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FOREWORD
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FOREWORD

Perfdrmance testing to measure student achievement is one evaluation method being’
advocated by a number of groups. However, the trends toward accountability of all public
programs and the advent of such movements as minimum competency testing has raised
concerns wnh whlch vocatlonal education must deal If it Is to expand its use of performance

T mnmw o , ST .
\

Pcrformanco Testing: Issues Facing Vocational Education addresses some of these
concomc JAJsing a ‘multidisciplinary approach, seventesn persons were selected to provide their -
. views on one of four isaud areas—philosophical, technical, legal, and implementation—and the

implications of these issues for vocational education. The multidisciplinary approach resulted in
providing h.mix of thoughts which are designed to leave the reader with some new ideas and !
other ways to look at some old ideas.
I ’ R Y

The Natlonal Center expresses its appreciation to the seventeen. contributors to the
. handbook: Henry Borow, University of Minnesota; William G. Buss, University ot lowa; Curtis R,
Finch, Virginia Polytechnic Institute and State Univeraity. Raymond S. Klein, National
Occupational Competency Testing institute; Samuel A. Livingston, Educational Testing Service;
H. Brinton Milward, University of Kentucky; Evelyn Perloff, University of Pittsburgh; Diana C.
Pullin, Center for Law and Eduegation, Inc.; Marvin R. Rasmussen, Portland Public Schools;
Stephen J. Slater, Oregon Department of Education; Robert E. Spiliman, Kentucky Bureau of
Vocationai Education; John F."Thoinpson, University of Wisconsin-Madison; Nellis Carr -
Thorogood, San Antonio College; Paul L. Tractenberg, Rutgers University; Charies D. Wade,
Kentucky Bureau.of Vocational EdUcatIon .and Jack C. Willgra Goorgo Pfoabody College.

J. Stanley Ahmann, lowa State University, K neth Eaddy. Vocational-Technical Education
Consortium of States, and William Osborn, Human Resources Research Organization, provided

b useful suggestions on an earlier draft of the manuacript
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directed the project with assistance from Nancy F. Stephens, program assistant and Ron
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A Bit of History'

It was almost a century ago that the infant science of psychology Began to put into serious
practice Alexander Popa's dictum, “The proper study ot mankind ot man.” Wilheim Wundt
) established his psychological laboratoty in Leipzig, Germany, in 1878. Jaies McKean Cattell, a
young American who studied with Wundt, was conuinced that the inconaistencies in the"
laboratory's psychological findings, which Wundt himself insisted were mainly errors of
measurement, were in reality indications of important variations in human mental makeup.
Pursuing his studies of human responses to simple mental tasks, first at the University of
. Pennsylvania around the year 1800 and, a few years later, at Columbia University, Cattell
essentially launched the objective testing movement in America and is generally recognized,
.along with an older contemporary, Sir Francis Galton,-as a founder of the sUbscierice of the
. psychology of individual differences. ' ' . .
* ' . N .
Earty application of measurement rules to the objective and systematic chservation of
- student achlevement appeared in the work of J.M. Rice in1897. Rice censtructed a spelling test
and sampled the spelling abilities of pupils in twenty-one cities. The popularity of objective tests
_.of educational achievement to megsure students’ subject-matter mastery grew r pidly, and '
nationally standardized,testing’ programs .were subsequently adopted, not without controversy
and abuses. For many decades, achievement testing took the form of paper-and-pencil tests of -
fFognitive objectives (primarily information) of classtoom instruction. Performance tests of
training ‘outcomes, as we know them today, occupied a relatively obscure place in the early
history of educational testing. :

‘ A parallel development Ir the testing movement within psychology did, however, produce
technical advances that expanded the rarige of testing practices in the schools. The individual
-+ maental testing méthods pioneered by Alfree Binet in France proved impractical for the .
 large-scale testing of army recruits in World War |. A five-man committee, headed by Robert M.
Yerkes, was appolnted by the American Psychological Association to develop a group test of '
general mental-ability. The product of this team effort was ths Army Alpha, an instrument that
proved to be an expedient way of screening psople for training as officers.and technical
& personnel. . SN '
Wk o c o, A - _
v ¥ Th" Army Beta intelligence tests were ‘constructed for the testing of liliterate recruits,’a
_ " deyice that foreshadowed.the appearanea_of a wide array of nonverbal and manual tests. To
. : ‘assign personnel to such.duties as cogking, baking, and mechanical maintefiance, the army
' deveioped a series of oral trade tests, these representing in all likelihood the first mass use of
performance like tests for purposes of certifying occupational fitness. Questions from an oral .
trade test for the position of machinist-die sinker illustrate the knowlédge approach used: “What
.+ will happen to the dies if they are overheated and coolgd tod quickly?” “What Is the usual finish
allowance on a drop forging?” “What machine is used for cutting a straight groove between two
' deép holes?” o ' X , '
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PREFACE

in the 1920s and 1930s, numerous tests of psychomotor abilities and nonverbal problem
solving emerged, such as the Minnesota Mechanical Ability Tests. The technology ot nonverbal,
skill testipg received further significant impetus from the efforts of the World War |l army aviation
psycholcgy testing research program that produced the S.A.M. Complex Co-ordinator for the
selection of military pilots. Although the evidence is not conclusive, it seems probable that the
prominence of such tests was later instrumental in shifting the testing emphagis within vocational
education away from the exclusive use of paper-and-pencil information measures and toward
“hands-on" performance-type measures. We can be more confident about the significant impact
of military personnet research during the 19508 and 1960s. The meticulous-and sophisticated
studies to develop and assess new performance testing procedures for technical fraining
programs had direct relevance to the improvement of measures of student competence in
“vocational -education. .o

Our View of Performance Testing

_ The literature is replete with definitions of performance tests and. performance testing, such

as: - X

e An applied performance test . . . measures performance on tasks requiring the application of

learning in an actual or simulated setting. Either the test stimulus, the desired response, or
both are intended to lend a high degree of realism to the test situation. The identifying
difference between applied performance and qther types of tests is the degree to which
testing procedures approximate the reality df the situation in which the actual task would be
performed.?

—— s

* A performance test is a template—a template modeled from a job task and used to gauge
the similarity of a trained behavior to the demands of tha} job task.? .

e In vocational and technical education the term performance test expreésly denotes a
é measure of corfipetency (skill level) in some specified field of occupational training . . . The
performance tests may measure the test subject’s handling of the work process or the
quality of the work product or both.*

o A test of the class has designated as performance and product evaluation is one in which
some criterion situation is simulated to a much greater'degree than is represented by the
usual paper-and-pencil test.® . g -

This handbook will not offer another definition of performance testing. Rather, the authors of
the papers in this handbook identified three attributes that they feel undergird performance -

testing in vocational education. First, performance testing procedures attempt to approximate an
actual situation drawn from a_specific occupational context. Second, performance testing can
cover some or all of the actual work situations through cognitive, atfective and psychomotor

. domains from a process and/or product perspective. Third, perforrhance testing resuits in a
variety of outcomes, such as student certification, program evaluation, instructional planning,
and information for constituencies. Thus, the authors perceived performance testing in- -
vocational education as an evaluative tool with a variety of possible outcome measpres. It differs
from other types of testing in that a performance test assesses a portion of all of an actual work '
setting by attempting to approximate the actual work setting. R o

' I p
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Need for the Handbook

/ The need for this handbook arises from a varlety of sources. For example, the stress on
- accountability in publicly funded programs is reflected in the federal rules arid regulations

’ whereby state boards are required to measure student achievement by standard pccupational
Pproficiency measures, criterion-referenced.tests, and other examlnatloqs of students’ skills,
knomedge attitudes, and- readiness for entering employment successfully. Simultaneously,

A educators are attempting to respond to the pe(ceived ineffectiveness of evaluation efforts to date
by more closely matching the information needs of decision-makers to the evaluation questions
asked and methods used to gather and interpret the information. In response to these trends and
others, this handbook was designed to help teacher educators and state and local education

- agency personnel respond to their evaluati_?rf responsibilities.

] - . 7

-

The Approach
‘o * " “This handbook conslsts of a collection of commissioned papers and reactions to the papers
that focus on four types of issues.that must be considered before a performance test can be
constructed. The issues-include: Philosophical Issues, Technical Issues, Legal Issues, and
- " Implementatidn Issues. And, two papers are included that discuss the Implications of the
contents of all of the papers for voct nal education. .

In designing this handbook we have compvled a multldvsclpllnary group of authors to )
, address each issue area. Because the issue areas themselves are broad;"our space is limited, and
) . + the authors are drawn from diverse disciplines, you may find that.the authors did not address all
H - relevant aspects of the issue area. To partially compensate, we have included a Comments
section for each issue area’that consists of a reaction to the two’papers. However, we fesl that as
- a collection, the handbook will provide you with a foundation on issues related to performance
_ testing, and testing in genera), that must be considered before a performance test is constructed '
L, and implemented. We believe that the multidisciplinary approach will open new insights for your
. as you read about each issue area from these dmerent perspectives. The mix of authors should
leave you with ‘some new ideas and other ways to look at some-old ideas.

' q v L4 .
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“« 1 oot
© .. Before discussing the four issues facing performance testing—philosophical, technical, legkl and - .
. T implementation—a brief diséussion of performance tssting itself is the logical place to begip. ' '
L . Stephen Sigter provides an ovecview of performance testing in Chapter One. He begins with a : ,
. . dliscussion of performance testing focusing on the "range of test stimulus characteristics, * = . , -
¢ g .Tespones characteristics, ard surrounding conditions, illustrating the distinctions between | %
oo perforimante tepte and otleP kinds of tests.” A typology of performance tests and a discussion of '
... ..  edvanteges and disadvanteges follow. The remainder of the paper is focused on clessifying' . . . -

* . testing purpose, technical considerations, and-cost considerations with performance testing. Y,
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INTRODI.!CTION '

\

T Stgph gnJ Slater
R - Oregon Depahtment of Education
L _ _ ’ i Salem Oregon

L . lntr’odugtlon lo.Porformancq Testing

Daaiid )

The person who is corisidering using performance tests in vocational education is faced Mth

a ataogorlng array of questions for Which there are no easy answers. What constitutes a valid
A - measure of occupational compotonce? What types of tests are most useful for guiding
/ : " ' instruction? For evaluating program outcomes? What testing procedures result in the most

-

reliable data? How dges one begin to develop an instrument when none exists? What criteria .
.should be used in evaluating tests dewaloped by others? This is just a partial list.

. Educatora in other fields are also wmstllng wlth these questions. The net effect Is that
9 - - educational measurement is currently experiencing a period of change and recqnceptualization
' perhaps unprecedented since the days of Alfred Binet and James Cattall. While once the

- standardized, norm-referenced objective achievement tast modeled after Binet's, Cattell's and

others' instriments were held in high regard, that unquestioned acceptarncs is eroding. Today we

are witnessing a broadening of testing options tiat is raising issues at a faster.rate than they are

-being resolved. A common thread running through these options is t

e complexity of human

competency—and the lnadequacy of the ublqultous multlple-'chdlce e amlnatlon asa moasuro of

‘competence.

3

> Thls chapter examines one facet of the te;tlng options available to educators—performance
testing. Throughout this examination, we seek to provlde the reader with a few answers to the

questions posed at the outset. L

What /s Performance Tosting?

l

Doﬂnlng the moanlng of the term "performance test” is not as straightforward as it might
seem. As with any term in our language, its meaning has shifted over the course of time and also
in the way it hag been uaod in specific contexts. Por example, in the context of testing geperal
mental abilities, the Iabel traditionally refers to tasks requiring a.nonverbal response such as
arranging pictures in a'logical sequence. In the armed forces, performance tests have been

synonymous with measures 6f psychomotor skills such as speed in putting on a gas mask or .’

disassembling a rifle. The*purpose of this section is to propose a definition that: ‘conveys the’

- ‘current. meaning of performance testing in the field of educational measurement. =

R S Cronbach defines "test" as". . . a sya'tematﬁ'ﬁrocedu re for observing a person's behavior
v and describing it with the aid of a numorlcal scale or category system.”' The big variable in this ..
. . . definition is how.the term “behavior” is operationalized; doing 8o preacribes the characteristics of
A the stimulys eliciting the behavior, the type of response called for, and the conditions under °

. -which the behavior.is displayed. Operationdlizing behavior in these three respects is a hourlotlc
- - technlquc for dlatlngulshlng botwoon porformanco toats and other klnds of teats .

1

‘1

Y R



.."g.

.otherwise not may be observed. _ . .

SLATER - “

Inthe following pages, performance tests refer to tests in which the test stimulus, the desired
response, and the surrounding conditions approximate the reality of anractual situation drawn
from (,spo_clﬂc occupational or role-based context. As implied in th word.“approximate,” there
are many alternative approaches to performance testing. ranging along the scale of their relative
realism with respect to real life situatiqns. Th§ foHowing paragraphs discuss the range of test

. stimulus characteristics, response characteristics, and surrounding conditions, illustrating the
: d}etlnetlons between performance tests-and other kinds of tests.

Stimulus Characteristics oY Tests. Any‘test contains a set of instructions, a prompt, aj .
demand, or an event that initiates the examinee’s behavior. n essence, the stimulus presents the .
examinee with a task that can be sigple or complex, structured or unstructured, ambiguous or
unambiguous. The stimulus can-galso vary in its fidelity or resemblance to naturally occurring,

-real life stimull. . S ] :

For example, a student in an emergency medical tecinician training course might.be seated
at a'tolepﬁbne and recelves a simulated (role-played) call from a parent whose chlld has just
swallowed an unknown quantity of medication. The parent is nearly hysterical, so the student
has some difficulty eliciting the necessary information (e.g.. the name of the medicine and the
address) and explaining what should be done before the rescue team -arrives. This type of
stimulus might be contrasted to a set of multiple choice questions (that might have been
administered earlier in the course) nmeasuring knowledge of appropriate emergency treatments
for different ty pes of poisoning, procedural steps in eliciting information, and how to relay
information to rescue personnel. ' A

The simutated telephone call draws upon the student's knowledge in these areag, but it also
tests something more: the ability to respond appropriately in an unstructured, stressful situation.

The stimuius, In its relatively high _ﬂdellty to similar real life occurrences, evokes behavior that

. . . . e '7 .
Response Characteristics of Tests. A major distinction to be made 'arpéng.respol‘{se .
categorles is McClelland's respondent/operant dichotomy.? Respondent behaviors are structured

in advancé by requiring the examinee to choose from among a limited set of clqarly defined
response alternatives. Operant responses, on the other hand, are characteristic behavior in ;
real life situations in which there are no artificial, preconceived constraints limiting the behavior ,
that might be observed. Operant behavior, tharefore, refiects the respanse capabilities of the -
individual as eficited by the particular test stimulus. Respondent behavior is “fiitered” by the
aliowable responses inherent in the test. As pointed out by Paul Pottinger, competence. measures
allowing-only respondent-type behavior are analogous to measuring how fast people can drink
while fequiring them to use a straw. “In this example, the paper and pencil test and the straw are
equivalent in that they both limit the phepnomenon being measured in a reliabie way."’

An example of a test permitting operant behavior is to give a student pilot ‘a chance to land
an airplane. The ensuing psychomotor responses: and use of judgment are unconstrained by any
inherent test’characteristics. A test measuring respondent behavior might pose a series of ‘
conventional muitiple-choice questions concerriing appropriate corrections for side winds, when
to apply power In a landing, and right-of-way rules. ( . )

- .

