assessmenis: In such a case the
performance “sort of taps a learning outcome but also
requires extraneous skills or doesn’t require all of the
relevant skills” (p. 59). To illustrate, imagine a teacher
who reqguired her students to create and then perform
a skit in order to demonstrate their understanding of a
chapter in a novel the class was studying. Care would
need to be taken to ensure that the assignment—and
the assessment of the performance—focused on dem-
onstrating understanding of the characters and the
events in the chapter. In this situation, the teacher
might be distracted by the dramatic performance and
fail to assess the target of the performance.

LO3 Ways to Evaluate
Student Learning

Once you have collected all the measures you intend
to collect—for example, test scores, quiz scores,
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homework assignments, special projects, ratings of
products and performances, and laboratory experi-
ments—you will have to give the data some sort of
value (the essence of evaluation). As You probably
know, this js mMost often i

contains many weak Students,
those with more well-developed
abilities will more easily obtain tha
highest grades; and (2) when the
class has many capable students,
the relatively weaker students are
virtually predestined 1o receive
low or failing grades (Brookhart,
2009b; Nitko & Brookhart, 2011;
Gronlund & Waugh, 2009:
Kubiszyn & Borich, 2010).

The basic procedure for
assigning grades on a norm-
referenced basis involves just
a few steps:

norm-referenced
grading A system
of grading that
assumes classroom
achievement will
vary among a group

of heterogeneous
students because:
of such differences
as prior knowledge,
learning skills,
motivation, and
aptitude, and so
Compares the score
of each student to
the scores of other
students in order tg
determine grades.

o )

1. Determine what percentage of students will receive

Although both approaches can he used, we favor cri-
terion-referenced grading for reasons we will mention
shortly.

Ir\__lgr - ced Grading
A horm-referenced grading system assumes that

classroom achievement will

You may decide to give
Bs to the next 25%, Cs to the
Ds to the next 15%, and Fs to the bot-

As to the top 15%,
middle 359%,
ences in such characteristics as prior knowledge, learn- tom 10%.
ing skills, motivation, and aptitude (to be discussed in 2 Arrange the scores from highest to lowest.
Chapter 15). Under ideal circumstances (hundreds of
Scores from a diverse group of students), this varia-
tion produces a bell-shaped, or “normal,” distribution

3. Calculate which scores fall in which Category, and
assign the grades accordingly.

Many other arrangements are also Dossible. How
large or small You decide to make the percentages

grading on a nature of the students in your class, the difficulty of
curve. " your exams and assignments and your own sense of
what constitutes appropriate standards Furthermore. g
Norm_referenced grading norm-referenced approach does not necessarily mean

is based on the absence
of external criteria.

The Nature of Norm-Referenced Grading Course
grades, like standardized test Scores, are determined
through a comparison of sach student’s leve| of per-
formance with the normal, or average, level of other,
similar students in order to reflect the assumed differ-
ences in amount of learned material. The com-
Parison may be with all other members of

the student's class that year, or it may

i Qne stu- |
dent’s level of achievement relative to other Students. '
% -‘
point to the absence of acceptable external criteria for

Use as a standard in evaluating and grading sty-

. dent performance. In other words, there js
no good way to determine externally how

© Feng Yu/Shutterstock Images

several years. |t jg probably better

up of several classes, as grounds
for comparison than to rely on the
current class of students. Doing
S0 avoids two severe distorting
effects: (1) When a single class

for teachers to use a broad base of
typical student performance, made
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be with the average performance of
Several classes stretching back over

much learning is too little, just enough,
Or more than enough for some sub-
ject. And if there iS N0 amount of
knowledge or set of behaviors
that all students must master,
then grades may be awarded
on the basis of relative per-
formance among a group of
Students (Gronlund & Waugh,
2009).
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Case n Print

How Am | Doing?

Formative assessments are conaucted more
or less continuously during an instructional
unit, using both formal and informal assess-
ment technigues. . . . Unlike summative
assessment, which is a one-time event
conducted only after instruction s finished,
formative assessment has a more dynamic,
ongoing, interactive refationship with teach-
ing. The resuits of formative assessments
affect instruction, which affects subsequent
performance, and so on. (p. 309)

Remote Tracking: Teachers
Click in Quickly on Students’
Performance

AMY HETZNER
Milwaukee Journal Sentinel, 4/22/06

Hartland—When social studies teacher
Mearia Fricker wants to see how much her
students remember ahout the Bosnian war or
whether they know how many electoral votes
are needed fo elect a U.S. president, she has
them take out their remote controls.

Forget asking questions and calling on
the few students who raise their hands.

With a product called the Classroom
Performance System, which allows students
1o interact with a computer program through
infrared response pads, teachers such as
Fricker at North Shore Middle School in
Hartland can see with the press of a finger
whether their students

are following
the lesson.

Strengths and Weaknesses of Norm-Referenced
Grading There are at least two circumstances under
which it may be appropriate to use norm-referenced
measurement and evaluation procedures:

Evaluating advanced levels of leamning. You might, for
example, wish to formulate a two-stage instructional
plan in which the first stage involves helping all stu-
dents master a basic level of knowledge and skill in

a particular subject. Performance at this stage would
be measured and evaluated against a predetermined
standard (such as 80% correct on an exam). Once this
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The instant feedback lets teachers know
if they need to spend more time on a topic
or if they're dwelling on something their stu-
dents already understand and can move on.

“It shows not only the strengths and
weaknesses of our kids,” Fricker said, “but
the strengths and weaknesses of me.”

With the Classroom Performance System
and ather remote control-like products that
have entered the educational market in
recent years, technology has come to the
call of schools and teachers clamoring for
new ways to gauge what their students are
learning.

North Share library media specialist
Sue Klopp first witnessed the Classroom
Performance System at a Wisconsin
Educational Media Association conference.
She said she liked the instant feedback it
provided and how it transfixed everyone who
walked by.

Given that North Shore was looking for
more ways to assess students, Kiopp thought
the system would be a good fit for the
school's goals.

North Shore Principal Dale Fisher did,
100. He authorized purchasing two systems,
for about $2.000 each, for the current school
year.

“The possibilities were quite endless
for us to use it in the classroom,” he said.
“Traditional multiple-choice tests are given.
The teacher can present the questions up on
the board and then immediately get data on
howv their students understand the informa-
tion. . .. You can differentiate your instruc-
tion better. It's better time management, as
| see it.”

