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PREFACE

A Conceptual and Applied Approach

This textbook was written for preservice teachers taking a first course in
classroom assessment. As students in K-12 schools, preservice teachers par-
ticipated in a variety of assessments. Memories of assessment activities
conjure images of weekly quizzes, homework, unit tests, extended projects,
classroom presentations, and standardized multiple-choice tests. The goal
of the seventh edition of Classroom Assessment: Concepts and Applications
is to show that classroom assessment is a key component of all aspects of
the instructional process. We also introduce new tools and approaches to
classroom assessment that result from the infusion of computer-based tech-
nologies into schools.

The text begins with an overview of essential concepts and princi-
ples of classroom assessment and explores recent changes in assess-
ment that have grown out of new state and national educational poli-
cies. We then examine how nent applies to each phase of the
instructional process—from organizing the classroom as a social setting,
to planning and conducting instruction based on sound objectives, to
formal assessment of student learning, to grading students, and finally
to interpreting standardized tests and statewide assessments. We pay
particular attention to developing the ability of preservice teachers to
create and employ a variety of assessment methods and tools that are
designed to meet specific purposes. The validity of inferences and deci-
sions based on assessment information is examined within each phase
of instruction. The goal is to demonstrate that assessment is an inte-
gral part of teaching that should not be separated from daily classroom
practices.

New to the Seventh Edition

In response to several recent developments and innovations, the sev-
enth edition of Classroom Assessment has been expanded in significant
ways.

Universal Design for Assessment: The concept of universal design has
become a driving force for improving student access to learning
materials. It is also essential that assessment tasks be designed to be
as accessible as possible for all students. A new chapter examines
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many ways in which principles of universal design can be applied to
classroom assessment.

Formative Assessment: A new chapter focuses on informal and formal
methods and techniques that are useful for collecting information
that can be used immediately to inform instruction.

Common Assessments and the Race to the Top Program: Recent
federal initiatives are likely to rapidly change state assessment
programs. Sections have been added that explore these looming

changes and discuss the increasing role that technology will play for
all types of assessment.

Proven Featuves and Content

This edition includes features proven useful in prior editions. These features
are described below.

Realistic Assessment: The focus throughout is on the realities of
classrooms and how assessments can serve these realities.

Validity and Reliability: These central assessment concepts are
introduced in the first chapter and then linked in later chapters to
each specific type of assessment information. The validity and
reliability issues of informal assessment, planning and delivering
instruction, grading, using paper-and-pencil tests, performarce
assessments, and standardized testing are identified. Practical
strategies to improve the validity and reliability of varied assessment
approaches are presented in each chapter.

Practical Guidelines: A significant portion of each chapter focuses on
practical guidelines to follow and common errors to avoid when
using the type of assessment being presented. The implications of
ignoring the recommendations are also described. Key Assessment
Tools boxes, at least two per chapter, highlight practical resources and
tools to use in the assessment process.

Teacher Thinking: Throughout the text, excerpts from teachers’
comments about assessment add the wisdom of day-to-day practice
to assessment situations. A "Thinking about Teaching” question at
the opening of each chapter prompts students to put chapter
topics into the context of the classroom.

Student-Friendly Writing Style: The text is written with a clear,
friendly, and accessible style and is amply supplied with examples
and tables to thoroughly engage students. Case studies, referenced in
the margins and accessible through the Online Learning Center,
bring chapter topics to life.

Online Learning Center: Located at www.mhhe.com/russeli7e,

this resource includes a student study guide with practice quizzes,
case studies, and Web links.
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Online Learning Center

An Online Learning Center for instructors and students using
Classroom Assessment is available at www.mhhe.com/russell7e.

For the instructor:

Instructor’s Manual: An updated and expanded instructor's manual,
including instructional strategies for key concepts and terms, online
activities, and more!

Test Bank: An updated test bank in Microsoft Word that includes
multiple choice, true/false, short answer, and essay questions for
quick and easy test creation.

PowerPoint Slides: PowerPoint lecture slides that outline key points of

each chapter.

Instructors can contact their sales representative for access to the
instructor’s side of the Online Learning Center.

For the student:

" The online Learning Center includes case studies that demonstrate

CourseSmart

chapter concepts using real classroom scenarios.
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CHAPTER 1




"CHAPTER OBJECTIVES

After reading this chapter, you will be able to:

e Define assessment, measurement, test, educational standards, stan-
dardized test, validity, reliability, and other basic terms

Describe the various purposes of assessment

Contrast the three main methods of collecting assessment infor-
mation, and give examples of each

Explain what validity and reliability are and how they are related
to student assessment

Define three types of educational standards and describe how they
influence classroom instruction

State examples of teachers' ethical responsibilities in collecting or
using assessment information

THE IMPORTANCE OF ASSESSMENT: HOW
HAS EMPHASIS ON ASSESSMENT CHANGED

IN RECENT

Every student in grades
3-8 and in at least one
high school grade must
be tested in mathematics
and language arts.

YEARS?

Assessment is an essential component of teaching. In recent years, how-
ever, the importance of assessment has increased even further. Ten years
ago, teachers used tests to assess student achievement and determine
grades. Quizzes were given to motivate students to study and to help
teachers determine how well students were learning new skills and
knowledge. Assignments were used to provide opportunities for students
to develop knowledge and skills, and to provide teachers with insight into
challenges students were encountering. During instruction, teachers
asked questions and had students engage in specific activities to gather
information about what students understood and what ideas and skills
they were struggling with. Occasionally, teachers also administered stan-

‘dardized tests, the results of which were used to provide an external indi-

cator of how well students were developing skills and knowledge. While
the decisions made based on each of these types of assessment were
important, their stakes were relatively low.

All of these forms of assessment are still important parts of classroom
teaching. What is very different is the importance of standardized tests
and the high-stakes decisions that are made based on student perform-
ance on these tests. Federal laws, such as the No Child Left Behind Act,
now require every student in grades 3-8 and in at least one grade in high
school to be tested every year in mathematics and language arts. Unlike
standardized tests administered 10 years ago, these tests are used to make

. high-stakes decisions about the quality of schools, teachers, and princi-

pals. In some cases, schools that have persistently low test scores may be
placed into receivership or closed. Teachers and principals can be
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dismissed if the test scores of their students are persistently low. And, in
some cases, students are denied diplomas or are not allowed to advance
to the next grade if their test scores are too low. An even newer federal
program, called Race to the Top Assessment, provides up to $350 million
to develop tests to be administered to students across several states so that
the performance of students can be compared between states. Some
national leaders want to use these comparisons to determine how much
federal support each state is provided.

Many experts have debated the merits of this increased emphasis on
standardized tests. There is considerable disagreement about whether
these policies are improving the quality of our educational system. How-
.ever, one thing is for certain: the importance of and focus on assessment
is at an all-time high.

While standardized tests are now an important component of educa-
tion, teaching and assessment in the classtoom involve much more than
preparing students for standardized tests. As we explore throughout this
book, classroom assessment takes many forms and is a continuous process
that helps teachers make decisions about classroom management, instruc-
tion, and students.

THINKING ABOUT TEACHING

Classroom assessment
takes many forms and
helps teachers make
many types of decisions.

Why might teachers think of assessment as a continuous process that happens

throughout the school day?

Jii lassroom assessment is the process of collecting, synthesizing,
nd interpreting information to aid in classroom decision making.
~"=%= Throughout the school day, teachers continuously gather and use
information to make decisions about classroom management, instruction,
student learning, and planning. This book explores a broad range of
assessment strategies teachers use when assessing in the classroom. Chap-
ter 1 lays out a general scheme of types of assessments and their uses
that will be covered more deeply in later chapters. It also introduces three
types of educational standards that are playing an increasingly important
role in shaping instruction and assessment in the classroom. It explains
how validity and reliability are the keys to effective assessment. It ends
with some thoughts about ethical issues related to classroom assessment.

Every day in every classroom, teachers make decisions about their stu-
dents, the success of their instruction, and the classroom climate. Today
was a typical day in Ms. Lopez's classroom. In addition to preparing the
room for the day's activities, putting the work schedule on the chalkboard,
reviewing her lesson plans, greeting students as they entered the class-
room, taking attendance, distributing supplies, reminding students of next

Assessment is the
process of collecting,
synthesizing, and
interpreting information
to aid in decision
making. Assessment is
a continuous part of
classroom life.
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Saturday's school fair, and monitoring the lunchroom, Ms. Lopez also per-
formed the following tasks:

Assigned grades to her students’ science tests on the planets
Referred Aaron to the Special Education Department to be screened
for poor gross motor skills

Completed the monthly school progress report on each student in
the class

Moved Tamika from the middle to the high reading group

Selected Rosa, not Sarah, to deliver a note to Mr. Brown, the school
principal

Decided on topics to cover in next Monday’s math lesson

Met with the special education teacher to review the
accommodations Mauricio needed when taking a multiple-choice test
Stopped the planned language lesson halfway through the period in
order to review the previous day's lesson

Formed a reading group for three students who were progressing
more slowly than their classmates

Rearranged the class seating plan to separate Jamar and Ramon and
to move Claudia to the front of the room so she could see the
chalkboard better

Called on Kim twice even though her hand was not raised

Studied the statewide writing standards to determine what topics to
emphasize in instruction

Switched social studies instruction from discussion to seatwork when
the class became bored and unruly

Encouraged Jing to redraft his English composition to correct spelling
and grammar errors

Decided to construct her own test for the social studies unit rather
than using the textbook test

Sent Antonio to the school nurse when he complained of a headache
Judged that Tabitha's constant interruptions and speaking out in class
warranted a note to her parents about the problem

Assigned homework in science and social studies, but not in math
and language arts

Checked with the school counselor regarding possible reasons for
Miguel's increasingly inattentive class behavior

Paired Kim, a class isolate, with Aretha, a class leader, for the project
in social studies

Sent Ralph to the principal because he swore at a teacher and
threatened a classmate

Held a parent-teacher conference with Ivan’s parents in which she
told them that he was a capable student who could produce better
work than he had thus far

Consulted last year's standardized test scores to determine whether
the class needed a review of the basic rules of capitalization
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THE BREADTH QF CLASSROOM ASSESSMENT

As you can see, Ms. Lopez's day in the classroom, like those of all teach-
ers, was filled with situations in which she had to make decisions. Some of
these decisions concermed individual students and some concerned the
class as a whole. Some were about instructional matters, some about class-
room climate, some about student personalities, and some about student
learning. Some, like the decision to change Tamika's reading group, were
infrequently made decisions. Others, like planning topics for instruction,
calling on students during class, and assigning grades to students, were
made many times each day. All of Ms. Lopez's actions resulted from deci-
sions she made, and all of her decisions were based on some type of evi-
dence. Like other good teachers, she continually cbserves, monitors, and
reviews student behaviors and performances to obtain evidence for deci-
sion making. Taken together, these decisions serve to establish, organize,
and monitor classroom qualities such as student learning, interpersonal
relations, social adjustment, instructional content, and classroom climate.

Classroom decisions must be reflective and thoughtful, not impulsive
and erratic. The decisions Ms. Lopez made were based on many different
kinds of evidence. How did Ms. Lopez know that the way to settle her
bored and unruly social studies class was to switch from discussion to
seatwork, when there werz many other things she might have done to
settle the class? What made her decide to move Tamika to the high read-
ing group? Why did she think pairing Kim with Aretha for the social stud-
ies project was better than pairing Kim with someone else? Why was
Rosa, but not Sarah, trusted to deliver a note to Principal Brown? All of
these choices were based on information that helped Ms. Lopez choose
a course of action when confronted by the need to make a decision.
Think of all the possible sources of evidence Ms. Lopez might have used
to help her make these decisions. Notice also that many of the decisions
she made were fast paced, practically oriented, and focused on both
instructional and social factors. Others involved more thoughtful, lengthy
consideration.

Teachers must
continually observe,
maonitor, and revicw
student behavior and
performance in order to
make informed
decisions,

PURPOSES OF CLASSROOM ASSESSMENT

Teachers assess for many purposes because they must make many deci-
sions throughout the school day. If we review Ms. Lopez's decisions dur-
ing her classroom day, we get a sense of the many purposes teachers have
for assessment. These purposes include establishing classroom equilib-
rium, planning and conducting instruction, placing students, providing
feedback and incentives, diagnosing student problems and disabilities, and
judging and grading academic learning and progress.

Many people think of tests when they hear the term assessment. As we
can see from Ms. Lopez's decisions, however, classroom assessment encom-
passes much more than tests and quizzes. Assessment in the classroom
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occurs for three major domains. The cognitive domain encompasses intel-
lectual activities such as memorizing, interpreting, applying knowledge,
solving problems, and critical thinking. The affective domain involves
feelings, attitudes, values, interests, and emotions. The psychomotor
domain includes physical activitics and actions in which students must
manipulate objects such as a pen, a keyboard, or a zipper. When Ms. Lopez
assigned grades for her students’ science tests, she was making an assess-
ment decision in the cognitive domain. When Ms. Lopez switched social
studies instruction from discussion to seatwork when the class became
bored, her decision related to the affective domain. And when she referred
Aaron to the Special Education Department to be screened for poor gross
motor skills, Ms. Lopez's assessment decision focused on the psychomotor
domain. Although the cognitive domain tends to receive more attention,
teachers make assessment decisions for all three domains throughout the
school year.

Establishing a Classroom That Supports Learning

One purpose of assessment is to establish and maintain a classroom envi-
ronment that supports student learning. Classrooms are complex social
settings in which people interact with one another in a multitude of ways.
For classrooms to be positive social and learning environments, respect,
self-monitoring, and cooperation must be present. Thus, helping students
to learn well and maintaining mles for respect in the classroom are
An often overlooked closely related. To help students develop comfort in the classroom and
purpose of assessment anticipate when various activities are likely to occur and how long they
is to establish and will last, routines must be established. When Ms. Lopez selected Rosa
:::::; in the classraom 5. stead of Sarah to deliver a Tote to Principal Brown, and when she
changed the class seating plan to move Jamar and Ramon farther apart,
she was making decisions to preserve a supportive classroom environ-
ment. That she allowed Antonio to go alone to the school nurse indicated
her trust in him. On the other hand, Tabitha's constant interruptions and
speaking out necessitated sending a note to her parents, and Ralph's
swearing and fighting led to his being removed from the classroom.
Ms. Lopez's efforts to make Kim a part of the classroom society by call-
ing on her even though her hand was not raised was another attempt to
create and maintain a viable social and learning environment.