-

*“Ghoosing 1o test for.oparant behavior feads to a further decision—whether to observe the

" behavloral process or #re product résulting from an examinee’s béhavior. For éxample, one might
‘asaees proficiency in-troubleshooting a malfunctioning automobile engine by observing the

sequence of steps the examinee takes in isolating the problem. The examiner might bo\lntorestod
in the efficiency with which the task is carried out, whether safety precautions are followed,
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whether diagnostic information is interpreted correctly, and so on. On the other hand, the
examiner may only be concerned with the outcome or product of the task: whether the
malfunctioning part is in fact identified The ¢hoice between process and product assessment is
influenced by axaumber of considerations such as testing purpose, nature of the task, and
relative costs of each approach. 1 hese considerations will B8 axplored further in a iater section

Surrounding Conditions. Closely related to the stimulus characterustucs discussed above are
environmental conditions under which a task’is performed. McGuire has pointed out that
behavioral agsessment in a naturalistic setting is often affected by the “"accidents of nature and
the flow of real problems ¢vailable at the particular place and the specific moment in time when
an assessment is Jo be made.™ This point brings us back to Cronbach’s degnition of a test as “a
systematic procedure . . .” The “nqise. always present in reality can lead to “unsystematic
proceduresdf care is not exercised in ejther of two respects: (1) standardize the surrounding
conditionis 80 it i3 possible to avoid confounding stimulus characteristics with irrelevant

! environmental conditions, or {2) systematically sample relevant surrounding conditions, building

them into the test itself ag variatiuons in the test stimulus. The former condition is typically easier
to satisty than 'the latter, but often it 4 impossible to do either. In such a case, one must make
the asgumption that uncontrolled situational variables do not bias the description of behavior.

An exa\mple of how environmental characteristics can influence behavidral assessment is the
classic case of evaluating student teachers’_performance. The college supervisor making the
roundg to observe several preservice teachers may notice a distinct pattern in how closely
ditferent ones adhaere to their lesson plans. On one extreme, several seem never quite to make i
through the rudimentary concepts they want to get across. Another group breezes through its
planned activities, and the students are busily engaged in self-initiated projetts. How does fhe

. student teaching supervisor take into account the fact that the former group is assigned to
inner-city schools while the latter is located in suburban 8chools surrounding the unfversity?

The three dimensions discussed above illustrate the ways in whfch performance tests differ
from traditional paper-and-pencil achievement measures. They also provide a framework for N
descriling variations in performance testing approaches and analyzing relative advantages and
disadvantages of ‘alternative approaches. The next section proposes a typology of performance
testing approaches based on their relative fldelity to real life situations.

A Typology of Performance Tests

_ Conceptual distinctions can be made among three primary types of performance testing

~ approaches: direct assessment, work sample methods, and simulation techniques. Each
‘encom sses a variety of measurement opflons and each has its own particular advantages and
disadva es, affecting the-choice of when to use a given approach.

D:recf Assessment. The highest fndellfy that can be achieved in assesging behavior required
for success in a real life setting is through direct observation of behavior (or its outcomes) in that
setting, Stimulus and responge characteristics of the test and the surrounding conditions are
assumed to be equivalent to those present in naturally occurring situations. Behavior exhibited in

. . - an actual work setting can be described in a variety of wayss the observer may use a rating'scale
to record judgments of the individual's effectiveness in a number of dimensions, the observer
“may record the presence or absence of predetermined behaviors on a checklist, or the observer




P . )
! ) 1

mly'oount the frequericy with which the individual exhibits a particular type of behavior in a
given time interval. Direct assessment of products or outcomes also can rely on rating scales or
checklists In which the results of the individual'a performance is judged- -

" Direct assessment can vary in its obtrusiveness; that is, the individual may or may not be
aware that his or her performance is being (or will be) evaluated. This constitutes an important
advantage for tive technique, relative to the other performance testing approaches discussed in
. this chapter. To the extent that the behavior is exhibited in an ongoing, nonartificial environment,
unobtrusive observations can be made of how individuals do perform as opposed to how they
can perform. Often it is not ethical or feasible to employ undbtrusive measures, but direct
-assessment methods do afford the opportunity by virtue of the fact that environmental conditions *
_are not manipulated for the sake of performance testing. . ,
. : . ! - - \ -
An example Of direct assessment-is the case mentioned above where student teachars are .
observed in their actual classrooms. Another exarﬁple is the behind-the-whdel driving test
administered to drivers’ license applicants. A third example is the evaluation of interns in clinical -
settings. Product evaluation as a direct assessment mettrod is exemplified by judging a finished L §
' plece of work done by An apprentice plumber such as determining the watertightness of pipes '
joined together. All examples-are’characterized by nanmanipulation of the stimulue and
environmental characteristics surrounding the situation in which the p'orformancg is observed.®
. : . N . ’ . N o .
Work Sample Methods. Evaluation of work samples is distinguished from dirgct asseasment, y
techniques primarlly on the busis pf where the performance is observed. Whereas direct .
assassment takes place-in the séjtiig where the behavior-is normally displayed, work samples
can be obtained in a more contrdjied setting. '

A second distinguishing fo'ature is the examiner's abllity to prespecify the task. Under a
direct uu’uament- approach, tasks presenting themselves to the individual are not manipulated
» by the examiner; in a work sample measure, on the other hand, theJntent is to standardize tasks

across examinees. . o N

4 -
. -

A third distinction Is the tlm;;{rl e in which the task is performed. Direct assessment
methods do not impose time limits for{task performance, but work samples are often - .
standardized In terms of time nllg\?md or task completion. _ . .

“ Direct assessment and work sampte methods share certain common features as weil. The . A
. tools, materials, and other resources the examinee works with are equivalent to those available
. . -on the job. Tasks given to the examinee are equivalent to tasks performed i real life settings. In
' terms of the test characteristics discussed above, work samples have high fidelity to real life
v gasks in the stimulus and response dimensions, but surrpunding conditions tend to be somewhat
oY artificial. Furthermore, even though the test stimulus mifrors that found In the actual workpiace,
- It Is in'fact controlled and specified by the examiner, enhancing replicability of the task across

' examinees. . . .

L]

. _ .

- Examples of work sample techniques abound in vocational education. The Plymouth’
T@qpl_caoo% hootirig Conteq\ s a case In which a discrete set of auto mechanic-skills is assesséd
8 u;.q,;_gmg.fqum conditions. Here the task is specifisd in advance, requiring contestants to

. v "~ .

inpoint the source of trouble in‘& maltunctioning automobile’using whatever procedures they ; e

Py

" deem appropriate. Their score is based on speed In locating the defective component, as such,
N\ this is an example of product evaluation. . '

P i
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A second oxnmplo of a work -sample test is the Soashore-Bennott Stenographic Proficiency . C oo
Test admlnlstorod to prospective secletaries.® In this test, a-taped voice dictates five business : ’

ietters of varying lengths at different speeds. Examinees are given thirty mjputes to transcribs
their shorthand notes. Again, this is an’example of product evaluation in that the examiner is . : b

intérested anly in speed and accuracy. .

» A work sample perfdyrance tes} ekomplltylng process evaluatlon is the case in which
preservice teachers are'asked tp prepare and teach a mini-lesson on a given topicto a small
group of students. The performance is videotaped and later evaluated by the master teacher, the
stutient teacher, and perhaps the students’ peers. Typically, a detailed coding form is used to
quantify the types of behavior exhibited, such as using_different questioning strategies, Ylving
stubents positive rolntorcoment following up on students’ responses, maintaining eye comact,
and se on. In this typo of microteaching work sample, the intent is to evaluate various.- 4
components of overall perfarmance for tho purpose of helplng the student teacher improve in ma

; l.or or areas of weakness. .

/

. . .
N

RN sn‘ulation Techniques. As the term is ‘currently used in educational measurement, : .
" simulation refers to the process of absfracting some aspect of reality and concretely representing
it in the form ot a specifié task that examinees are expected to perform.’ Simulation accounts for
arj enarmous spectrum of performance testing approaches, varying irf thetr degree of
“abstraction” from real life situations. At one extreme, simulation overlaps with work sample
methads in tasks that recreate problema and events occurrlng in an actual work setting. At the
other extreme; simulation tochmques can sacrifice some fidelity in both stimulus and responde
b dimensions for the purpose of gaining more control over the testing ‘situation or avoiding the-
coshler aspects of duplicating reaiity. The range of performhance testing approaches labeled as
- "simulations includes paper-and-pencil problem solving exercises, dyadic or small group
role-playing techniques, man/machine interactions, computerized games, and audiqvlsual . ' 3
representations of real life stimuli to which examlnoes react. .. : R '
) \
- In'terms of ﬂdellty to.actual situations, simulation technlqud{ cover the consldorable middle
R ground between ojective paper-and-pencil ‘exarminations and work sarnples or direct
™ - - assessment. Unlike the latter two types of pdrﬂfmance testing approaches that maintain high !
fidelity in the stimulus and response characteristics of tasks, performance tests labeled as -
simulation's imitate-but do not dupllcato reality in these two dimensions. Of course, the "
conditions surrounding the simulated task are typically uniike thoad characteristics. ot real mo . BN
sityations. AR -
Use of simulation as a formalized technique for performance evalaution is relatively recent. . ‘
In contrast, use of simulation in training can be traced to the sand table military war games of
the nineteenth century, it not earlier.* Not until World War-ll were simulation and gaming
techniques systematically developed for assessment purpoads.® In the years just prior to'World
' . . War ll, the German Army developed standardized situational tests of team psrformance to select
and train military personnel. British and Aryorlcan explorations in the use ot simulation for
assoasmont were soon to tollow .

1 . x - \

In 1943, a procedure tor selecting esplonaqe agents to serve in the Office of Stratoglc L
Services (OSS) took form." The centrgl feature of the three-day OSS assessment program was
; the use of situational tests designed ¥ elicit behavior predictive of performance in actual
1 . settings. Recruiits were observed in sovoral Indlvldual and group- basod exercises and theh rated
! .

¢ a
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on suah dimensions as leadership, practical intelligen¢e, motivation, social relations, and
emotional stability."' For example, pne task required 4 group of six candidates to transport a
hegvy rbek, a log. and themaelves across an eight foot stream. using only a few boards (less than
eight feet long). thrpe longths of rope, a pulley, a barrel, and whatever trees were available

 Another exercise, the “Manchuria Test,” provided background facts to a candidate who was then

tolprepare propaganda designed to lower the morale of Japanese railway workers.'*
v . i .

Following the war, the use of simulation techiiques to-predict future pectormance found
applications In industrial settings as well Thae first use of "assesssment center” techhiques, as
-they came to be known in business cpntexts is accredited to AT & T where, in 1957, Douglas
Bray and Robert Greenleal initiated their longitu¢linal study tracing the progress and -
development of young managers in the company.'* The research project began with the
participation of recently hired employees in a three-day series of business games, leaderiess
group discussians, interviews, and ar{ in-basket exercise.'* Participants were rated on twenty-five
behavioral dimensions and predictions were made regarding their likelihood of reaching middle
management. Neither the ratings norithe prediations were released td the organization for a
period of eight years, at which time 'tlLose participants still at AT&T were reassessed The
forebearance of the researchers in withholding the career progress predictions—which were
highly accurgte—enhahced cregibilit.y.of the tmhwye's predictive validity.

" More recently, sihulation has begn used ag 4 evaluation technique in educational settings.
Beginning in the early 1960s, Christine McGuit d her colleagues at the University of flinois
Medical Center developed several simulations. #ey have found simulatioh useful in assessing

- four critical components of competence: obsegvational and interpretive skills, problem solving
skills, interpersonal and communication skills, and technical skilis:'s The feur major types of 4«
simulation procedure3 used in medical education are: (1) paper-and-pencil “progrdmmed"
examinations simulating &g encounter between physician and patient in which exantinees’
abilities in clinical diagnosis and patient manﬁge_merit are assessed, (2) audlovisual simulations .
that require the examinee to describe and interpfet auditory or visual information (e.g., heart and
lung sounds), (3) role-playing oral interviewing exercises in which the examiner glicits diagnostic.
information from a trained "‘patient,” usually used to assess interpersonal skills as well as clinical
information gathering, and (4) computer-managed robots that can be programmed to present the
examinee with a variety of pfoblems and respond appropriately to ditferent physician
interventions. oo i oot

\ 1

These brief descriptions of sileation_techniques developed over the last thirty-five years do
not begin to convey. the richness and variety represented by this approach to performance

testing. The wark mentioned above covers only a few landmark accomplishments in the s
assesspient of complex human performance. The technology of simulation is expanding rapidly .
in reug)‘nse to the need for valid and economical predictors of competence in real worlg settings.

¢ ! o . /
Advantages and Disadvantages of Rertorménte Testing Approaches ' .

. ¢

So far this chapter has introduced the critical dimengions on which pérformance tests differ
from traditional academic achievement tests and that serve to discriminate among various types
of performance tests. The preceding ‘discussion has aiso proposed a three-part typplogy of
performance testing approaches, illutrated with specific examples. However, the forégoing has
not directly addressed factors affecting the use of performance tests. i ' -

IR
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‘'  The premise guiding this chapxer is that any given measurement tool——whether a direct

asaessment method, work sample, simulation, or objective achievement tést—is neither inherently

"valuable nor inherently wqrthless Each is suited to a pnrﬁcylar set of testing purposes,

pQssesses different ychometric properties, is meant to measure different types of behavior, and
requires greater or or resources In test'planning, development, administration, and scoring.

. The selection and use of a specific Inutrumont is carried.out with any rationality only when

[

factors such as these are cansidered.

A danger to be avoided in adopting any measurement approach is to overemphasize one test
evaluation standard at the expense of other relevant criteria: The following represents one
reasonably comprehensive way of analyzing the utility of performance tests. The intant ia not to
promote one performance testing approach over others, but to point out the cructal queatlona
that should be addressed. These considerations are discussed in three categories: (1) interaction
of testing purpose with testing approach (2) technlq:al conslderntlons (I e., reliability and
validity), and (3 cost conaldoratlons

Tostlﬁa Purposo One of the more powertul factors influencing the design and choice of a

. measurement tool is the purpose for which data are being collected. Test use in’ education spans -

- a varlety of purposes. The most rudimentary way of claasltylng testing purposes is to ask-the
. following queotlons _ , L.

o Are test scores sbught for individual students or will scores be aggregated across students?

e What kinds of decisions will be infiuenced by the test data? L

Four conceptually distinct testing purposé'a can be Identlﬂed.'repreao"ntlnf) different ways of . .

answering these two questions.'® These are: (1) formative program evaluation, (2) summative

program evaluation, (3) instructional management and decision making, and (4) student

certification. The former two are characterized by test score aggregation across individual

students, while the latter.two call for the collection and-interpretation of individual-student data.

All four testing purposeg affect dlfferem klnda ot decisions. Thoae are discussed briefly in the
following paragrapha : o _ Do

Formative program evaluation Is concelved as an intégral part of the process of curriculum
development and improvement. Formative evaluation provides answers to questions posed by the
developers of a program—answers that serve to pinpoint its s;rongths’ and weaknesses. As -
pointed out by Cronbach, formative evaluation is “. . . used to understand how the course
produces its effects and what parameters influence its effectiveness.”"’

