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"In a forest of parents and children, one needs a mapﬁ

s

o h .
. ‘Elizabeth Anne Campagna,
) " Alexandria Head Start Center

. “Alexandria, Virginia

N ‘

Voo ® \ 7

; ‘Ehe working%paper that follows —- élassroom Debelopmentaﬁ b

[

Directer?®

The Link Between ‘Testing and Teaching - represents

ITC staff efforts to explain in non-techﬂical terms the process

.

i

{ Pf classroom,dqvelopmental'assessment., As the\studﬁ‘began, it

became evident that there was considerable conﬂusion about

|

developmental assessment at all levels.

‘It haé decided .that a

o ‘practitione
.,

clarifying statement wpuld be useful to all concerned, particularly -’
J

L4

rs’and other local Head Start staff

"

-

! v k4 /
"
,
.

»

0 ! v

41

This ooncise explanation merges informat'@n from all

F?i instrument ( »

components of the studys

( : '

the literature révi
i El

R Reviews and Suggestions by the follow' g people helped (.
sqrengthen and refine the paper:
, Wendy Abney, Portag@ Project Resource Access Project ',///
y Joan Dickerson, Panhandle ChildjDevelopment Association

. . Richard Mallory, Nga ional Educ
P "Shari Nedler, Unive sity of
~  Anne Sanfordy
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CLASSROOM DEVELOPMENTAL ASSESSMENT - THE LINK BETWEEN

. TESTING” AND TEACHING A

-~
A3 .

- . * . ' . ) [y R 4 P
4 . ' «
- . A new concept of assessment has been showing up. more and more
. ' 3 ‘ .

: ) ] v M s .

« - often in early childqood ‘educption® It is one tHat focuses on the
' ! 1 !’ | Ces . £ 2
teacher's Beed, to find out as much as possible about the individual
¢ b

) children in the classroom, so that meaningful ‘and appropriateﬁ.

' edlicational expekiences can be planned. New instruments are being
‘ . 3 .

4 . - .

R %
LY

educatjon magazines and journals talk about it. ‘Demonstration
7 L. o
projeets have focused on the role of adsessmeat in early childhéod

. . LY ' . .
education, Head Start materials recommend this approach be taken.
‘ Even though there arg, these many indications that. new .°
. ’ B ) - "

assessment te%hnidues id early childhood educatign are developing,

“
.- it 1is diffiéult to f}pd-one source that;tells‘the teacher how.to
- . B . .
o "do 1t.",‘Even knowing what ‘to call it is a problem. Terms . -
L4 PN ° 3

?associated with assessment are substltuted for each other and,.

. ) ’
* M - ]

'\;;; . -are eften used in different ways in different situatiénsa. Oneaterm

V. that has been‘hsed to.describe this new eoncept is developmental

J ,’\'4/ ' .

‘ Coe assessment and its coumon usage.és growing. But’tnis has(been gﬁ
' ) ' %, .
confu$ing to some, for in the past developmental assessment has been
o« F . ’ ; ‘>¢*

used in a very different ﬁay,/feferring to, the clinical and medical

. .
" T 4

L
ev-Juation of children'who show signs of problems. v

b:4

~y had B . A ° .‘ ' -
: XL o - > ¢ °,

Since adding a new term to an-already too long list seems a

~ . N ty alt
. . .

L} . .-

. ¢ \ . Ly .
EN great .disservice, we have decided to solve the problem of "what
> ~ o N ' .

' * .' - ¢ :7 e ’ \‘{:,
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¢ published that reflect ghese new ideas. :Articies in early childhood
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to call'iﬂf by naming this new ap}roach tlaséfbom developmenial

.

assessment. The following reasons explain our decision.
——— .~ ~

A,

[

H

-

R

\

e

3

Classroom' developmental assessment is child-centered -
» b] ° .
assessment. It is designed to find out both the

strengths and weaknesses of a young child, not just

his/her area of deficiency or handicap. It is .

N LY

-

concefneg,yith the present status of an individual
‘child's abilities in relation to the sequence of
3 ¢ . -

. v 4
development, not just upon his/her standing in relation

PO

to other children. It draws on ififormation gathered
) .

. .
from a _variety of sources in*Grder to gain a thorough

A )

understanding of the child.

/ . » -

B. It is a_classroom-centered assessment. It is an ongoing

classroom pgpcegu}é that yields information useful to

the téacher as he/sﬁe plaﬁs the .program for!the class £

« and the individuals in Ehe class. The results are .hot

meant to be sgaghea away
T T L -
and forgotten, but to be used on an ongoing-basis by the.

Y .

in a folder in a file drawer

.teacher. It is assessment that focuses the teacher's

o - . - ’
N <

attention on things he/she -can” expect to deal with in

.the classroom. . .

¢

It ig a multi-dimensional assessment. It'rééognizes tha5 ..

- L
a child grows in many lmportant‘ways-in the early yeé&s:

Development in one area is related fo his/he;‘de&elopmen;

in other zreas. It is important not only to look at the .

child's overall level of development, but at:growth in o

< : : .
separate key areas as well. . . - e

* - " + L
. ) o . 4?~
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/ , Since it is oftem helpful to‘explain an fdea by looking at the

4

things it is not,,let's look at develOpmental assessment in this

-~ -5
- ’ v . - I
way, by ‘examining some common forms of assessment. - et

B [
£l .

- . i 1. Developmeﬁtal Assessment is not screening. - Many times

‘ " it. is helpful to take a quick look at a.large numb

. : of childrenlé? order to find out which onés have. - -
‘ problem_sT Then, these children can be.referred fo

+  further evaluation. This is the purpose of'sgreening.

. \ . LY .
. 2, Developmental'Assessment is not diagnostic evaluatione

Thit\technique takes 'an in—depth look at an- ind1vidual "'

- ‘ »

\* e ' - ‘\child\who has shown signs of having problems. Specialists
R P ] _such.'as speech’ and hearing experts, psychologists or
] - doctors are\oéte;.involved. Decisions about“the best
: _ . ) | N program and treatmeQ¥/torhelp this child?are based on '
. T " AN

the information gained from a diagnostlc evaluation.