Planning and Conducting Instruction

Many of the decisions that Ms. Lopez made were focused on planning and
conducting classroom instruction. This should not be surprising, since
instruction is a central classroom activity. The instructional decisions that
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THE BREADTH OF CLASSROOM ASSESSMENT. '

Ms. Lopez made can be divided into two types: planning decisions and
teaching decisions. When Ms. Lopez reviewed the statewide writing stan-
dards, consulted last year's standardized test scores, selected topics for
next Monday's math lesson, and assigned homework in one subject but
not another, she was planning future instructional activities.

In addition to planning decisions, the actual process of teaching a class
requires constant assessment and decision making. At two points during
the day, Ms. Lopez altered her instruction in the middle of the lesson
because her students were confused. Once she stopped her language les-
son to review the prior day's lesson because student responses to her
questions indicated that the class did not understand its content. Another
time she switched her method of instruction from discussion to seatwork
when the students became bored and off-task.

Assessment informmation
is used to organize
students into a
funcrioning classroom
society, plan and carry
out instruction, and
monitor student
learning. Assessment is
much more than giving
Jormead paper-and-pencil
tests to students,

Placing Students

Classroom teachers also make decisions about placements of students.
Teachers divide students into reading or math groups, organize students
into cooperative learning groups, pair or group students for class proj-
ects, or recommend that a particular student be placed with a particu-
lar teacher next year. Assessment is a critical component for making
sound placement decisions. Ms. Lopez made a placement decision when
she moved Tamika from the middle reading group to the high reading
group. She made another placement decision when she formed a spe-
cial reading group for students who were progressing more slowly than
their classmates. Finally, when she paired Kim, the class isolate, with
Aretha for the social studies project, she made another placement deci-

sjon. Note that Ms. Lopez's placement decisions were made for both aca- .

demic and social reasons.

Providing Feedback

Young learners and their caregivers need feedback in order to help
improve students' learning and behavior. Observations and feedback
intended to alter and improve students' learning are called formative
assessment. To provide such feedback, teachers must constantly assess
student learning and behavior. For example, Ms. Lopez used assessment
information from Jing's first-draft book report to suggest ways to
improve his writing. She held a parent-teacher conference with Ivan's
parents to provide them with information about his progress so that
they could better support his learning at home. In both examples of
formative assessment, information about academic performance was

used to provide feedback to students or parents with the aim of improv-
ing performance.
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Diagnosing Student Problems and Disabilities

Much of the assessment data that teachers gather is used to identify,
understand, and address students’ misconceptions and learning diffi-
culties. Teachers are always on the lookout for students who are hav-
ing learning, emotional, or social problems in the classroom. Having
identified such problems, the teacher can sometimes carry out supple-
mental learning activities or make accommodations, but at other times
the student must be referred for more specialized diagnosis and inter-
vention outside the classroom. Thus, Ms. Lopez set up her own in-class
group for basic skill remediation, but she recommended that a special-
ist screen Aaron for his apparent gross motor skill challenge. Referring
Aaron to the Special Education Department for screening was another
diagnostic decision. Chapter 2 examines disabilities and accommoda-
tions in greater detail.

Summarizing and Grading Academic
Learning and Progress

The task of grading or making final decisions about students' learning
at the end of instruction is termed summative assessment. A number
of Ms. Lopez's decisions involved summarizing students’ academic
learning and progress. She assigned grades to her students’ science tests,
completed a monthly progress report on each student, and decided to
construct her own test for the social studies unit rather than use the test
provided in her textbook. Much of a teacher’s time is spent collecting
information that will be used to grade students or summarize their aca-
demic progress.

PHASES OF CLASSROOM ASSESSMENT

The types of decisions teachers make based on assessment information
can be categorized into three general phases of classroom assessment.
Table 1.1 describes and compares these three phases of assessment.
‘Teachers perform three The first phase of classroom assessment occurs early in the school
types of assessment: year and is undertaken to learn about students' social, academic, and
early ‘“,5“5'1"""’5' behavioral characteristics. Based on this information, teachers make
22:;::;:? and decisions about students’ academic, social, and behavioral needs in order
summative assessments, 1O create a classroom environment that is supportive of student learn-
ing. These early assessments help teachers make decisions that
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THE BREADTH OF CLASSROOM ASSESSMENT

Purpose

Timing

Evidence-gathering
method

Type of evidence
gathered
Record keeping

Barly A t

Instructional

A

Provide teacher with a
quick perception and
practical knowledge of
students’ characteristics

During the first week or
two of school

Largely informal
observation

Cognitive, affective, and
psychomotor
Information kept in
- teacher’s mind; few

Plan instructional
activities and monitor
the progress of
instruction

Daily throughout the
school year

Formal observation and
student papers for
planning; informal
observation for
monitoring

Largely cognitive and
affective

‘Written lesson plans;
monitoring information

Summative

Assessments

Carry out the
bureaucratic aspects
of teaching, such as
grading, grouping,
and placing

Periodically during the
school year

Formal tests, papers,
reports, quizzes, and
assignments

Mainly cognitive

Formal records kept in
teacher’s grade book

not written down

L written records

or school files

enhance instruction, communication, and cooperation in the classroom.
A second phase of assessment is used to plan and deliver instruction
and includes decisions about what will be taught, how and when it will
be taught, what materials will be used, how a lesson is progressing, and

what changes in planned activities must be made. These are

instructional assessments. The final phase of classroom assessment
helps teachers make formal decisions and recommendations about stu-
dent achievement and placement. Decisions such as grading, summa-
rizing progress, interpreting test results, identifying students for special
needs placement, and making promotion recommendations are all based
on systematic information about a student that is often collected over a
period of time. These are summative assessments. While there is some
overlap between these three phases of assessment, in general early
assessments precede instructional assessments and summative assess-
ments follow instructional assessments. Succeeding chapters describe
these three phases of assessment in greater detail.

While teachers depend heavily on assessment to inform decisions about
shaping the classroom environment, instruction, and student develop-
ment, other groups with important stakes in education also rely on assess-
ment information collected within the classroom. These groups include
national and state policy makers, school administrators, and parents. See
Table 1.2.

Instructional
assessments are used to
help plan and deliver
instruction.

Teachers study their
students in the first
weeks of school so that
they can organize their
classrooms into social
and learning
communities.
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National and State Policy Makers
* Setting state and national standards
e Complying with the No Child Left Behind Act
« Developing policies based on assessment
e Tracking the progress of national and state achievements
¢ Providing resources to improve learning
s Providing rewards or sanctions for student, school, and state
achievements
School Administrators
¢ Identifying program strengths and weaknesses
* Using assessment to plan and improve instruction
¢ Monitoring classroom teachers
¢ Identifying instructional needs and programs
¢ Monitoring student achievements over time
Teachers
® Monitoring student progress
e Judging and altering classroom curriculum
e Identifying students with special needs
* Motivating students to do well
e Placing students in groups
s Providing feedback to teachers and students
Parents
¢ Judging student strengths and weaknesses
* Monitoring student progress
* Meeting with teachers to discuss students’ classroom performance
« Judging teacher quality

ASSESSMENT, TESTING, MEASUREMENT,
AND EVALUATION

This book is about the process teachers use to gather, evaluate, and use
information to make appropriate decisions in the classroom. As you learn
about each phase of assessment and the variety of ways in which teach-
ers collect information, keep in mind that assessment is a process of
collecting, synthesizing and interpreting information in order to make a
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THE BREADTH OF CLASSROOM ASSESSMENT

decision. Depending on the decision being made and the information a
teacher needs in order to inform that decision, testing, measurement, and
evaluation often contribute to the process of assessment.

When people hear the word assessment, they often think cf tests. A
test is a formal, systematic procedure used to gather information about
students’ achievement or other cognitive skills. While tests are one
important tool for gathering assessment information, the preceding list
of Ms. Lopez's decisions makes clear that there are many other information-
gathering tools, including projects, portfolios, and observations. Shortly,
we'll say more about written tests, as well as techniques of observation
and oral questioning.

Measurement is the process of quantifying or assigning a number to
a performance or trait. The most common example of measurement in
the classroom is when a teacher scores a quiz or test. Scoring produces a
numerical description of performance: Jackie got 17 out of 20 items cor-
rect on the biology test; Dennis got a score of 65 percent on his math test;
Rhonda’s score on the IQ_test was 115. In each example, a numerical score
is used to represent the individual's performance or trait.

Once assessment information is collected, teachers use it to make deci-
sions about stu:dents, instruction, or classroom climate. Evaluation is the
process of making judgments about what is good or desirable. For exam-
ple, judging whether a student is performing at a high enough level to
move on to the next reading level or whether to carry out a particular
instructional activity requires evaluation. An evaluation is the product of
assessment that produces a decision about the value or worth of a per-
formance or activity based on information that has been collected, syn-
thesized, and reflected on.

It is important to recognize that not all assessment decisions require
the use of tests or measurement. In addition, not all assessment decisions
result in an evaluation or the judging of a student. As we saw in the wide
variety of decisions made by Ms. Lopez, classroom assessment can rely
on many different types of information and can result in many different
types of decisions.

Imagine a teacher at the start of the year who wants to assess the math-
ematics readiness of her students in order to decide where to start instruc-
tion. Notice that the reason for assessing is that a decision must be made.
First, the teacher gives a grade-appropriate paper-and-pencil test of math-
ematics readiness. The students' scores on the test provide a measurement
of their math readiness. Of course the teacher uses other methods to col-
lect information to determine readiness. She talks to the students about
math, watches them while they do math exercises, and checks prior
grades and test scores in their school record files. The teacher then thinks
about all the assessment information she has collected. She evaluates, or
makes a judgment about, the students’ current stage of readiness in math.
Her final décision, based on her assessment and evaluation, is to review
last year’s math before beginning this year's topics.

A test is a formal,
systematic procedure for
gathering information.

Measurement is the
process of quantifying
or assigning a number
to a performance .

or trait.

Evaluation is the process
of judging the quality or
value of a performance
or a course of action.
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CHAPTER ONE

THREE GENERAL WAYS TO COLLECT DATA:
STUDENT PRODUCTS, OBSERVATIONS, AND
ORAL QUESTIONING

Teachers gather most of
their assessment
information using student
products, observation
techniques, and oral
questioning techniques.

Teachers rely on three primary methods to gather assessment informa-
tion for classroom decisions: student products, observation techniques,
and oral questioning techniques.

Student Products

Selection techniques
require students to select
an answer from choices
that are provided; supply
techniques require
students to construct a
response to a question or
problem.

Students spend a great deal of time creating products or artifacts. Among
the many products students prodoce are homework, written assignments
completed in class, worksheets, essays, book reports, science projects, lab
reports, artwork, and portfolios, as well as tests and quizzes. Student prod-
ucts include anything that students are asked to produce or complete by
the teacher. Student products generally take one of three forms: selection,
supply, and performance. Multiple-choice, true-false, and matching ques-
tions on a test are called selection items, or selected-response items. As
the name implies, the student responds to each question by selecting an
answer from choices provided. Supply items, or production items,
require the student to construct a response to a question or prompt. The
length of the response can vary substantially. For example, an essay ques-
tion requires the student to construct a lengthy, detailed response, while
a short-answer or “fill-in-the-blank” question may require only a word
or phrase. Performances are an extended form of supply items that
often require a substantial amount of time to produce. Examples of
performance tasks include book reports, journal entries, portfolios, sci-
ence experiments, and class projects. Whether student products are the
result of selection items, supply items, or performance tasks, they pro-
vide teachers with concrete samples of student work that can yield valu-
able information about students’ cognitive skills and knowledge.

Observation Techniques

Observation techniques
are applied 1o student
activities and to student
products,

Observation is a second major method classroom teachers use to collect
assessment data. As the term suggests, observation involves watching or
listening to students carry out a specific activity or respond in a given
situation. Through observation, teachers are made aware of such student
behaviors as mispronouncing words in oral reading, interacting in groups,
speaking out in class, bullying other students, losing concentration,
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THE BREADTH OF CLASSROOM ASSESSMENT )

having puzzled looks on their faces, patiently waiting their turn, raising
their hands in class, and failing to sit still for more than 3 minutes.

During the school day, teachers often spend substantial amounts of
time facing their students and working closely with individual students
or small groups of students. Because teachers and their classes are located
in a confined space, facing and interacting with one another from one to
six hours a day, teachers can observe a great deal of their students’ behav-
ior and reactions.

Some observations are formal and planned in advance. In such situ-
ations, the teacher purposefully observes a particular set of student
behaviors. For example, teachers assess students when they read aloud
in a reading group. The teacher might be watching and listening for clear
pronunciation of words, changing voice tone to emphasize important
points, periodically looking up from the book while reading, and so
forth. Because such observations are planned, the teacher has time to
prepare the students and identify in advance the particular behaviors
that will be observed.

Other teacher observations are unplanned and inforinal, as when the
teacher sees students talking when they should be listening, notices the
pained expression on a student’s face when a classmate makes fun of his
clothes, or observes students fidgeting and looking out the window dur-
ing a science lesson. Such spontaneous observations reflect momentary
unplanned happenings that the teacher observes, mentally records, and
interprets. Both formal and informal teacher observations are important
information-gathering techniques in classrooms.

Some teacher
observations are formal
and planned in advance,
while others are
informal and
spontaneous.

Oral Questioning Techniques

Asking oral questions is the third major method teachers use to collect
information for assessment. “Why do you think the author ended her
story that way?’ “Explain to me in your own words what an improper
fraction is.” “Jack, did you call Ron a mean name?” “Raise your hand if
you can tell me why this answer is incorrect.” “Who can summarize yes-
terday’s discussion about the water cycle?” “Why don't you have your
homework today?” These are all questions teachers use to collect infor-
mation from students during and at the end of a lesson. Questioning
students is very useful during instruction, when it can be used to review
a prior topic, brainstorm a new one, find out how the lesson is being
understood by students, and engage a student who is not paying atten-
tion. The teacher can gather the information he or she requires without
breaking the momentum of a lesson to have students work on a more
formal quiz, worksheet, or written assignment. Formal oral examinations
are used in subject areas such as foreign language, speech, and vocal
music.

Oral questioning
provides a great deal of
format and informal
information about
students. Questioning is
especially useful during
instruction.
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The full range of data-
gathering methods is
needed 10 collect all the
information requived for
classroom assessment.

Student products, observations, and oral questioning complement one
another in the classroom. Imagine having to make classroom decisions
without being able to observe students’ reactions, performances, answers
to questions, and interactions. Now imagine what it would be like if
information from student products could not be obtained in classrooms,
and imagine what it would be like if teachers could not ask oral ques-
tions of their students. Each type of information is needed to carry out
the rich and meaningful assessments that occur in classrooms. As a
result, teachers need to master all of these evidence-gathering
approaches.