The goal of summative program evaluation, on the other hand, is to confront the question of
a program’s overall marit, relative to its cdmnotltlop The results of summative evaluation are '
difected toward those who control the decisidns about support and adoption, rather than toward
the developers of the program. Whereas understanding the reasons for a program's success or
failure is the goal of formative evaluation, “. . . understanding is not our only goal in evaluation.
We are also interested in questions of support encouragement, adoption, reward, refinement,

otc: And these_extremely important questions can be given a useful though in some cases not a

con‘fploto answer by tho mere discovery of quporlorlty e

N

A}



o N
LT
s

- ONtou

SLATER : |

The premise underiying testing tor the puipose ot instructiona manuqémont and decision
making is the notion that group-based instruction within a fixed cyrriculum using invariant
teaching strategies does not enable each student to reach his or hpr.-highest level of learning.'
Rather than-serving the purpose of sorting students relative to thejr peers, student testing is
increasingly being used to.design and redesign each individual's ihstruction to promote mastery
‘of the learning task. instructional management, conceived in this way, requires the integration of
testing and instruction, in which the teacher-is provided with pr ise dscrlptiona of each
student's learning as a guide to modifying the instruction. Ty

Testing for student.certification re(‘ers to yhe practice of confprring institutional rewards (e.g.,
diplomas, documents certifying compe erfte, advanced placemernit in a course sequence) on the
basis of test psrformance. This use of test data is gaining considérable attention as a resulit of
minimum competency testing programs enacted in several state and local school districts as

“well as the “early ayit" examinations administered in California and Fiorida high schools. The

rationale behind te If\g for student certification is that “seat timg" is inadequate.as a proxy for
student competence and, therefore,-more objective evidence of student achievement is necessary

to restore meanifig to the diploma. - . !
- . i PA : .
.- How is the selection ot a performance testing approach related to the testing purposes
discussed above? First, one can argue. that both formative program evaiuation and instructional
management require student performance data not just on achisyement of terminal course
objectives but also on “enabling” obloct[ves——skll[a that constituté neceasary but not sufficient
conditigns for success in achieving ultimate course goais. The interit is to identily points at -
which. the Instructional program .is faltering, either across all students (in the case of formative
evaluation) or with respect to an individual student’s learning (in the case of'instrucgl'onal'_

management). -

M {
I'e

. ., \ R _ . 3
Testing for achievement of enabling objectives implies the need {or process measures as ..
opposed to product ova_lua',tlon..althsugh‘ there will tend to be exceptions to this rule. For
example, 4t the end of an auto méthanics course, students might'bs expected’to troubleshoot a _

principles and functions, knowledge of the interrelations among dngine componont.{abll_‘ty to
interpret information about an operafing engine, abllity progressively to narrow down_the/most
kely problems, and proficiency ir integrating multipie types of | ornflition. A testing approach ¢+
at would indicate student deficigncleg ih such enabling.skills might inclide a set of work

'samples scored from a process evaluation perspective, 8 plemenited with papet-and-pencil test -

Jtems mlwmd knowledge of basic facts and:principles: By compretiansively testing the .
te course pb]'octl\/os'. the-Instructor can avoid wasting time reteaching skills  already learned
or neglecting to teach essential skills not mastered by ene or more students.
) .

Summative prdgram evaluation and student certification, on the otﬁor hand, both call for a

. product evaluation approach when feasible.? This position, is taken for the following reasons.

First, the decision maker is.Interested In knowing whether students achieved the objectives

“stated as énd-of-courss outcomes; knowing why students falied to meet these performance

standards is of lésser impoftance:-Secord, performance testing is an expensive undertgking
under any circumstances; by focusing student evaluation only on terminal objectives ahd scoring

‘specified set of mechanical defects. The enabling bkills would includp knowlédge of basic engins .

performance from a product perspective, valuable resdtirces are made available to do a better .

' ovonﬁ job of testing, Third, product evaluation-tends to yield more rellable scores than those'

a

made on the basis of fleeting observations. Otten, a task resuits in a durable product that can be

" judged by multiple evaluators or desctibed in objective terms. For example, tha ability to grind a

maghine part to a prescribed tolerance can be objectively (and reliably) scored, whereas the

psychomotor skills leading to that product are more sutSjectively judged. ;'

L 4

‘ “ -
. .
~ L . :
B -, : . . 4 .
. . R \ i > .
N, \ R ™ 10 R -
S P .
. N . 3 o Al
v
: . .o N ' .
. . ) oy - . A
- . : . . . ¢ e
. . ~ .
. %
' o
N



\

N,

INYRODUCTION

. The latter point—reliability of scores—relates to another type of interaction between testing
purpose and the choice of a measurement approach. The key question is how crucial—and
irreversible - -is a particular use of test data. In the case of student certifigation, the answer is
obvious: Decisions made for this purpose affect individual stugents in important. relatively
permanent ways. Any test data supporting these decisions must be highly valid and reliabl¢. The .
remaining three testing purposes are most likely ranked on this dimension in the following order:
summative program evaluation (because program continuance/termination is a major, often
irreversible decision), formative program evaluation, and insfructional management (ranked last
because diagnostic information about a given student is typically supplemented with other types
of data and the effects of inaccurate test data are relatively impermanent).

Since crucial and irreversible decisions based on test data demand evidence ‘of high validity
and reliability, how do these requrrements affect the selection of a testing approach? With

' respect to validity, whatever testing approach is used should measure the skills it claims to

measure at the level of complexity and sophistication at which they are taught—and learned. For
example to certify student competence in a computer programming course, a test should .
determine whether students can actually . write and debug a program at a given level of
complexity. Multiple-choice items or other types of respondent measures (if these’ constitute the
entire certification exam) are not Ilkely to reflect the intended course outcomes in_their entirity.
Beyond specifying a testing appro$ich possessing face validity and content validity as a measure
of terminal course ‘objectives, it becomes an empirical question as to which type of performance -
test is the most valid predictor of competence as a computer programmer. Direct assessment,
work samples, and simulation all would seem to hold no a priori advantages over one another in
terms of predictive validity. It is largely the care with which a performance test is constructed
and administered that determines its predictive validity. The reader interested ig specific test
development steps that are necessary in creating valid performance tests is encouraged to
consult Klein's chapter in this volume. .

1
4

With respect to rel'iability, product evaluation tends to peruce more consistént scores
across multiple raters than those obtained through process evaluation approaches. Standards for

_judging products or tangible outcomes tend to be mare objective; hence, such ]udgments should

be mdre reliable. On lqgical grounds it is simply more difficult to specify the appropriate steps
leading to a givérproduct than it is to specify the: -fesired characteristics of the prodactor .

- outcome itself. If examinees can take a variety of routes in completing a task it is presumptuous
. in many cases to argue that one procedure is inherently superior to the others.?'

In selecting between operant and respondent’measurea the issue of reliabilty presents the

- test user with a perplexing problem. Multiple-choice tests of respectable length (e.g., twenty

rtems) routinely yield reliability coetficients in the .80 to .90 range. Users of performance tests in
which behavior is observed and rated-by two judges are very pleased when the interrater
reliability coefficient exceeds .60. Faced with a choice between a highly rgliable objective test
and a moderately réliable performance test, what is the test user to do? Go with the reliable but
less-than-valid respondent measure—or opt for the converse psychometric configuration of a

- direct assessment or work sample techniq}re? Both indices of test quality need to be weighed

carefully when important decisions are gdlng 10 be affected by ;est results. This author would
argue for using the more valid measure and then taking all possible steps to boost rellabllrty
Hooner this is an oversumplmed response to a complex dilemma.
\ L
Technical Consrderatrons The psychometric properttes of validity, reliability and objectivity.
that pertain-to any measure of human behavior can be used as a framework for analyzing the
advantages and limitations of performance tests. The present sgction extends the foregoing
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discussion by focusing on the rqlative strengths of direst {ueasmont. work sample methods and
simuiation techniques in these respects. Suggestions are also oftered for increasing the validity
and reliability of porforman‘ce tests. A complete treatment of the psychometric considerations
related to these performance.testing approaches—as well as a review of pertinent empirical
studies of reliability and validity—is beyond the scope of this chapter. The reader is referred to

the chapters by Perioft and Klein-in this Handbook for more thorough discussion of these
technical issues. o ;

. o L
Real life situations are difficult to control with sufficient precision to ensure of testing
conditions across several examiness. Thus, as the performance testing technique approaches the
. reality of the crlterlori’ behavior it is intended to predict, standardization of the stimulus and
—ee surrounding conditions’beconies more difficult to achieve. Fitzpatrick and Morrison, in

summgrlzlng their analysis’of the reliability and validity of performance tests state:
» - - \

’ . ..the more closely one tries to‘_slmulato a real criterion situation, the |ess reliable .
will be one"s measurgment of the performance. The dilemma of simulation is that
**  increasing fidelity and comprehensivaness appeat at least in a general way to be
associated, on the one hand, with increasing validity but, on the other hand, with _

decreasing cphtrol and thus reliabllity.”*

* " asthese authors pdint out, if performance tests are based on a sample of real life .
performance (l.e., in direct assessment) that sample “must be taken under conditions
représentative to the stimuli and responses that occur in real life.”2 When these conditions vary
from octaslon to occasion,’it is desirable to measure performance a number of times under a

wide variety of condltlpns_. ,

o . - T provide a simple axamplg, consider a behind-the-wheel driving test administered on the

" - Gity streets. A test given at midday would present the examinee with a somewhat different set of
stimuli—thus requiring different responses—than one conducted during rush hour. For example,

. “right of way" préblems intrease with the volume of traffic, but city congestion may preclude
observing an examinee's adherence to speed limits. Obsetvation of the sama driver under varying.
driving conditions would tend to yleld different proficiency estimates. . - -

L ‘The problem of task standardization in direct.assessment not only affects reliability (as

Y - estimated by teat-rotest methods) but also influences validity of the measure. That is, if the intent

' is to generalize from a sample of behavior taken in an actual work setting to perforniancein the .

' . larger domain of relevant tasks, evidence of the sample’s representativeness is necessary.

. Work sample and simulation techniques directly address the issue of standardizing test

T stimull and surrounding gonditions by c_ongrélllng the extraneaus factors that might influence

. " pertormance. McGuire notes these advantages of simulation (in the context of.assessing
competence of health professionais) in the following ways: o ' L .

Predetermination and preselsction of the task. it is obvious that simylation makes it possible
. : : to predetermine precisely the exact task which sxamifiees are to be required to perform.
ST Further, it is clear that, in contrast with the “noise” always present in reality, simulation
makes it possible to focus on the elements of primary concern in a testing situation and to
. gllml_n.t_g,__‘_jrjrb___lgva_qt___ qpq__-gghfggmq_ complexities’ that would contaminate the assagsment.

<

[ . ¢

R 'Staﬁdard)xctlon"of the task. Juo‘i as a given student can bo"ropnudly confronted with the
" same task, simulation enables un examining body to standardize the task for all examinees . . .

»
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In short, all examlneea ¢an be given exactly the same problem to copd with ‘and this tan be
accomplished wlthout ah attack on nature.

Improved sampling of performance. By standardizing the task and focusing on the most
signficant aspects in each it is possible in a given time period to sampfe an individual's ~
performance with respect to a much broader and more representative group of problems .
which reality can rarely provide in a reasonable time frame. Irr carefully. developed
simulations, agy problem, ranging ‘frotn the most urgent emergency to illngss spanning )
_many years -can be collapsed into mhalt hour exercise and summoned on demand uo

A second technical issue in performance tests.that depend on observatlon of behavior is the
problem of controlling bias in Impresasionistic Judgments. |diosyncratic. rater biases such as . .
Ieniency/stringency errors, the halo effect, and unwttlingness to render extreme judgments are
problems that lower rellability and cast doubt on the validity of measurement. These errors are .
the regult of many factors that boi| down to “the rater's willingness to rate honestly and
conscie ntiously, in-accordance with the instructions given" towhim . and factors that limit his

ability to rate consistently and correctly, even with the best intentions "2 For axample the rater '
may identify with the person being observed resuiting in an overly generous rating. This effect is

. particularly troubiesome when the rater is that person'’s trainer or supervisor, who would prefer .

to bias the rating rather'than risk reducing morale in the organization. Factors limiting raters’
ability to rate accurately include lack of opportunity to observe, the covertness of the tralt. being
rated (e.g., self-sufficiency), ambiguity of the qualiity to be observed (e. g. supervisory abllity),
lack of a uniform standard of reterence on the rating scale, and specific rater biases and
ldiosyncrasies“ . .

These types of rating problems apply equally to direct assessment, work samples, and
simulation techniques in which behavioral observation is the source of test data. In general,
when objective- performance standards are available (as in some types of product evaluation

. methods or process evaluation check lists), these problems are not pronounced. However, many

pertbrmance testing approaches rely on impressionistlc judgments that-can lead to measurement
error. -

Ong of the most promising techniques for overcoming such types of rating error is tige useé ot
behaviorally anchored rating scales.?” Rather than using such global scale anchors .as superior,:
. average, good, and 80 on, behaviorally anchored rating scales define scale points with “
unambiguous descriptions of observable behavior. By providing a clear definition of that trait
being rated and a more objective frame of reference for judging individuals on that trait, ',
behaviorally anchored rating scales limit raters' tendencies to subconeciously bias scores in the ,
ways mentioned above. For further discussion of rating errors and strategiés for attenuating
them, the reader is referred to the chapter by Perloff in this volume. e

Cost Considerations. Costs"lp developing. adminlstering. and scoring performance tests
constitute the greatest obstacle to their use in education. The technical problems discussed-
above are surmountable; expenée in makjng good use of performance testing approaches is
" more difficult to avoid. = -~ . .

LY

Conducting a post analysis of varloustesting approaches is a tricky business. First, the test
user must have clearty in mind the behavior to be measured and the appropriateness of : P
alternative testing techniques in providing- these. measyres. In some cases, certain testing
alternatlves wiil be ruled out at this point, regardiess of cost. However, In many ihstances, two o -
more types of performance tests mll be feasible and appropriate. At this point, the hypothesized
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T margihal gain in vallditgand other desired attribules must be weighed against marginal cost _
ditferences. Without erifirical evidence concerning the validity and reliability of the alternatives -
X under consideration, as well as accurate cost data, the decision will necessarily be somewhat ‘
' subjective. g : -

Usually, the purpose of testing will guide decisions regarding the amount of resources
: devoted to test development and administration. For exampje, student certitication and
!’ summative program evaluation generally demand higher standards of validity and reliability, that
- are transiated into-higher.coats. When serious decisions are at stake, more eftort must be
devoted to test development activities such as (1) validating the test content against tasks
performed in real world settings, that is, conducting job analyses and matching tested skills with
, " assential skills identitied empirically; (2) carefully specifying performance criteria, instructions tQ
— : students, and guidelines for examiners to contral for various types of measurement error; and (3)
.~ "condugting reliability and predictive validity studies based on pilot test administration. Greater
.-+ - test'administration costs are ‘warranted in the ateas of (1) increasing the number of samples of
behayior obtained for a given examinee, (2) inéreasing the number of raters to control certain
rating errors and enhance reliability; and: (3) investing greater resources in gﬁe use of full scale . »

eguipmont required under direct assessment or work sample approaches. .

Testing forthe purposes:of instructional management or—in some cases—formative program
evaluation_generally would allow relaxing the above standards. More informal procedures.in test
development and administration do not necessarily obviate the advantages of performance tests
over respondent tests. One could argue that many instruo@ional activities occurring in the
classroom are varignts of performance tests. Students routinely turn in projects or perform tasks
that aré in essence performance tests.. The instructor's time spent in devising and grading these
assignments is traditionally viewed as an investment in instruction, rather than an added testing
burdorkGrantod. the more sophisticated gimulation techniques and work sample methods
require more pﬂon to design, but t_he payoffs in student learning adequately compensate for the
added expense. ) s )

4 ' An interesting aspect-of the cost in performance testing is the lssuo?:_q test security. Test
' developers wha market standardized achievement tests are chafing under pew laws that require
the release of test items to the public. This resuits in a greater expense in developing, norming, s
and statistically squating new items for nationally administered tests. Test security is not a major
. issue In many types and uses of performance tests. |rrespective of whethe the examinee knows
* , the content of a work sample, he still must perform the task at a certain leyel of proficiency. In
- " other words, it Is hard to cheat:when the task is to solder electrical conn tions or to type a
letter. The exception to this rule occurs when knowledge af specific test cpntent is likely to give
the exarminee an unfair advantage. '

A ‘.x_. : ' ” ' : | -"‘\

@ " This chapter has oqugh’t:-ﬁ ) to identify the essential dimensions thlch'pgtformanco tests
s . differ from traditionat academic achievement tests.and in so doing propose & conceptual ‘
. .dg_ﬂnltlon of performance testing, ’2) to develop a three-part typology of.performance testing
R _ approsches, illustrated with specific examiples, and (3) to examine issues aftecting the advantages

el " and limitations of performance tests: The unstated intent of this chapter has been to promote

238 rationality In test Use: As should be apparent, we:have a great deal to léarn about pgrformance
LT “testing In vocation | educktion and in other educational fields as weil. The hope is that this
#57 grt schepter and those that follow will advance that understanding. ' '

> "r_‘?:! K . . . - ) B




o INTRODUCTION

."%Office of Strategic Services Assessment Staff, Assessment of Men. (New York: Holt, Rlnehart &
: Winston, 1948) .