3., Developmental Assessmeqt is not a year~and assessment.,
) ' L

[ . ¥

-, . 0 : “Mary programs try to evaluate how efgective they .ha

. Q} been,ﬁy.asseséing the progress the children-have-made

. . [y : ? . . L
R . # over-a year's time. . T ~ F

.
~ ' Y

. ‘ Ideally, the‘various forms of asséssment worh together. Eagh ;
' source provides another piece of the pattern;to help adults understand

° b. N e ; , @( .
: - the child \\ﬁqgeening results can give-the teacher an overview of

. , e

the:class'and identify areas of possible ‘concern. Results of a

4

. . X ~ & 04
* Ct diagnostic evaluation ,could be combined with those of a classroom

a' .~ ° v .
' developmental assessment to provide an appropriate program. T
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. At the same time,

< ;
<

the‘ child, Also,

\‘\3'

g

information gained from a classroom develop-
mental assessment ,can serve ogler purposes, ,The\yiew the teacher
has can help a psychologist or other support person‘bettér understand

the information can be usedorb report to parents

about the child's progress. Informatlon gathered over a year s

L4

2

timd might be very useful to the child's next teacher.

. . While classroem developmental assessment can work wigh,these.

other methods, and make use of the information'coIlected by them; it

4

1s definitely different.

.
[

of h1s/her classroom 1s as productive as possible.

-

\

<

.It focuses on what the teacher needs to

S know ‘about children SO that the time they spend in theNquue setting

The teacher needs

to know more than who has a problem, or how much last year' s class

. f. * learned.

ES

»He/she needé to combine this information.with.the.dag—to—day

» indicators that poig&ethe way to knowing what experiences are best
23 r . -

-~ for each child 'J‘

>

~

. / - - . . ..4‘
The increase in attention being given to this kind of assessment
, 1s not surprising, fer it is related to a change in how education is:
' 'b
,vieyed_in»this country.x We are at a point where we are trying'to

make equal opportunity a reality for ehildren, thrqugh identifying,

’

haram

EY

understanding, and meeting their unique needs. In the past,, education often

LN

. served a sorting function, funnelling children 1nto t:ratks and special

‘ *

programs where some needs were met, but where oppbrgynities Were
A »

4

Today, many educators are attempting to deemphasize

«
“"Q 5

. . limited.

classification as a way of looking at children 1n'favor of considering

’

.
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This changiqg conqépt in education is. reflected An a-number of |

. trends, As centers, enrolI a more diversified population incl\diﬁg--;_/f
’ minority and handicapped children, it becomes,mos@ difficult to

provide any one program that willk benefit all children. Along with -

this more diverse population comes an increasing awareness of the

i

need and right of minority groups to be assessed in fair and .

. - -

meaningful ways. Finally, the procedures used in developmental

- o

"

assessment reflect the fact that young children are often more’
. 3

difficult to test than older children and adults. . Special techniques

~ 4 - -

are needed to measure and understand their abilities.

-~
s

e

., . -

What is Classroom Developmental Assessment?.

R

~Classraom Developmental Assessment is a’yay of describing a
- ] ' [ ' T
child's p1ace in the sequence of development and the process of

. “ . .

learning in terms of what he knows and can do, sg that” instructional

programs to foster his/her” continued development ‘can be planned and

0 L

- implemented. This definition leads to several important considerations.

_. The items and tasks used in developmental assessment must be‘tied
g \

© . . . v

to what we know about how children grow, learn and develop, as well :

as to what parents and ‘teachers expect them to know.
: \

i * Knowledge about development comes from several sources.

~ S

There have been many studies of children which document

’

®

-

and describe the progress of children from infancy to

adulthood. fwo examples of”these important bodies of

et -
information abdut children are the Yale Developmental

Studies, begun by_Arnold Gesell, and the studies of -~

. ~ » ~
cognitive developmemnt -by Jean Piaget'. ' .




" o ¥ N
. . \ . .. . .
2, There has‘'been a gfeat deal of research that has tried

to identify P'r°8r/ZmS,.«apProaéhes and ‘philosophies that N

are effective in helping children learn. Head Start T .
. ° ' Q
Planned Variat%pn is an example of';esearch which .

—

produced a grea deal of information in this area.

.

- but.like any ét dy, it ‘does not give all,the answers' ..

" we might want *to have when working with yQung children,

’ X
+ .+ By examining ;he tesults of many studies, we begin-

‘(ﬂ\\to'find clye and .suggestions that might prove belpful ‘ .
. . . . * P

g for'children;d§When repeated evidence o o

whe@.planfi

. H . -
appears, we/ may see the effects in the ‘classroom. As !
[

an exam%Ae the/re?ent emphasis on .motor development in’

-

preschoél prog7ams stemmed from research which found
.. )

some lin s be?&een motor skills and school functloning.

K]

by

3. Some oi%pur kpowledge about young children comes from the

close ongoin contact that parents and teachers have -« . ' ‘
\\\\\ with hem, The things that are learned frem this "daily¢ - o
g’ ar valuable, and help to form the adult‘s

fof ﬂﬁat,young childrenncan be expected to do.:- ‘

/ /’/ c ' '.' o ) . .

| A ) ’ ’

E 4 v

R " ‘ . \
Since C assro m/geVEIopmental Assessment is 4 tool to\help a - N

<\ -9 : v . = ’ 7/ - )
es off that program. Because of ‘this, it should assess .

teachers are able to teach and help change in a findte
Some aspectsfof development, such as therchild' - .

. ) * . | \ R \

’ bilit; o focus his/her eyes on small objects, will propably




. , ‘o - . R
- ‘I ., < . . '

not be changed by anything a teacher or program can do. Others,
b .
. such as his/her abiligy to be a cooperative memben of a- group can ,
w '

’ ' be enhanced by participation in classroom aczivities.' ﬂq
M ' X bevelopmental Asse;sment*is concerned with a child's %rogress ’
X . L as well as where he/she is at any point in time. This implies that
] I he/she will be assessed periodically and that the measures used\must

PERY

. ’ ' be sensitive.to change over -time. The items in the assessment should
L ” 'befconcetned with developmental featorgs that can be expected to

., : change within- the period offtime the child is in the'progfam, such as

' °.langﬁage or motor skills. : " . . : -.r

» v - : ¢ . . . : '

Children, in the course-.of development, gain more of cestain

. ij} "abilities. They become stropger, increase the size of:their

A -

vocabularies,(andxﬁhlk a balande beam nore’steadily. .They also use

their abilities in different ways. They begin to be able to take

. 1

‘others' points of view and realize that objects oan belong to several

’ different classes at the same time. Developmental AgseSSMEnt should'

* \

include "tasks that reveal thesé new pattems of thinking and behaving‘
‘ " . o g

L. T as well‘a} fhe quantity or amount of a child's skills. '
. A Y . 4" R .

*
. c > * 4

N What Should Be Assessed? . . L

. - ~ -
The nature of c%assroom developmental assessment helps to

.t . s \ \

“ determine what‘kindi of things should be assessed. There are.a

' .number of reasons for this: S

- ~
i [ 4 hd .