STANDARDIZED AND NONSTANDARDIZED
ASSESSMENTS

The information teachers collect and use in their classrooms comes from
assessment procedures that are either standardized or nonstandardized.

Standavdized Assessments

Standardized
assessments are intended
to be administered,
scored, and interpreted
in the same way for all
test takers.

A standardized assessment is administered, scored, and interpreted in the
same way for all students, regardless of where or when they are assessed.
Standardized assessments are meant to be administered in many classrooms
across a school, district, state, or nation. Standardized assessments are
intended to be administered to students in many different classrooms, but
always under the same conditions, with the same directions, and in the
same amount of time as all other students who are taking the test at that
time. Moreover, the results of the test will be scored and interpreted the
same way for all students. The main reason for standardizing assessment
procedures is to ensure that the testing conditions and scoring procedures
have a similar effect on the performance of students in different schools
and states.

The tests that the No Child Left Behind Act requires states to admin-
ister to all students are standardized tests. The Scholastic Assessment Test
(SAT) and the American College Testing Program Test (ACT) are also
examples of standardized tests. So are national achievement tests such as
the Iowa Tests of Basic Skills and the Stanford, Metropolitan, California,
and SRA Achievement tests. In some cases, district or school readiness,
placement, or achievement tests can also be classified as standardized
tests. When Ms. Lopez consulted the previous year's test scores to deter-
mine if the class needed a review of capitalization rules, she was exam-
ining information from standardized assessment instruments.

- v rn
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THE BREADTH OF CLASSROOM ASSESSMENT

Nownstandavdized Assessments

Nonstandardized assessments are constructed for use in a single class-
room with a single group of students. Most reflect the particular areas of
instruction focused on in that single classroom.

When Ms. Lopez decided to construct her own test for the science
unit and assigned grades to her students based on the test, she was relying
on assessment information that was not standardized. Many of Ms. Lopez's
unplanned observations of her students' behavior also are classified as
nonstandardized assessments. These fleeting, infrequently occurring, seldom-
repeated classroom observations represent a rich and important, though
nonstandardized, form of assessment data. Teachers use these idiosyn-
cratic observations to make decisions about individual students and the
class as a group.

1t is important to note that standardized tests are not necessarily better
than nonstandardized ones. Standardization is important when informa-
tion from an assessment instrument is to be used for the same purpose
across many different classrooms and locations. If the decision that results
from assessment does not extend beyond a single classroom, rigorous
standardization is not as important.

Nonstandardized
(teachcr-made) tests
arc developed for a
single classroom with
a single group of
S"l(’ﬁ"'s o cre not
used fur comparison
with other groups.

Standardization is
important when
information from an
assessment instrument is
to be used for the same
purpose across many
different classrooms and
locations.

Administration in Groups

Traditionally, virtually all group-administered tests relied on paper-and-
pencil. Increasingly, however, computers are being used to administer
and, in some cases, score tests. In some cases, group-administered computer-
based tests are also used to assess oral reading, find solutions to complex
problems, and perform simulations of such tasks as assembling equipment
or building computer networks. When the task to be assessed involves giv-
ing a speech, creating artwork, or performing a play, group-administered
procedures are not useful.

Informal group assessment occurs often in the classroom,- primarily
through teacher cbservation. When Ms. Lopez watched the class become
bored and offtask during a lesson, she was performing group assessment.
Similarly, when her students had difficulty answering her questions during
the language lesson, she stopped what she was doing to review the previous
day's lesson. This is another example of informal, group-based assessment.

Administering group
assessments saves time
but provides less insight
and information about
individual students.

Standavds-Based Testing

Since the mid-1980s, momentum has grown to develop educational
standards. The aim of educational standards is to set commmon goals for
instruction and criteria for performance to which all schools and students
are held. Today, nearly all states have developed content standards and

I
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have implemented performance standards. Content standards, which
sometimes are called curriculum frameworks or standards of learning,
define the knowledge and skills students are expected to develop in a given
subject area and grade level. Performance standards define how well stu-
dents are expected to know the content knowledge and how well they are
expected to perform the skills included in the content standards. In most
cases, performance standards are measured by standards-based tests
administered by the state. A third type of educational standard focuses on
the quality of teachers, the availability of resources such as textbooks and
computers, and the condition of facilities in which students are expected
to learn. This type of educational standard is referred to as opportunity
to learn standards. With the passage of the federal No Child Left Behind
Act in 2002, all states are expected to develop and meet content,
performance, and, to a lesser extent, opportunity to learn standards.

Additional Sources of Information

Supplementary
assessment information
can be obtained from
previous teachers, school
staff, and parents.

Teachers gather and consider helpful supplementary information
provided by the students’ prior teachers, school staff, and parents. Teach-
ers routinely consult previous teachers to corroborate or reinforce cur-
rent observations. Parents frequently volunteer information and respond
to teacher queries. While useful, each of these supplementary sources of
information has its limitations and should be treated with caution when
making decisions.

APPROPRIATE ASSESSMENTS: VALID
AND RELIABLE

Whether assessment
information helps
produce valid decisions
depends on whether the
assessment information
is appropriate.

Regardless of its other
characteristics, the
most important
characteristics in
determining the
appropriateness of
assessment decisions
are the reliability of
assessment information
and the validity of
decisions based on that
information.

For teachers to make informed decisions, the assessment information that
is collected must be appropriate for the decision being made. Validity and
reliability are two key concepts that help teachers determine whether
assessment information is appropriate for informing a decision. We begin
our examination of validity and reliability with an example.

Mr. Ferris has just finished a three-week math unit on computing long
division problems with remainders. During the unit, he taught his
students the computational steps involved in doing long division problems
and the concept of a remainder. He gave and reviewed both homework
problems and examples from the text, and he administered a few quizzes.
Now, at the end of the unit, Mr. Ferris wants to gather assessment infor-
mation to find out whether his students have learned to do computational
problems involving long division with remainders so that he can assign a
grade to each student,
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THE BREADTH OF CLASSROOM ASSESSMENT

To gather the information needed, Mr. Ferris decides to give a test
containing items similar in content, format, and difficulty to those he has
been teaching. From the millions of possible long division with remainder
problems, Mr. Ferris selects 10 that are representative of his teaching. If Mr.
Ferris picks 10 items that cover different content or are much harder or eas-
ier, or are presented in a different format from what he taught in class, the
results of the test will not provide appropriate decision-making information.

Mr. Ferris avoids this problem by writing 10 items that are similar in
content, difficulty, and format to the content taught and the types of math-
ematics problems practiced in his classroom. He assembles the items into
a test, administers the test during one class period, and scores the tests on
a scale of 0 to 100. Mr. Ferris then has the assessment information he needs
to make a decision about each student’s grade.

Manuela and Joe each score 100 on the test and receive an A grade for
the unit. Stuart scores 50 and receives a D grade. The grades are based
on Mr. Ferris's evaluation of the quality of their performance on the 10-
item test. If Mr. Ferris is asked to interpret what Manuela’s and Joe's A
grades mean, he will likely say that “Manuela and Joe can do long divi-
sion with remainder items very well.” He will also likely say that Stuart’s
D is “indicative of his inability to do such items well.”

In making these statements, Mr. Ferris illustrates the relationship between
assessment information, the interpretation of that information, and the
teacher’s resulting decision. He says Manuela and Joe “can do long division
with remainder items very well.” He does not say “Manuela and Joe can do
the 10 items I included on my test very well.” He describes their performance
in general terms rather than in terms of his specific 10-item test. Similarly,
Stuart’s performance is described in general rather than in test-specific terms.
The logic that Mr. Ferris and ail teachers use in making such inferences is
that if a student can do well on the test items or performances that are actu-
ally assessed, the student is likely to do well on similar items and perform-
ances that are not tested. If students do pcorly on the 10 test items, it is
likely that they also will do poorly on similar, unasked items.

Mr. Ferris's 10-item test illustrates a characteristic that is common to
virtually all classroom assessments, regardless of whether they are based
on information that is collected through formal or informal procedures,
student products, observations or oral responses, or standardized or non-
standardized nents. The essence of classroom assessment is to look
at a sample of a student’s performance or behavior and use that sample
to make a generalization or prediction about the student's performance
on similar, unobserved tasks.

This process is not confined to assessments of students’ learning.
Teachers often form lasting impressions of their students’ personalities
or motivation based on a few brief observations made during the first
week of school. They observe a small sample of the student’s behavior
and on the basis of this sample make inferences or decisions such as “he
is unmotivated,” “she is a troublemaker,” and “they are hard workers."

The essence of classroom
assessment is to look at
some of a student’s
behavior and to use that
information to make a
generalization or
prediction about the
student’s behavior in
similar situations or on
similar tasks.
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Validity

Validity is concerned
with whether the
information being
gathered is relevant to
the decision that needs
to be made.

Validity (relevance to
decision making) is
Jjust as applicable to
informal teacher
observations as it is to
Sformally gathered
product-based
information,

These are informal generalizations about students based on a small sam-
ple of each student's school behavior.

What if the behavior sample the teacher collects is irrelevant or incom-
plete? What if the items on Mr. Ferris's test were not typical of his class-
room instruction? What if the student has an “off day” or the teacher’s
impatience does not permit a student to show his or her “true” perform-
ance? If these things happen, then the decision made about the student
is likely to be inaccurate, inappropriate, and probably unfair.

Let's now consider a related, more scientifically precise term than
fairness.

The single most important characteristic of good assessment is its ability to
help the teacher make appropriate decisions. This characteristic is called
validity. The extent to which a decision is valid depends on the extent to
which the assessment information is sufficient for making a given decision.
Unless assessment information is appropriate for a decision and the infor-
mation is interpreted accurately, valid decisions will not occur. When a
teacher asks, as all teachers should, “Am 1 collecting the right information
for the decision I want to make?" she is asking about the validity of her
assessments (Linn, 1997). For any decision, some forms of evidence will
lead to more valid decisions than others. For example, Mr. Ferris could make
a more valid decision about his students’ achievement by basing his deci-
sion on a test that contained items similar to those he had been teaching
than if he asked students to write an essay about their feelings toward math.
Similarly, a more valid decision about students’ motivation or ability will
occur by observing their classtoom work over a period of time than basing
such decisions on the performance of their older siblings or the neighbor-
hood where they live. Use of these latter indicators is likely to result in less
valid decision making than more direct classroom observations.

Given that validity is the foundation on which sound assessment is
based, we will revisit the concept of validity several times throughout this
text. At this point it is sufficient to say three things about validity. First,
validity is concerned with whether the information being gathered is
relevant and appropriate to make the desired decision. Second, validity is
the most important characteristic that an assessment decision can possess
because, without it, the decision may be inappropriate or even harmful.
Third, concerns about validity pertain to all classroom assessment, not
just to those involving formal data- or information-gathering techniques.
Each of the many decisions Ms. Lopez made during the school day was
based on some type of assessment information. It is appropriate, there-
fore, to ask about the validity—that is, the appropriateness—of the assess-
ment information and interpretations for each of Ms. Lopez's many daily
decisions. Key Assessment Tools 1.1 identifies key concerns about the
validity of assessment decisions.
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THE BREADTH OF CLASSROOM ASSESSMENT

Key Assessment Tools 1.1

KEY ASPECTS .OE ASSESSMENT VALIDITY

-

. Validity is concerned with this general question: “To what extent is this
decision based on appropriate assessment information?”

[

. validity refers to the decisions that are made from assessment information,
not the assessment approach itself. 1t is not appropriate to say that the
assessment information is valid unless the decisions, purpose, and groups
for which it is valid are identified. Assessment information that is valid for
one decision or group of students is not necessarily valid for other
decisions or groups.

3. Validity is a matter of degree; it does not exist on an all-or-nothing

basis. Think of assessment validity in terms of categories: highly valid,

moderately valid, and invalid.

L 4. Validity is always determined by a judgment made by the test user.

One other note of caution about validity should be mentioned at this
point. Decisions that may affect a student's education in a major way
should not be made on the basis of one cbservation or test result, even
if the validity of a single assessment seems strong. It is always prudent
to assess the student’s behavior, ability, or performance on different occa-
sions using several different means of information gathering in order to
enhance the overall appropriateness of a major decision (Moss, 2003).

A second important characteristic of appropriate decisions is that they are
based on assessment information that has consistency, or reliability.
Would the assessment information for this person or class be similar if it
were gathered at some other time? If you weighed yourself on a scale,
got off it, then weighed yourself again on the same scale, you would
expect the two weights to be almost identical. If they weren't, you
wouldn't trust the information provided by the scale. The information it
provides you is not reliable. Similarly, if assessment information does not
produce stable, consistent data, a teacher should exercise caution in using
that information to make a decision about a student or the class.

To increase the reliability of assessment information, it is important to
collect several pieces of information about the behavior or performance
being assessed. Recall that Ms. Lopez observed Tabitha's class interruptions
and Miguel’s inattentive behavior over a period of time before deciding to
take action. She did this to be sure that she was observing stable, consistent
behavior from these students. Did they behave the same way at different
times and under different circumstances? By observing them over a period
of time, Ms. Lopez could have faith in the reliability of her obsetvations.

Reliability

Reliability refers to the
stability or consistency
of assessment
information, that is,
whether it is typical of
a student’s behavior.
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All assessment
information contains

some ervor or
inconsistency; thus
validity and reliability
are both a matter of
degree and do not
exist on an all-
or-nothing basis.

‘Teachers must consider
whether an assessnient
is valid as well as
reliable.

Key Assessment Tools 1.2

KEY ASPECTS OF ASSESSMENT RELIABILITY

1. Reliability refers to the stability or consistency of assessment
information and is concerned with this question: “How consistent or
typical of the students’ behavior is the assessment information I have
gathered?”

. Reliability is not concerned with the appropriateness of the assessment
information collected, only with its consistency, stability, or typicality.
Appropriateness of assessment information is a validity concern.

3. Reliability does not exist on an all-or-nothing basis, but in degrees: high,

moderate, or low. Some types of assessment information are morz

reliable than others.

Reliability is a necessary but insufficient condition for validity. An

assessment that provides inconsistent, atypical results cannot be relied

=

on to provide information useful for decision making.

Similarly, Mr. Ferris included 10 long division with remainder questions on
his test, not just one, so that he would obtain reliable information about his
students' achievement. He can have more confidence about students’ learn-
ing by assessing them on 10 items than on only one or two.