Notes !
. ¢

t s

'Lee J. Cronbach, Essentials of P_syc{roloblcal Testirlg. 3d a. (New York: Harper' and Row, 1971), .

p. 26. ' -

?David C. McClelland, “‘Iﬁsting for Competence Ftather than for lntelligence "Amerigan _
Psycholog\t 28 (1973):.pp. 1-14. ) o . o
Paul S. Po inger Competenoe Testing\ as a Basis for Llcenaing Problems and Proapects .

Paper/presented at the Conference on, Credentialism Univeralty of California at Berkeley, 1977.

‘Christine H. McGuire "Simulation_as an Evaluation Technique Paper presented at the 1976
Annual Invitational Conference of the National Board of Medical Examiners, Philadelphia. 1976. .

The drivrng test is, to some extent, manipulated by the examiner through the directions given to
the examine (e.g., "make a left turn here,” “park the car in that space”). However, it is classified

.as direct assessment because the flow of. events the driver must respond to is not artifically

structured. : —

°H.G. Seashore and G.K. Bennett, ‘A Test of Stenography Some Preliminary Results Personnel
Psychology 1 (1948): pp. 197-209.

"Jack L. Maatsch and Michael J. Gorden, “Assessment Through Simulation.” In Evaluatlng
Clinical Competence in the Health Professions, ed. by Margaret K. Morgan and David M. Irby,
(Salnt Louis, MO: C.V. Mosby, 1978) p. 123.

°A W. Pennington, "History and Clag8¥ification ol War Games.” In First War Gaming Symposium
Proceedings, ed. by J. Overholt (Washington, DC: Washington Operations Research Council

. 19861).

°Christine H. McGuire, Lawrence M. Solgmon, and Phillip G. Bashook, tonstructlon and Use of
Written Simulations (New York: Psychological Corporation 1976).

i

b

"Donald W. MacKinnon, How Assess,ment Centers Got Started in the United Statgs: The 0SS
Assessment Program. (Pittsburgh, PA: Dev_elopment Dimensions International, 1974).

q

"ibid., o ..

“D.W. Bray and D.L. Grant,."The Asaeaament Center in the Measurement of Potential for .

" Business Manaqement " Psycgologlcal Monographs 80 (17, Whole No. 625, 1966). D.W. Bray, R. J

Campbell, and D.L. Grant, Formatlve Years in Buslness A Long-Term Study of Managerial Lives
(New York: Wiley & Sons, 1974) '

-~

15‘.  ‘




SLATER L - St o~
[ 5 N ‘.\_-}' . _ . . . . .

. 1Ag described by Normgn Frederiksen, “An in-basket test is & ratker elaborate, realistic .
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the letters, memoranda, records of in-coming telephoné calls, and other materials that they
supposedly collected in the in-basket of an administative officer. The examines i8 given :
approprigte office materials, such as memo pads, letterheads, paper clips. and pencils. He is told

* that he Is the Incumbent of the administrative job and that he is to respond to the materials in fis
in-basket as though he'were actually on the job, by writing letters and memoranda, preparing
agenda for meetings, writing notes or reminders to himself-or anything else that he deems -
appropriate.” Quoted in R. F itzpatrick and E'J. Morrison, “Performance gnd Product Evaluation,”
in Educalional Measurement, 2d ed. by Robert L. Thorndike, (Washington, DC: American Council
on Education, 1971), pp. 243-44. - . '
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complete treatment of testing purposes in education is found in Guidelines for Evaluating Basic
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is one example. Taking the case of the computer programmer's tification examination, the
student who prepares a flow chart before writing the actual program should probably be judged
more efficient than the student who writes the same program by trlal and error methods, _
requiring extensive debugging procedures. The end result may be the same in both cases, but .
. the former student arrived at it more economically. '

T

| "Fltzpatrlbk and Morrison, .“Perf_%manco and Product Evaluation,” p. 240.

2)bid. . | L '

' “McGuire, “Simqlatlé'n‘ga,'an Evaluation Techhique,” pp. 11-12.

. wRobert L. Thorndike and Elizabeth Hagen; Measurement and Evaluation in Pgychology and
" Education, 3d ed.-(New York: John Wiley & Sons, 1969). Emphasis in original. .

¢ &
‘. . .
f .16




INTRODUCTION

#¥bid. v ' ' N |

Z7R.C. Smith and L.M. Kendall, "Retranslation of Expectations: An Approach to the Construction
ot Unambiguous Anchors for Rating Scales," Journal of Applied Psychology 47 (1963)\149-55.

. &~
L
¢ -
B
Vi .
E.
IS
t
.
r
& g -
- »
»
. 7 -
- 4
i
P4 »
- - .
\ / +
s 2
- [
N -
‘ -
- .
».
v T
v
KRB .
- t
~ ¢
L)
L% Y 2
‘
L}
W
o
L ‘ L
A 9
’ .
lv»: - L)




< L e - CHAPTER TWO
)
P f 4
. PHILOSOPHICAL ISSUES |
‘_ \
J . )
.. ’ 7

| o : : )

Regerdiess of the type of teating p)bgmm used in a vocational education program, there are .

several philosophical /ssues which undergrid the selection and implementation of a testing

; ..program, For example, tests may be used to measure student achievement, teacher performance,

or the performance of a program area or school district. Each of these reasons for testing has a
series of philosophioal igsues associated with it: Chapter Two discusses some 6f the -

philpsaphical issues facing vocational educators who use parformance testing. . : o

.. - Nenry _BOr;ng boglm '_tho chapter with a d‘ls'cbs,clon "of the }aclt assumptions of testing. He then
LT TNre his“attention to such concerns, as problems.of validity, democratic ideals, national priorities,
‘ . .educational.payolf, the missian of achools, vocational training, open admissions, and behavioral

" objactives, and the relationship of each to performance testing.

. The second paper reviews severa| concerhs raised by porfo&‘lnco testing. In rgising these
concerns, Jack C. ﬂlhrc views performance testing as bringing “to the fore the biting theoretical
.. ,.[ssues ang value conllicts plaguing education and our igoader society today.” He cautions that
w., - White parformance testing has.jegitimate uses within defned limitafions, the danger exists that
", thase “limitations will be exceeded when it is called upoR to provide more than it has to offer.”
- The Chapter ends with a discussion of these.two papers by John F. Thompson. '
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ISSUES
‘ ' '/' . .
_ Performance Tntlng and Social Responslibility:
An issues Analysls \
——= -~ == - = HenryBorow |
: ‘ Unlvorslty of Mlnnosota p
A Minneapolis, Minnesota _ i
¢ . .‘“ . .
Tacit 'Asaumptions of Testing
. " The use of tests to cldsslfy atudonts. appralso their learning potential; and cortlfy Ahom for

' dlplomu or occupational competence is premised upon a number of bellefs about human .
behavior and examination scores which are rarely made oxpllclt The first of these is that people
ditfer fromone another in any specifiable trait and that such tralt differences can be shown to
distribute themselves along a calibrated continuum. The second assumption addresses thé
stabllity of measured trailt differences. The notion that an examinee will fluctuate capriciously in
lntolllgenco mathematical aptitude, space perception, or bimanual dex(erlty Is offensive to the
‘test user since such Chamoleon-llke‘bf::pomltlos make it impgssible to:render a trustworthy
characterization of the individual's psychological strengths and weaknesses. it should be.noted
that this bulit-in assumption about trait stabllity extends beyond the question of the statistical
reliability of the testing instrument per se, which Perloff discusses, and i a quality with which
test theorists customarily imbue the test subject himself.

~

Thirdly, most curront tests, particularly ;Sl'per‘-and-pencll tests, are pr'omlsod on the belief
that, by combining subject responses to.a series of discrete items in additive fashioh, we may

obtain a composite indicator of the internal trait which is being assessed. While the logic of such

an inference has rot often been questioned by test theorists and test users, applied
psychologists schooled in'the Gestait psychology tradition of Kohler and Koffka have argued
that the essential wholeness of a trait is missed by aggregating small fragmont. of behavior. Lay
critics of testing, who tend to view any human trait as an antlty as Ding an sich, share this °

skepticism.
, A fourth assumption lp.lkl to tht practical import of measured trait differences, that Is, our”
ability to make a probabilistic amomont about the ent’s performance level in some Aontest

setting (for cxamplo, ‘an advanced training program or a particular occupation) on the basis of.
*_his test scores/it’is not the student’s stahding on the test we really wish to know but, rather,
what that standing can tell about how the student is llkely fo perform in some training or work
for which he or she is being conaldorod Regrettably, scores on educational achievement &nd
performance. tests are commonly viewed as definitive indices of the behavior we truly wish to
know To luvo this thlrd auumpﬂpn unvorlflod la to bypass. the obllgatlon of toat valldatlon

' m' 4«
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BOROW

The Problem c:! Validity

The current controyersy affecting all ability testing, including performance testing. centers
on the meaning and trustworthiness of test scores and the manner in which they are used in
mstitutional decision making. The precise quantity ot scholastic and vocational tests wiich are
d@nnually administered in the United States is not known, but it is commonly agreed that they
number in the millions. Assessment of the effectiveness of educational programs and personnel
decisions which significantly atfect the careers and welfare of students and prospoctive workers
is constantly made_on the basis of test results. In public forums and in the courts, insistent
questions are asked about the practice ot denying atdmission to training progrdams of of failing to
certify candidates for job eligibilit); on the basis of low test scores. Are tests accurate and
equitable indicators of the individual gempetencies we wish to know about? This is the validity
question, a complex issue which is variously treated in this handboak by Slater, Perloff, and
Klein.

Long-standing and deeply rooted assumptions about the-intrinsic merits of academic training
have made systematic inquiries about the validity of achievement tests as indicators of
subshequent nonschool performance appear irrelevant. It scholastic experience, including
vocational and technical education, is of value In and of itself, then the validity of any
achievement test can be defined as a function of the correspondence between the contents of

¢

the test and the aims and contents of the course or curriculum it is designed to reflect. The

" empirical question of what educational a hievermient test scores can accuratély tell us about

students’ extra-scholastic or future job performance has not often been conffonted. The
predictive valfdities of CEEB and’ACT scores have, ot-tourse, been frequently examined against
college grades. But how many studies carefully document the quantitative relationship between
scores on such tests, or on performance tests, and consequent career behavior?

Cronbach identifies four types of test valldlti——predlctlve, concurrent, content, and construct
validity.! Perloff's chapter, which presents a somewhat similar classification scheme, proposes a
technique labeled “consistency validity” as an improvement over the classical predictive valldity
approach. However, it is predictive validity (called “criterion validity" in Perloff's terminology)
which ‘has commanded major attention from test researchers since the earliest decades of their
century. The construction and use of intelligence, scholastic aptitude, and vocational aptitude
tests have typically rested upon the rationale of predictive validation.

" A similar record of vigorous validation work cannot be claimed for the fiel& of performance

-testing. With the exception of the military, the U.S. Army Air Force aviation psychology research

program, for example, there have been few studies on the predictive validity ot performance
tests, particularly where subsequent job behavior has been used as the criterion. In general,
performance tests in vocational education may be said to have a high degree of content validity.
Their contents seem closely matched to the specific aims and subject matter of the curriculum.
Furthermore, performance tests in vocational education which take the form of work samples or
job simuldtions, especially where mechanical, electromechanical, or electronic testing devices
are involved, possess an impressive amount of so-called face validity. That is, they look strikingly
similar to the actual on-the-job task to be performed by the worker. Early developers of industrial
personnel tests called this cryacterlstlc of tests “verisimilitude.” "

Performance tests which have high face validity or verisimilitude are so campellingly
convincing in appearance that vocational educators, on-the-job training supervisors, and ,
industrial recruitment officers are tempted to accept scores derived from such performance tests |
as tantamount to job proficiency. In fact, in so-called competency-based instructional programs,
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students scores.on these tests may serve as the critical arbiter ot succesetul program
completion. And yet, if crlterlonierenced training and testing are stric tly assumed to imply the
existence of an external standarg’of performance against which test behavior may be ¢ompared,
“then tho predictive validity of the majority of current performanc® tests remains unk nown

4

The failure of the typical performance test to tap relevant factors in on-the-)ob training
behavior or.bona fide job behavior may limit its capacity to furnish a comprehensive,and
accurate index of the student’'s competency. Performance tests customarily appraise an array of
cognitive and psychomotor skills. Yet, the aftective domain is clearly part ot on-the-job ‘
performance. Successful performance in the vast majority of occupations rests at least partially .
on worker attitudes and personal disposition, syich as ptide of workmanship, complianco with
rules of the workplace, quality of parsonal relations, degendability, and integrity A summary,
published in the 1950's of over 300 studies of'worker fail\res revealed that in the majority of
dismissals, transters, or nonpromotions due to unsatisfacteyy work records, factors of

- inappropyiate personality and character including attltudes | ethics, were involved.