. ‘
”~

C- 1. ' Classroom developmentai agsessment gathetrs information

‘not.only from instruments.but from a variety of sources;
* . ' '

. .t , v

‘. . b s, lh- ]

. . * LN L ' iy
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-2." What iggassessed should bé'closely re}éted t6 the génerél

.
. . - L
< - ", ! »'-:;

L4 -~ . L]

:goa‘ls and specific objectiyves of the pro‘g’r:laun;.s

\ 3. What is assessed should'bé behavior that can be chan%ed

o or promoted by the instructional program. It should

acher can do semething about. =~ -

] . ¢ «

be something-that a te

2

Ly
»

'm'} .
But' what is included in early chi;gbood assessments is often- °

—

. .
’

. S v . * .
determined by refér;ing!to the large store of existing instruments.

.

r o
~ . .

. .

Skills and,behgvioré in‘areas‘ofkdevelopment’$UCﬁ as physical, métor, '

perceptual,}iénguage, personal and social form the bases for most

.

early childhood assegsments. However, classroom developmental

s . v
M - .

assessment attempts to blend Information from a variety of sodrges
- i .

c° [ ..
L

and tries. to be sensitive to the ongoing inﬁicgtogs‘of status and ,
; . SR Faat bl

-ﬁfog;ess in relation, to the pxogram.id'the center. “The teacher

x . . . .
. 8hould not feel restricted to the common areas of assessment, nqQr feel:
- 2 . - ’ k3 . . .

.

he/she must.include all of these-areas. M o
r . e ~

. . O o

-
. . . . -

o N ' ! v v

. [

Do You DS A Classroom Developmental Assessmeat? - o

»

How

- A

(Unlike wany assessment procedures, there is no'set of hard and -

fast rules.for doing a developmental assessment. Rather; thdge are
A T e - ‘ = .

& . ~

several stepstto cqﬁplefg'and witheifh each sstep the-feacher'mustichoose,

thz‘pést way for his[hé;"progném. Planning a developmental assesSment

hd P

: ! . . - LI Lo Lo .
. should be viewed as a.dynamic process rather than a static procedure.
N he . ' . .

.'. * The following'steps should be included in a developmental = .

: : - - - ¥
assessment: . LI ) } .

.




1)

f

- ‘
Ly T ) L .
A ' o b ' . ?\ v . M
o§ Determine the goals and %‘he specific objecti;g"gi{of t\he
\ program R ) .o .
> < : e 4
LI - 4 [N .
2. ‘Choose the best ways of gathering information oo
3.  Gather the information ~ SRR -
S 4, Use the information that has .been gathergd to plan program .
) 5. . Reassess to check the child's‘progresg in® the program TN
. . « .
‘e ! L. ’,
+ Y 6. Plan again J' ’ : .
Let s g0 back and look at each step in depth e N

Step Qne Determine the goals and Specific obJectives of the
*." program. Each:center should have~a,mechanism ‘for identifying the ’
. O . - . , v .
general goals and specific,objectives for the children in the program. .
—~ v r . ' ‘.

Drawing from staff; parents and‘specialists,'the center should clearly

. ¢

state what it wishes to accomplésh during the school year. The

’ “e -

teacher should then take a careful look at the goals and obJectives
identified as important’for the children in” the program. From ggfs

» owill come a knowledge of the information he/she needs about each e.

s -

_child, The question tlhie teacher ‘must ask is, "Where does’ each-chlld

-
’

- stand-in terms of achieving these ObJectiVE§$' The developmental .
assessment will help to- answer this ‘question. : o e
’ p ' '
Steg Two: Choose the best way of gathering the needed. iy formation.
- vk ? .

"In a sense a classroom developmental assessment is a systematic way of
.

o

+ doing what good teachers have always done ~- carefully’ observing

-
‘ A .

children so that adjustments,in ‘their teaching and in the’ day-to-day' »

o

program can be made. The developmental/assessment process helps the

-
r

teacher gather this information more systematically, more thoroughly
W

v

- /, . ‘ ‘w
\
and in a more focused manner, ‘There are a variety of ways it can




- * . T © v,.’
\be.gathexed such as uéing published instruments, locally-developed

instruments, systematic observation,:parent interviews and ) .

’
. ..\i. | o ?

" .+ = o~ questionnaires and samples of the children's work.,

N

IS

A
a

-

. 1. Publighed instiuments including tests, checklists, amd\\. \—:
f . 'Y . . -
e inventories. l_ _ N - i ’ T
N \ ' . - : . R N ! .
t e Thexe are an abundance of these, being sold today.’ L $
"If a teacher chooses one of them to be part of the-
. ! developmental assessment, the following should be kept ‘ .
. . - in mind: : o S T
“ - . ~~ k’“ ‘ '“ i‘ . .
, a. The test ghguld be appropriate for the children
in the center. The teachet should look at ' . K
5f . 1) *The age dvel for which it is designed ' . <
2) The appropriatene§s of the item.content to P +
. ..+ . ! the culture of :the children ) -
- * ., ~ .3) . The children used for déveloping the norms .,
* fl . .4) How reliable the test'is —— will the results . 4
. . { be comparable if tHe test is’.given at® two \ Ce
o \ different times or 5y two .different people . S
¥ !
. i . O . . ) .
b. The instrument should be specific enough to. help Ty )
- . a teacher learn what a-child can do-or knows. e RO
. v \‘ v ‘“v ¥ -,
'c.‘~ The;instrument should glve ipfoxmation that_ can
. . be used when planning for ehilarEn. ) ‘
' ’ W . -~ . [
d. The ‘instrument should test things that areopart of"’ Co -
’tﬂe program objectives.A R R -
— e. The appropriateness of the test should be checked’ Ty .
" by trying it out with a child or two. This can be
seen as “testing the test.' A o T
v 2. Locafl&ideveloped'instruments." < o e -

. . o »
r

goals of a program, local centers may want to develop their ° . ~

8 " . .
own instruments,’or adapt published instruments to their own ,
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,’2ehild whom he would like'to: swing with or build in the

Q

s

The '8ame cautions listed above for published .

. T
instruments also apply to local instruments. Remember,
- \ra @

if an existipg instrument is modified, the norms for the .

needs.

original test cannot be relied upon., Also’ locally-developed

instruments‘ are more useful if local norms are developed

-

for them. ’ .