The Classroom Performance System
consists of a set of response pads and a soft-
ware package.

Combined with a personal computer
and a projector, it allows teachers to draft a
set of questions that can be beamed onto a
screen and then answered hy students using
the pads at their desks.

The pads, shaped and run like remote
controls, have only eight buttons on them so
the questions generally have to be crafted for
multiple-choice or yes-no answers.

Because the computer program keeps
track of how many students are keying in cor-
rect answers, as well as wha is getting what
wrong, teachers can get immediate feedback
on how their entire class is doing.

Everyone Can See It

Not far from North Shore Middle School,
Merton Intermediate School acguired a set of
the Classroom Response System.

The hand-held responders, which look like
the clunky cell phones of yore, contain a set
of keys where students can answer multiple-
choice questions, a calculating device and
a small screen where teachers can transmit
guestions.

“What | really like is the potential for it
to be real-time assessment—I'm talking to
you and | ask questions as the lesson’s going
on. ...l can ses it, you can see it, we're get-
ting the concept here,” Merton Intermediate
Principal Jon Wagner said.

A fourth-grade teacher is training herself
on the system, which she plans to test with
students next school year, Wagner said.

Help for Struggling Students

The Kettle Moraine School District recently
purchased two sets of the responders for use
with its special education students.

has been accomplished, you could supply advanced
instruction and encourage students to learn as much
of the additional material as possible. Because the

amount of learning during the second stage is not

tied to a predetermined standard and because it will
likely vary due to differences in motivation and learn-
ing skills, a norm~eferenced approach to grading can
be used at this stage. This situation also fits certain
guidelines for the use of competitive reward struc-
tures (discussed in Chapter 13) because everyone
starts from the same level of basic knowledge.

Chapter 14: Assessment of Classroom Learning




Carol Smiley, who teaches cognitively
disabled students at Kett(e Moraing High
School, said the devices are beneficial
because they allow her to immediately direct
her attention to struggling students,

But, while students Iike them, they
haven't been trouble-free. Any assessment
given on the respanders has to be limited tg
a single class period, she said, and the tach-
nology doesn’t allow for graphics that might
be more helpful for certain students.

“It's nice because it toes eliminate paper-
pencil kind of things,” Smiley said. “And also
the anonymity— not everybody can look over
your shoulder and sae what You're doaing,”

The Merton and North Share principals
say the systems meet twin goals for thejr
schoois—ﬁincorporating technalogy into les-
s0ns and giving teachers data to help guids
their instruction.

Recently in Fricker's class at North
Shore, the teacher was able to see how
well her studants remembered their lessans
about the workings of government by giving
them a sample citizenship test used by the
government.

While she cantrolled it through a com-
Puter set up in the middle of the classroom,
the screen at the front of Fricker's raom
moved through a series of questions from
who was Martin Luther King Jr. to how many
branches of government there are at the
federal evel.

After students hag keyed in their choices
from the three she offered in response to each
question, she clicked a hytton that placed
a check next to the corract selection and
showed how many students answaered it right.

At the same time, a computer program
recorded individual scores 5o Fricker could
check back to see how students did individy-

ally, which she promised to do on more than
one question,

“Oh bay, I'm going to find out who thinks
Jim Doyle is the vice president of the United
States,” Fricker said at one point during the
quiz. "I'm going to laok it up later, guys "

Lets Students Respond

In addition to giving her quick feedback on
how her students are grasping the subject
matter, Fricker said the anonymity of the
Classroom Performance System also could
Come in handy in dealing with controversial
areas where students otherwise might he
afraid to speak their minds.

She said she could poll them on how they
feel about subjects such as the death penalty
and abortion, then pursue why students feg|
certain ways without embarrassing ones that
might not want to share their beliefs,

Fricker's students are enthusiastic about
the system. “| think it's better than writing,
and you get to see the answers right away
and whether you gat it right or wrang,
said Jocelyn Budzien, 13,3 seventh-grader
at the schoal,

Teachers use the systems aften for pre-
tests and have been creative about coming up
with fun ways to use them, such as “Jeop-
ardy!"-style quizzes, said Luke Zarling, 12.

“It's just a good way to remember certain
things on the test, and it's funner,” he said
‘Ina way, it's almost like & game. Byt you're
learning while yau play the game.”

Source: MILWAUKEE JOURNAL SENTINEL
{ONLY STAFF-PRODUCED MATERIALS MAY
BE USED). Copyright 2008 by JOURNAL/
SENTINEL, INC. Reproduced with permission
of JOURNAL/SENTINEL, INC. in the format
Textbook via Copyright Clearance Center,

Questions and Activities

Formative evaluation means that teach-
BT Use assessments in order to make
judgments about students’ progress. It is
also important that formative feedback be
provided to students in 5 timely fashion,
What advantages accrue o students who
receive formative feedhack immediatgly?
hat advantages acerug tg teachers? To
what extent do the advantages of tha per-
sonal response system rest On a teacher's
ability to formulate good guestions?
The personal response system described
in the article seems tq provide use-
ful information for students and helps
teachers make instructional decisions,
manage time, and maintain records of
student performance. The system is alsp
fiexible in the sense that it allows teach-
€IS to tailor its use tg specific lessons,
But what are the disadvantages or fimi-
tations of the system described in the
article? How might those disadvantages
be minimized or avercome?
The students in tha article report that
using the response system is “better
than writing” and “funner Thinking
back to our earliar study of metivation
and social cognitive theory, how might
the use of the system described in the
article affect a student's sense of self-
efficacy? Perhaps You or some of your
friends have used a personal electronic
fesponse system in one or more of your
classes. If so, reflect on Your own reac-
tions or ask your friends how they felt
about their experienges with the system.
To what extent did the system account
for your reaction and 10 What extent
did the questions used jn the system
aceount for your reaction?

2. Selection for limited-enroliment programs. Norm-

referenced Mmeasurement and evaluation are alsg

applicable in cases in which students with the best

chances for success are selected for a limited-

dents for honors Programs who have the highest

test scores and grade-point averages (Gronlund &
Waugh, 2009).