. How might we’ attack this vaIIdity problem? The technique ¢f construct validity offers a
promising approach. Let us suppose that a student who has completed a welding course and
done well on his terminal perfdrmance test later proves unsatisfactory as a worker because he
chates under supervision and is described by the shop foreman as an uncooperative employee
who does not follow instructions or adjust to changing job routines. Suppose further that a' test
of job adaptability has been constructed to measure such noncognitive or personality variables
as cooperativeness and flexibility. Let us now hypothesize that a séle ple of traindes, all

.tof whom have successfully completed the welding course (and %ed the pekformance test) bt
who have scored low on the job‘adaptability test, will subsequently be low-rathd on the actual
job. If correctionai‘fmdmgs (adaptability test scores vs. supervisory ratings with the welding
performance test scores held constant) confirms our hypothesns we may con lude that the

o - adaptability test (measuring personal adjustment to the job) has construct validity, signifying that

job adaptability is a contributimg factor in success on a welding job. More importantly, we have
produced a demonstrably more accurate indicator of student performance by combining
mtormatlon from the cognitive and affective testing instruments. . )

i

’

(3

Performance Testing and the'Democratic Ideal

: Neither coincidence nor advances in the technology of psychological measurement alone
can account adequately for.the rapid ascendancy of educational testing. One must look beyond
. the schqols and understand the changes in American social philosophy wrought by rapid rates of
industrial expansion, urbanization, occupational diversification, and increased geographic
mobility. The traditional social and familial patterns of an earlier era which stressed class
distinctions, restricted occupational selection, and movement across social class lines have
weakened perceptibly. Privileged occupational inheritance and the deliberate training of the
- youth of select families for continuity of leadership and power was gradually replaced by a way
. of life which favored economic gtowth and produgtivity as national aims. Thus, the ability of the
individual to contribute to a burgeoning economy through demonstrated skill took on new
importance in the social selection process. Beginning about 1900, formal education increasingly
gained status with early job experience and then surpassed the latter as a mechamsm by which
youth sought to qualify for socioeconomic advancement. v
e [ 3
Special, training curricula, Iegisiation mandating eligiQility requirements for occupational’
erftry, and gampetitive examinations became the modus operandi by which the young were
prepared and sdrted for access to the world of work.. .
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y During this perlod the advocates of unrestricted growth in goods and services ina
fres-market economy had seen promotion of the national good as the best way to insure the
welfare of the indlvidual. What was yood for America was sipposed o be good for
Americans—all Americans. But the transition to a more dynamic industrial society —less

. .classbound and rewarding individuai productivity—did not culminate in the attainment of the
0 ideal democracy that some had envisioned. We learned as a nation during the lusty social retorm
movement of the turn-of-the-century era, again during the Great Depression of the 1830's, and
more recently during the widespread turbulence and unrest of the late 1960s and early 1970s,
- that the meritocratic system, by which those judged best qualified to productively serve the
~ nation’s growth nesds age recognized and rewarded, Is graVely flawed. Equatity of educational
¢ and occupationgl opportunity for all citizens remains a yet unattained goal, and the advancement
‘ of the human cdndition has not always kept pace with economic progress. ironically, the same
educational system which appeared to provide a vehicle tor socioaconomic improvement came to
' be seen by many among the disadvantaged as & barrier to personal advancement. Educational
policy in general, and minimal competency testing policy In particular, are now inextricably” -
caught up in this national dilemma. Some of the unresolved issues attendant upon this dilemma
are briefly identitied_later in the chapter. ‘ ' -

 d

. National Rriorities and Individual Welfare .
If may be instructive to vﬁpw this controversy as a conflict bstween the goals of optimum ‘
manpower utilization, with gross national product as the primary criterion of the nation’s healith, .
and the quite differant objective of maximizing human potentialities. One seeks a rapid economic
~ growth rate, high employment, and high levels of prqductive and consumption. The other implies
a bottom-line belief in the virtue of human uniqueness and its cultivation through liberal '
. education. As we have seen, the conditions which favor the achievemant of either of these goals '
* are not necessarlly facilitative of the other. The market for coliege graduates provides an _
illustratign. By the end of the 1960, college students were confronting shrinking opportunities to
enter magy higher-ievel occupational fieids for which, a few years earlier, they had been
- . encouraged to prepare. inevitably, educational program admissions pollole\l and testing and
certitication practices wiii reflect the impact of au&h changing empidyment supply-and-demand
ratios. Just as surely, the question of “For whose good—for the nation or for the individuat?”
must again be raised with reference to the purposes of pertormance testing. And predictably;-
thare will be no confident _cqnsomuo and no facile sqjutions. _ :

Education Payofl—Is it Worth the Investment?

Y . ’ \ _ : '
« . _LIke other institutions—government, business, and the military—formal e‘du‘tm has.
v withessed a lessening of public contidence and.persiitent calis for proot of worth. There can be
“little doubt that the current demand for aocountability in education has given performance
“testing Q_,nq_comept_qncy-bmd programming an increased measure of importance and urgency.
Although etiucation continués to occupy a modestly favorable rank in thie nation's scale of
institutiong] vaiues, public acceptance-is now less an articia of faith and is more clearly ‘
__ dependent upon & §emonstrable track record. The message seems to be: good education wiil be
s supported but insffectual educational programs will be trimmed or eliminated. Of particujar_
e _concern to some oritica are the claimed ecanomic benetits of vocational education. |s the
©investrient iqm dollars justitied? de they ,gﬁ,{*@g;kot for the graduates of occupational training
--progranis? Does the nation face the -_Im:aaﬂ ‘prospect of structural unemployment, -
' Undo_'yoniplt')‘yheﬁt,ang job “spiliover” for tomorrow's leglons of graduatos;? inonewayor .’

} = . N - .
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.another, odch qunflom are insistently posed or clearly Ir’nplied in federal and. state educational

legisiation, the:Vocational Amendments of 1876, and in the charges given to the regional and
topical research and devolopment centers. Moreover, the rates of economic return on the sizable
investments in human capital which educational systems require are now being.studied by
economists through cost-benetit analysis. Th_Pmas, in making the case for applying cost-
effectiveness criterip to school programs, advocates studying “educational organizations as open

_systems whlch are Ilnkod to the total economy thrpugh a set of In'puts and outputs "?

Ono response ot the schools to the demands for accountability has been to confront with !
mnawod vigor the Issue of quaiity control in dccupational education. A three-pronged attack on
the problem has been mounted: (1)’ curriculum re-examination and reform, (2) improved

_ techniques of instruction, and (3) improved monitoring of the effectiveness of training.

Perormance tests can play a significarit role in all three of thou approaches. It is the last of

- these applications, however, which appears most open to public scrutiny and most likely to
,attract the interest d school boards, legiajators, employers, and concerned citizens’ groups.- And
"It is from these same groups that hard questions are likely to come concering the purposes and

truatworthlnou not only of the educational system but alao of the tests, including performance

: tosts. which are usod to appraise schools and students.

Performance Tntmg and the Mfasion of the Schoola’

“The vlndloatlon of sducational testing muat rest ultlmately upon the eﬂlcacy that
measurement devices contribute to monitoring teaching and learning in the schools. All
educationai achievemaent tests, if they are at all relevant, reflect the undergirding phllosophy and

" aims of the lchooll . _ , RN

A vlol}or trom anather: planot might doduce a great deal about the premises and a prlorl
value network qf the convéntional academic track American secondary schqQol from a detailpd
study of its examination contents. He/she would discover that the typicgl school-achieveme
tests emphasize mastery of verbal and quantitative systems of communication (linguistic and
mathematical knowledge) and comprehension of the terminology, facts, and-principies of the
major formal disciplines (natural sciences, social studies, and thé humanities). He/she would
learn, further, that soclety’s ready acceptance of such masteries as the indicatofs of, subsequent

. sdccess and socially ruponolblo citizenship in the adult world ruldn less on & solid basis of

bmplrlcll ovldonco and more upon a leap of faith: »

I our extraterrestrial vloltor inquired into, our theories of learning, he/she ‘would find that the
choice of sypject matter in the traditional academic curriculum derives from the theory of

‘general transfer of training. This belief holds tivat the diligent study of difficult subjects Iike Latin,

physics, and mathrematics disciplines and shqrpor\a the mind in such a manner as to facilitate the
later study of any other field of knowlodoe Early and broad‘aocoptance of the validity of this

theory, caupled with trust in the wisdom of professional education planners to know what is best,

endowed convantional achiavement tests with a special mystique and apparently Immunlzed v
them aqalnst serious challoqge to their authoritative atatua ’ .

it mu.t bé notod that aomo close relationships have been reported over the years between
superior pgriormance on achievement tests and sutcess ifi higher education and In the '
professions and government-service. How much of this correspondence is attributable to a
genuine causal relationship upd how much to selectivé bias in favor of high-scoring applicants

(ulf—\‘umlllng prophecy) cannot beé readily determined. Mountlng skeptlclsm has been voiced

. x
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about the meaning and relevance of conventignal academic tests, much bf this challenge coming

from advochtes of ethnic minorities and of poor handicapped. or non-English speaking children.

* The general ¢harge has been that standard achievement tests ignore many socially useful skills

and talents applicable outside the school and, as such, raise discriminatory barriers against the
socioeconomic advancement of the atypical student. Such tests, it is claimed, are too narrowly
scholastic and slight some of\the important pragmatic products of training which business and -
industry 1ook for. ) ) ‘. . ‘ ' S

Well-designed and program-relevant tests can. correct such claimed limitations. These tests
rajeét the noxmative or relative score approach to test interpretation, employing instead some
empirically established external standard which can define satisfactory training attainmerit. This
is the strategy of criterion-referenced measurement and training prograns which designate

~ specific requirements fof SUCT8ss or competency in a skilt, i.e., specified leveis of mastery, are

said to be "competency based." ' . AR ’ "
Historically, the rationale underlying vooational education programs stands in stark contrast
to that of the older academic curriculum. At the turn of this century, the secondary schools were
typically elitist training centers tor chiidren of the privileged class. Vocational courses and.

! / curricula were rare. Those youth destined to enfer thea labor force and the trades had to acquire .
their work skills on'the job. Large numbers of them were the targets of labor exploitation. Many
of the efforts of the social reform movement of that period were directed toward mitigating the
plight of this segment oqu population. _ -

,Dotplti the extension of compulsory school legfsiation to cover older children, significant

numbers of urban tesnagers ieft school to find needed employmient. Vocationhal educators
pushed for occupational training opportunities in the secondary schools to counter massive .
dropouts and qualjfy young students for entry into the lahor'torce. One group which significantly

. advanced.the vocational reform movement was the Natiohdl Society for the Promotion of |

industrial Education (NSPIE). It is noteworthy that the NSPIE recognized the indispensable tie .
between effective programs of vocational education and caresr guidance services, and it ‘was this
organization which was instrumental in siring the National Vocational Guidance Assoclation, the
tirst national society devoted exclusively to the advancement of guidance.’ '

s @iven this ¢jimate of practical urgency, the philosophy of vocational education, the design of
its curricula, and lis approach to the measurqment of student achievement developed along
boldly utilitarian lines.* The Fourth Yearboek of the merican Vocational Association, which

. takes the' philosophy of vocational education s its theme, projects a straightforward and

o *  unidimensional Image.* There Is no detailed explicatién of the value roots of vooational education
nor of possible philosophical agreements or uarrels with the concerns of humanistic - .

' poycholooy-s—ulf-aotullIutlgn. student-centered education, and the debilitating psychological
sffects of alienation. Endorsemeni, howsver, is given to the importance of developing originality
and thinking-abllity and to the principle of individualized instruction to sccommodate wide

- differences in student baokgrounds and learning abilities. Here as elsewhere In the literature of .
vocational education, a plsa‘ly made to inapire that “student performance criteria (be) based as
reslistically as possible on octupational demands.” . ) _

" The simple pragmatism which psrmeates the avowed aims of vocational education makes it

.p,m_lcul_l__r,_ly regeptive to‘performance testing procedures. Yet, since educational values and goals

in a plugalistic saclety do not torm themasives into a tidy monolith, vexing problems and :

unanawered questions at out thé concept and practices of performance testing remain:.These will
be noted later In the chapter. - e ' ' : ’
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That ccllogo preparatory programs havg over the.years .nloyed favored status in the public

view at the expense of ogcupational training has produced special problems for vocational

- education students and statf alike. Often considered a dumping ground and salvage operation by

academic purists and elitists, vocationa! schools have faced a particuiarly arduous chailenge in
the conservation of undervalued human resources and in.equipping their students for entry into
the labor market. Gjven these circumstances, it is not surprising that training as a tryout
experience and as & form of career guidarice has held a prominent place in the goal hierarchy: of
the vocannal schoois: Thus; the literature of vocational education frequently mentions the need
for approprlate evgluation techniques to monitor student progress and the efficacy of

lnatructlon $7 . , ¢ . i

-

Unliko the convomlonal academic burrlcula where student grades have been omployod as
general indicatogs of readiness for occupational entry or hlghor-levil .choollng. vocational. ‘
programs have been oxpoctod to furnish clearer and more direct evidénce of task mastery by
students. State industry-labor apprenticeship councils and.other certifying bodies now specify
minimum standards of acceptable work-related behavior ih terms that schools cannot afford to
ignore. Some authorities now call for a detailed serfes of tests which will provide information
about the noncolloqo-bound studenf comparable to the information which the standarized
achlovomqnt tost battery furnishes about the college’ bound. Sidney Marland, the formet U.S.
Commissioner of Educatlon who later propoud career education, wrote:

A culmlnatlng examination should bo crutod with all the atrongth and quality and
prestige that now charactorlze the College Hoard, examlnptlons This examination

- should include, in part, the appropriate academics of a'liberalizing curriculum, but it
should have as its principal measage a measure of the quality of oklllod porformqnco in
a given occupation that ‘may be oxpoctod of the examines? -

Taking a cue from the CEEB Marland suqqoatod that this new typo of test be called the JEEP

t (Job Entry Examlnatlon Program)

.
. . ¢

Open Admlsslons and Performance Tostlhg at Risk "_. . .

derslgnlflcant contomporary tronda in Amorlcan pducation—-the open admissions policy in

colleges and technical schools for disadvantaged and nontraditional applicants and the adoption
of program-cdmpletion certifying examinations—appear to be on a collision course. One leads.to
a substantial increase in the proportion of stulients with marginal skills for academic survival: the
other sets a uniform standard of accoptablo learrting and may produce an increase in student
fallures. Many.high schools have attempted to settle the problem of low-achieving students by
‘quietly adopting a policy of automatic promation. Criticism of this policy has been widespread
and severe. Faced with growing percentages of high school graduates who enter institytions of
higher learning (now over 50 percent), our colleges have three choices: (a) grade infiation; (b)
watering-down the curriculum; and (c) maintaining past grading standards, testing standards,
and course requirements lnd~1ottln9 dropout and failure rates run the consequences. There is at
least indirect evidence that the first two alternatives are now being widely used, although it

. would bediftioult to firid those who #pprove. . The third -alternative, although more forthright,

again satisfies no one, and, in addition, creates serious smbarassment for the institution.
gulturally dludvantagod students who entered the institution with high hopes may feel
allluq'dnod and botrayod by false promlaoa and oxpeotatlons when they fail. Students, parents,

": »*
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and governing boards may then charge that, the ‘schootl does not provide useful educational

services qf a reasonable quality: Moreover, the prospect of wholesale test-based failure rates in a
: period of daclining enroliments inevitably invites the institution’s snxious attention to the -
remudial needs of the marginal students. Grant has stated the case:

“From the institutionai point of view, the major impact of adopting a competence-based
approach Is to shift more of an institution's resources from the best to the average and -
below-average students. Those ‘|nvisible’ students, formerly given C's and D's for
endurance and passed along, become highly visible in a competence-based format and
no longer merely slip through the institution unnoticed. The competence approach
forces a redistribution of faculty labor to.them. A highér proportion of the faculty wiil
' spend more time teaching these students basic skilis and helping them achleve specific
outcomes than in traditional schools.™ : SR : ¢

T It is clear that gojnpotonce-baoed education and performance testing, when used te certify”
student mastery of required skills and understandings, may exacerbate certain already existing - _
problems. a .

3

Perf_ormnnc'o Testing and Behavioral Objectives -
. : N A&
One of the most compelling and attractive features of performance testing, when linked with
. competency-based education, Is Its insistence on operationalizing instructional goals and casting
them in a readily observable and quantifiable form. The task of concelving and constructing a
performance test directs specific attention to the issue of training objectives. What is it in _
behavioral terms, I.e., directly observable responses, that the training program is attempting to
accomplish? Assuming that the student has acquired the techniques which provide the ra/son
d'stre of the instucfiona! process, what is it in specifiable terms that the student should now be
able to do and to understand? While it is, '6f course, true that the developmaent of any educational
achievemant tests may force this kind of close look at the purposes and puttomes of instruction, -
this advantage seems especiaily trua when the competence-based strateQy is applied to the ‘
construdtion of performance tests. Beyond the question, then, of how effective a performance  ~ |
' test may be as an instrument of appraisal, the complex act of planning and constructing it has a
potentially salutary stfect on the process of instruction itself, - ; ' _—

Let us seehow the logic of competence-based education underlies the development of the
test. Since performance tests are not isomorphic with actual job performance but are at best
analogues or predictors of the latter, test researchers and technicians have had to grapple with
‘the question of what constitutes a workable test. They must decide what features of an

. evaluation device make it administratively feasible and, at the same time, allow it to approximate
“both the tfaining objectives and behavior on the aciual ‘ob. ' _
- -A prior'condition to be met, however, is the specification of the logicat sequence involved in -
the messurement of the learning itself. In brief, these steps inciude (a) identification of the units
of behavior which ‘are central to performance on-the job far which the training is expressly ’
designed; (b) selection of operational criteria matched to the units of job-relevant behavior
". identified in the initia) step af this sequence; (c) determination of what is to be.learned from the
i :* formal training experience {tself that will ppthilzoprospo'cts for the development of the _
st alorementioned behavigr.units; (d) specification of the learning content and goais in step.c in
" measurable, L.e., directly observable, terms; (e) arrangement of the conditions of training and
training performaince such that extraneous variables, i.e., those not pertinent to the occupation &

-~
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itself, are controlied or nr“flnimlzed (f) assessment and scoring of those behaviors'within the
training 'setting as specified in step d; and (g) statistically reiating the data derived from steps b
and {. The final step n the sequence provides both a validation index’ of the training triteripn
and, less directly, a tneasure of the reievance or effectiveness of training. As previously noted,

this uitimate operation is rarejy performed because rigorousiy controiied foilow-up occupational .
data may be difficult to obtaifi and because, further. the vaiidity of the performance tests used to
appraise training outcomep is seldom qubstloned '

I'd . ) '

. The Behavioral Objectives Controversy

/7 .
Lively disagreement exists amc;ng educators concerning the merits of behavioral objectiyes
in performance testing. Critics argue that behavioral objectives give clarity and spscificity of
educational putcomes at the sacrifice of the deeper understandings involved in learning.