-

N il

Systematic observation.a ' ", : . 4

Time can be set aside for observing specific program—

related behaviors. If a teacher wants to assess a‘childf

.

progress in social skills, he/she may plan to observe

LN . . <
sharing and cooperative skills on the 6layground for 10
¢ - -7 RS %

minutes each dagi

4

Thgroombination~of the teacher's observations

and the child's obsenvations could be more revealing than #

sand with.

eithet alone.,  To assess the child's cognitive abilities,éaga_

" the teacher could set up a task ip a learning center, and
(.\- . . - ® - -

observe each'ehild as he/she attempted to complete it. At

“l

times, "t may be useful to prepare a few quesfion&-tOAQSR -

e

the child as he works. This can probe his/her thought

"process in' addition tp his/hér achievements. These child

. . .
. ?

interviews can also be a separate formaof assessment.
- 3 od M

There are’a number.of waye of recording what is

’
»

learned from observations.

- [ L

by the teacher,’so that'esoecially'noteworthy,events in the -

Anecdotal records, can be kept™

‘e

N .
T~ A ’ ? .

— . » -

7 .
This could be followed up by asking the e




. =z

-~ v

“

childfs school life can be written down on a'regnlar‘
basis~such as once a week: or whenevef something‘interestiné
and signifi%gnt'happens.. Qther record-keeping methods'
”include checklists, tape recordings, and progress charts.

. ',Rarent Interviews ‘and Questionnaires. R
Parents see their chiildren in a different setting than

‘t‘e-'acher_'s, and can add valuable information to a developmental

-

assessment. They cén also tell the teacher their expectations

.

" for the child -~ what they feel is important he/she learn

‘There are several ways of gathe;ing information from parents. ]

-, There are 'a number of:published instruments that ask parents
/—- L4
tq,report on the child's development. The most uqeful of these
¢

Jﬁbe ond medic l and family histoty and ask’ parents to think
g y pedica.

: about and report on important aspects of child behaviors
. ; Ce Y
" such as the dbility to‘relate to other children and adults,

and the ability to use language effectively .

o

-
« 3&-}’

Talking to parents, eithe¥ 4n theqﬁome or at the center,

can also be useful If. it\\s difficult for the teacher

-

_to do this in the beginning of the. year, parents could ‘be

-

« given a tape recorder and asked to tape what they feelw

@

+ are the most important things the teacher should know about -

. a ) »

the’ child. 8 : & e

»

An added benefit of including parents in the develop—

mental assessment process is the rapport and good will that

is built. Parents can® then he involved in planning and

-

teaching, so that the activities of the center can be carried

* ¥

.over int& the home.
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Aruitoxt provided by Eic

/ . . \‘ - ) ) W . . .

% - e

o . sy .

. several published instyuments that areaappropriate«to the program

. W'5. *Other peoble: a N LT

\ Each aduly/who comes into contaet with ‘the child. —— -
. ¢ ' ’ . .

- ,ﬁﬁgmmx(éées'him/he in a slightly different way. Parents nay

be .amazed to hear that their rambunctious 3-year old is a 'f

-

docilg lamb in preschool. éhe’teacher should seek out .

obgervations from the support rstaff in the center, other
] v

. . . eachers, the bus driver, the cook or any other person who

spends time with the ¢hild. Each may have something to
4 -
: offer that will help thé"teacher to better help the child.

*21 .
iamples of the cﬁild's work. ’ s o

4

.,collected on a regular basis, such as drawings, paintin%s’

This can often be-

&nd dictated mate‘}r'ials,>J 8 g,dwamatic way

of showing progress.,

. ° B @ . B
.

¢ N . . % v N R
N . = - . B .

The goals and objeccives of the program.wiil influence the Kind' .:

e ~
of informationrgathering tools that are chosen.

RS

that stresses social-emotional development may want ro rely more |

I
? N

heavify 9n anectoddal recordings of observation rather than on assessL f

iment,instrumehts. A'program stressing cognitive developmeanmay find o

‘ L \
. . . ’ v . y
' . N ) -~ ¢ .
content. - . St B . Lo .
~ N '

When se ecting the information—gathering,methods, teachers*may

want to chodse a packaged program that includes both assessment and
‘\ ~ J\ N
Once the‘assessment‘is combleéed,tactivities L

’

curriculum materials.
are snggested,ggr meeting fthe needs of the child. such;é program

e . ' . f s ’ . b

CA folder can, be keptgfor samples of 'a ehild's wor% , t-

[ > ~
‘ - . N t.o.
- . . .

" For example, a program

O
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f
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t ) » .
) v . '\ - Yo- s v ’ )
e ;':’\.r." °
. ‘} ‘\‘ . , < ) " o . . .)
, o K ; ,-'j . . el , . 14
L4 . N ).‘ . . -’ . . .
' e e, - . . . .
2 should be.e;amined carefully, to see .that the objectives stressed -
X jfj{' ) are-the»ones stressed in the c¢lagsroom ‘and that the package can
- / A / . . a8 -
- . Ly . A .o ’ !
_ 5f/ T meef the‘individual needs of the children. B x
... . c > 4 * ' d " ot * )
>\;;Q Lo /" In eiﬁhér‘caset a good*developmental assessment will include

. 7 - ayvariety of ways oﬁwgathering information. This gives a more Sy
N K u'& N
) complete picture of. the child “and ‘helps the reader~to become - ’

7, 7,

aware “of the chil¢'s strengths ad well as weaknesses. .
- RO . - . y
Using a.variety of methods gi the child a,better chance te,

. v

-,

succeed for it gives a more cOmplete picture of the ch11d. If one
A
v, .. method ddes not reveal hls competencies~ another might. \ .,
. Y
] . ' - Step Three: " bather tHe~information\ Since ‘classroom developmental

- ~ ';~ o

4 ©

assessment is A means of gathering information ‘that will help téachers
N .t

- A

Ji' ) . in planning, when the information is gathered becomes important..ng*

-

f - - . . . § R .
g assessment is put off until January, many goed opportunities to

N . $ o * - - oy 4

“individualize program may be missed. If all.assessment is .dane in

R ) September, then peachers can not adjust activities to changing needs. |,
o ‘ N - ;o - ) . . . > .. ‘ .
. Lo Elements of thé assessment. process 'should be built_ in throughout
. ~ . . . - ., . . ‘ , ., )
the year, and assessment should be ongoing." "~ - ﬁ . Kl
. - ST N i . . N )
) Certa%ﬁf:nstruments or observationotechniques may | be difficult . AR
« - T A . ) . ° - w
- :_‘.. a: ¥ [} . 4 f ‘-.%:
I NI P to use withOut special planning. Teachers may want to use parents, . T

ral e Y

°college students, or support staff to lepd a hand at thess times. Q
,/ 45

. ARy ~.
’ ’ / N
. ; to focus on assessment. L . ,7 ’ D
. . Step Four° Use the information. This new kﬁowlédge sho(l1d be used . 1

- N

‘ - o : : ’.'-;,':; ¥

PAruntext provided by eric « “
.~ . <
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as specific activities to foster continued development in areas of -
w?e

< )
v

“strengthl It/may include individual,_small group and largé groug'

g he ' > ’ s e - ’
activities;// ' ‘ ' . ) L * *

* \ . .- N ‘
' .