The main weakness of the norm-referenced

approach to grading is that there are few situations in
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few appropriate

uses for norm-
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criterion-referenced
grading A system

in which grades

are determined

on the basis of
whether each
student has attained
a defined standard
of achievement or
performance.

which the typical public school
teacher can appropriately use it.
Either the goal is not appropriate
{as in mastery of certain material
and skills by all students or diag-
nosis of an individual student’s
specific strengths and weak-
nesses) or the basic conditions
cannot be met (classes are too
small or homogeneous or both).
When a norm-referenced approach is used in spite of
these weaknesses, communication and motivation prob-
lems are often created.

Pa use& Have you ever taken a class that was
R eﬂ e ct graded on a curve? Did you feel that

your grade accurately reflected how
much you had learned? If not, why was the grade too
low or too high?

Consider the example of a group of high school
sophomores having a great deal of difficulty mastering
German vocabulary and grammar. The students may
have been underprepared, the teacher may have done
& poor job of organizing and explaining the material, or
both factors may be at work. The top student averaged
48% correct on all of the exams, quizzes, and oral reci-
tations administered during the term. That student and
a few others with averages in the high 40s will receive
the As. Although these fortunate few may realize their
knowledge and skills are incomplete, others are likely to
conclude falsely that these students learned quite a bit
about the German language, as a grade of A is generally
taken tc mean superior performance.

At the other extreme, we have the example of a
social studies class in which most of the students are
doing well. Because the students were well prepared
by previous teachers, used effective study skills, were
exposed to high quality instruction, and were strongly
motivated by the enthusiasm of their teacher, the final
test averages ranged from 94% 1o 98% correct. And
yet the teacher who uses a norm-referenced scheme
would assign at least As, Bs, and Cs to this group. Not
only does this practice seriously damage the motivation
of students who worked hard and performed well, but
it also miscommunicates to others the performance of
students who received Bs and Cs (Airasian & Russell,
2008).

Criterion-Referenced Grading

A criterion-referenced grading system permits stu-
dents to benefit from mistakes and improve their level
of understanding and performance. Furthermore, it
establishes an individual (and sometimes cooperative)
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Norm-referenced grading systems should rarely, if ever,
be used in classrooms because few circumstances war- .
rant their use and they are likely to depress the motiva-
tion of all but the highest scoring students.

reward structure, which fosters a greater motivation to
learn than cther systems.

The Nature of Criterion-Referenced Grading Under a
criterion-referenced system, grades are determined by
the extent to which each student has attained a defined
standard (cr criterion) of achievement or performance.
Whether the rest of the students in the class are suc-
cessful or unsuccessful in meeting that criterion is
irrelevant. Thus any distribution of grades is possible.
Every student may get an A or an F, or no student may
receive these grades. For reasons we will discuss short-
ly, very low or failing grades may occur less frequently
under a criterion-referenced system.

A common version of criterion-referenced grading
assigns letter grades on the basis of the percentage of
test items answered correctly. For example, you may
decide to award an A to anyone who correctly answers
at least 85% of a set of test questions, a B to anyone
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who correctly answers 75% to 84%, and so on down ® Cnterr'on~referenced

to the lowest grade. To use this type of grading sys- vation to learn because they hold out the promise
tem fairly, which means Specifying realistic criterion that all students whgo have Sufficiently well-devel-
levels, you would need tg have some prior knowledge oped learning skills and receive good quality instryc-
of the levels at which students typically perform. You tion can master Most of a teacher's objectives
would thus he using normative information to establish (Gronlund & Waugh, 2009). The motivating effect of
absolute, or fixed, Standards of performance. However, criterien-referenced grading systems is likely to be
although both norm-referenced ang cnterion-referenced particularly noticeable among students who adopt
grading systems spring from g normative database (that mastery goals (which we discussed in Chapter 11}
is, from Comparisons among students), only the former bacause they tend to use grades as feedback for
System uses those Comparisons to directly determine further improvement {(Moss & Brookhart, 2009:
grades. ‘ Stiggins, 2007),

4 x = A Y One weakness € Criterion- oach
Y grades provide ¢ M
g information about [ | and may be difficult 10 justify to parents and colleagues.
%) }gﬂf (Why not 879 correct for an A? O 92%7) A secong
-»—Strengths and weaknesses"f"* weakness s that although a teacher’s standards may
appear to be staple from one test to another (80% cor-

Grading Criterion-referenced grading systems (ang as a result of unnoticeq variation in the difficulty of each

cn'terion-referenced tests) have become increasingly test and the quality of instruction (Gronlund & Waugh,
Popular in recent years, primarily because of the followy- 2009)

ing advantages:

Finally, we would like to alert YOU 1o a characteris-

Critenon-referenced tests angd grading systerms tic of cn'tenonﬁreferenced evaluation that jg not a weak-
provide more Specific and usefy| information about ness but is an unfortunate fact of educational life that
student strengths ang weaknesses than do norm- YOU may have o address. In g variety of subtle and
referenceq grading systems Parents ang teach- Sometimes not so subtle ways teachers gre discour-
€rs are more Interested in knowing that 4 student aged from using a criterion-referenced approach to grag-
received an A on an earth science test because she ing because It tends to produce higher test scores ang
mastered 92% of the objectives for that unit than grades than a norm-referenced approach does, The

they are in knowing that she received an Aona reason for the higher scores IS obvious ang qurte justi-
test of the same Material because she outscored fied: When test items ara based solely on the specific
92% of her classmates. Instructional objectives that teachers write and when

Assessment in the Middie Grades: L
Measurement of Student Learning

Video Case. Which ones did you fing particularly effective?
‘Support your answers using information from the texthook
about effective dSSessment practices.

2. In this Video Case, Mr. Somers uses a Written test 1o evaly-
ate student understanding of course material. What are Some
other forms of assessment that could be used tg dauge student
understanding of a math unjt?

TeachSource Videg Case
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those objectives are clear and provided to students,
students know what they need to learn and what they
need to do to meet the teacher's objectives. Also,
because students’ grades depend only on how well
they perform, not how well their classmates perform,
motivation for learning tends to be higher. The result is
that students tend to learn more and scere higher on
classroom tests. So why should this happy outcome be
a cause for concern? Because individuals who are not
well versed in classroom measurement and evaluation
may believe that the only reason large numbers of stu-
dents achieve high grades is that the teacher has lower
standards than other teachers. Consequently, you may
find yourself in a position of having to defend the crite-
ria you use to assign grades. Tom Kubiszyn and Gary
Borich pointed out that although there is a great call for
excellence in education, most people are hesitant to
embrace marking systems that place excellence within
every student’s reach (2010).