.  Reducing complex instructional goais to a series of discrete; easily measured tasks or responses,

they believe, may barter some of the more distinctive products‘bt human {earning like creatlvo
“thinking and imagination for trivia. .
w o .

_Intruth, behavioral objectives often appear to be excessivaly lean and limited in scope.
Advocates of competence-based performance.criteria counter by notihg the.nebulous nature ard
inaccessibility of global objectives. Frequantly, top, analyzing a complex skill info its component
parts may afford a more effective means of planning the teaching of that skill and of measuring
the instructional product. And for complex tasks requiring mastery of a khown set of identifiable
principles and psychomotor operations, as in many jobs, casting the goals' of Iearnlng in
behavioral form may be quite advantageous. Still, it must.be conceded that the- behavloral
approach to ldentltying training objectives may give disaproportlonately heavy attention to those

“which can be most readlly transtormed into directly obaervable and convonlontly recorded
roapbnm

A specious criticism of bohavloral objectives ogcurs when the cohcept,is used as a sy nonym
for behaviorism. The behavioral objectives approach yges the behavioristic principle of specltylng
‘behavior in terms of observable responses. However, applied behaviorai technology. )
behaviorism goes far beyond the questions of how obLoctiyég are derived and stated. it deals with
‘the techniques for systematic behavior intervention and chalige through appHcatton of su
principles as classical and opsrant conditioning. These lncludo positive reinforcement, averslye
. stimulation, counterconditioning (desensitization), and even social modeling. Since none of these
techniques is applicable in generating the behavioral ob]ectives for a pertormance test, it is
irrefevant to attack behavior objectives qua’ behavlortsm » :
. N

Unroaolvod Issuos . - o . N

lt oﬂe accepta the thesis tttat competence-bassd education holds the promise of bringing
curriculum design and educational oxperlonca cl080r to relevant life experience, the potential -
value of performance testing as a means of monltorlng both the quality of the instructional
process and certifying student attainmaent of specific goals seems beyond serious dispute. To
embrace this premise, however, is to simultaneously assign increased significance to -
* performance tests and to invite some.vexing questions about the limitations of testing and
- inappropriate testing .practices. Unless the urgency of-such questigns is acknowledged, the
performance testing movomont may floundor or lose its direction and becomo the target of even
more strident public attacks. ° .
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A number of tachnical measurement problems: in performance testing, including those of
validity, reliability, behavior sampling, and cutting scores, are addressed In this chapter and
elsewhere in the volume. What remains are certain unsettled issues concerning the interpretation
of pertormance test scores and the proper place of such tests in improving the quality of
education. These concerns will be briefly noted in the form of questions. '

1. How much’ bearing should performance testing have on what is taught? As previously noted, a_
"waell-designed performance test will be keyed to teaching objectives and to the masteries to be
achieved. Accordingly, it should come s no surprise to find 'a substantial correspondence in
competency testing between test contents and the subject matter of imstruction. What may '
occur in teaching practice, however, is a subtle reversal in antecedent and consequent
conditions by which the test becomes the curriculum and the school, unwittingly perhaps,
begins to teach for the test. Under such circumstances, a real danger exists that performance
testing may become the basis for a new meritocracy. The bést of tests offer only a limited
sampling of the behaviors and competencies which schools wish to transmit. Although the
aims of education may be defined in terms of test content, tests are pot‘identical with the

_ corpus of education. To arrange instructional experierice so that only the contents of
performance tests are taught would be to render the educational process static ahd unduly
confining. .

2. How much reliance should be piaced on performance tests in making educational dacisions?
This question inquires tactitly about the confidence we can justifiably place in tests as
indicators of students' true competence. Tests can never wholly capture the mise en scene in
which we wish to observe the student at work and in-life. While well-designed performance
tests may provide one of the best means of judging a student’s eligibility for trainingorfora .
vocational certificate, they fail to reproduce the full range of conditions which come into play
when a student is adapting to. post-school experiences, including employment. Hence, it will
generally be wise to combine test information. with other relevant sources of information when
making judgments about a student's competencge. An example would be the training
supdrvisors systematic and standardized rating§ of a student's performance in a cooperative

work setting. :

3. Does the use of performance tests tend to undyly hasten 6ccupatlonal program decisions by -
students and narrow thelr currioular experienc 8? It is common td encourage high school

. ntgqoh{q‘_; in a‘system of gompetence-based vogational education to shape their course

" salpctions 10 the skills and understandings they must demonstrate through testing. Yet, the
" career plans of many of them are stilt unstable. The secondary school experlence should be 8o
arranged as to present a broad spectrum of exploratory activities for students. It should .

facilitate the process of career development rather than close it down with occupational

-~ training which is irreversible or too restrictive. .

4. Will a trend toward incressed porfgr)najnco testing in competence-based education discourage *
emphasis on the liberal arts? When tests are used to assess a narrow band of vocational
abilities, the net etfect is retrogressive. The need to strengthen the vocational agpects of
education so that all students leave school with marketable skills is readily conceded. Still, as
Willers points out in his chapter on philosophical issuss, the more specialized career goals are
_detenasibie only when they are derived from and articulated within a comprehensive system of

] genersi ‘educational. goals. It follows, then, that occupationally-oriented pérformance testing
. - ghould bear a kinship to.tests of competence which are linkéd to the aims of broad, general -
eduéation. - - . e o _ |



PHILOSOPHICAL
ISSUES

5. Does the teaching and testing of standard operahng procedures and a fixed body of
p knowledge tend to promote rote learning and discourage creative probléem solving? Note was
taken previously of the behavioral strategy of stating the pertformance outcomes of training in
crisp. directly observable terms. This-approach to specilying objectives offurs obvious
advantages but, at the same time, tends to load tests with fragmented, static, and
closed-system contents. There is need for experimentation with performance test item types
which stress broad conceptual relationships. logical reaBomng abnhty and originality in
problem solving. : .
. 6. Are individual students sometimes the victim of unfair decisions based solely on low
performance test scores? A qualifying examination which possesses at least moderate
predictive validity will classify students (for purposes of program admission -or program
completion) with a degree of accuracy substantially greater than chance. Furthermore, for test
applicants as a group, the average discrepancy between predicted and actual performance on
the criterion measure will be significantly smaller than errors resulting from guesswork or
those resulting from traditional screening interviews and letters of recommendations. For many
years it has been this empirically demonstrated ability of valid tests to outperform older _
screening methods that has justified their use in making classification decisions about
students. However, unless a test has perfect validity, a condition which never occurs in reality,
some students will always be misclassified by the test scores. It has been recent -challenges by
student candndates who have apparently been able to show that they possessed the
competency denied by their low test scores‘which have brought the issues of test fairness and
- competence-based education to public attention. As the chapters by Pullin and Tractenberg
show, accountability through performance testing antails a number of thorny ethical and legal
considerations, and the ¢ontroversy remains unresolved. But for many test designers and
users who must deal realistically with the state-of-the-art limitations of measurement devices,
criticisms of competency testing often appear too severe.'* Until more accurate methods of
certifying student performance can be developed, they ask, does it not make sense to use the
most accurate testing procedures available, procedures which minimize classification errors?
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'narrow assumptions and myopic prescrlptlons

" inflated with easy, fleeting successes; and more often than not, i

-

Phllqsophleal lssyes In Performance Tntlno

[

ack C. Willers

George Peabody College

for Teachers of Vanderbilt Umthy
Nashvitle, Tannessee N
“A workman is commendable, not for the will by which he-works, but for the quality of his

performance.” With this perspective, the thirteenth-century philosopher Thomas Aquinas
illumined a basic value of western civilization. Even if it be true that "where there is a will, there
is a way," the fundamental and final criterion o a working person is the quality of his or her

3

work performance. _ .

N (AR

Yefthere has always been another perspective, not diametrically oppoaod to the quality of
performance, but placing its higher hopes in pure theory, in intellectual corjtemplation as an
intrinsic and ultimate value in and of itself. The history of education, of our civilization, and of
our nation is-the story of the conflict of this counterperspective with the values that give highest
priority to the quality of performance and product. Today, the history of that conflict between
thinking and doing may be seen in the.issues in performance testing.

Should educators limit themselves to the basic cognitive tasks of reading, ‘riting and

“‘rithmietic, so that formal learning iri schools will,be restricted to the intsllectual skills necéssary
for. academic scholarship? Or, is the primaty purpose of education to instill a sense of the

competitiveness of social and economic realities and, accordingly, to prepare students to
perform their best in the worst sjtuation? Or, again, should the schools place a higher priority on
recognizing the inherent worth of childhood and youth, not as periods of preparation for some

~ unknown adult future, but as time for joy and celebration, for aelf-oxpreaslon and good feellngs

about one's mlf? - - S : ,
These questlons are, admittedly, phrased in ways that educational theorists would never
propose for their purposes and prégrams. This outlandish manner, howséver, is not to disparage
the serious enterprise of thinking criticallysabout schools and teachers and learners. Instead of
belittling the difficult but necessary task of asking hard questions about.education and human

dovelopment we must at times ask them in taunting, jeering terms. to reveal theif underlying

No aingle aducational philosophy or program will meet evelf most of the needs among
individuals in a multicultural, pluralistic society characterized by\competing interests -and
conflicting values. Still, educators easily become infatuated with-fads, infuriated by failures;
acted by the infallibility of-our

OWN purposes, perspectives and programs.
~ . _ . . - ) . L .
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All educational reforms, therefore, such as pertormance testing ot cotnpelenuy-bdsed

instruction, deserve the critical re

view, as well as the experimental testing, that gives them the

opportunity to prove and to improve their own performance. Whatever the philosophic bases for
performance testing, it must at least open itself to the tests of performance and subject Itself to
critical evaluations according to fundamental, often conflicting and certainly compaeting, values.

Evaluation by performance of psychomotor, job-related skills will certainly not receive the
wholehearted support of classical educators. Nor is performance testing enjoying the firm
support of humanistic educators who emphasize the vaiues of play and leisure and inner
self-diraction. Especiaily critical of performance/testlng today are those educators who are
sensitive to the apparently destructive forces in modern technology that deplete our natural
resources, pollute our environment, disturb delicate ecological balances, and exploit and
qehumanize skilled working people for profit and power.

Arguments for {airness in testing.notwithstanding, these criics and s'keptlcs have legitimate
messages of caution. in general, these issues speak to the limitations, narrowness and

inadequacies of performance test

ing when overstressed or used to the exclusion af other claims

and interests. Though threatening to narrow self-interests, such critical messages of caution can
provide clarity and breadth of purpose together with insights into other worthy means of judging
human development and achievement. N

From Analytical Definition to Critical Judgment

3

o ¢

A performance test is presumed to be a measure of occupational competency of the ability
to perform & job-related skill. This presumption, in turn, is based on the assumption that job
‘skills, and even overall occupational functions, can be reduced by analysis to meaningful,
manageable and measurable sequential ments. The competent performance of these work

-—gegthents may then be examined

and evliuated. The purpose of performance testing,

accordingly, is to discern the quality’ of & particular individual's competency to perform a
particular job-related skiil or to qualify for a particular occupation. '

Human beings, accordingly, are selected for additional training, jobs, and careers, and even
certified for various occupatiohs—in other words, granted the rewards for iridividual etfort and
soclal usefulness—on the basis of others’ critical evaluation of their competence gs indicated by
the measurement criteria of performance tests. This analysis is entirely different from the more
straightforward proposition that people are selected and rewarded on the basis of thelr own

actual psrformance on the job or

in the occupation. Test designs, test criteria, job descriptions

and occupational analyses, test constructors and their judgments on what to measure and how

to measure It, test administrators
and the rewards dispersed.

and test evaluators all stand between the individual performer .

£

Furthermore, a performance test, providing an adequate basis on which to judge im degt-u

" of proficiency with which an occupational competency Is performed, must also pr
quantitative measurements by which the more competent craftsman may be dist

inguished from

- the less competent. Thus, not only does the analytic reduction of work sequences underlie

performance testing, but aiso the

‘measurement apd evaluation of job-related skill competency

require the quantification of qualities of both petformance and product.

A well-defined objective Is es
to perform a manipuiative skill to

sential to performance testing. That objective may be the ability
a certain qualitative degree, or to produce a final work product

LAY
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that meets certain standards of quality control. In either instance, it is not merely t
performance process or the product of the work-sample that is evaluated, but rathe
competency of the work which is critically assessed.

The purpose of analyzing and characlerlzlﬁd performance testing in the above manner is not
td establish either a working or final definition of performance testing on which-alt may agree.
The above analysis does make clear, however, that regardiess of the technicai definition-or the -
characterization of performance testing used, performance testing, like all other forms of '
evaluation, inevitably must make assumptions about reality and human experience. It must claim
some value Criteria for the discernment of quality and the judgment of degrees of quatity. And,

performance testing must reflect some beliefs about how we learn, about how we demonstrate o

and apply knowledge, and about the values assigned to that knowledge.

This perspective places performance testing squarely in the philosophical domain of critical
Intorprotatlon of beliefs about reality, values, and knowledge, Presuppositions and fundamental - .
value bbliefs require identification, clarification and cr’mclam& Basic concepts of reality,
intelligence, and social utility must be questioned, or at |least held critically, and applied
cautiously in diagnosis, evaluation and justification. The assessment of performance competen-
‘cies from this perspective is a human affair, not mechanical, not prescribed or determined, but
subject to the whim and prejudice .or capriciousness, as well as to the reasonable disagreements.
of rational people. . v

Tho argument hay appear strained and unnecomry to those who already acknowledge the
human elements and the concomitant possibilities of error in performance testing. On what
logical or utilitarian grounds is an individual justifiably subjected to performanace testing? Are
there other, Better reasons fol not testing performance? .Is such testing a subjection to external,
impersonal norms that are less valuable or substantiable than others? Or is performance testing,

" . rather, an individual opportunity to express uhique human dignity, to exgel, to learn about and

. respect one’s own blf?

But these and many other philosophical inquiries do not suggest themselves to those wha,
with a deterministic or mechanical-perspective, view evaluation in general and performance
testing in particular as the automatic process of perceiving degrees of quantitative variance or
correspondence between two sets of clearly observable data—the external test standards and the
behavioral performance. From this perspective, no vaiues, interpretations; judgments or
responsible assumptions are expressed in constructing performance tests, evaluating their
outcomes, -or even in the decision to administer them. To the contrary, performance testing is a
value-free maneuver, a technical operation freeing both the tester and the performer not only
from capricious judgments of the quality of competency but, more significantly, also from all
questions of fairness and justice in allocating economic rewards and social rec'ognltlon on the
basis of performance. The oniy problems or issues related to performance testing trom this latter
porspoctive are the technical questions of test validity and reliabllity

However, even the troublesome, tentative question of whether performance testing is, on the
.one hand, a human interaction, consisting of purposes, intentions, social goals, culturally defined
criteria, and theoretical assumptionsg or, on the other hand, a value-free mechanicai operation, is
itself a question which justities, even requires discussion regarding the philosophical issues.