. N
" ItAs in this step. that a crucial blending takes’place.~ Thig is

’
2"

when the teacher must take the 1nformation he/she has systematically

. collected and comBine it with the feelings, intuitions and understandings'

\gh ome from day—to—day interactions-u-'from living with children.

/
All this must be transf?rmed into appropriate activities for- the ~° °

.

child. An example of how these things must be pieced together may ‘ﬁv

-

\\ )y 1o . * ~ - . :
- lbe helpful. o . . IA ) ) . ! 0\“

LS

Jennifer 1oves bTocks. She pushes them along the flaﬁr in'long
~ ( |‘
trains orT; preteﬁdstthey are boats on a busy river. Her delight in -

- ~‘

' building towers is only surpassed by her delight in knocking them

down. During the first few months of School her teacher pas used **

-\
several essment techniques and has found that Jennifer has good
L i
eontrol of her large muscles, but shpws less satisfactory control of
‘%}c \-
hergsmall.muscles. ‘While she is a verbal child, her voigbulary -

3 a

is limited and she lacks an understanding pf many spatia and‘number

aq, »

. '. . ,' v, .L . "
+ concepts. Based on the assessment, what seems to be needed is to engage

3

o e
’ . M

Jennifer in activities such as cuttin//jnd pasting, and working o

, puzzles,with langua@e emphasized in all activities. But her teacher
ov P

realizes that these are the vexy activities that Jennifer avoids in
favar of her rough—and—tumble block pla{~ Attempts to pry her away

from the blocks usuallylresult in sullenness and withdrawal ‘Her

‘teaqheerenses that the quiet, table-top activities will not help

. ‘ . ’ . - . i . e 4
Jennifer. She must find a way to incorporate the things Jennifer
. s . 5 i . 3 .
“ . - — A - 2
¢ ~ -
. . = .1 y ‘

v
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should be learning with what she likes to do.” It is this sensitivity{

this ability to balauce the objective with the intyitive that is at
. 1
the heart of the cldssroom developmental assessment process. It is

" here thgt the creativity of the good teacher must function sp that*

assessment can be turned'into a good program. . .

Step Five: Reassess to check the.ehild's progress in the program.
¢« - - . _
The early years are a time for rapid change. By periodically assessing

\the child,/developmental progress can be recorded and the new information

used -to adjust teaching ‘

SteE Six- Plan again. Steps 3, 4, and 5 form a-sequence which

/

should beyongoing throughout the school year._

Whaf Are Imgortant‘Features to Look for Wheg;%lanniégﬁthe giﬁssroom .

A . .
ﬁrbelopmental Assessment Process? , ) S \

S <o
" The classroom developmental assessment process should provide a

3

way-to gather information as objectively as possible. This means

that the personal feelings of the teacher should hot influence the

- -

results, and the teacher's mpod or the time.of day should not make\a

5 *

diffegence in the results. If 2 or 3 different people assessed the ~
same child, the results would be very similart While‘published ‘

instruments may seem to give the most objectivity, methods such ‘as »
¥ < . .

iy . LY
~

observation can be m#de more objective by stating klearly what

. ¢

behayior\is belng looked at‘under what .condit fons. ?y'fotusingbA

observations and by doing them on a regular basis, muck¥ valuable

+ P ' L

_ information can be gathefed. : : -
.’ )

.
. N : LS
' -~ .
' .
:

v
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‘ClassrbomnDevelopmental Assessment should also be sensitlve
1 \‘.f ¢ . 5

. §0 the culture of the child, to the 1anguage of the child to any

- \ ‘

handigaps he/she may.bave, and to his/her special needs because he/she

P < i ~ .

is young. ‘The teacherhmust get beyond all of these potential

‘ difficul;ies to the true competencies that the "child possbsses. If he/she .

* ‘y

. cannot fill in the spaces in a paner-and—pencil test because he/she

¥ A » 3

- 1s Only 3 amd” does not have sufficient eye—hand coordinatioﬁ' then

' combining fhe best of three worlds:

e ’

the teacher must find other ways of finding out what he/she knows. ~

-

If the five—year old's math ability seems minimal because his/her . T

-~

English.skills arﬁ weak, then the language barrier-must ﬁerbroken,

Classroom Developmental Assessment can be viewed as a way of .

~

L QOO vPNE

e -

L4

< ‘ ’
_The obJectivity of instruments. . éﬁiﬁ‘g\ . C

7|i

%t.

The ability of human beings tb analyze and integrate information"
~ ‘Y » oy
from several sources. I - ,'f

.:‘1'

The special Qualities of teachers of young children that help

*,

them view children with warmgh concern, and sensitivity . Y
/A/. A good classroomrdevelopmental assessment should combine all - o

these qualities. A good teacher will utilize the information it gives,

, . +5
so that children receive the most relevant and appropriate\educational
program possible. * ' R }A . . Y . v
. [ .\ * ‘\ v [
:’ & ~

2
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2.0y Commentaries

.

assessment needs

-

The review was not exh?ustive of this rather large body of‘w
sofhe of hich' is highly technical
sources that would clérify and illﬁmlnate~tﬁ? issues. The information
\is_SGmmarized»in this séction, undgﬁ;two primary topics;
Changing concepts of testing ‘and assessment ‘

0 ‘the place,of tests, testing and‘u

/”assessnent in édutation..

PR

3
Both topics die relatéd to a gradualky changing concept of

’

Changing.Concepts'of

G

-

fall into two categories:

4

f//duCAt$on - from viewing it as ; selection processrto\a focus igé
the, development of the individual (Bloom, Hastings, and Mddaus, 1971).
Theorists had a different perspective onutesting and aésessment in

~ this changing educative process than did concerned pérents orv
,represengatives oﬁ minority groups

sure tha? available instruments

process ratiier ‘than hindéréd it.