Be aware of and avoid

faulty measurement
and grading practices.

A Mastery Approach A particular criterion-referenced
approach to grading is often referred to as a mastery
approach because it allows students multiple opportuni-
ties to learn and demonstrate their mastery of instruc-
tional objectives. This approach stems in large part from
the work of John Carroll (1963) and Benjamin Bloom
{1968, 1976) on the concept of mastery learning. The
basic idea behind mastery learning is that most students
can master most objectives if they are given good qual-
ity instruction and sufficient time to learn and are moti-
vated to continue learning (Lalley & Gentile, 2008).

In a mastery approach, tests are used for forma-
tive as well as summative evaluation purposes. Thus
Students whose scores indicate deficiencies in learning
are given additional instruction and a second chance to
show what they have learned. Although pedagogically
sound, this approach is often criticized on the grounds
that life outside of school often does not give people a
second chance. Surgeons and pilots, for example, are
expected to do their jobs without error each and every
time {Anders Ericsson, 2009; Guskey, 2003). In our
view, this criticism is flawed because it is shortsighted
and involves an apples and oranges comparison. First,
even surgeons and pilots made mistakes that they were
allowed to correct. Surgeons made their mistakes on
cadavers and pilots on flight simulators. Second, school-
ing is about helping students acquire the knowledge

and skills they need to move from novices to experts
and become self-directed learners.

Using @ mastery approach in your classroom means
focusing on formative assessment: the ideas surround-
ing assessment for learning discussed earlier in this
chapter. In addition to thinking about the characteris-
tics of formative assessment (seen in Table 14.1), the
mastery approach to assessment is closely aligned
with the practices of response to intervention (RTI) dis-
cussed earlier in this chapter and in Chapter 6. Like the
mastery approach, RTl is focused on helping students
master the material, not necessarily on getting it right
the first time. In both the mastery approach and RTI,
there is a continuous cycle of teaching followed by test--
ing followed by more teaching, but now the teaching -
is informed by the results of the testing. Figure 14.2 is
an example of a mastery-oriented, criterion-referenced
approach to grading. Note that students are given more
than one opportunity to demonstrate their mastery on
each of the three exams.

Improving Your Grading
Methods: Assessment
Practices to Avoid

Earlier in this chapter, we noted that the typical teacher
has little systematic knowledge of assessment prin-
ciples and as a result may engage in a variety of inap-
propriate testing and grading practices. We hope that
the information in this chapter will help you become
more proficient at these tasks. (In addition, we strongly
encourage you to take a course in classroom assess-
ment if you have not already done so.) To reinforce
what vou have learned here, we will describe some

of the more common inappropriate testing and grad-
ing practices that teachers commit. The following list is
based largely on the observations of Susan Brookhart
and Anthony Nitko (2008), Thomas Haladyna (1999}, and
Thomas Guskey (2002).

1. Worshiping averages. Some teachers mechani-
ms and automatically assign
the corresponding grade, even when they know
an unusually low score was due to an extenuating
circumstance. Allowances can be made for physical
illness, emotional upset, and the like; a student's
lowest grade can be dropped, or he can repeat the
test on which he performed most poorly. Although
objectivity in grading is a laudable goal, it should
not be practiced to the extent that it prevents you
from altering your normal procedures when your
professional judgment indicates an exception is
warranted.
Another shortcoming of this practice is that it
ignores measurement error. No one can construct
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FIGURE 14.2 Page From a Teacher's Grade Book and Instructions
to Students: A Mastery Approach

1st Exam 2nd Exam  3rd Exam Exam Projects Ex?ra Grade
Ist 2nd st 2nd 1st 2nd Total s F Project
Try Try Try Try Try Try Points
Adams, Aun ¥ s bris s il il 4
Baler, Charles 1 14 14 & 14 ®
Coltev, Matthew W b I b |7 ¥ E
Pavis, Rebecca 19 9120 5l il
Evaus, Deboralt W 18 21 15 & 1% Fielp
Fovd, Harold I 5 PiP
Gravson, Lee 186 13 17 14 17 I &
Hood, Bavbara I [7 5 P
Wgalls, Robert 1 13 16 iz P r
Joves, Thomas W 14 & | |5 4
Kim, David 1% 17 19 v PP
Lapivie, Craigq Mo Ig [ P r
Moore, James |7 17 ] e
Nawen, Tuan 7 18 |9 ¥ 17 EiPlP :
Ovton, Jolwm o 9 =3
Peck, Nancy 4 5 W P T
Quist, fun ks s s iy ik INSTRUCTIONS FOR DETERMINING YOUR GRADE IN SOCIAL STUDIES
EJCWV-O{S’ M“WF b 7 5 P i Your grade in social studias this raport period will be based on three exams (worth
‘Embﬂ’os, Whoiela 2 5 !4 v 20 points each) and satisfactory complation of up to three projects.
Thomas Evic B oL 5 PP Here are the standards for different grades:
/:
A—Average of 18 or more on three exams, plus three projects at Pass lavel
NDM% et M’ 15 lo ¥ B—Average of 16 or 17 on three exams, plus twa projects at Pass level
\/emom, TJoan g ]4 ® |4 %4 |4 15 C—Average of 14 or 15 on three exams, plus one project at Pass level
- D—Average of 10 to 13 on three exams
cha Sau
Za e | ’u{ B J'L( 1 FieiF F—Average of 3 or less on three exams
Another way to figure your grade is to add together points as you take exams, This
may be the best procedure to follow as we get close ta the end of the report period. Use
this description of standards as a guide:
A—At least 54 points, plus three projects at Pass level
B—48 t0 53 points, plus two projects at Pass level
, ] C—42 10 47 points, plus one project at Pass level
the perfect test, and no person’s score is a true D—30t0 41 points
indicator of knowledge and skill. Test scores repre- F—24 points or less
sent estimates of these Characteristics. Accordingly If you are nat satisfied with the score YOU €arn on any exam, you may take a different
& 3 ) ' exam on the same material in an effort to Improve your score. {Some of the questions on
giving a student with an average of 74.67 a grade the alternate exam will be the same as those on the original exam; some will be
of D when 75 is the minimum needed fora C pre- different.} Projects will be graded P {Pass} or DO (Do Over). If you receiva a DO on g
: - project, you may work to improve it and hand it in again. You may also submit an extra
_tends_ that the ?est 15 more accurate than it real_'y praject, which may eam up to 3 points of bonus credit {and can help if your exam scores
Is. This is why it is so Important to conduct an item fall just below a cutoff poinit). As you take each exam and receive a Pess for eagh praject,
analysis of your tests. If you discover several items record your progress on this chart. g
that are unusually difficult, YOu may want to make =
allowances for ;tudents who are a p0|.nt or two FirstExam | Second Exam | Third Exam Froject C :
from the next highest grade (and modify the items Projec] BFade =
: ‘ . 15tTrylanTry IstTry‘an Try 1stTry'2nd'Trv 1 | 2 | 3 [Proj g
if you intend to use them again). ' ‘ _’ =
2. Using zeros indiscriminately. The sole purpose of L I ’ J fj-
grades is to communicate 10 others how much S
of the curriculum a student has mastered. When
teachers also use grades to reflect their appraisal of
a student's work habits or character, the validity of
the grades is lessened. This occurs most dramati- ®  First, and to repeat what we said in point 1,
cally when students recsive zeros for assignments there may be good reasons why projects and
that are late (but are otherwise of good quality), homework assignments are late, incomplete, or
incomplete, or not completed according to direc- different from what was expected. You should
tions, or for exams on which they are suspected of try to uncover such circumstances and take
cheating. This is a flawed practice for two reasons:)\ them into account.
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*  Second, zeros cause communication problems.
If a student who earns grades in the low 90s
for most of the grading pericd is given two
zeros for one or more of the reasons just men-
tioned, that student could easily receive a D or
an F. Such a grade is not an accurate reflection
of what was learned.