Since any single piece of assessment information provides only a
limited sample of a student’s behavior, no single assessment procedure or
instrument can be expected to provide perfect, error-free information. All
assessment information contains some unreliability or inconsistency
because of such factors as ambiguous test itemns, interruptions during test-
ing, differences in students’ attention spans, clarity of assessment direc-
tions, students’ luck in guessing items, changes in students’ moods, mistakes
in scoring (especially essay and observational assessments), and use of too
small a sample of behavior to permit the student to show consistent, sta-
ble performance. Obviously, it is important to minimize the inconsistency.
Key Assessment Tools 1.2 reviews key aspects of the reliability of assess-
ment information.

One of the purposes of this text is to suggest methods that can help
increase the reliability of information used for classroom assessment. If a
teacher cannot rely on the stability and consistency of the information
gathered during an assessment, he or she must be careful not to base
important decisions on that information. Thus, along with validity, which
asks if the assessment information being gathered is relevant to the deci-
sion to be made, the classroom teacher must also be concerned with reli-
ability, which asks if the information obtained is consistent and stable.

Consider the following assertion regarding the relationship between
validity and reliability: *Valid assessment must be reliable, but reliable
assessment need not be valid." The first half of the statement is fairly
straightforward. Valid decisions are not possible if the assessment data on
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THE BREADTH OF CLASSROOM ASSESSMENT.

which the decisions are based are not consistent. So, to make a valid deci-
sion, there must be reliable information.

As to the second part of the statement, imagine the following scenario.
Suppose you ask a student in your class how many brothers and sisters
he has. He says six, and you ask him again. He says six. You repeat the
question several times, and each time the student indicates six brothers
and sisters. You have measured the number of his brothers and sisters with
consistency; the assessment information you have gathered from him is
reliable. Suppose you then use this reliable information to make a deci-
sion about what reading group to place the student in: the more brothers
and sisters, the higher the placement. Since the number of brothers and
sisters has little relevance to the student’s reading performarice, a decision
based on this information, no matter how reliable it is, will not be valid.
In short, assessment information can be reliable, but decisions based on
that information are not necessarily valid. In succeeding chapters, we will
explore the relationship between validity and reliability in greater detail
and offer suggestions for improving the reliability of assessment infor-
mation and the validity of decisions.

ETHICAL ISSUES AND RESPONSIBILITIES

Thus far we have presented a general technical introduction to classroom
assessment. However, assessment is more than just a technical activity; it is
a human activity that influences and affects many people, including stu-
dents, parents, teachers, coaches, college admissions counselors, and employ-
ers. Think about the different kinds and purposes of assessment described
in this chapter, and then think about all the ways people can be affected by

Teachers’ assessments
have important long-
and short-term
consequences for
students; thus teachers
have an ethical
responsibility to make

them. This will give you a sense of the human side of nent

Appendix A lists some national standards for teacher competence in
assessment. Teaching is a profession that has both a knowledge base and an
ethical base. Like other professionals who have knowledge and expertise that
their clients do not have and whose actions and judgments affect their
clients in many ways, classroom teachers are responsible for conducting
themselves in an ethical manner. This responsibility is particularly impor-
tant in education, because students have no choice about whether they will
attend school. Also, compared with their teachers, students tend to be less
experienced and more impressionable. Among the ethical standards that cut
across all dimensions of teaching are the need to treat each student as an
individual, to avoid physical or emotional abuse of students, to respect diver-
sity, 1o be intellectually honest with students, to avoid favoritism and harass-
ment, to provide a balanced perspective on issues raised in instruction, and
to provide the best instruction possible for all students.

In simple terms, each of these ethical standards refers to some aspect
of a teacher's fairness in dealing with his or her students. Clearly, gathering

using the most
valid and reliable
information possible.
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and interpreting valid and reliable data for decision making are fundamen-
tal to the fairness of teachers' assessments. Other aspects of fairness
include (1) informing students about teacher expectations and assess-
ments before beginning teaching and assessment; (2) teaching students
what they are to be tested on before summative assessment; (3) not mak-
ing snap judgments and identifying students with emotional labels (e.g.,
uninterested, at-risk, slow learner) before you have spent time with them;
(4) avoiding stereotyping students (e.g., "He's just a dumb jock,” “Kids
from that part of town are troublemakers,” and “Students who dress that
way have no interest in school”); (5) avoiding terms and examples that
may be offensive to students of different gender, race, religion, culture,
or nationality; (6) avoiding bias toward students with limited English or
with different cultural experiences when providing instruction and con-
structing assessments (Holloway, 2003; Ben-Yosef, 2003). There are many
dimensions to fairness in the classroom.

Fairness in Accommodating Special Needs

As part of their ethical responsibilities, teachers should be alert to indi-
cations of disabilities that some students may have—and be ready to
participate in an Individual Education Program (IEP), as described in
Chapter 3, to see that these students obtain needed help. Both law and
general fairness to students with special needs require six things in this
regard (McMillan, 2000):

1. Proper training for those administering tests of disabilities.
. 2. Assessment in the student’s native language.
3. The identification of a student's specific needs, not just an overall

i judgment of ability.
3 4. Effective reflection of a student's ability or performance, in spite of
1 any disability.
L& o 5. The use of multiple scores or assessments before an IEP decision is

|

|

reached.

6. A multidisciplinary assessment team for assessing a suspected
disability.

h, Ethical Issues and Assessment

H In addition, there are ethical considerations specifically applicable to
assessment. Classtoom teachers are in a position to obtain a great deal of
information about their students’ academic, personal, social, and family
backgrounds.

Beyond having access to such information, teachers use it to make deci-
sions that can have important short- and long-term consequences for
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THE BREADTH OF CLASSROOM ASSESSMENT'

students. As an example, college entrance and future employment oppor-
tunities, not to mention student self-esteem, often hang in the balance of
teachers’ assessment decisions.

Clearly, there are responsibilities associated with the collection and use
of assessment information. Moreover, once assessment information is col-
lected, teachers have a responsibility to protect its privacy, recognize its
decision-rnaking limitations, and never use it to demean or ridicule a stu-
dent. Table 1.3 presents a list of ethical standards for teachers developed by
the National Education Association. Table 1.4 is a list related specifically to
assessment. Note the range of ethical concerns and responsibilities that
accompany teaching.

Commitment to the Student
The educator strives to help each student realize his or her potential as
a worthy and effective member of society. The educator therefore works
to stimulate the spirit of inquiry, the acquisition of knowledge and
understanding, and the thoughtful formulation of worthy goals.

In fulfillment of the obligation to the student, the educator:

1. Shall not unreasonably restrain the student from independent action in
the pursuit of learning.

2. Shall not unreasonably deny the student access to varying points of
view.,

3. Shall not deliberately suppress or distort subject matter relevant to the
student’s progress.

4. Shall make reasonable effort to protect the student from conditions
harmful to learning or to health and safety.

5. Shall not intentionally expose the student to embarrassment or
disparagement.

6. Shall not on the basis of race, color, creed, sex, national origin, marital
status, political or religious beliefs, family, social or cultural
background, or sexual orientation, unfairly:

a. Exclude any student from participation in any program
b. Deny benefits to any student
¢. Grant any advantage to any student

7. Shall not use professional relationships with students for private
advantage.

8. Shall not disclose information about students obtained in the course of
professional service, unless disclosure serves a compelling professional
purpose or is required by law.

Source: NEA Handbook, 1992-1993. Reprinted with permission of the National
Education 'Association.

A\

Teachers should always
strive to obtain valid and
reliable information
before making important
decisions that can
inflience stedents,
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* Make fair and impartial decisions.

* Construct and administer fair and clcar assessments.

* Motivate students to do their best.

¢ Make students familiar with the varicd types of assessments.
* Provide opportunities for students to practice test approaches.

* Make reasonable accommodations for students with disabilities.

: CHAPTER SUMMARY

CHAPTER
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1 in the chapter.

This chapter has indicated that classrooms are complex environments call-
ing for teacher decision making in many areas. Within such an environ-
ment, teachers are not expected to be correct in every decision they make.
That would be an unrealistic standard for anyone to attain, especially in
fluid, decision-rich classroom settings where uncertainty abounds. How-
ever, teachers should be expected and are morally bound to provide defen-
sible assessment evidence to support classroom decisions and actions.
This is the least that can be expected in an environment where teacher
actions have such vital consequences for students. Below are key concepts
discussed in this chapter.

¢ Federal policies have increased the importance of assessment and
now require every student in grades 3-8 and in at least one high
school grade to be tested in mathematics and language arts.

Every day in every classroom, teachers make decisions about their
students, their instruction, and their classroom climate. Teachers
collect and interpret various sources of evidence to help them make
decisions about suitable courses of action.

There are many purposes for classroom assessment: creating a
classroom environment conducive to learning, planning and
conducting instruction, placing students, providing feedback and
incentives, diagnosing student problems, and grading academic
learning and progress.

All the purposes of assessment can be divided into three general
phases: early or beginning assessment, which occurs early in

the school year and is used by teachers to get to know their
students; instructional assessment, which includes both planning
and delivering instruction to students; and official assessments, such
as grades, which teachers are expected to provide as part of their
role in the school bureaucracy.

Assessment is the general process of collecting, synthesizing, and
interpreting information to aid teachers in their decision making, A
test is a formal tool for gathering information. Measurement involves

.
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THE BREAGTH OF CLASSROOM ASSESSMENT

describing performance numerically. Evaluation is making judgments
about what is valuable or desirable.

Many forms of assessment evidence are used by teachers,

including student products, observations, oral guestioning, interviews,
comments from prior teachers, and school record folders.
Standardized tests are intended to be administered, scored, and
interpreted in the same way, no matter when or where they are
given. These conditions are necessary because a primary purpose of
standardized assessments is to make the same decisions about
students across different classrooms. Nonstandardized assessments
are typically developed by classroom teachers.

The appropriateness of an assessment is determined by its validity
and reliability. Validity, the most important characteristic of
assessment, is concerned with the appropriateness of a decision
based on the assessment information used to inform that decision.
Reliability is concerned with the consistency of the assessment
information collected.

Although assessment is thought of as a technical activity, there are
ethical concerns associated with the assessment process. Since
teachers’ decisions can influence students’ self-perception and

life opportunities, teachers must be aware of the many ethical
responsibilities involved in assessment.

QUESTIONS FOR DISCUSSION

For what types of decisions might it be better to collect information
through observations rather than from student products? For what
types of decisions might student products be more appropriate?
Describe the relationship between early assessment, instructional
assessment, and summative assessment. Is it ever useful to begin the
instructional process by examining information from a summative
assessment?

Given the importance of students' performance on state tests, is it
appropriate to use old versions of state tests to create your tests for
your own class? Is it a valid decision to tailor instruction to cover the
content of a state test?

Do teachers’ ethical responsibilities to their students change as
students get older? If so, how? Are there some ethical responsibilities
that remain constant across age levels?

ACTIVITIES

Interview a teacher about classroom decision making. Ask the
teacher how he or she learns about students at the start of the
school year: what characteristics are considered, on what basis
decisions about students are made, and so forth.
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2. Imagine you are a first-year teacher. School starts in three weeks.
Discuss in small groups what you must do to prepare for its start.
Select the three most important things to do and explain why each
task is important.

REVIEW QUESTIONS

1. What are the three main types of classroom assessment? How do
they differ in purpose, timing, and the types of information most
likely to be used in carrying them out?

2. Explain the difference between standardized and nonstandardized
assessments; supply and selection test items; and validity and
reliability.

3. How would you explain the concept of validity to a fellow teacher?
What examples would you use to make your point?

4. Why are validity and reliability important concerns in classroom
assessment? Why is validity more important?

5. What are three ethical responsibilities a teacher has to her or his
students? Give an example of how each responsibility might occur in
a classroom. :
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CHAPTER OBJECTIVES

After reading this chapter, you will be able to:

Identify features of classrooms that make them social settings
Explain the need for teacher early assessment

Describe the sources of information about students available to
teachers at the start of school

Differentiate among cognitive, affective, and psychomotor
behaviors

Distinguish between formal and informal observations

Identify weaknesses in the validity and reliability of early assess-
ments and suggest ways to overcome them

State potential effects of early assessments on students

THINKING ABOUT TEACHING

What can teachers do to have a smooth beginning of the school year? What
are three important things for a teacher to do at the start of the school

year?

The activities in the first
few days of school set
the stage for how well
students will behave,
attend, and learn during
the school year. In the
first days of school,
teachers and students
must get to know and
understand one another.

28

= he first days of the school year are important for both teacher

and students. They set the tone and lay the foundation for the
rest of the year. For both teacher and students, these days are
the only opportunity to make an initial impression, It is in these early
days that a group of diverse individuals begins to come together to form
a class. Although most teachers and students have been through the
beginning of school many times before, uncertainties always accom-
pany the start of a new school year. Each group of students has its own
special mix of backgrounds, abilities, interests, disabilities, needs, and
personalities that make it unlike any other class the teacher has
encountered. ‘

In this chapter we explore questions that confront all teachers at the
start of the school year: how to get to know new students, and what the
teacher will need to know about them to create an environment that
supports learning. To discover this information, teachers ask and try to
answer questions such as the following about their students:

e Will they get along well and be cooperative with one another?

e Are they academically ready for my curriculum?

e What intellectual, emotional, and physical strengths and weaknesses
do they have?

¢ Do some students have disabilities that require classroom
accommodations?

e Are there particularly disruptive students in the class?

As a teacher, what other questions would you add to this list and why?

NN



LEARNING ABOUT STUDENTS: EARLY ASSF."»'SMENT

GATHERING INFORMATION ABOUT STUDENTS

e to In the early days of the school year, teachers try to learn about each
individual student and the class as a whole and to organize a classroom
otor society that is characterized by communication, respect, and learning

(Garcia, 1994). It is very important to understand that a class is more
than a group of students who happen to be in the same place at the
ses8- same time.

Certain basic realities apply, like those surnmarized in Table 2.1. A class A ¢lassroom is more
is a society, a social system, made up of people who communicate with  than a group of studenss
one another, pursue common and individual goals, and follow rules of who happentobein
order. For example, all classrooms have rules that govern such matters as ¢ same place at the
who can visit the bathroom and when, how tardiness or lost homework ::::r; ‘:}EI',;;;)SI:MM
_— will be treated, and how papers are distributed and collected. There are  communicate with one
at also rules to govern the flow of communication in the classroom: “Don’'t  another, pursue common
talk when the teacher or another class member is talking”; “Raise your goals, and follow rules
hand if you have a question”; “If you know the answer to a question, don't % ®'der
blurt it out”; “If you don't know the answer to a question, sit quietly
and listen.”