Testing, Assessmert,

&

Changing concepts’ of testing,ﬂassessmén§, and'évaluatipn seem to

distinctions between  the varibus ,purposes

NG, AND EV

Ratﬁer, it cohcentrabed on’

:all were seeﬂing to make

" and Evaluatiod




e ,

of testing, asséSsment andéevaluatlon with particplar empahsis Qn

the kinds of educationai dqcms on—making tha& r%sults and the

{'._ .. v &7
R

f a

- . ~ [y .

to meet "'new needs for educatjional evalnation new condit;ons that must

- A o &

be met new knowledge about educationd and new tedhnologies that can
h . _‘(J o ‘e

. be ut11ized"\§Terr, 1969; p. 1) Each of theSe will be di3cussed
. 9 z . i . . . .
in turn.- L M .

. . PN
e . . .
K Lot f

""Dlstinctiﬁds between the several purposes for which programs
- r ., \‘\ ) % L ) i P
x . ) "
. . test or assess were made for both 1nd1v1duals ant for program unitg, -

- - N ” ~ ﬂ(\ . ®

%. . Such as c;assrooms, courses of stuay, or a icﬁlar educational
. .o . 3 ‘ }

. N
- approdch- (Bradley & Caldwell, :1974; Cronba

J

. ]

1970' Bloom, Hastings ~

n//T;Ier’ and Wblf L974) *

. - e w . * 8
. According to Bradley and Caldw 1 (1974), there aqetgl) form
. » - . ° B ~

- _and’ summative decisions in progr planning and evaluation' .

[—

‘& Madaus, 1971; Carver, 1970; Evans, 1974; a

ive'

< 4
evaluation in program plannin _serves to monitor a chiI s. progress

Ee )

/// in a'given program andf¥o checks for errars in the°pro ram.' Summative
7/ evaluation is conecerned with.levei 6f masteny or at ainment at the
v ' ,‘

end of a total inst&uctional period\ Screening rF

o ' . -
. : ) decision. is further testing and possible treatm*nt indicated or is

AR & ,
;

it not? Diagnostic testing and assessment hélps d érmine the type

-~ '

. R 5

of treatment needed./’Administrative decisioms are/not ‘as mueh' ©
. T vt > [

1ntroductlon (6T rgintroductio of measurement ana;evaluation constructs

(2§~screening, (3) diagnosis and (4) aéministillive def\si/ns; Formative’

_+ N, concerned with individual,children as with'sisgem(%ide ) program—wide

1

o

. oWy
.




make as the selection and_ classification of individuals, evalpation N
. ”
of . edUcational or treatment procedures, and acceptance or reJe!tiqn

<

of s¢ientific hypotheses. He further differentiated between,selection
;'and,classification: "selection means accepting some aﬁi rejecting
'others; classification detefmines-which'of several possible assign—
ments or treatments‘a person shalQ'receive?'kl97b, p.‘23). | V,
1] — ‘,;3 Evaluation was_seen as a way of gatherrng gvidence to improve
3C~' /élearning and*teaching, a . id in clarifying program goals'and ‘ ,k
. 1; ’ Ll objectives and §tudents progress toward them, and‘a means of £ llowing

. .
, H e ey -4,.\_« N
: >

/ an ind1v1dual's progress in the teaching—learning process, SO thdt
Pl / ‘ ) )
/,”-‘ program changes can be made if necessary (Bloom, Hastings, & MHdaus,

r TN

. ) . .- , . . o o
'Y 21971). N ' . ' '
Wt : ) T

. " J . N ! . .
a ° As testing, assessment, and evaluation were expanded. beyond

¢
Ry,

~ + the more typical Functions of selecting, gradihg,‘and classifyitg

' . - < .
- . N - N °

] ’ ) O T
students, new_constructs were introduced and,old ones rev1ved \Those
~

) " constructs included formative and summative evaluation, criterion
‘*\ Y - °

» and content referencing, ecological and naturalistic studies, and

Ly

‘\“\\\\\., an increas1ng awareness of the relationshlp of research findings £d
|

Ly
. . N

/ {. social policy (Weinberg and Moore, 1974). /' “ra , .
A a . . . SO

- The essence of.this change was summar zedfby Tyler.

LTI

"Tests were originally constructdd to serve in the .
. ' ‘sorting and sélection, of individwals{ Now, they are to /-
o be used to help the individual in h s efforts to learn.:
o ) (1974,3p l70) 0 .
- w, : o !

. . Two of these constructs -- the distfinction hetween formative ¥
. R . N 4 N

~ .
- and summative evaluation and betwéen normative and criterion ~,

- N . 'l .
referencing -- are particularly relevant. to classroom, developmental

4

assessment. . ! .




. 1 ! . ¢ \

< Y

»

- - ’

Formative evaluation takesN$lace during the teacﬁiﬁgﬁlearning:"

% process so that content and pro

2durés can b?/;hanged if students-

- are not.learning.

Summative evdluation takes place;at the end of -

. - \

this %oncept‘of ?ormativeJevalj

ation of- curriculum is a change from
a - ; . - : . Vs

student assessment for

gradin | comparing with other students'éf
of ascertaining what -a pupii can or

» some normative standard.té &h
’ L S .

4 -

*  cannot do so that app;opriét indtruction can be ﬁlénded‘(Tylér,“1969}‘

" ) Bipem,.Ha§tiﬁgs, & Médéug,‘ 71; Sqodélsky, 1975).

Both phese\boncepgs 0

g - -

about the efficacy of ‘the, eaching-learning ppbgess, 'Dne'éppréaCth )
. . - ' ’ : . ‘

f-) .

the inst.:':\t;ctiénal ..decisi’c') s. from the viewpoint of progf;am-p-lannin

22

® , + . .
Developmental assg¢ssments in this context are for formative

<

radley and Caldwéll,say is to "monitor the . }

. ~ P

Instruments and procedures designed to'sef&e other evaluative,

a7 -
purposes -~ selecgion, cléséifieatiqn, or summative evaluation of -a

~

total ﬁgog;g& -~/are seldom appropriate for méasuring individual

e -~ -

status and change over time.

-

)
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K ’ ‘ - . . ™ ' 2. ' o 3
N -4 ’ 1 o . [
S Item-selection and referencing are designed to reflect
LT, , . o S .

individual‘differences and may not accurately or vaiidly measure

\ b changes w1thin individuals. Also, the importance of a difference;

e . .t - . .