If penalties are to be given for work that is
late, incomplete, or not done according to direc-
tions, and for which there are no extenuating
circumstances, they should be clearly spelled
out far in advance of the due date and should
not seriously distort the meaning of the grade.
For students suspected of cheating, for exam-
ple, a different form of the exam can be given.

Pa use&_‘ Because students in American schools
R eﬂ e ct feel conSJderabfg pressure to obtain

high grades, a significant number of
them feel driven to cheat. What might you do to reduce
your students’ tendency to cheat?

Providing insufficient instruction before testing. For
a variety of reasons, teachers occasionally spend
more time than they had planned on certain top-
ics. In an effort to “cover the curriculum” prior to

a scheduled exam, they may significantly increase
the pace of instruction or simply tell students to
read the remaining material on their own. The

low grades that typically result from this practice
will unfortunately be read by outsiders (and this
includes parents) as a deficiency in students’ learn-
ing ability, when in fact they more accurately indi-
cate a deficiency in instructional quality.

4. Teaching for one thing but testing for another. This
practice takes several forms. For instance, teachers
may provide considerable supplementary mate-
rial in class through lecture—thereby encouraging
students to take notes and study them exten-
sively—but base test guestions almost entirely on
text material. Or if teachers emphasize the text
material during class discussion, they may take a
significant number of questions from footnotes and
less important parts of the text. A third form of this
flawed practice is providing students with simple
problems or practice questions in class that reflect
the knowledge level of Bloom's taxonomy but then
giving complex problems and higher level questions
on a test. Remember what we said earlier in this
book: If you want transfer, then teach for transfer.

5 Using pop quizzes to molivate students. If you
recall our discussion of reinforcement schedules,
you will recognize that surprise tests represent a
variable interval schedule and that such schedules

produce a consistent pattern of behavior in humans
under certain circumstances. Being a student in

a classroom is not one of those circumstances.
Surprise tests produce an undesirable level of anxi-
ety in many students and cause others to simply
give up. If you sense that students are not suf-
ficiently motivated to read and study more consis-
tently, consult Chapter 11 for better ideas on how
to accomplish this goal.

Keeping the nature and content of the test a secret.
"Many teachers scrupulously avoid giving students
any meaningful information about the type of ques-
tions that will be on a test or the material that test ‘
items will cover. The assumption that underlies this
practice is that if students have been paying atten-
tion in class, diligently doing their homewaork, and
studying at regular intervals, they will do just fine on
a test. But they usually don't—and the main reason
can be seen in our description of learning strate-
gies (see Chapter 9). A good learning strategist first
analyzes all of the available informaticn that bears
on attaining a goal. But if certain critical informa-
tion about the goal is not available, the rest of the
strategy (planning, implementing, monitoring, and
modifying) will suffer.

Keeping the criteria for assignments a secret. This

practice is closely related to the previous one.
Students may be told, for example, to write an
essay on what the world would be like if all dis-
eases were eliminated, and to give their imagination
free rein in order to come up with many original
ideas. But when the papers are graded, equal
weight is given to spelling, punctuation, and gram-
matical usage. If these aspects of writing are also
impertant to you and you intend to hold students
accountable for them, make sure you clearly com-
municate that fact.

8. _Shifting criteria, Teachers are sometimes disap-
_2niiing critersa,

pointed in the quality of students’ tests and assign-
ments and decide to change the grading criteria

as a way to shock students inte more appropriate
learning behaviors. For example, a teacher may have
told students that mechanics will count for one third
of the grade on a writing assignment. But when the
teacher discovers that most of the papers contain
numerous spelling, punctuation, and grammatical
errors, she may decide to let mechanics determine
half of the grade. As we indicated before, grades
should not be used as a motivational device or as a
way to make up for instructional oversights. There
are far better ways to accomplish these goals.