Students learn quickly that the fastest way to anger a teacher is not

cher by doing poorly on a homework assignment or a test, but by doing such
the . things as talking out of turn, pushing in line, laughing at the teacher,

are or engaging in some other breach of classroom etiquette. Establishing

arly a set of classroom rules and routines is one of the most important things
orm a teacher can do to promote a positive social and learning environment.
the Without rules and routines, students may have difficulty anticipating

om- how other students may behave, how long an activity is likely to last,
own what is likely to occur next, or when a “favorite” part of the day will
and come. The absence of rules and routines can create a sense of chaos,
has making instruction and learning more difficult. Of course, classrooms

are more than just social settings; they are also instructional settings

. the in which teachers plan and deliver instruction and-assess students. And
: the finally, classrooms are places where one member, the teacher, has
that responsibility for other members, the students, thus making it an ethi-
vy to cal environment (McCaslin and Good, 1996). At the beginning of the

school year, the teacher must begin to set up this complex social, aca-
demic, and ethical society.

Although all classrooms are simultaneously social, academic, and moral
environments, the specific features of particular classrooms differ greatly
from one another. For example, the academic and socioeconomic back-
grounds of students, as well as their mix of personalities, learning styles,
languages, needs, and interests, differ from classroom to classroom
(Ladson-Billings, 1994; Delpit, 1995). From one year to the next, a teacher
cannot count on having similar groups of students. Because of such dif
1y? ferences, planning and delivering instruction are context-bound activities;
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. The classroom is a social and cultural environment as well as an edu-
cational environment. The social and cultural dimensions influence
greatly the educational dimension. Classrooms involve
* persons interacting with persons

e persons teaching persons
o rules/order/communication/common goals

2. Each classroom culture differs in some ways from all others. There are
few universals across all classrooms, except perhaps the teacher's moral
responsibilities to students. Teachers must make sense of their class-
room cultures and use this sense to understand who the students are,
where they are, and what they need.

3. Because of the uniqueness of every classroom culture, teacher judg-
ment is a critical ingredient of successful classrooms. Life in class-
rooms is a series of judgments or decisions about students, curriculum,
instruction, and learning; no one can or should make these judgments
for the classroom teacher.

4. The teacher is both a participant and an observer in the classroom,
which makes it difficult for the teacher to recognize his or her own
contributions to classroom problems.

5. It is not reasonable to expect the classroom teacher to be correct in
every judgment or decision he or she makes, especially since there is
little codified knowledge to guide teachers’ judgments and actions.
However, it is reasonable to expect that classroom teachers can provide
good and defensible grounds for their decisions and actions.

that is, the ways that teachers plan and teach are dependent on the
varied characteristics of their students. This means that the teacher must
develop an intimate knowledge of the students' characteristics. Try to
imagine planning and teaching a lesson for a group of students you know
nothing about. What will interest the students? How long can they pay
attention? What have they learned previously? What learning needs do
they have? What accommodations must be met to help students with
disabilities learn? Similarly, try to imagine how you would discipline stu-
dents you did not know. What strategies might work with different
students? Is a student acting out because she is bored, unable to follow
the lesson, or testing the teacher? The extent to which a teacher can
answer questions such as these determines the chances that he or she
can create an environment, respond to students' issues, and modify
instruction in ways that support student learning. To answer such ques-
tions, teachers learn about their students at the start of the year in a
process we call “early assessment.”
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LEARNING ABOUT STUDENTS: EARLY ASSESSMENT

All teachers must learn about their students, although teachers will
gather different information depending on their goals for student devel-
opment. At the elementary school level, curriculum goals include both
academic and socialization outcomes. Elementary teachers were asked
about the importance of socialization outcomes in their classrooms. Here
are a few of their comments:

Every spare minute 1 try to stress good citizenship and cooperation. If

these issues arise during instruction, 1 stop the lesson and remind the

students about good classroom behavior and cooperation. Even if a

student just took someone’s pencil, I would say, “Do you realize . . . 7" 1

think that good citizenship, civility, and cooperation are as important as

learning subject matter. Some of them don't get it at home.

I'm trying to make them good citizens in the classroom community and

beyond, not only good learners. I make sure they know what is expected

of them by the time they are out of the sixth grade, the difference

between right and wrong.

In elementary schools, most students spend 5 to 6 hours a day in the
same classroom with the same teacher and classmates. Often, much of
the instruction is carried out in small groups, so that while one group is
occupying the teacher's attention, other students must remain focused
and productive without constant teacher supervision. In elementary class-
rooms, a teacher’s initial assessments tend to embrace students’ academic
capabilities, their ability to work productively with other students, the
amount of time they can remain focused on their own, and their general
classroom behavior.

The goals of schooling at the high school level are predominantly aca-
demic and vocational. Students may already be grouped into tracks, and
most have already been socialized in appropriate school behavior.
Instead of seeing 20 to 25 students for 6 hours a day as in the elemen-
tary school, high school teachers often see 100 to 125 students in five
different classes lasting about an hour each. While it is important for
high school teachers to develop knowledge of their students’ affective
and personal characteristics, they often do not have as much time to
interact with their students as compared with elementary school teachers.
As a consequence, it is challenging for high school teachers to develop
a more complete understanding of their students. Instead, high school
teachers tend to focus on characteristics such as academic skills and
knowledge, work habits, behavior, subject matter interest, and attitude.
Still, to suggest that high school teachers are not concerned with emo-
tional and interest outcomes is to overstate the matter. One high school
business teacher notes: “I try to prepare my students for life. I want
them to know how to keyboard and balance ledgers, but I am equally
concerned that they are respectful, honest, good citizens, and so forth.”
All teachers are concerned with their students’ cognitive and affective
characteristics, although the relative emphasis on these characteristics
differs by grade level.
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Teaching is a context-
bound activity involving
many factors teachers
cannot control, such as
the resources available
to them and the
characteristics of their
students.

At the beginning of
each year teachers must
get to know their stu-
dents so that they can
organize them into a
classroom learning
community.

Classroom A Classroom B
30 students 16 students

Students' abilities clustered at three  Fairly homogeneous student abilities
disparate levels

Scveral students with speech impair- A few students who crave attention

ments and physical disabilitics and a few who seem extremely shy

Range of socioeconomic Uniformly middle class
backgrounds

Parent pressures for multicultural Parent pressures for high grades
learning

Balanced gender mix Predominantly boys

Separate art and music programs in  No separate art or music
another class

Spacious, quiet room Small room with noise from class
next door
Nearly all students together for Most students meeting one another
several years for the first time
Individual student desks Tables and chairs
Classroom aide available No classroom aide

If early assessment is not done well, a disorganized, disruptive, unre-
sponsive class is likely to develop, one in which communication and
learning are inhibited. Each of us can recall a particular classroom in
which the social system was characterized by anarchy, where personal
impulse replaced social consideration, and where teaching and learning
were constantly undermined by failure to establish etiquette.

While teachers do control many classroom features (e.g., rules and rou-
tines, methods of instruction, topics covered, and grading practices), there
are some they do not control. Table 2.2 describes two teachers’ classrooms.
Imagine that these classrooms are at the same grade level. Notice that all
of the characteristics listed in the table are those over which teachers nor-
mally have little control; of some the teacher may not even be aware until
they suddenly pose a challenge; they are the factors that each teacher has
to work with.

How might these various characteristics influence the way the two
teachers guide student behaviors; organize activities for individuals,
groups, or the class as a whole; or plan specific lessons? Which charac-
teristics seem most advantageous to a teacher, and which seem disad-
vantageous? How might these factors influence approaches to teaching?

- Thinking about these questions should give you some sense of how

approaches to teaching are always dependent on both the students and
the classroom factors.
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A SOURCES OF INFORMATION
ABOUT STUDENTS

During the first days of a school year, teachers seek a wide variety of infor-  Teachers use a variety of

mation about their students. This information relates to characteristics information to size up

such as student’ academic skills and knowledge, social behavior, self- !eir students including
. . . s . . . . ')L‘Y'SO"(” ﬂ’lS(ZTI}HHI}HS,

discipline, beliefs and interests, family and social support system, and atti- yecords,

tude toward school. Information about these and other characteristics conumnents from other

comes from a variety of sources. Some of these sources of information rteachers, and formal

result from direct observations of students in the classroom. Table 2.3 lists ~ assessments.

some common sources of classroom information available to teachers dur-

ing the first days of school and the kinds of information these sources pro-

vide. Through typical classroom activities, such as discussion, homework,

and writing assignments, teachers can quickly develop an initial impres-

i sion about many important academic, social, and personal characteristics.

Outside of the classroom teachers can find additional sources of infor-

er mation about students. Student records and past test scores can provide

information about students’ academic characteristics, behaviors, and special

needs. School counselors and psychologists can provide insight into stu-

dents’ special needs and personal circumstances that may affect their school

ics

on
shy

e performance and behavior. Other teachers can also serve as an informal
unre-
1 and
m in
sonal What Students Say ‘What Students Do ‘What Students Write
rning Responses to questions Early homework assignments Early written homework
assignments
| rou- ] Class discussion In-class tasks Early or prior journals
there Y Interaction with others Early or prior tests
oms. Early oral reports : Prior portfolios
a;:& Potential Information Potential Information Potential Information
until Attention span Attention span Organizational abilities
r has Oral fluency Ability to complete work on time Use of logic
Politeness Ability to follow directions Neatness
two Vocabulary Level of performance Penmanship
:;12'_ Ease of participation " Ability to get along with others Level of performance
lisad- Anxiety
1ing? Ability to respond to prompts
how Tendencies to talk out of turn
_and L in class
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Teachers rely heavily on
informal observations
when initially sizing up
their students.

source of information. For one example, sit and listen in the teachers’ room.
Hear Ms. Robinson or Mr. Rutherford complain about Jim or Shaylah's con-
tinual inattentiveness or defiant behavior in class. Listen to Mr. Hobbs
describe Marion's cooperation and insight. Hear Ms. Jeffry complain about
Mike's interfering and demanding parents. One does not have to know Jim,
Shaylah, Marion, or Mike personally to begin forming impressions of them
as persons and students. Many students' reputations precede them into the
classroom, and teachers who have never set eyes on them often already
have heard a great deal about their strengths and weaknesses.

Several teachers relate how the information they collected helped them
with the early assessment of their students at the start of the school year:

School records are kept in the office and are availabie on all students. I
could look at these before the school year started to get information about
my students’ abilities, prior school performance, home situation, and
learning problems.

In my school, classes are assigned by level. Before classes start 1 know
whether a class is high or low level.

Sometimes when I compare my class list with another teacher's, the other
teacher may comment on a student, the sibling of the student, or the
parents of the student. Susie’s brother was a nice, quiet boy. Sam's sister
was defiant and disruptive in class. Andy is the last of the eight Rooney
children, thank goodness. Be careful, Mrs. Roberts is overly protective of
Peter and very concerned about grades.

By the end of the first week of school I will know whether each child is
going to work, care about school, get along with the other students, be
responsible enough to relay messages for me, and have a pleasant
personality. I know these things by observing the children in class.
Whether a student volunteers an answer or comments willingly or if he
needs to be called on to give an answer tells me about the student's type
of personality. I watch how they get along with one another. The look of
interest on their faces tells me about how hard they will work.

At the start of school, teachers have their antennae up, constantly lis-
tening and watching for information about their students. Sometimes
teachers purposefully collect information from a variety of these sources.
At other times, a teacher's attention is drawn to things that seem, on the
surface, to have little to do with the main task of the school: the way stu-
dents dress, their posture and body language, student discussions in the hall-
ways and cafeterias, and the peers they “hang around” with. Through both
formal and informal sources of information, by the end of the first or sec-
ond week of school, most teachers have sized up their students and classes
and can provide fairly detailed descriptions of student characteristics.

Two facts about this early information deserve attention. First, much
of it comes from informal observations. As the word could in the first
teacher’s quotation hints, most teachers do not rely heavily on tests or
formal assessments when initially determining student characteristics. If
they seek formal information, and many do not, they often rely on the
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LEARNING ABOUT STUDENTE EARLY ASSESSMENT

school record folders or give student pretests. Second, because this initial
information is obtained largely by means of informal observations, it may
not be representative of the students’ typical or current academic per-
formance, behavior, attitudes, or beliefs.

Two types of problems limit the validity and reliability of early assess-
ments that are based on informal observations and communications. First,
because of the limits of the human mind and memory, teachers may
“lose,” or forget, important pieces of information about a student or class.
If memory is faulty or incomplete, the appropriateness or validity of the
impression is lowered. A second problem concerns the amount of infor-
mation teachers obtain to learn about a student or class. Since teachers
can observe any given student only part of the time, it is inevitable that
their observations will be incomplete. Personal communications are often
brief and focused on either general observations or a single event that
stands out in a colleague's mind, thus increasing the possibility that the
information is insufficient to make reliable interpretations about student
characteristics. Teachers need to recognize the problems that may result
from selective memory and insufficient information.

FORMING STUDENT DESCRIPTIONS

On the basis of information they collect during the first days of class,
teachers synthesize their early assessments into general descriptions of
students, like the following:

Jemella (a second-grader) has had an exceptional beginning of school.
She does her work very well and on time, raises her hand to answer
questions, and seems to be enjoying school. This is not the case for many
of the new second-graders.

Joslyn (a fifth-grader) walks into class each day with a worried and tired
look on her face. Praising her work, or even the smallest positive action,
will bring a smile to her face, though the impact is brief. She is inattentive,
even during the exercises we do step-hy-step as a class. She is shy, but
sometimes will ask for help. But before she gives herself a chance, she will
put her head down on her desk and close her eyes. I don't know why she
lacks motivation so severely. Possibly it's a chemical imbalance or maybe
problems at home. She will probably be this way all year.

Alfredo (an eighth-grader) is a smooth talker, a Casanova. He is 2 nice
dresser, a nice kid with a head on his shoulders. Unfortunately he is very
unmotivated, most likely because of his background. He's street smart,
loves attention, and has a good sense of humor. He is able to “dish it out”
but can also take it. Alfredo is loud in class but not to the point of
disruption; he knows where to draw the limit. If only he had some
determination, the kid could go 2 long way.

Larinda (an eleventh-grader) is athletic and good-natured. She flirts with
the boys and sometimes with her teachers. She doesn't go beyond the
bounds of good taste and is respectful in class. Her ability is average.
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These early assessments
provide teachers with
the kinds of practical,
nitty-gritty information
needed to make a
classroom function
effectively.