&

or change within an individual cannot be'. determired by statistical

i

significance (CarVer, 1970‘ Stoedolsky, 1975 Glaser & Nitko, 1971)

. . . -
. _— Although the difference between.a criterion—referenced-measure
/ " ' Ny . e, ¢ Tl

.and a norm-referenced measure is sometimes ngt readily apparent,

.
« 3

, A v
-

individual's status in relation to some criterion or performance-

"
- r

standard rather than to other individuals. They are designed to

¢

yieid measurements dire&ply'intexpretable in relatioh to specified

performance standards,..either from the content. itself (content E

T T - 4 -

C .. .
% !. " The distinction between—criterion_referénced tests and normative-
P a ‘ referenced~tests iereldted to these psychometric difficulties of\ \
. ] , _ g . . ‘
- L ‘traditional méasures used for formative'evaluation.' . )
' > . . ! 4
.oy o .' ' K : e N
et go‘rmati»ve and Criterion Referencing " P
. . ’ N . ' o . ‘ - . )

¥, v ' K ' o. - ~ \
- o the following distinctions can be made:: . N ’
~
T C St
g . ) Norm referenced measures are used to.determine an !
P individual's perforgence relative to .the performance of others ofd °
. N , oh :, -,
. 4 . ' . v
. the same measure. The meaningfulness of the score_em%rgescfrom the
comp £h o T N
. arison with the normative group., O “ RIS
) ’ . Critexion referenced measures. are used to- determine an .,

o - - : , ST,
. ~ raferencing) or some external criterion, / . . .
oo ° Norm-referenced measures are designed to emphasize va?iahility‘
e . s ' . by i ’
_among indivjduals and are well suited to seldetivity. | .
\ 4 N . . .
! ’ % . . - .

o ‘? .2\) . ‘ -
ERIC™ 7 - o o
o o e a . . .- : r

- - ‘ﬁ; -
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AR Criterioq\ré%erenced.measures might be' considered

,absolute'measures, becayse it is possible thét agi leanners could

. <5 ) & ' . . .
achieve the desired criterion~(P0pQ§m and -Hosek, 197§; §laser & Nitke,
T971; Apa, 1974) - ' st e~ .

N

te

‘'

‘Criterion referenc1ng tells what a person is able to do amd is

7

.

v

that person's aQ}lity to comgete.

N

useful in'judging.tﬁat person as an individual.

Ve €

' tells how a person compares with others and, is useful in judging -

fad

(Crdnbach, ie70y; -

These basic distinctions have many implications for the
e

A

!

.

N v

r

e;\;zkl aspects of instrument construction and technical qualitx§§ J.

NoEmativleeferencing

-

-~

. including variability, item constructiOn, reliability, validity, .

- sitem analysis} reporting, and Lgterpretation (Popham and Hosek 1969)

PR

Y

"\

s

L

referencing is not always clear.
—

.

Tﬁe relationship of normatiye referencﬂng and criterion

For example, several of the

, -

[}
.

classroom developmental assessment instruments currently in use are

-

-

regarded as-criterion-referenced yet the items and thejr placement \\\__‘ .

» : -

in the developmental frameWork are taken from the Bayley and Gesell £

N [l

scales, the Denver Developmental“Screening Té%td and other normed

. , , L R :
. ‘ .- . [y .
scales. . PR . . : . o
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. Commentaries and Conflicting Views on Tests,

‘ ~ »

~ . FEEEN Testing, and Assessment .

.
[
» B N

The place of tests, testing, and asse‘ssment in an educational

b 9

process gcommitted to the education of all students has received

different kidd@ of conside%tion fromAcrit’ics artd advocates than _
from theorist°s. Eviden’ce of this interest, which: u%:ges from

lively to impassioned, can be found in thé position papers of national

”

L4

organizations, articles in both popular and pmfessional journals, -

\'l

. recently published books on the subject, and the publicity given

?’fﬁ S o s ’ - . -
related court ru'l*dngs. ' )
M.

L

.Critiﬁisms of tests incluge their 'suspected political nature, <

the whole conceptlof se‘iecting and classifying "human beings, the .

notion' of ."IQ,i'. the MSuse:of tes;ting‘ and ass‘essment“‘g’ésults,-

.the dominant culture orientation of items, "laclo of re”(é{e‘i‘%&%ition S .
_of ‘language 'differences, inappnzpriateﬁess of items'to :children's ' N

. - -’ . N . .
backgrounds, ambiguity of items, context of assessment, "the ei;fect
., of the test lsitnation, test apprehension;. norming populations. used, R

and treating as "facts" data obtained by assessing complex human

- Lt 3

reo , - "
\ behavior with relatively crude instruments (Mercer, 1974;.Williams;

.
»

‘1972 ‘McClelland, 1976 uobgs, 1975; Evans, 1974 Block, ¥976;
Messick & Anderson, 1674 Rand Corporation, ,1974 and others)

ﬁkthough most of the controversy concerns 'standardized .tests,"
- B , C ‘. W ‘_. .. t
. "IQ tests" and'the use and misuse’ of these,. it.is not confined to .

thgg Achievement tesgsg%titude tests, and readinéss tests are
A7
W'@iuded, and it can be prédicted that any systematic procedure:

for malting'educational decisions, including classroom develo“pmsntal '
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assessment, will be also. A Federal-court Jury ruled that a child's
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"eonstitutional rights had been wiolated because ‘results of a screening

4 \\

test had been instrumental in 1dentifying a lack of deve10pmental

& 5 .r.,)

n

- Ay

X . ¢ readiness, and in denying him admission to kindergarten and frst
' grade (Newsweek January 10, '1977, p. 447

.In fact the 1974 revision of the American Psychological

- ) Assqciation s Standard for Educational and Psychological Tests ’

. extended APA guidelines to both test’ devélopers and test users,
: : e

any assessment procedure, assessment device, or assessment

and to "

~

aid; that is, to any systematic basis for making inferences about

people" (p 2) . - T T

‘e ?

The ‘most vocal objections to tests and testing has come from

toaly

minorit?“group representatives, including Blacks, Native American

Indians, and-Chicanos, but criticisms are also likely to come

e from any bilingual/bicultural group; from organizations representing

psychological and measurement 9pecialists, educators and

administrators Trom people and organizations that have a humanistic
‘personalized philosophy apout goals anggmethods of. education'
. . . C e
P from the courts; fromp@roups concerned with children s rights,

) <.and from teachers and paren;s,of young children.
\ . i - L ) . N . - t..'~‘ ‘
'2" o ' Position papers on standardized testing, assessment, arid
BRI S . .1 -
evaluation have been issued by a number of national organizations.:

lThese organizations include the‘Association of Black Psychologists
~ 5

. N
; (1969, l976) Association-of Psychologists of La Raza (1976) .