WILLERS

Educational Goals and Performance Testing

The aims and goals of education provide a psrenniai pursuit for philosophic perspective. The
vaiue of life and the values worth seeking and hving 1or are constant questions petplexing the
oritical mind. This has always boon true but appears aven more so In an era committed to
science and technology, neither of which in itselt purports 1o definoe our values or to solve our
value conflicts..indeed, from one debatable view, sciance and technoiogy, while claiming to be
_value-free, have cafled into question our more stabiiizing, traditional values, thereby creating
many of our value conflicts and dislocating core values necessary for social cohesion and
continuity. ' - )

in an age in which science and technology of overpowering dimensions dominate the
curricutlum, what is education for? What are the valuag and goals sought through the myriad
" forms of instruction, traming, programming, conditioning, teaching and testing? If there is some
answer to this queation, it would necessarily be complex, but even then we would have only a ¢
description of the various social and personal goais people strive to achieve through leaning.
More crucial is the normative question: What ought to be the aims of education? From differing
responses to this.primary question foliow the practical matters of designing curricula, applying
instructional methodologies, organizing and administering learning situations, and evaluating the
_ results. : _ v ' o
- » ) '
The question of aims, like all normative questions, cannot be answered in any final sense,
“only in terms of philosophic perspective to which there would be equally appealing or more or
less defensibje counterperspectives. This i3 not the place to argue for this or some other goal of
education. Blit to place the question in terms relative to performance testing, let us at least
propose & theoretical framework from which to work. This approach is attriputed to THomas F.
Green and can be pursued in greater detail and accuracy in his “Minimai Educational Standards:
A Systematic Perspective.™ : '

: Thé alms of education may.be either general or specific. Specific educational objectives
I indicate that which constitutes their own achievement and also designate the time when the
goals are to be achieved.In this respect, performance-based training always aims at specific
goals in the form of behavioral objectives, and it\is the function of performance testing to
indicate when and to what extent these specific goals are attained.

General educational goals, on the other hand, are vaguely expressed so that it is never
po3sible to discern when they have been attained or the oxt&l‘k f their attainment. Accordingly,
no form of educational measurement, perhaps least of all performange testing, can measure the
_achievement of general educational goals. For this rémson, and befause our culture places such
o great emphasis on measuring and counting for the purpose of gfficiency and economy, it is
‘ suggested by the accou ntabllity-movement, éompetency-bas instruction, and the efforts to

manage education by objectives that all seemingly useless general goals be replaced by specific
. abjectives, the attainment of which can be measured, monitored and managed. :

But the argument to-eliminate general aims, in favor of thp specific, rests on a
‘misunderstanding of the function of general goals, which is to designate, not what is the good or *
the best, but rather what is unacceptable."As such, the general goals of education provide the  *
grounds for defining specific educational objectives. - b.

: b
In short,?genoral goals operate effectively in the establishment of specific targets provided
we recognize that thelr function Is to provide criteria for dstermining what kinds of arguments
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will constitute serious charges of failure. Specific educational goals are derived from general
educational goals through a social process in which there is produced a definition of what
constitutes not the best, but the worst that Is acceptable. To suppose that specific goals for the
system can or must be generatad independently of general goals is to succumb to a most '
tundamental nusunderstanding of the natuie of educational goals.”™

The achievement of specific aims is the business of coinpetoncy—f)baod instruction, and the
measurement of that achievement ‘f specific aims is the business.of performance testing. Now,
the problem remains as to whether these specific aims depend upon the more gageral aims of
education. Or have compbtoncy-bgsed instruction and performance testing replacéd general . = %::%.
aims with specific performance targets arising from the art of-the possibie in instructior and ‘hoé ;
prescription of behaviorai objectives? Unless specific goals depend the general aims of =~ *
sducation, psrformance testing, and its array of associated educatiohal movements, will drive us >
further into an aducational malaise of confusion and loat confidence. )

- . H

v |t specific goals are not related to mojap general goals that express broad social values and
shared Ideals, narrow interests will contiéT® to compete ruthlessly, Unsuspecting learners,
striving to Improve their own performance, will be caught up in the compaetition to exploit their
improved competency. And schools and educational systems will continue to be condemned for
lack of efticiency or productivity or aimost any other fallure, presumed or real, on grounds which
are irrelevant because they do not refiect general goals of the society or the system. . -

The discussion seems to have generated another dilsmma for performance testing:. ¢
Competency in performance cannot be tested fairly uniess it is an established and measurable =~
“objective of instruation. Such' an objective is necessarily specific, designating the specific criteria
for the evaluation of its own attainment. The behavioral objectives of competency, furthermore,
emerge directly from particular job-related skilis, not from broad cuitural aims and values or from
general social ideals and goals. An?pt. as it has been argued, It is exactly these kinds of |
-narrow, speclalized pertormance godis that endanger the society's unpo of commonalities and;
consequently, the individual’s relationship to that fragmented society. .

Studies regarding individual alisnation and dehumanization need not be recounted to
strengthen the argument against specific instructional goals sought in isolation from broad social
ideals and general educational ‘aims. But the tragic picture does flash across the screen: a highly
" proficient person, competent in a variety of economically useful skills, who possessaes little or no
sense of Individual or social identity, self-worth, or meaningful direction.for life. Such a person -
skillfully fells the trees without ever sgeing or appreciating the beauty of the forest. The
concomitant destruction of our physical environment and the senseless waste of our natural
resources, aimost matches the loss of human resources. v

With respect to the dilemma, some uneasy compromise between the demands of the /
technical and the necessities of the.human may provide some small consolation. The ,
compromise will not satisfy. those who give highest priority to the inner dignity of the person . -
‘rather than to creature comforts and increases in the gross national product. But, given the
present powér of the continuing persistence for consumption over creativity, something by way , -
of compromise may be better than nothing at all. . \

This possibility of compromise lies in the hands of vocational and teghnical trainers who
congtruct behavioral objectives and utilize perfformance tests. To these educators and evaluators
fall the opportunity at least to refer the specific goals of training to broader social and
educational aims. . :
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In what respects, it might be asked, does the attainment of proficlency in some performance
respond to the broader, generally accepted goals of our culture to encourage individual
creativity. to foster conservation of our nat al environment, to develop critical yet cooperative
citizens, and to stimulate a sense of self-identity as well as a sense of belonging? How might the
assumed opposition of habituated skills and croative imagination, of routina work and nxpressive
ieisure be reconciled into mutually complementary counterparts?

. To ask such questions and to begin tor answer them and to apply partial answers in actuai
- practice, requires that the vocational education evaluator become an educational sociologist,

" historian, and philosopher, able to recognize and critically evaluate the generail aims of education ~
in order to give meaningfulness to specific objectives. Above all eise, for social concord and
individual human development, it is necessary that the performance’instructor and evaluz}tor

v judge far more than the skillad pertormance, and that the learner learn far mQ{e than
performance skills.

R

1

Performing Slaves—The Perennial Fear

Philosophical issues converge on performance testing from across the spectrum of
educational thought, even from opposite directions. From the radical end of the continuum,
neo-humanistic educators, third-force psychologists,.and existential philosophers rail against
imposing external standards on unique individutis who are free to choosé their own values and
destinies. On the other hand, educational fundamentalists, the perennialists, would returh our
modernized, mass, corporate culture back from the vocational training of slaves to enduring
universal truths and values which serve as absolute criteria for human behavior, action and .
performance. For these educators, the alm of schooling is “manhood, not manpower."

From.this latter perspective, human performance is not to be measured in terms of individual,
interests or needs, for all psople possess a common natural power for rationality.

Education must accordingly rely on the universat and the psrmanent, not the particular and the
transitory. Nor is human performance to be measured In terms of particular marketable
vocational, technical and professional skills which, apart from the power of rational judgment,
mark our society's performing slaves. Corporate industrialization, technological advances, and
the observation of changing facts, all served by performance training and testing, readily enslave
the skilled in whom the potentiality for rational seif-direction remains unrealided.

Thus, Robert Hutchins, in advocating perennialism in education, rejected outright most of
the commonplace objectives of American’ schooling today, and especially training in vocational
competencies. Since a system of education will invariably reflect major cultwral forces, he
argued, it would be naive to think that the schools could develop intelligent: humans when all
soclal pressures are applied to the development of uncritical, unthinking consumers and
producers. Our cultural mission must, therefore, be redirected, away from national power and
accelerated technological changes that take no thought of rational human progress or social
consequences, toward wisdom, understanding, intelligence, and rational thought and judgment.
To realize our rationality and thereby reach our full human potential, a liberalizing, freeing.
education must be provided to all, “not to make practitioners but to help in the development of

_intelligent' men and women.™

_ One could probably argue well that there is nothing in pprformance training ahd testing that
is inherentiy contrary to intellectual development itseit. Afid tests can and have been intelligently -
developed that do measure performance abllities and competencies. But, then, thoge who make
such successful arguments, and those who construct such reliable and valid performance tests.
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must be utiizing & degree ot rationaity that the skilled pertormer may not have had opportunity
to develop. And this possibility is the crux of the lssue. While it is not a matter of either rational
judgment or skilled performancae, it is a question of priorities. Skilled performance without
critical, rational intelligence becomes, in a world of rapid technological change and built-in
obsolescence, a prelude to participating in one’'s own victimization .Just as education retlecta the
dominant forces of the culture. 30 we teach toward the tests And performance testing presents a
danger of luring job-skills with Instant yet transitory reward. -

~'8till, it may bé argued, It is better to possess any marketable performance skill than none at
all or, what may be worse, an impractical, purely contemplative intellect (if thers is such.a thing).
But this argument forces us back Into an either-or dichotomy by denying all other alternatives to
. the extremes—either the performing slave or the intellectual who would be free if he/she knew
how to do anything at ali other than think his/her own thoughts. But these two alternatives are

ar from exhausting our human possiblities, and, besides, performance often depends on creative

r oritical judgment and cognitive knowledge that no strict performance test alone can measurse.

The intelligent, creafive and critical worker is, therafore, no threat to vocational education or
performance testing. Rather she or he is the chalienge.

.
v

Self and,Society—the Continuing Split

Pertormance of skills and evaluation of performance may be viewed from the perspectives of
three domains commonly used today to classify educational objectives—the cognitive, the
psychomotor, and the affective. Pejformance testing is primarily, though not exclusively,
concerned with the measurement of the achievement gt psychomotor objectfves and .
competencies. As we have seen, educational fundamentalists-are concerned with the cognitive
actualization of rational potentiality. From the third domain, te affective, philosophical issues
converge upon performance testing. : '

-+ These issues, raised by humanistic and existential perspectives, center on the conflict
between external controls or stimuii, pressed upon Igarners from without to modity behavior and
habituate performance, and the free inner choices of autonomous individuals. Furthermore, these
issugs focus on the iegitimacy of criteria for the evaluation of learning and performance. For the
sake of economy, efficiency, and sacial expectations, can standardized, uniform criteria be
applied pquitably through performance tests to evaluate unique individuals and the worth of their
novel abilities, achievements, contributions, and potentialities?

In an even deeper sense, the issues-emerging from concerns with the affective domain for
the unique worth of human individuality raise fundamentai philosophical questions regarding the
nature of reality and the sources of truth and goodness. Are human beings essentially, naturally
- social beings whose originality and uniqueness emerge through varieties of social experience? It
80, we may legitimize some soclal expectations and cultural norms as criteria for individual
development. But the primacy of individual subjectivity over social expectations and external -
standards continues to be philpsophically affirmed. And, to the extent that such philosophical
arguments possess some admissibility, standardized performance testing will be questioned, and
the objective criterla for evalyating performance will be challenged.

. John Dewey advocated learning through indlvidual particlpation in group social problem-
solving activities using scientific inquiry and experimentation, This pragmatic approach is based,

theoretically, on the interaction between the individual and the sociophysical environment. Thus,
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for Dewey and the pragmatists there is no ultimate separation of reality into the subjective and
the objective, and therefore, presumably. no inavitable contrary claims of individual subjectivity
and external social expectations. But traditional patterns of thought still hold stronger, sway over
most contemporary education, and the biturcation of reality Into two competing realms continues
to dominate appioaches to testing and curticulum design

For one thing, sclence in the twentieth century has not been utilized as the Intellectual and
democratic means to achieve the human community envisioned by liberal pragmatists. Instead,
contemporary axperimental science has become the handmaiden of technology. In such
master-siave relationships among disciplines and cultural forces, free inquiry, intellectual
. development and social reform usually suffer the consequences of unchecked self-serving
interests. Thus, today sclence is put to the services of many technological projects whose likely
conséquences may be detrimentat to long-range human interests.

Furthermore, the scientific community has not opened to the masses of contemporary
society. Even if we do benefit economically or militarily from the technologichl applications of
' aclentific advances, on the whole, we are generally excluded from the inquiry and
experimentation and have little say in the soclal uses to which scientific discoveries will be put.
Therefore, scientific inquiry, as advocated by those who reject the dichotomies of the subjective
and the objective, of the individual and the soclal, has not yet emerged as the means of
participating in and contributing to. the direction of human affairs.

-

The broad cultural consequence for education and evaluation s that we livenin a modern,
technologized, industrialized world with loyalties, beliefs, and values characteristic of-premodern 1
modes of thought. We live daily amid the external securities and conveniences of creature
comforts produced and serviced, sometimes efficiently and competently, by technologles and
bureaucradles that fragment,.dehumanize, and alienate. Yet we also still feal some worth for
ourselves and for our humanity, despite our strong dependencies on institutions, systems, and
gadgets that we may know how to manage but doubt we can control. .

The performance testing movement, also, will struggle with these co‘sﬂlec{ and doubts. Can
humans be treated and tested merely as reactive objects whose performance is produced and
evaluated from without? Contrariwise, how can performance testing serve the interests of unique,
purposive learners who creatively choose their own competéncies and the qualities and social
uses of those compstencies? Has performance testing already succumbed to the prescriptions
. and reductionigm of narrow scientism that seeks only to ‘condition and control the '
predeterminants of performance? Or rather can performance testing be complemented by
introspective self-analysis and self-evaluation of individual intentions, plans, volition, and
purpose? Will teaching directed toward performance testing facilitate the individual imagination
and creativity necessary to construct novel upderstanding and appreciation of quality
performance? In other words, will the perforiaance e taught and tested in such ways that it will
. serve the needs and Interests of the learner, or must the learner serve the inflexible demands of
the tests? ' L

Ultimately, these humaniatic concerns challenge the functions and uses of performance
testing to recognize that those skilled performances are not just economically rewarding and
efficient. The performances most worth performing also serve the psychological renewal and
seif-actualization of the individual. .

4
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The Sacrifice of Reality

\ . . .
The problem of distinguishing reality-from the mere appearance of reality is as old as

philosophic inquiry Itself. Some philosophers have argued that what merely appears and is
tlootingly porcoived Is only tamporary and thus unreal, not bo to bu cunfused with the enduning
reality of the underlying form. Other philosophers have defined the very assence of reality in
terms of what is perceived, while still others conclude that what is, what exists, cannot be known
at all as it.is, in and of itself, but rather only as an object of knowledge complying with the
categories of human understanding. As such, the question of the nature of reality may raise little
interest except among philosophers who value disinterested inquiry into esoteric and irresolvable
probiems.

And yet the problems of reality and its theoretical distinction from appearance constantly
show up I practical, everyday situations, especially in regard to public policy issues in
educatlon and ovaluatlon. Performance testing is no exception. .