Combining apples and oranges. Students’ grades
are supposed to indicate how much they have

learned in different subject matter areas. When
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factors such as effort and ability are combined Electronic Grade Books
ith test scores, the meaning of g grade becomesg and Grading Programs
unclear Consequently, Measurement experts roy- ; r
i ; Electronic grade books an store records of student ‘
tinely recommend that teachers base students '
test performance, Compute test averages and cumula-
drades solely on how well they haya performed . ! .
) tive averages, weight scores, note students with par-
On written testg and performance assessments, . . .
: ticular scores or characteristics and print grade reports
Assessments of effort ang ability should pe ; 9.
with standard as well as specifie student comments.
reported Separately (Gronlund & Waugh, 2009), o 2 : .
i Combrnrng digital grade books with grading software
Nevertheless, many teachers dg not follow this . . )
. . allows teachers he cansistent with the pPoint-based
[ocommendation, A survey (Mchllan, Myran, & rading systems that are used b most middle and pj h
Workman, 2002) of just over ang third through fifth drading sy 4 g
school teachers. These Programs can scan and mark
grade teachers revealed that 369 factored a sty- , ; .
; ; . ; ) students choices tg sefectedﬁresponse test items (true—
dent’s level of effort into grade either quite g bit, ; ; .
. false, matching, Multiple choice) and allow teachers to
extensively, or completely ang that 47% useq a stu- -
. e, ) : track, Summarize, and present student performance
dent's ability level to help determine a grade either : , - :
. . ; ; N a variety of ways. But the efficiency and seeming
quite a bit, extensively, or Ccompletely. Many high N . X
school teachers engage in this pr ctice as wel| objec‘crvr‘ry of such Programs mask 3 SEerious potentia|
= geg e ' drawback They can lead to unfair assignment of grades
A number of technological formats and products when used uncritically. The challenge of accurately
have been developed to make the task of classroom assigning grades usually involves more than just math-
assessment easjer more informatrve, and less prone to ematical precision.
error. The next Section describes Several of these for To demonstrate the complex nature of grading
mats and products. and the need for professional Judgment to Supplement
the use of Computerized grading programs consider
L04 Technology for the example offered by Thomas Guskey (2002) in
Table 14.3.
Iassroom Assessment The table represents g group of sevan Students,
Assessment activities can account for about one third of each of whom has been graded using three methods:
a teacher’s time. This large investment in time s partly celcuiating the simple average of a|| scores, calculating
due to the importance of assessment in hoth teaching the median or middle score, and calculating the average
and learning, byt itis also relateq to the fact that many with the lowest Score deleted Using the simple arith-
assessment activities involve trme—consumrng methods metlic average produces a grade of C for all students
of creating admrnlsterrng and scoring tests and analyz- despite the differences in their grade patterns. Student
INg and recording scores Fortuna‘[ely Computer-based 1, for example, started slowly byt gradually IMproved
technology supports many of the assessment func- Student 2 exhibited the Opposite pattern Student 3's
tions teachers must execute (Beatty & Gerace, 2009; performance was consistently around the average.
Cardwell, 2000). As the technological tools for learning Student 4 fajled the first two unit tests put scored near
and assessment have grown sq have the expectations Or at the top for the last three Student 5 exhihited
that aspiring teachers will demonstrate their Capacity to the opposite pattern from student 4. Student g had an
use the technology (Yao, 2006). unexcused absence for the first test and was given a

Avg With
Median Lowest
Student Unit 1 Unit 2 Unit 3 Unit 4 Unit 5 Avg Score Grade Seore Grade Deleted Grade
1 59 69 79 89 99 79 79 84
99 89 79 69 59 79 79 84
77 80 80 78 80 79 80

2

3

4 49 49 98 99 100 79 98
5

6

7

99 g8 49 49 79 98
98 98 99 79 98
95 98 98 79 98

Grading Scale: 90~1 00% = A; 80-89% = B; 70-799, - C; 60-69% — D; 59% or lower = F,
SOURCE: Guskey (2002).
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score of 0 but scored near or at the top for the last four
tests. Student 7 had virtually perfect scores for the first
four tests but was caught cheating on the last one and
received a score of 0. If giving all seven students the
same grade strikes you as inappropriate, note that using
the median score or the average with the lowest score
deleted produces grades that range from A through C,
and that students 4 and 5 could receive an A, B, or C,
depending on which method is used.

Our purpose here is not to tell you which of these
methods to use, as that will depend on other informa-
tion that teachers typically have about student capabili-
ties and their own beliefs about the appropriateness of
different grading methods, but to remind you that com-
puterized grading books should not be allowed to substi-
tute for your professional judgment in awarding grades.

Technology-Based Performance
Assessment

As you may recall from our earlier discussion, perfor-
mance assessments give students the opportunity to
demonstrate how well they can use the knowledge and
skills that were the focus of an instructional unit to carry
out realistic and meaningful tasks. Computer-based
technology is an excellent vehicle for this purpose. For
example, simulations are likely to be more effective
than traditional paper-and-pencil tests for determining
how well students understand and can carry out the
process of scientific inquiry {planning an investigation,
collecting data, organizing and analyzing the data, form-
ing conclusions, and communicating findings). Recent
research on the development of performance assess-
ment procedures in complex task domains such as engi-
neering design and medical diagnosis promises even
greater effectiveness of technology-based performances
in the future (Spector, 2006). A web-based simulation
that lends itself to the assessment of scientific inguiry
is the GLOBE environmental science education program
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(www.globe.gov). Students who participate in GLOBE
collect environmental data at a local site and submit it to
a scientific database on the web. About 4,000 schools
from countries around the world participate in this pro-
gram. Teachers could use the GLOBE database to
assess how waell students analyze and interpret climate
data by having them use a set of climate-related criteria
{(such as temperature at different altitudes, amount of
sunshine, and amount of snow) to determine in which
of several cities the next Winter Olympics should be
held (Means & Haertel, 2002). Multimedia tools with
text, audio, video, and graphics, such as the Quest
Atlantis program mentioned in other chapters, also offer
opportunities for students to demonstrate their ability to
solve real-world problems in a number of content areas.

Digital Portfolios

What Is a Digital Portfolio? Digital portfolios (als
called electronic portfolios) are similar in purpose to

the more traditional portfolios, but they extend beyond
paper versions because they can include sound effects,
audio and video testimonials, voice-over explanations of
a student’s thinking process as a project is worked on,
and photographs of such products as drawings, paint-
ings, and musical compositions (Siegle, 2002).

The Components and Contents of Digital Portfolios
Because the purposes for having students construct a
digital portfolio {such as to assign grades, assess stu-
dents’ strengths and weaknesses, evaluate a program
or curriculum) are not always the same, the portfolio
structure will vary somewhat across teachers and
school districts. But some components, such as those
in the list that follows, are frequently recommended
(for instance, Beatty & Gerace, 2009; Goldsby & Fazal,
2001; Janesick, 2001} and should always be seriously
considered for inclusion:

The goals the student was attempting to achieve

*  The guidelines that were used to select the
included material

Work samples
*  Teacher feedback
*  Student self-reflection

‘= The criteria that were used to evaluate
each entry

* Examples of good guality work

@© hasketman23/Shutterstock Images
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Just as the general compenents of a digital portfo-
lio may vary, so may the particular media that are used.
Following are some specific examples of the types of
media a student may use and information that would
be represented by each medium (Barrett, 2000; Gatlin

& Jacob, 2002: Janesick, 2001; O’Lone, 1997; Siegle,
2002):

°

Digitized pictures and scanned images: Photos of
the student or objects the student has has created,
artwork, models, science experiments over time,
fax exchanges with scientists, spelling tests, math
work, self-assessment checklists.