These are rich and detailed descriptions of students. Each includes many
different student characteristics, relies heavily on informal information, and
conveys a perception about many dimensions of student behavior and back-
ground. Notice that the teachers' descriptions include both academic and
nonacademic factors. Notice also that they often make a prediction about
how the student will perform during the school year. That teachers assess
students is not in itself remarkable; people in any social system size one
another up. What is important, however, is the speed at which teachers can
form impressions about almost all the students in the class.

Early assessments produce a set of perceptions and expectations that
influence the manner in which the teacher plans for, instructs, and inter-
acts with the students throughout the school year (Good. and Brophy,
1997). This is, after all, the purpose of early assessment: to help the
teacher get to know the students so he or she can organize them into a
classroom society and know how to interact with, motivate, and teach
them.

To get a sense of the use and importance of early assessment, imag-
ine that it is the middle of January and you have been called in to sub-
stitute for the regular eighth-grade teacher at Memorial Middle School.
You have detailed plans for the subject matter you are to teach during
the day. Just after the beginning bell rings and students are seated, a boy
in the back of the room raises his hand and asks to go to his locker to
get a book he has forgotten. Should you let him go? Can he be trusted
to return after getting the book or will he wander the halls for an hour?
What is the classroom teacher's policy on forgotten books? A few min-
utes later two girls get up and start to leave the room. “We always go to
the library to see Ms. Flanders for extra help at this time on Wednesday.
We'll be back in about twenty minutes.” Do they? Will they? Shortly
thereafter, two students start arguing over the last copy of a reference
book. The argument grows louder and begins to disturb the class. How
should you react? What strategy will pacify these particular students? The
classroom teacher knows the answers to all these questions because she
or he is a founding member of the classroom society. The teacher is the
person who has developed familiarity with the students’ characteristics and
established the routines. As a substitute, you are an outsider, a stranger
to this classroom society, and thus do not know its workings, personali-
ties, rules, and routines. Early assessments provide the classroom teacher
with the kinds of practical, nitty-gritty knowledge needed to establish
rules, routines, and working relationships that help a classroom function
productively.

Table 2.4 reviews the main characteristics of early assessment.

Bear in mind that early assessments are an outgrowth of a natural ten-
dency to observe and make judgments about people on the basis of what
is seen and heard about them in everyday interactions. These assess-
‘ments facilitate “knowing” or “labeling” others so that it is no longer nec-
essary to interact with them as if they were strangers; they help bring
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nany
|, and
back- 1. Early assessment is done at the start of the school year. Most teach-
: and ers can describe the personal, social, and academic characteristics of each
ibout student and the class as a whole after the first two weeks of school.
185€58 2. Early assessment is student-centercd. Students and their characteris-
> one tics are the focus of assessment.
s can 3. Informal observation is used. Much of the information about student
behavior and performance is collected through spontaneous, informal
i that observations.
nter- 4, Observations are synthesized into percepti Teachers put
»phy, together their observations in idiosyncratic ways to form a generalized
3 the perception of students.
nto a 5. Impressions are rarely written down. Unlike test scores or grades,
:each which are written down in grade books or report cards, the perceptions
formed from early assessments are unwritten and selectively
mag- communicated.
sub- 6. Observations are broad and diverse. Teachers attend to a broad
hool. ) range of cognitive, affective, and psychomotor characteristics when
aring - they size up their students.
1boy 7. Early impressions tend to become permanent. Teachers are very
er to confident about the accuracy of the assessments they do in the first
asted days of school. Initial perceptions are very stable from the first week
wur? of school to the end of the school year.
min- \
go to
sday.
ortly order into social situations, including schools. They provide a frame of
ence reference within which social interaction and meaningful instruction can
How take place.
'The
: she
s the :
sand CONCERNS ABOUT ACCURALCY
mger
il AND VALIDITY
icher
blish Because early assessments create the foundation for many important judg-
ction ments made throughout the school year, it is important to make these ini-
tial impressions as valid and reliable as possible. An assessment process
that is based on quickly obtained, often incomplete evidence has the
ten- potential to produce incorrect, invalid, and unreliable decisions about
what students. While early assessment will always be shaped in part by infor-
sess- mation collected informally, the extent to which a teacher can collect
nec- information in a planned and systematic manner will increase the accu-
sring racy and validity of early assessments. )
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The General Problem

Because initial early
assessments have
imporiant consequences
for students, teachers
have an ethical
responsibility to make
them as valid and
reliable as possible.

Teachers often
communicate their
assessments to students
in unintended ways,
and students may live
up to these teacher
perceptions,

Early assessments shape teachers’ impressions of their students, their expec-
tations for their students, the structure of classroom routines and learning
activities. Given the important decisions made based on early assessments,
there are four points about the effects of early assessment that teachers
should keep in mind. First, teachers’ initial impressions of their stu-
dents tend to remain stable over time. Once a teacher forms an impres-
sion of a student, that impression is likely to stick, and teachers will act
to maintain their student impressions, even in the face of contradictory
evidence.

Second, classroom teachers are fairly accurate in their beginning-of-the-
year predictions of students' academic performance as measured by test
scores, although even the most accurate teacher is not correct about every
student. However, teachers’ accuracy when assessing students’ personali-
ties, interests, emotions, motivation, self-concepts, and social adjustment is
lower. Overall, teachers’ perceptions of these emotional characteristics are
less accurate than their academic perceptions, at least at the start of the
school year.

Third, early assessments not only influence the way teachers perceive,
treat, and make decisions about students, they are often transmitted to
students. Teachers often unknowingly and unintentionally communicate
the perceptions made based on early assessments. For example, offhand
comments can tell individuals and the class a great deal about the
teacher’s perceptions: “Oh, Robert, can’t you even remember what we just
talked about?" “All right, Sarah, will you tell the rest of the class the
answer it can't seem to come up with?” “Didn't Ruby read that paragraph
with a lot of expression?” Perceptions are also conveyed indirectly, as
when a teacher waits patiently for one student to think through a prob-
lem but allows another only a few seconds; expresses encouragement and
assurance to one student but says “at least try” to another; or encourages
one to “think” but another to “take a guess.” Tone of voice, physical prox-
imity, gestures, seating arrangements, and other signals all tell students
how they are perceived in the classroom.

Fourth, teachers' perceptions and expectations may even create a self-
fulfilling prophecy, in which the expectations for a student lead the
teacher to interact with that student in a particular manner (Good and
Brophy, 1997). The student, in turn, observes the way the teacher inter-
acts with him or her and begins to behave in the way or at the level the
teacher expects, whether or not the original expectation is correct.

Needless to say, it is the teacher's responsibility to avoid these situ-
ations by making early assessments as fair and accurate as possible for
all students. Given the inaccurate perceptions that may result from the
limited, and often informal, information on which early assessments
'depend, teachers must be aware that their initial perceptions may be
inaccurate. Teachers must also be aware that their comments and

sha
anc
dar
imj

vali
app
acte
abo
enot
cha
B ble
4 Valic
forn
abol




RTWO LEARNING ABOUT STUDENTS: EARLY ASSESSMENT

actions can reveal their initial impressions and that such revelations .’ ’
can affect the behavior, attitude, and perceptions of their students;

Xpec- Because early assessments can be so influential in setting expectations, -
rning shaping student-teacher interactions, and affecting students’ perform- ;
ents, ance and self-perceptions, it is important to examine more closely the’
shers dangers inherent in that process and the strategies teachers can use to
stu- improve their initial assessments.
pres-
11 act
story The Problem in Terms of Validity and Reliability
Fthe- As stated in Chapter 1, the two main criteria for good assessments are
" tost validity and reliability. Validity is concerned with the collection of
very appropriate evidence—that is, evidence that is related to the student char-
mal.l— acteristic under consideration: Does the evidence 1 have gathered tell me
;n;:: about the characteristic I wish to assess? Reliability pertains to collecting

f th enough evidence to be relatively certain about the decision regarding the
e characteristic being assessed: Is there sufficient evidence to make a sta-
ble decision about the student’s performance, behavior, attitudes, or beliefs?

€ive, Validity and reliability work hand in hand to ensure that the perceptions

3_d to formed in assessment are appropriate and fair, leading to good decisions

icate about students. :

hand

. the

: just - .

i the . Threats to Validity

raph

¥, as There are two main problems that occur during early assessment that Observer prejudgment

Jrob- diminish the validity of the information teachers gather: prejudgment and ~ ¢an stem from prior

. and logical error. Prejudgment occurs when a teacher’s prior knowledge, first <rowledse, first

- . . R R . . 1 impressions, or personal

ages impressions, or personal prejudices and beliefs interfere with the ability prejudices, and often

proXx- to make a fair and valid assessment of a student. All of us have personal interferes with fair and

lents prejudices or beliefs; we prefer some things to others and some people to  valid assessments.
others. We have beliefs, interests, ideas, and expectations that differenti-

self- ate us from others. However, when these likes, dislikes, beliefs, and prej-

| the udices interfere with our ability to make fair student assessments, there

and is a real problem.

nter- Prejudging students results from three main sources. The first is prior

1 the information, information a teacher obtains before meeting a student. Infor-
mation passed through the school grapevine or the performance of prior sib-

situ- lings often influences and prejudices a teacher’s perceptions, even before

2 for the student enters the teacher’s classroom: “Oh, you're Sarah's brother! I'm

1 the expecting you to do as well as she did when she was in my class.”

ents The second is initial impressions, which tend to influence subsequent

y be impressions. If the teacher's decision about a student's characteristic is

and based on how he is dressed on the first day of school or how she behaved
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in study hall last year, the teacher may unconsciously let this initial L
impression dictate subsequent observations and interpretations of the stu- asse
dent's characteristics. mer
The third source of prejudging is teachers’ personal theories and beliefs espe
about particular kinds of students, which often lead to stereotyped per- acte
ceptions. When teachers think “this student is from Oldtown, and kids com
from Oldtown are poor learners and discipline problems,” or “girls do mot:
poorly in math,” or “everyone knows that members of that group have no lead
interest in school,” or "he's just another dumb jock," they are expressing i tatio
their personal theories or stereotypes of what they think certain people ] diffe
are like and how they behave. Being labeled with such stereotypes with- ] frorr
out a fair chance to show true characteristics can injure students and . ing)
inhibit their learning. (mot
Teachers should be This is especially so with regard to teachers’ racial, cultural, disability, men
careful not to interpret and language prejudices or stereotypes. The variety of languages, cul- A
cultural differences as tures, races, and disabilities present in American classrooms is increas- way:
cultural deficits. ing quickly. When making early assessments, teachers who are not famil- : grou;
iar with students' cultures and languages often interpret what are really E askex
cultural differences as cultural deficits (Ladson-Billings, 1994; Delpit, 1995). . grow;
Similarly, teachers’ stereotypes or personal beliefs can produce invalid ¥ Is
early assessments for students who are different from the teacher. For K beha
example, many Americans, including many teachers, believe that the ] a dif!
majority of children of color are poor, live in large cities, come from single- Matt'
parent homes, and live on public assistance. How might a teacher who H 4 reces
erroneously believes these misconceptions perceive a student of color i activ
on the first day of school? How might impressions based on these To
misconceptions influence the way in which the teacher interacts with the their
student? The dangers of prejudgment are real and consequential. Teach- Teacl
ers must strive to recognize their personal beliefs and stereotypes and intell
judge each individual student on the basis of who he or she actually is : ness,
and how he or she actually performs in class. Each student is entitled to fv beha
be judged on his or her own merits, not on the basis of stereotypes and : the
personal beliefs. E push
Many teachers recognize that prejudgments and stereotyping can inval- that 1
idate early assessments, as the following staterments indicate. s the ¢
I don't like to hear anything about a student's behavior from past teachers. ;:f:

Every teacher is different, just like every student is different. A student :
may have a negative experience with one teacher, but a positive ing tl
experience with another teacher. 1 prefer to make my own decision about ; error.
every child. ‘ In
I remember the time I stereotyped three of my female students as stude
“Valley" girls—not too bright and mainly superficial—on the first day of ‘r;;?;z

N class. This assessment came about due to their physical appearance and

w their shallow contributions in discussion. Yet w}?er?’ it camiptime for ! them
www.mhhe.com/ ' fyrmal assessment, these three individuals ranked the highest in the { stude
russell7e class. indic:
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Logical error occurs when teachers select the wrong indicators to
assess desired student characteristics, thereby invalidating their judg-
ments. It is tempting to read a great deal into a single observation,
especially at the start of the year when teachers want to quickly char-
acterize each student in order to organize their classes. It would be
convenient, for example, to make a whole series of inferences about
motivation, attention span, interest in the subject, self-concept, and
leadership from a student’s eager hand raising. Maybe all the interpre-
tations will prove to be correct, but it is dangerous not to recognize the
difference between what is directly observed and interpretations made
from an observation. When observation of one characteristic (hand rais-
ing) is used to make inferences about other, unobserved characteristics
(motivation, interest), the potential for logical errors and invalid assess-
ment is great.

A third-grade teacher described Matthew’s first day in school in this
way: ‘1 could tell that Matthew was going to have trouble working in
groups. He did not say a word throughout an entire activity when he was
asked to work with three other students. He just sat there, letting his
group members make all the decisions and do all of the work.”

Is pcor group working skills the only interpretation of Matthew's
behavior? What are some others? If Matthew had been grouped with
a different set of students, would he have behaved the same way? If
Matthew had not had an argument with one of his group mates during
recess, might he have behaved differently during the small-group
activity?

To state the issue in another way, the labels teachers use to describe
their students represent their interpretations of observed behaviors.
Teachers do not directly observe characteristics such as motivation,
intelligence, leadership, self-confidence, aggressiveness,; anxiety, shy-
ness, intolerance, and the like. Rather, teachers observe a student
behaving in some way, interpret what the behavior signifies, and give
the behavior a name. For example, a teacher may see one student

push another student. Based on this behavior, the teacher may conclude -

that the student is physically aggressive and a bully. In reality, though,
the student may have been breaking up an argument between two
students rather than instigating a fight. While pushing another stu-
dent to stop an argument may not be an acceptable strategy, conclud-
ing that a student is a bully based on such an action results in a logical
error.

In most cases, it is the name given to the behavior that attaches to the
student, not the specific behavior that prompted the name. Teachers
remember that a student is a bully, self-confident, aggressive, aloof, moti-
vated, or shy, but they rarely remember the specific observations that led
them to label the student in that way. Because teachers’ labels “stick” to
students, it ‘is important that the observations leading to a label be valid
indicators of that label.