. . American Personnel and Guidance Associatigp (1976), Association
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for.phildhood-Education Tntérnational (Perrone, 1976), National ° ‘

’ Association of.Elenentary School Principals (Perrone, 1976),’. ’ »
and the National Education Association (1973).. Their recommendations
range‘froﬁ a request'for—government intervention and legal oY T*i:
’ . T - . - - ;!. .

: sanction\against existing testing Qfactices, to a moratorium on ) ) Cee

standardized testing, to urging reconsideratiom of the uses of

{

~

standardized tests.

’ 1 M }

Humanistic psychologists and educators questioned the relatively
. .. . Pt . .
narrow set of learnings measured by the vast majority of assessment’

~ . - - - . /
instrudents; the effect on educational goaks, curriculum, and teaching

\

the standardizing and convergent‘effect that-such procedures may
‘ have,‘the tendency to accept without\question the well-stated - -
behavioral obJectlve' the tendency to measure simple, testable A T
tasks instead of higher—level thought processes, and product as,
Qpposed to process (Perrone, 1976 Glass, 1970 Combs, 1972; Bussis,
‘.. Chittenden and Armarel, 1975). i -

b4

Teachers and researchers,working directly with little children o ' '
. yoiced additional concerns. Many children, especially those from
“\\\‘// low-income ‘ot minority groups, ‘are uneasy when gut in a
- d%e—to-one situation with a’ strange adult or when directly questioned

(Cazden, 1971) .~ Children quickly become bored and do less than their -~

best on a dull task, on one they do not fully comprehend or if they N >

1

®  ’ have been “over-tested" (Sigel, 1974). Some of the critfcisms'minority y

@

,groups have of testing'and assessment have also been noted by early T
. ¢ N }'~ ' .
childhood. educators; items may be ambiguous or inappropriate, - s
particularly towdhildren of diverse cultures; response modes may be

inapprOpriateé the test situationm, iﬁself; may have a reactive effect
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that d4nfluences the reliability of results, and so forth (Sigel, 1974;

Cazden, 1972; Mackler & Holman,-l976). Validity and reliability

N\
particularly in the affectivé domain, are suspect and "'wverbal 3

*overloading" may be a problem (Walker, 1973)

. The rights of children and parents provide another perspectiv¢

\

.on the use and misuse of information gathering through assessment

procedures; Through the Buckley—Pell Amendment, General Education

Provisions Act of 1974 and the HEW guidelines related:;té it, parents

and children were guaranteed:access'to records and procedures,

- -

confidentiality of results, and safeguards relating to decisions

following assessment.

agssessment procedures .as weld (Chase, 1976)

A

Parents have been distressed by what they consider unfair’,
selection, classification, and placement of their children and

have turned to the courts fof definitive rulings concerning certain

practices relating to tests and placement based on the results (Diana -
. . \ - ’—

4 <

N 1 - * - * .
vs., California State Board of Education, Hobson vs. Hanson). -

a

Mercer asserted.-that psychological assessment procedures were~a

* A

civil rights issue'because . ,"‘: [ . )
- : ~
presént assessment and éducational practices violate at
least five rights of ¢hildren: ~a) their right to be . .

evaluated within .a culturally appropriate normative

framework; b) ‘their right to be asgessed as multi-~ )

dimensional, tmny-faceted human beings; c¢) their right - .
~ to be fully educated; d) their right to be free of stig- -

matizing labels; and e). their right té cultural identity

and" respect 61974, P 132) , ]

~ ., -

However, even the most vigorous opponents'of standardized tests. .

[ ., \

. affirm that "Ye do not oppose evaluation' we consider it basic to the

growth of programs, teachers~ and children..." (Perrone, 1976). Rather,

« . . . . .,

These guidelines have implications for classroom
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- better instruments, procedures, and practices should be uﬁilized . T

'including multiphasic assessment, cultureqfair instruments, fm :
. , - i Y Y ﬁg . ,

culturally—based instrumepts, criterion referencing, Piagetian R

- - M

clinical asséssments, better theory and better training to.oVercomé )
. . . . . .

L ¥ existing problems (Popham .and Hosek, 1969; DeAv%%g and Havassy, .

975 McClelland 1976). ®

™ Other psychologists and educators defended ‘testing and asse$sment.

P ¢

Messick and Anderson (1974) pointed out that two questions
were involved (1) is the test adequate for the purposes? "and -(2), .

.should the test be used? The first questlon is’ scienfific and can

-,

be answered by appraising the test's psychometric properties, especially
c6nstruct validity.’ fhe second question is ethical and can only be

-answéred in terms of human values.

Tests and testing cannot be blamed- for inappropriate uses,

€%

: misinterpretation of results and\misuses of results (Messick and ;i \ C, :

i

. Anderson, 19743 APA,.1974; .Crombach, 1970; Evans, 1974).. Other
-~ ! » ‘ -

.

assessment procedures have other drawbacks and are also subject to
[ . . .

. ‘ ' - ’
misuse.y ;- : : . ”

- .
L

" * Yet ‘there seems to he agreement that some type of assessment ’ -
o . or appraisal is essedtial for program planning and to chart
children's progress (Evans; 1974; Almy, 1975).~ The Head Start

Program Performance'Standards state that provision must Ue made

- Py ‘ ///‘
s S for ongoing observation, recording, and evalua ion e . 2
’ of each'child’'s growth and developmefit for theSpurpose L,

. of planning activifies to suit individual s (Office TN
¢ i of Child Development, 1975, p. 10). ‘ » . T
I " The educator attempting to plan and implement an appropriate educat10na1 '

program faces a véry real problem --.one that brings national issues ’
N N . . 4o
_ 3 l . = . .
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concerning tesfing, assessment and eégguatiop into the classroom.

-
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The importance 0f these issues to- education as @ whole;

!

[4
to the
persistent social problems that plague aour countty; to the °

“ .. .

interrelarionshié of our legislative, judicial; and educational

. .

institutions; and to the.canfinuing debate over purposes and

' Ve ot * 2 : N
- processes of éducation cén haFdly be overstated. Their importance

- 4 - -

~
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. to assessment practice% in early childhood education cannot be overlooked.
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