Documents: Electronic copies of student writing,
reflection journals, publications, copies of web
pages created, teacher notes and observations,

Audio recordings: Persuasive speeches, poetry
readings, rehearsals of foreign language vocabu-
lary, readings of select passages, self-evaluations,

interviews or voice notes regarding the rationale for
work included.

Video clips: Short videos showing the student or
teams of students engaged in science expsriments
and explaining thsir steps, showing student per-
formances in physical education or the performing
arts, or students generating and/or presenting inter-
disciplinary projects.

Rubrics for Digital Portfolios and Presentations \\ith
all the information a digital portfolio might contain, how
can a classroom teacher fairly and efficiently assess stu-
dent learning? First, electronic writing, just like paper-
based compositions, can be assessed helistically in a
general impression rating. It can also be analyzed with
specific criteria such as whether the work is insightful,
well organized, clear, focused, relevant, sequentially
flowing, persuasive, inspirational, and original (see Arter
& Chappuis, 2008). There are also rubrics for analyzing
the quality of a portfolio that has been posted to a web-
site. One uses a 4-point scale (exceeds regquirements,
meets reguirements, close to meeting standards, clearly
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does not meet standards) to assess the design and aes-
thetics of the website, its usability, and the presence
and clarity of the portfolio’s contents {Goldsby & Fazal,
2001). The website 4teachers (www.4teacher8.org)
contains, among other things related to technology, a
tool called RubiStar that provides templates for creating
rubrics for several types of digital products.

Performance and Portfolio
Assessment Problems

We would be remiss not to point out the problems
often associated with technology-based performance
and portfolio assessment. High quality performance
assessments require multiple assessments (for both
formative and summative purposes), extensive time,
electronic equipment, careful planning, and continued
modification (McGrath, 2003). Electronic portfclios can
become large, complex, and time consuming to grade
fairly and thus can overload teachers with work (A,
Goodman, 2008; Pope, Hare, & Howard, 2002).

Staff development and teacher training are addi-
tional barriers to effective use of performance assess-
ment and digital portfolios. But with proper training,
teachers may begin to find ways in which technology-
based school and classroom assessment plans are prac-
tical, cost effective, and qualitatively better than tradi-
tional assessments.

The Suggestions for Teaching that follow should
help you properly implement the assessment concepts
and research findings presentad in this chapter.

® vgsturdio/Shutterstock Images




Communicating Assessment and Evaluative Judgments

Teaching is a profession; its practitioners

are professionals. As professionals, teachers
are called on to make decisions, take actions
based on those decisions, and justify both
their dacisions and their actions. Another
way of saying it is that teachers, because
they are professionals, are accountable.

High on the list of decisions and actions for
which they must account are assessment and
evaluation.

In the first chapter of this bock, we men-
tioned the National Board for Professional
Teaching Standards, and we will see the five
key propositions underlying those standards
in the last chapter. To become a National
Board Certified Teacher, one must account—
clearly and convincingly—for her or his
teaching practice, including the proposition
that “teachers are responsible for managing
and monitoring student learning.”

Lee S. Shulman, who was instrumen-
tal in creating the National Board for
Professional Teaching Standards, is presi-
dent emeritus of the Carnegie Foundation
for the Advancement of Teaching. In 2007,
Dr. Shulman published an essay entitled
“Counting and Recounting: Assessment and
the Quest for Accountability.” He opened
that essay by describing how his daughter
had just retumed from her first MBA class in
managerial accounting and he had asked her
how the first class went. He described his
reaction as follows:

Imagine my surprise when [my
daughter] responded that account-

ing was unexpectedly interesting
because, she now realized, it should
be understood as a form of narrative,
a kind of drama. Within the ethical
and technical rules of the field, the
task of the accountant is to figure out
... the stories [that] should be told.
Accounting is basically about creating
the plot, characters, and setting of the
story. As the instructor explained to
the class, “Your task is to render an
account; to tell the facts of the case,
the story . . ., in an accurate and yet
ultimately persuasive way.” (p. 20)

Telling a story, rendering an account,
requires the author of the story to communi-
cate clearly in order to be persuasive. As a
teacher, engaged in the practice of assess-
ment and evaluation, you will author many
stories of learning. Here are some sugges-
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tions that may help you render informative,
useful, and convincing accounts of student
learning. (The suggestions are adapted from
a section in Shulman's essay headed “Seven
Pillars of Assessment and Accountability.”)

o Be clear about the learning story you

need to tell and why it needs to he told.
Chapter 13 began by examining learning
goals, instructional objectives, and taxono-
mies of learning outcomes. The idea in plan-
ning instruction is to begin with the end in
mind, to determine what your students need
1o learn and why.

a. Use taxonomies.
What are the learning goals for your stu-
dents? What learning standards are they
supposed to meet? What are your goals
far them? Use the taxonomies discussed
in Chapter 13 to think about the standards
that your district and state will expect your
students to meet. The taxonomies can help
you move from general education standards
to more specific learning goals—and help
you justify why thase learning goals are
important for your students to meet. Once
vou have identified the kinds of cognitive,
affective, and psychomotor outcomes your
students should demonstrate, you can move
to generating the specific instructional objec-
tives that your students need to attain and
that will guide the learning activities you
employ in your classroom.

b. Write clear objectives.

Use either Mager's or Gronlund's approach
(see Chapter 13) to specify the objec-

tives your students need to meet. Either
approach—correctly applied—yields clear,
specific statements of what your students
should know and be able to do.

Specifying objectives will not tell you
how your story ends—that comes later—but
with clear, specific instructional objectives in
place, you will know how a successful story
of learning shoufd end.

o Be clear about what you are assessing
and what you are not assessing.
With your objectives for a unit of study
specified, you are now ready to start building
the assessments that will help you tell the
learning story of each student. To make sure
that your story is true and hanest, you need
to be clear about what you are and are not
assessing.