Teachers should be
careful not to mislabel
students based on
abservations that do not
Justify the label.

OV
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LEAR
Threats to Reliability
Teachers should be While validity is concerned with collecting information that is appropri-
carcful not to forma  ate for determining a student's characteristics, reliability is concerned
permanent perception of ity collecting enough information to be sure that it represents typical
studenis based on one or Vi

BT student behavior. For example, was the teacher’s observation of Matthew'’s
two vbservations that

ey ot be pical performance in the small-group activity sufficient to conclude that he has
hehavior. difficulty engaging in group work? Probahly not. Why? Whether formal or

informal, teachers' assessments are based on samples of their students’
behavior. These samples are used to determine students’ more general
behavior patterns. Thus, an important issue in teacher assessment is how
well the observed samples provide consistent information about the
behavior of interest. When information is not reliable, teachers will form
different decisions depending on which information is used to form those 2
decisions. Reliable information enables teachers to form consistent and
stable decisions about student characteristics.

The nature of early assessment creates special reliability problems. As : Re
noted earlier, the spontaneity of many teacher-student interactions limit j 1
what teachers are able to see and what students are willing to show. Also, s
the time available to observe students often is brief, since attention must
be distributed among many students and classroom activities, especially i
at the beginning of the school year In short, the few initial samples of b S
behavior that are observed under these circumstances may not provide 1
reliable indicators of students' typical behavior.

Many teachers recognize this problem, as evidenced by the following

statements:
First impressions are so important. They can either make or break a f:];
child. It all depends on how much opportunity a particular teacher gives
to a student to prove him- or herself before passing a judgment. .edu(
The first three days are very difficult. The students will not even present :ntyclf
their normal classroom behaviors to you in the first three days. They are
somewhat intimidated and uncomfortable; they don't know you. Even kids (Fery
who are badly behaved in the first three days, they're just feeling you out, chall
they're testing, trying to see how far they can get. dent
Carol breaks up with her boyfriend a week before the beginning of school, A,‘
leaving her depressed and unmotivated. Does her English teacher know fami
the reason for Carol's behavior? Is her assessment of Carol after one day i for €
of school correct? ass};
to i
The implication of these comments is that teachers must be sure they have
observe sufficient samples of students’ behavior before they solidify their the 1
initial perceptions and use them to make decisions. There are times, such the 1
as the start of the school year, when students’ behavior may not be indica- have
tive of their typical behavior. Typical behavior cannot be determined by Si:
' observing a student just once, especially at a time when the student may ] othel
feel uncomfortable in new surroundings. Key Assessment Tools 2.1 sum- studc
marizes the threats to validity and reliability. some
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Key Assessment Tools 2.1

ropri- THREATS TO THE VALIDITY AND RELIABILITY
rned OF EARLY ASSESSMENTS
"plc?l validity Threats
hew's 1. Observer prejudgments that prevent teachers from making an objective
1@ has assessment of students
aal or a. Prior information from school grapevine, siblings, or nonclassroom
lents’ experiences

‘neral b. First impressions that influence subsequent impressions
s how c. Personal theories or attitudes that influence subsequent observation
t the (e.g., girls can't do math, or athletes have no interest in serious
form academic pursuits)

those 2. Logical errors that cause teachers to judge students based on the wrong
¢ and characteristics (e.g., observe attention and judge learning; observe

clothes and judge ability).

1s. As Reliability Threats

limit 1. Inadequate behavior, sampling in which too few observations prevent
Also learning about students’ typical behavior and characteristics

mus; a. Rasing decisions about a student on a single piece of information

» b. Observing behaviors in one setting (e.g., the playground) and assuming
i(‘elsa]i)% L behavior will be the same in another setting (e.g., the classroom) |
‘ovide

wing ' 'IDENTIFYING SPECIAL NEEDS

In recent years there has been increasing emphasis on integrating students
with special learning needs into regular classrooms. “Pull out” programs that
educate students with special needs in classrooms separate from the major-
ity of students are diminishing. Instead, there is growing emphasis on the

m inclusion of students with special needs in the same classroom as their peers
Es (Ferguson, 1995). Increased inclusion has placed greater responsibility and

ut challenge on the classroom teacher, who is often charged with educating stu-
i dents with varied special needs (Hoy and Gregg, 1994; Roach, 1995).
At the start of the school year, classroom teachers need to become

301’ familiar with the special needs that may have been previously identified
v for each of their students. In addition, it is the teacher’s responsibility to
assist in identifying additional needs of individual students. Issues related
to identifying and developing plans to meet the special needs of students
: they have been codified by federal law, In this section we will briefly examine
- their the laws that define how students with disabilities must be diagnosed and
, such the Individual Education Plans (IEP) that are developed for students who
ndica- have been identified with special needs.
ed by Since the 1970s, the importance of classroom teachers working with
t may other specialists in a school to meet the special needs of each individual
sum- student has grown rapidly. In this text, we provide a brief introduction to

some of the complex and important issues related to identifying and meeting
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Legal Issues

Schaol systems ntust
identify and assess
students with learning
disabilities. The
classroom teacher is a
primary resource in this
process.

the special needs of students. Given the many excellent resources that exist
to assist teachers in designing instruction that meets the diverse needs
of their students, readers are encouraged to consult these additional
resources to learn more about the variety of special needs students may
have, strategies for identifying these needs, and methods for meeting these
needs. Some of these resources are listed in Appendix E.

Figure 2.1 summarizes recent federal legislation related to teaching chil-
dren with disabilities. The enactment of the Education for All Handicapped
Children Act of 1975 mandated that free public education be provided for
all school-age children, including those with disabilities, many of whom
had been excluded from a free public education. This act also prescribed
assessment procedures and practices for students identified as having spe-
cial needs. The Individuals with Disabilities Education Act of 1990 (IDEA)
extended the rights of students with disabilities by requiring a free and
appropriate education for preschool students with disabilities. This act
called for the placement of students with disabilities in the least restric-
tive environment, requiring that, to the maximum degree possible, stu-
dents with disabilities should be educated in classrooms with students who
do not have disabilities. Section 504 of the Vocational Rehabilitation Act of
1973 reinforced and expanded protection of students with disabilities by
broadening the definition of what constitutes a disability. These acts have
substantially increased classroom teachers’ responsibilities for identifying,
instructing, and assessing students with disabilities (Phi Delta Kappan, 1995).
Figure 2.2 describes the major provisions of IDEA. More wide-ranging dis-
cussion of legal issues in educating such students can be found in Ordover
and Boundy (1991), Rothstein (2000), and Overton (2000).

The law requires school systems and teachers to identify and assess all
children who have disabilities or are at risk of having their learning
impaired because of a cognitive, affective, or psychomotor disability. The
number of conditions that gualify as disabilities is large, ranging from
physical disabilities and hearing or visual impairments to emotional dis-
orders, learning disorders, and speech impairments. Although the man-
ner of identifying such students varies greatly, the classroom teacher is a
primary source, especially in the preschool, elementary, and middle
school grades. These teachers spend a great deal of time each day with a
small group of students and thus are in an advantageous position to
observe and identify students’ strengths, weaknesses, needs, and poten-
tial disabilities. One of the teacher’s assessment responsibilities is to iden-
tify students suspected of having a special learning need or disability.

When a teacher identifies a student who may have a special need that
affects his or her learning, the law requires formal assessment of the stu-
dent. The assessment helps determine whether the student does have spe-
cial needs, what the needs are, and how they may best be addressed in
instruction. Referrals for such student assessments can come from teachers,
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FIGURE 2.1 History of the Federal Laws for the Education of Learners Who Are Exceptional

SOURGE: Vaughn, §., Bos, C., and Schumm, J. (2003). Teaching Exceptional, Diverse, and At-Risk Students in the General Education

Classraom, 3rd ed. Boston, Allyn & Bacon,

—

1973 Vocational Rehabilitation Act (VRA)
(Public Law 93-112, Section 504)
* Defines "handicapped person”
* Defines “appropriate education”
* Prohibits discrimination against
students with disabilities in
federaily funded programs

1974 Educational Amendments Act (Public Law

93-380)

* Grants federal funds to states for
programming for exceptional learners

s Provides the first federal funding of
state programs for students who are
gifted and talented

¢ Grants students and families the right
of due process in special education
placement

1975 Education for All Handicapped Children

Act (EAHCA) (Public Law 94-142, Part B)

* Requires states to provide a free and
appropriate public education for
children with disabilities (ages S to 18)

* Requires individualized education plans
(IEPs)

* First defined “least restrictive
environment”

1986 Education of the Handicapped Act

Amendments (Public Law 99-457)

* Requires states to extend free and
appropriate education to children with
disabilities (ages 3 to 5)

¢ Establishes early intervention programs
for infants and toddlers with disabilities
(ages birth to 2 years)

1990 Americans with Disabilities Act (ADA)
(Public Law 101-336) .
s Prohibits discrimination against people
with disabilities in the private sector
® Protects equal opportunity to
employment and public services,
accommodations, transportation, and

telecormmunications

<

* Defines “disability” to include people
with AIDS

1990 Individuals with Disabilitics Education

Act (IDEA) (Public Law 101-476)

* Renames and replaces P. L. EAHCA

s Establishes “people first” language for
referring to people with disabilities
Extends special education services to
include social work and rehabilitation
services
Extends provisions for due process and
confidentiality for students and parents
Adds two new categories of disability:
autism and traumatic brain injury
Requires states to provide bilingual
education programs for students with
disabilities
Requires states to educate students
with disabilities for transition to
employment, and to provide transition
services

1997 Individuals with Disabilities Education
Act (IDEA) (Public Law 105-17)
® Requires that all students with
disabilities must continue to receive
services, even if they have been
expelled from school
Allows states to extend their use of
the developmental delay category for
students through age 9
Requires schools to assume greater
responsibility for ensuring that students
with disabilities have access to the
general education curriculum
Allows special education staff who are
working in the mainstream to assist
general education students when
needed
Requires a general education teacher
to be a member of the IEP team
Requires students with disabilities to
take part in state- and districtwide
assessments

.
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FIGURE 2.2

Major Provisions of
the Individuals with
Disabilities
Education Act
SOURCE: Adapted from
Individuals with
Disabilities Education Act,
P. L. 101-476.

o ™
Free and Appropriate Public Education

All children are entitled to a free and appropriate public education,
regardless of the nature or severity of their disability.

Nondiscriminatory Assessment

Requires planning to ensure that tests, evaluation materials, and procedures
for evaluating and placing children with disabilities will be selected and
administered so as not to be culwrally or racially discriminatory.

Development of an Individual Education Plan (IEP)

Requires the development of a written IEP for each child with a disability
that will include a statement of current levels of educational achievement,
annual and short-term goals, specific educational services to be provided,
dates of initiation and duration of services, and criteria for evaluating the
degree to which the objectives are achieved.

Due Process

Requires an opportunity to present complaints with respect to any matter
relating to the identification, evaluation, or educational placement of a child.
Specific due process procedures include: (a) written notification to parents
before evaluation, (b) written notification when initiating or refusing to
initiate a change in educational placement, (¢) an opportunity to cbtain an
independent evaluation of the child, and (d) an opportunity for an impartial
due process hearing.

Privacy and Records

Requires that educational and psychological records pertaining to a child
remain confidential except to those individuals who are directly involved in a
child's education and who have a specific reason for reviewing the records.
Further, the law provides an opportunity for the parents or guardian of a
child with a disability to examine all relevant records with respect to the
identification, evaluation, and educational placement of the child.

Least Restrictive Environment

Requires to the maximum extent appropriate that children with disabilities
be educated with children who are not disabled in as normal an
environment as possible.

Related Services

Requires that support services (e.g., psychological, audiology, occupational
theory, music therapy) be available to assist the child with a disability to
benefit from special education.

parents, counselors, physicians, and others. The composition of the assess-
ment team that reviews a referred student varies, but it is usually made
up of some or all of the following individuals: one or more special edu-
cation teachers, the student’s classroom teacher(s), specialists in areas of
the student's perceived needs, parents, child advocates, counselors, and a
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social worker. The assessment conference must be carried out according
to the following procedures and guidelines:

* A parent must have written notice, in nontechnical language and in

the parent’s native language, that a school system proposes to

conduct an assessment. Prior notice is needed for a “preplacement”

assessment to determine whether a child needs special education, as

well as subsequent assessments.

Parental consent must be obtained before students are assessed.

Assessments must not be racially or culturally discriminatory.

Assessments must be conducted in the student’s native language.

No single test or procedure can be the basis for deciding that the

student has a disability and requires help through instructional

accommodations. Instead, multiple sources of evidence must be

collected and confirm a need.

Assessments must be conducted by a multidisciplinary team,

including at least one teacher knowledgeable about the student’s area

of disability; the assessment must address all areas related to the

student’s disability, including health, vision, hearing, emotional

status, and so forth.

The assessments used must have proven validity applicable to the

decision to be made.

Formal tests and assessments of the student must be administered by

trained individuals.

e A written report must be presented after the assessment process is
complete.

Although these procedures say little about the role of the classroom
teacher, it is often the teacher who identifies a student’s disability. Com-
mon areas of disability such as oral expression, listening comprehension,
written expression, reading fluency, reading comprehension, and atten-
tion deficit are best identified by the classroom teacher.

While it is the teacher’s responsibility to be watchful for potential special
needs throughout the school year, early assessments provide an important
opportunity at the start of a school year for a classroom teacher to identify
special needs that may have been overlooked in previous years or have
recently developed. If a potential need is detected and a formal assessment
is conducted, the teacher will provide important information about a stu-
dent’s classroom performance and behavior at the assessment conference.

If a student is identified as having a disability, the results of the assess-
ment conference will be used to develop appropriate educational objec-
tives, instructional approaches, and assessment methods for the student.
Here again, the classroom teacher's recommendations are important in
deciding how and what the student will be taught and assessed. Because
the emphasis in assessment and instruction is on the individual student,
not the identified disability, each assessed student is treated as an indi-
vidual, and the most suitable educational arrangement for that student is
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the primary focus. Two students with the same disability may have dif-
ferent objectives, instruction, and assessment strategies.

The specific educational plan developed for a student, called an
Individual Education Plan (YEP), must include information about the
student's present level of educational performance, annual goals and
short-term objectives, prescribed educational services, degree of inclusion
in regular education programs, and assessment criteria for determining
achievement of the goals and objectives. An example of a complete IEP
form is shown in Appendix C. In essence, the IEP defines a student’s
special needs and the ways that the teacher must modify objectives,
instructional strategies, and assessment methods to best suit the student’s
needs and learning style. Key Assessment Tools 2.2 lists the required parts

Key Assessment Tools 2.2

REQUIRED CONTENTS OF AN INDIVIDUAL EDUCATION PLAN

-

. A statement of the child's present levels of educational performance,
including academic achievement, social adaptations, prevocational and
vocational skills, psychomotor skills, and self-help skills.

N

. A statement of annual goals which describes the educational
performance to be achieved by the end of the school year under
the child's individualized education program.

. A statement of short-term instructional objectives, which must be
measurable intermediate steps between the present level of educational
performance and the annual goals.

w

»

A statement of specific educational services needed by the child

(determined without regard to the availability of services), including a

description of

a. all special education and related services which are needed to meet
the unique needs of the child, including the type of physical
education program in which the child will participate, and

b. any special instructional media and materials which are needed

(4]

. The date when those services will begin and length of time the services
will be given.

2]

. A description of the extent to which the child will participate in regular
education programs.

. A justification of the type of educational placement that the child will
have.

~

»

A list of the individuals who are responsible for implementation of the
Individual Education Plan.

w

. Objective criteria, evaluation procedures, and schedules of determining,
on at least an annual basis, whether the short-term instructional
objectives are being achieved.

Source: Federal Register. 4(252). p. 5692,
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of an IEP. Examination of these parts shows how a student's IEP influ-
ences the planning, instruction, and assessment of the student. Once the
IEP is developed and agreed om, it may not be unilaterally changed by
school personnel or the classroom teacher.

Decisions about students’ disabilities and accommodations focus on
placing students in the least restrictive environment, which enables them
to be educated in the most normal environment their disabilities allow.
The overriding purpose of referral, IEP development, and placement in
the least restrictive environment is to ensure that students receive an edu-
cation appropriate for their needs.

IMPROVING EARLY ASSESSMENTS

Following are some strategies that can be used to improve early assess-
ments. Since teachers will never be fully accurate with their early assess-
ments, it is their responsibility to do everything possible to minimize errors
and to revise judgments when initial impressions prove to be wrong.

How effective you can be in early assessment will always depend in
part on having an.orderly and supportive classroom and school environ-
ment in which to observe your students and gather other data about them.
In that spirit, Tables 2.5 and 2.6 can be helpful.

1. Be aware of early assessment and its effects on students. Early
assessment is such a natural part of the start of the school year that many
teachers are unaware that they are doing it. They do not recognize the
dangers of forming incorrect impressions of students. As a first step, then,
it is important for teachers to be aware of this type of assessment and to
be sensitive to the consequences of making incorrect decisions based on
incomplete or invalid observations. ’

2. Treat initial impressi as hypoth to be confirmed or corrected
by sul observati and information. First impressions should
be considered tentative hypotheses that need to be confirmed or disproved
by subsequent observation and information. Teachers should refrain from
judging and labeling students on the basis of hearsay, a single brief obser-
vation, or a student's race, culture, gender, or language. They should also
gather their own evidence about students, develop tentative hypotheses,
and confirm initial hypotheses with subsequent observations and infor-
mation. They should be prepared to change an incorrect first impression.
One way to make your observations more thorough, and less likely to be
unconsciously selective, is to pick one or two student characteristics per
day and structure classroom activities to collect information about those
characteristics from all students in the class.

3. Use direct indicators to gather information about student chavacter-
istics. To learn about students, teachers must interpret the observations
they gather. Making decisions about some characteristics based on

Teachers should treat
initial impressions as
hypotheses to be
confirmed or corvected
by later information,

When making
assessments, teachers
should try to use
information that
requires minimum
interpretation.
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(" TABLE 25 A DISCIPUNE “DALY DOZEN" FOR TEACHERS *~ R B

1. Be consistent. When you reprimand an action one day and ignore it
the next, children don't know what to expect. As a result, they'll try it
again to see if they can “get away with it.” They are also quick to see
and resent the basic unfairness of inconsistency. F

2. Don't make idle threats. 1f you decide that punishment is necessary, i'
carry it out, or your words will mean nothing.

3. Look for the reasons behind misbehavior. 1t often stems from the lack of
interest by your students in the curriculum or the teaching approach.

4. Be sure that they know the rules. If you expect your students to behave
in a certain way, tell them so, and explain the reason. A class discus-
sion of these rules can be enlightening both to you and your class.

You may discover that some of your rules have no real purpose.

5. Check your own feelings about individual students. Do you “play f)bse:
favorites"? It's hard to like sullen or rebellious students, and easy to 1or o
like the quiet conformists. But your dislike of the rebel incites more : the 1
rebellion. teact

6. Watch your tongue. “The teacher's tongue, sharper than a two-edged tister
sword, sometimes stabs children, leaving wounds that never heal,” X abou‘\
said R. L. Frye, supervisor of secondary education, Louisiana State recel
Department of Education. A tongue lashing may end the In
disturbance—but at what cost? ’ it is

7. Don't make study a punishment. The teacher who keeps students after tics s
school to study arithmetic or spelling, as a penalty for misbehavior, is : ance
saying: “Study is an unpleasant thing, There is no joy or satisfaction 1 and
in it. It's so painful that I use it as a punishment.” This hardly creates selfc
a thirst for learning in youngsters. low »

8. Let them know that you like them. Look for things to praise, especially focus
in students who are discipline problems. Accept them as worthwhile in 1 4, S
spite of their misbehavior. Disapprove the act but not the individual. activ:

9. Don't try fo do the impossible. Some students have emotional problems be us
only a better-trained person can solve. When a youngster is a consis- suppl
tent troublemaker and all your efforts to help him fail, the time has ities.
come to refer him to the ACT team or vice principal. There are limits o Ad
to what a teacher can do in child study, diagnosis, and treatment. en

10. Control your temper. Flying off the handle merely shows students that e Re.
they've gotten through to you. When you “lose your cool” you lose b wr
your ability to solve the discipline problem sanely, rationally, and
thoughtfully. g"l

. . . * Ca

11. Don't be afraid to apologize if you've treated a student unjustly. You will int
gain, not lose, the respect of the class for admitting your error. . A

12, Recognize that what you see as delinguent behavior may be normal grc
behavior in a child's cultural background. It may take time, patience, stu

. and tact to break the pattern. .
dis
¢ Let
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1. Create classroom plans for the first few days. Plan at least twice as
much as you think you will need.

2. Find someone who “knows the ropes,” likely an experienced teacher,
who can serve as a mentor

3. Watch your conversation in the faculty room.
4. Learn to usc the school copying machine, scanner, computers, and so on.
5. Never, ever leave your class alone. Find someone to cover.

N ]

==

observations requires less interpretation than others. The closer the behav-
ior observed is to the student characteristic a teacher wishes to describe,
the more valid the resulting information is and the more confident the
teacher can be about the student’s true characteristic. For example, actually
listening to a student read aloud provides more direct and valid evidence
about the student's oral reading skills than the reading grades the student
received from a prior teacher or the student’s reported interest in reading.
In early assessments, teacher-student encounters are often brief, and
it is tempting for the teacher to focus on superficial, indirect characteris-
tics such as dress, facial expression, helpfulness, mood, or general appear-
ance. Teachers then read into these superficial observations complex traits
and personality factors such as motivation, self-concept, trustworthiness,
self-control, and interest. Such indirect generalizations are likely to have
low validity. More valid decisions will result when evidence gathering
focuses on direct observation of behaviors and skills. )
4. Supplement informal observations with move formal, structured Because informal
activities. There is no rule that demands that only informal observations observations involve
be used to assess students. Good teachers recognize this limitation and ~Spentaneous behavior
P . A : that may not be
supplement their informal early observations with more structured activ- repeated, téachers
ities. For example, they: should supplement their
* Administer textbook review or diagnostic pretests to assess students’ informal observations
entering levels. lUl‘tl'l more structured
Require students to keep a journal during the first week of school or activities.
write an essay on What I Did Last Surmnmer to assess students’
experiences, writing skills, and thought processes.
Carry out group discussions or group projects to assess how students
interact and work in groups.
Assign students to work in small groups, purposefully forming each
group to observe which students seem to work well together, which
students tend to be leaders, and which students seem to be
disengaged during group work.
Let students read aloud to determine reading facility.
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Formal assessments that
requiire students o
perforin the same
behavior permit
comparison amaong
students.

Reliable assessments
usually require multiple
observations in order to
identify typical student
behavior.

Whenever possible,
teachers should base
their decisions on
different kinds of
information that support
one another.

¢ Play classroom games based on spelling words, math facts,
geographical knowledge, or current events to assess general
knowledge, interest, and competitiveness.

e Use games related to listening skills to assess students’ abilities to
follow directions and process auditory information.

¢ Give students review tests and pretests.

Some school systems collect samples of students’ work into what are
called portfolios. These portfolios often accompany the students as
they progress from grade to grade and provide a new teacher with con-
crete examples of a student's work. Having actual samples of a student’s
work from previous years is quite different from and more informative
than the hearsay evidence teachers accumulate through the school
grapevine. (Portfolios and other formal methods of assessing student
performance are described more fully later, beginning in Chapter 6.)
Formal assessments provide information about students’ interests,
styles, and academic performance that is not always obtainable from
informal observations. Formal assessments also often require all stu-
dents to perform the same behavior and thereby permit teachers to
develop a more accurate understanding of how these behaviors vary
among their students.

5. Observe long enough to be fairly certain of the student’s typical
behavior. Reliable information is that which represents the typical behav-
ior of a student. To obtain reliable data, the teacher must look for
patterns of behavior, not single, one-time behaviors. The greater the con-
sequences that an assessment is likely to have for students, the more
the teacher should strive to gather reliable information. A good rule of
thumb to follow is see it at least twice, thus making sure the behavior
being observed is not atypical. The more times a behavior is observed,
the more confident a teacher can be about his or her assessment of the
student characteristic.

6. Determine whether different kinds of information confirm one
another. Teachers can have more confidence in their student perceptions if
they are based on two or more kinds of supporting evidence. For exam-
ple, are test scores supported by classroom performance? Are classroom
observations of a student’s needs consistent with those identified by last
year's teacher and the student’s parents? Do classroom behavior patterns
persist in the lunchroom and on the playground?

These questions suggest the use of multiple sources of information to
corroborate the teacher's perception of a student. The extent to which dif-
ferent sources of information lead a teacher to the same decision gener-
ally increases the validity of that decision. However, note that it is better
if the present teacher forms his or her own initial hypothesis about a stu-
.dent's behavior before obtaining corroborative information from other
sources. By doing this, the teacher avoids letting his or her initial per-

ceptions be prejudiced by the perceptions of others.
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LEARNING ABQUT STUDENTS: EARLY ASSESSMENT

CHAPTER SUMMARY

® In the first few days of school, teachers must learn about their
students and organize them into a classroom society characterized by
communication, respect, and learning. Making decisions that help
create a classroom environment that supports learning is one goal of
early assessment.

¢ Information for student descriptions comes from a variety of sources,
including classroom discussions and observations, student comments,
pretests, body language, student dress, school records, the school
grapevine, and comments by other teachers, among others.

« Informal assessments are a natural part of social interactions. In
classtooms they lead teachers to form and often communicate
expectations to students. Moreover, teachers’ first impressions of
students tend to remain stable, although they are not always
accurate. As a consequence, teachers must think carefully when
considering information and making decisions about students at the
start of the school year.

* Two main problems affect the validity of assessments: prejudgment

and logical error. Prejudgments occur when a teacher's prior

knowledge, first impression, or personal beliefs interfere with his or
her ability to make a fair and objective assessment of a student. This
is of special concern when teachers know little about the racial,
cultural, handicapping, and language characteristics of their students.

Teachers who are not familiar with students’ varied cultures and

languages often interpret what are really cultural differences as

cultural deficits when they judge students who are different from
themselves. Logical error occurs when teachers use the wrong kind
of information to judge student characteristics, as, for example, when -
they judge interest by where a student sits in a class.

Reliability is a special problem in early assessment because the

process takes place so quickly and is based on a few fleeting

observations; thus, it is difficult to collect enough information

to serve as a basis for consistent decisions about a student's

performance or behavior. However, reliability is important in early

assessments, and teachers should not make decisions about students
based on only a few observations.

Six suggestions for improving early assessments are (1) be aware of

early assessments and their potential effects on students; (2) treat

initial impressions as hypotheses to be confirmed or altered based
on subsequent observation and information; (3) use direct indicators
to gather information about student characteristics; (4) supplement
informal observations with more formal, structured activities;

(5) observe students long enough to be fairly certain of the student's

typical behavior; and (6) determine whether different kinds of

information confirm one another.

CHAPTER

REVIEW
Visit the Online
Learning Center at
www.mhhe.com/
russell7e to
review the case
study referenced

in the chapter.




CHAPTER TWO

QUESTIONS FOR DISCUSSION

1.

2.

3.

4.

How does the fact that a classroom is a social setting influence
planning, teaching, grading, managing, and interacting with students?
What are the advantages and disadvantages of examining a student's
school (cumulative) record folder before the start of class? Under
what circumstances would you examine a student's record folder?
How much must tcachers really know about a student’s home and
family background? What home and background information is
ahsolutely essential for teachers to know? Why? What information
does a teacher have no right to know about a student's home or
background?

Why do teachers rely so heavily on informal observation when sizing
up students? Should teachers vse such observations to label students?

ACTIVITIES

1.

2.

Table 2.2 shows the resources available in two different classrooms.
In small groups, compare the two classrooms. How do the resources
in each classroom influence planning and instructing students? Give
specific examples.

Interview a classroom teacher. Find out the answers to questions like
the following: What information does the teacher have about students
before the first day of class? What are the sources of that information?
How much does the teacher rely on the comments of other teachers
when getting to know a new class? If the teacher could know only two
specific characteristics of each student at the end of the first day of
class, what would these be? Why? What information is most useful for
managing students in the classroom? Add three questions of your own
to this list. Why did you select those three questions?

REVIEW  QUESTIONS

1.

2.

What factors make a classroom a social setting or society? How do
these factors influence a teacher’s assessment responsibilities?

What is early assessment? How is it done? How does it differ from
other types of classroom assessments? What are three dangers that
can reduce the validity and reliability of early assessment? What are
three strategies a teacher can use to improve early assessments?

. What are the main problems of validity and reliability in early

nent and assessments for planning and delivering instruction?

. Why are early assessments important? What do they help teachers

accomplish?

. What are some differences between formal and informal observation?
. What might be early signs of a reading disability?
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