For students to plan effectively
how they will master your objec-
tives, they need to know as early
as possible how many test they
will have to take, when the tests
will occur, what types of items
each test will contain, and what
content they will be tested on.

One tool that can be very helpful in this
regard is a table of specifications. Such a

- table specifies what objectives are being

assessed and how those objectives contrib-
ute to the various taxonomic outcomes you
are seeking for your students.

Take a look at the example in Figure 14.3.
It identifies the major topics of this chapter
and the taxonomic outcomes in the cognitive
domain. The ohjectives can be organized by
the major topics of the unit of study and the
types of cognitive capabilities that students
might demonstrate.

This practice forces you to think about
bath the number and the relative importance
of your objectives befare you start teaching
or writing test items. Thus, if some objectives
are more important to you than others, you
will have a way of ensuring that these are
tested more thoroughly. If, however, a test
is going to be brief and emphasize all objec-
tives more or less equally, you may wish to
put a check mark in each box as you write
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FIGURE 14.3 Example of a Table of Specifications for Material Covered in This Chapter
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questions. The important point is that by
taking steps to ensure that your tests cover
what you want your students to know, you
will be increasing the tests’ validity.

In preparing assessments for your own
students, you may choose to use outcomes
from the affective or psychomotor domains or
you may choose not to list all of the catego-
ries in the taxenomy for all subjects or at all
grade levels.

9 Use multiple assessments to tell the
story of student learning.
Suppose you asked one multiple-choice ques-
tion on one test to determine if your students
had attained a particular objective. Suppose
further that some of your students got that
question correct and some did not. In telling
the story of a student who got the item cor-
rect, how confident would you be in claiming
that the student had leamed? What about
the story of one who missad the item?

Our suggestion here is that you assess
the objectives you have specified a number
of times, using a variety of the methods of
assessment. If you found that students do
well on several multiple-choice items, on

several short-answer items, on an extended
essay, and on a presentation—all assess-
ing a single objective—you would be able

to make a mare convincing case that those
students had sufficiently demonstrated the
learning required to meet the objective. The
stories of learning—uwhether they are stories
of success or of postponed completion—
must be convincing if they are to be used.

o Synthesize the information from across
multiple measures.
For the same reason that it is important to
use multiple assessments to collect informa-
tion about what students know and are able
to do, it is important that the story of each
student’s learning be based on the evidence
of leaming and that the assessments and
evidence be synthesized. Simply listing test
results, scores on homework, and grades on
term papers provides the raw data gathered
across assessments, but a list of scores does
not qualify as evidence. Evidence is what is
used to support a claim that a student has
or has not learned. Remember that justifying
your assessment and evaluation practices
requires you to render an account. The
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accountant for a large company does not
simply list assets and liabilities; an account
based on the available information is ren-
dered. Following this advice becomes very
important when communicating with parents.

o Avoid creating “high stakes” assess-
ment when possible.
In our current era of accountability in educa-
tion, testing—especially standardized testing
of the type discussed in the next chapter—
has created an environment of high stakes.
Think back to the emphasis placed on doing
well on the state tests of achievement when
you were in high school. Reflect also on what
we know about academic cheating behavior:;
If the stakes are high enough, cheating will
occur. This can happen in classrooms as
well. Imagine that you took a class that had
only one final exam, that your entire grade
for the course rested on your performance
at a particular time, on a particular day, in a
particular place.

In order to gather accurate information
about your students’ learning, so that you can
make sound evaluative judgments, do not
create assessments that have high stakes.

continued
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Rather than give one unit exam, give several
or—following the mastery approach to
assessment—provide multiple opportunities
for students to demonstrate on each assess-
ment what they know and are able to do. The
next suggestion can also help aveid creating
high stakes environments.

0 Make sure assessment is embedded in
instruction.
In order to provide a useful and compelling
account of a student’s learning, you need
to know not just where the student ended
up but how the student got there. The story
comes from the journey. We offer this sug-
gestion not only because it will help you
communicate effectively and help you justify
your assessment and evaluation decisions,
but because it will help you teach more
effectively and will increase the probability
that your students” story of learning will end
where it should.

B e P EP PR T CORE L RS TR S

Having considered the Suggestions for Teaching,
we close this chapter with one last thought and one

last suggestion.

Aspiring teachers are, understandably,
excited and eager to present what they know
to their students. Aspiring teachers are
enthused to find and implement classroom

This suggestion hoils down to following
the guidelines for formative assessment
(see Table 14.1). By assessing consistently
and persistently, you align instruction with
your objectives and with data about those
abjectives, you generate multiple measures,
you provide more sources of information to
help you synthesize across those measures,
and you minimize high stakes environ-
ments. Embedding assessment in instruction
will facilitate following the five previous
suggestions.

o Actively share and collaborate on the
design and development of assessment
and evaluation strategies.

Assessment and evaluation are integral to

teaching; thay are critical teaching functions.

As promulgated by the National Beard for

Professional Teaching Standards, assessment

and evaluation must not be treated as after-
thoughts in teaching.

Suggestions for Teachingsemtines

One way to develop your professional
practice on a trajectory toward teaching
expertise is to share and work with others on
designing, using, and improving classroom
assessments and evaluative strategies. If you
develop a quiz that you intend to use forma-
tively, share it with a colleague who teaches
the same class, invite her or his critique, and
offer to compare results (while maintaining
appropriate confidentiality). Sharing your
assessment and evaluation practices and
experiences is one way ta develop your
professional knowledge and your skills as an
author of leaning accounts. Highly qualified
prafessionals ara seen as authorities on their
practice. Developing your skills as an author
of assessments will help establish your
authority.

is integral to teaching and to learning: Recall our dis-
cussions of assessment of learning, assessment for

learning, and assessment as learning.

WHAT

Our suggestion is that including your stu-
dents in the assessment of their own learn-
ing captures their attention, engages them

deeply in what and how they are learn-
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activities that capture students’ atten-

tion, that engage students deeply, that
motivate them, and that leave them think-

ing. But it is important to remember that
teaching is more than presenting what one
knows to others. As we have learnad in this
chapter, assessment is not something that is
done after one has taught. Rather, assessment

ing, increases motivation, and helps them
think and view themselves as capable of
exerting influence on their own learning.
QOur point is this: Of all the outcomes of
learning that can be assessed, the one that
might have the greatest long-term impact
on your students is that they are capable of
assessing and influencing their own learning.
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