The evaluation of performance is a costly and time~consumlng enterprise. Thus, it becomes
a practical matter to attempt to reproduce the reality of a job situation through laboratory
simulation. .

“While most developers of performance tests strive to retain mn element of reality by
creating work samples or simulators, there are times when reality must be sacrificed in
the interest of efficiency or in the interest of measuring certain mentai processes that
cannot be measured conveniently in any other way . . . They are quick and easy to use,

- they do represent important elements of the troubleshooting task, and they can be
used in locations where the real equipment cannot. They suffer from their representing
only part of the total real environment.”®

One might add that simulators also suffer from the uncertainty of how well, or to what extent
those parts of the real environment are actually represented in the simulated environment.

And no matter how “realistic” simulation appears in performance testing, the performer
being tested may have the notion that, except in terms of the evaluation results, the simulation
itself “really doesn't count.” Efforts to research this problem empirically or-experimentally face
the difflculty of gathering data and controlling variables of appearance or perception rather than
of reality and actuality. Thus, one could never know whether or to what extent the notion of
unreality in simulation contributes to or distracts from quality performance. In Bither case,

" nevertheless, the reliability of performance tests relying on simulation suffers some unknown

degree of distortion due to the “sacrifice of reality.” If the performance within a simulated
environment does not matter entirely in reality, the performer may be either less cautious or
more relaxed, resulting in either hetter or worse performance.

Thls.of course, is certainly no devastatlng argument hgainst simulation and simulators. No
one would want to fly in an airplane whose pilot had been licénsed only on the basis of
pencil-and-paper tests that examine knowledge about technical data. Nbr would any of us want
to be operated on by 4 surgeon who had never before used a scalpel. Still, the inevitable

- divergencies from reality in performance testing should serve as warnings of limitations and
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reservations. Just as the experimental scientist recognizes that data only approach, never
achieve, accuracy, and that the findings are merely probable, tentative, and relative, so also

‘evaluations resulting from the more or less accurate (or inaccurate) measurements of
-'porformlnco in simulated reality cannot be absolutely conclusive, and should not be acted upon

or applied as such. Consequently, assessments should be made through a variety of performance
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tests other than those using simulation, and through means ot evaiuation othet than petivimaiivu
tests. Again, the argument strengthens the contention that the measurement of manipulative
skilis alone, to the neglect of intellectual and human relations skills, jeopardizes the pntire
process of evaluation. :

Broader Horizons

The philosophical issues of reality in performance testing expand into ironic complexity. The
evaluation criteria in performance testing take the form of behavioral objectives derived from the
process of analyzing actual on-the-job skills. One is successful in performance tests to the extent .
that competencies in job-related skills can be demonstrated, that is, to the extent that the
behavioral objectives of vocational or technical training have been achieved. The trainee is held
accountable in terms of these behavioral objectives. If the extent of demonstrated skill
proficiency is adequate to some agreed-upon standard, then the trainee is licensed, awarded a
credential or awarded a certificate or diploma, and hired or promoted and otherwise rewarded for
levels of proficiency achieved.

It is a well-known, but slightly understood, fact that from analysis to job-related skills, to the
definition of behavioral objectives, to the design of competency-based curricula, to the testing of
performance and, finaliy, to accountability or certification, this training/evaluation scheme
locates its fundamental theoretical roots in behaviorism. For behaviorists, all behavior is reactive,
a response to stimulation from the environment. And all learning is a conditioned response to
‘external stimuli. Reality consists of external contingencies and observable behavioral responses
to them. Theretfore, behavior, including competent performance, argue the behaviorists, can be
conditioned, controlled, and predicted by managing the environmental stimulkt.

It is not the purpose here to provide a definitive critique of the behavioral.theory of learning
or behavioral technology. Itis sufficient to emphasize the behavlorists' reliance on a concept of
reality as external and objective, independent of inner mental states and subjective psychic
processes that gannot be observed or measured.

The ironic point is that those educational endeavors reliant upon behavioral theory and
technology, such as management and accountability by behavioral objectives, including
performance testing, cannot afford to surrender the reality from which stimulation, control, and
the criteria for evaluation all arise. More specifically, the behavioral techniques utilized in training~
and testing for competency cannot have it both ways. They cannot exclude from reality, or at
least serious consideration, all that cannot be observed and measured, and at the same time for
the sake of convenience, efficiency and economy, sacrifice even in part the external reality that is
all that remains. " ' .

The argument is not that behaviorism and performance testing are wrong in the sense that
the theory does not work in practice. Each of us, as a matter of common sense, is only too well
aware that our behavior is automatically reactive to external stimuli, and that learned behavior
can be uncritically responsive to social conditioning and external reward. We are even gratified
that this level of learning through operant conditioning is possible. There is no time for
*speculative or critical thought when it is past time to slam on the brakes.

' Life wouild be wholly unmanageable if we did not perform most routine and repetitive tasks
automatically, without forethought and reflection. Otherwise, we would have to learn and relearn
trivia constantly. Survival would then be impossible; or even if it were possible, we would have no

* {
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time to reflect upon the reasons, purpos 3‘ Qoals, values, and meanings of surviving in the first
place. If bshaviors could not be conditioned by responses to external realities, many
handicapped and retarded persons could nét perform the many tasks of living-that most of us
take for granted every moment.

Therefore, the argument is not that we cannot, or even that we should not, train and learn
and measure behaviors or psrformances in accordance with the science and technology of
- bshavorism. Rather the point Is that the theory underlying the concepts and practices leading up
to, and following from, performance testing is inadequate to the degree that it must trade off part
of the authentic external reality fitting the job scene for another that, by comparison, only
simulates or approximates the appearance of the original.

The answer to this theoretical, if not ethical, dilemma is, of course, not to give up
competency-based instruction and performance testing. To do so would render our society and
economy totally unmanageable. instead of giving up the behavior-oriented aspects of ,
competency training and testing. these could be opened up tp yet broader aspects and methods
of human development, education and assessment not covered by behavioral technology.

For example, humanistic and existential concepts of human nature and behavior, involving
free choice, self- direction, and self-evaluation, might be brought to fore. In performance testing,
at least, this broader approach requires that the performer be in control in the sense that he has
made a delibsrate and critically intelligent choice to be evaluated on the basis of a clear
comprehension of the tasks to be performed and the criteria to be met. Performance would be
viewed and valued as that of a human being with feelings, aspirations, and worth not wholly -
circumscribed by that performartte. In addition to behavioral competencies, human relation and
affective skills would be encoliraged and rewarded along with critical, reflective intelligence and
aesthetic appreciation. The individual skilled worker then is not easily exploited by mass
corporate systems, and human life takes on .meanings that extend beyond technical proficiencies
and occupational settings. .

» In these broader terms not limited to the independent realities of external stimuli, but
including a sense of individual self-worth and pride in proficiency, performers are not subject to
impositions that they themselves cannot evaluate, control, and redirect. Their own reality is not
- reduced to a series of automatic reactions to impersonal conditions and relationships.
Performance becomes a way of oxproosing. realizing, and becoming one’s own truer chosen
self—not a demonstration of one’'s ablllty to meet the expoctations. achieve the requirements, or
acqulre the rewards of others. ‘

Performing Individuals and Individual ormance

It may be that those who strongly advocate performance testing, and espécially those who do so
uncritically, do so because they discern the performance of the person in the same sense as the
performance of a machine designed to operate in some specific fashion. Certainly such a propensity
to equate various meanings of "performance” could be understood, if not predicted, éspecially among
vocational and technical educators and occupational evaluators who work with machines, teach
individuais to use machines, and test individuais’ operations of machines.

~If one would not have such expectations or make such predictions of artists, it is not

~ ‘because the artists are better than the vocationalists. Indeed, the,two may be one. But, each
approaches performance with a different mentality and a dlf[grer’nt set of presumptions. Workers

g
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use their tools and machines to produce a product or to provide a service; artists use then
instruments or mediums to express and create feelings, to interpret and convey meanings and
intensions, to provide pleasure and to enjoy the performance.

In the woild of work, itis a small but significant step from machine to machinist, to view the
performance of the machinist as an extension of the function 'of the machine. In this sense, the
machinist merely completes the otherwise incomplete machine. Thus, the performance of the
machinist would be seen as being of the same class as the performance of the machine.

It is this mechanical sense of "performance” that underlies performance or competency-
based education. But the performance of a teacher or a worker---of any person--is not the same
as the performance ot a machine unless one makes no conceptual distinction between persons
and machines. Then, and only then, could their respective performances be considered identical.

The performance of a machine must accord with the design of its own production. The sense
of an individual's performance “applies to any action of a person who has parts he makes answer
to'the parts of the work performed, and connécts in ways that correspond to relations of the '
parts of the work."” Furthermore, the performance ot a person ditfers from the performance of a
machine in that the former depends on the intention of the performer to engage in it. Since this
distinction between the performance of a human and that of a machine depends on a theory of
human niture as intentional, it somewhat begs the question and is certainly in no sense
conclusive. Nevertheless, it is just enough to warn against equating mechanical pertormance .with
human performance and thereby applying the same criteria to the evaluation of each. '

If work performance cannot be taken for granted as mechanical action, that is, as uncritical
application of rules or habits, then at least the theoretical foundations of performange testing are
. thin and scarce. The performances of machines are not valued intrinsically in and of and for
: themselves. Mechanical performances are rather valued for their convenient and efficient .
instrumental functions. Their values lie in their instrumental uses for our own human purposes. .

What is valuable in human performances does not entirely, at least, depend on this instrumental
| relationship to our own human interest, or rather cannot do so without rejecting the inherent
; worth of the individual. It does iittle good to argue for the inherent worth and dignity of the
individual performing and the instrumental value of individual performance. Immeasurable
injustice and suffering are historicalily rationalized by separating the person from the
performance, ‘granting Intrinsic worth to the individual and mere instrumental worth to the

. _person’s “mechanical” performance. Human performande interprets and expresses, some would

argue, not only the work patterns and products, but more importantly the meanings, purposes
and intentioris of the psrson who, contrary to popular contemporary behavioral technology,
cannot, or at least should not, be reduced to a repetoire of measurable, controllable, predictable
behaviors.

- * Relationships of Parts and Wholes : . \

One clear, but problematic, assumption underlying performance testing is that the practice
of an occupation is the sum of the tasks into which that occupation has been analyzed and,
further, that competency in the vocation can be achieved by learning separately to perform the
individual tasks, regardiess of their number or nature. Within this assumption, the performance -
task that is tested is to the vocation as a part is to its whole. |

Now the relationship among parts, and in turn their relationships to their whole, may abpoa"r
at first glance to be simple and straightforward. In some .cases, such as with the legs of a chair
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and the chair itself, the relationships may be comparatively uncomplicated, though a designer or
manufacturer of chairs may argue otherwise. The relationships amang human behaviors, and
especially behaviors relating several or many humans within a system such as a school or job or
entire vocation, can bacome complax and complicatad bayond the point of meare description,
imuch less analysis

LN

Extending beyond the empirical description, philosophic inquiry has ever been intrigued and
challenged by the question of complicated relationships of parts to wholes. In logic, it is
fallacious to argue that the qualities of the parts also characterize the whole, or conversely, that
the nature of the whole characterizes each individual part. In experience, this may or may not be
the case but, if 30, never by qun( al necessity. Ot course, philosophy is notorious tor its ¥
conflicting perspectives, so it comes as no surprise that some philosophic theories prize umty
among parts and within wholes, while other pluralistic notions perceive incongruities, if not
conflicts, among at least some relationships. Monistic perspectives of unified reality value order,
continuity, regularity, and lawfulness among human behaviors and social relationships. Others pe
argue for at least the possibility, if not the desirability, of the diverse, the spontaneous, the
innovative, the creative, and the unpredictable.

\ There is no reason to assume that those engaged in performance-based instruction and

\ performance testing intend deliberately to enter this metaphysical squabble. On the contrary,
vocational educators use these training and testing techniques for quite pragmatic reasons that
go far beyond or never approaching the desire to argue, even discuss, a metaphysical notion

\ regarding the relationship of parts to wholes, or &8social theory advocating the inevitability or

desirability of regularity and structure over spontaneity and innovation, or vice versa.

Nevertheless, it must be acknowledged that performance testing and the educational
movements on which it depends and with which it Is associated are themselves inexorably
related to political and educational policies that at least represent, if they do not promote,

\ controversial social values, conflicting educational philosophies, and competing lifestyles.

The performance tester cannot but endorse, or at least sanction, those social perspectives
and values inherent within the view that parts relate, or ought tq relate, in a unified manner to the
wholes to which they rightfully belong; that is, that task performances go to make up the job, or
that vocations are the sum of their respective individual tasks. Thus, regularity, predictable
performance, consistent production, ordered sequence, dependable service, formal relationships,
structured experiences, conditioned responses,,‘eliable competence—these and other similar
characterizations make up the reality of human experiences and social relationships observed,

» measured and monitored by performance testing. No arguments are hete proposed against these
' qualities and processes intensely scrutinized, promoted, and rewarded through performance

\testing. ‘

| But it is'necessary to question the degree to which these kinds of values, realities, and
t&eliefs encompass the entire range of human experience and characterize the possible scope of
human relationships. When asked, one may be tempted to respond: very slightly. But, even if the
predictable qualities and structured processes measured by performance tests charhcterize most
human experiences and relationships, one could again ask critically: Are these ordered

uences and conditioned responses the best parts of the whole sweep of human potentiality?

L probably not, nor were the elements tested in performance ever proposed to be the
highest, most challenging and valuable aspects of humanity—though they may promote higher
pot ntialities, whatever our priorities may perceive them to be.
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So, again, a consideration qf the philosophical issues In pertormance lesting ieads not to the
questian of whether there is'a legitimate, justifiable place for psrformance testing, but just what
is that place in the broadér scheme of education, human development and social interaction.
Whether one's value orientation or philosophical perspoctive assigns a relatively high or low
priority to the routinized hehavioral reqularities evaluated through performance testing, it would
be as difficult to judge them the best, the finest. the highest as to judge them the worst, the least,
the lowest. And somewhere between these two extremes, the measurable performance and the
measuring performance test lie as instrumentalities, mere means to competency, social
ussfulness, and economic indepandence, but nevertheless as means to yet higher goals of
human development and rejationships.

_ Performance testing, like any other means, may be elevated, even for the noblgst reasons, to
. 'an end in itself. Perceived as such, performance testing no fonger serves but defines human

existence and experience. That life is likely to be void of diversity and dissent, of innovation and
inquisitiveness, of spontaneity and sparkle. It is-hoped that the alternatives will not be reduced to
a choice.bstween competency, competition, and ¢ontrol on one hand, and creativity, compassion
and curiosity on the other. Just as we cannot learn in a rat maze all that is most worth knowing,
performance testing cannot evaluate all that we know and are, or should most desire to learn and
become.

Conclusion

Parformance testing Is more than a fad—a mere temporary stop-gap measure for
overwhelming perplexities that have been accumulating since World War If. Among those
perplexities were: rapidly expanding school enroliments, frantic responses to Sputnik, and
char“a that our schools were failing, then mobilization to integrate minorities and handicapped
persons, followed @uickly by social demands for greater equality of opportunity and the need to
move from an expahding economy to a steady state. Perhaps at no other time in history has any
social Institution been called upon to accomplish so much as the American school system in the
past%enoratlon. _ & R : :
Normally schools reflect and follow the trends of the broader society. Yet, in the past

generation, when social goals have been unclear, educators have been called upon to mark out
_ new paths that the broader society has, in many cases been reluctant to travel: integration,
conservation, innovation, accountability, economy, reconstruction of traditional belief patterns
and valye systems. Performance testing, performance contracting, and competency-based -
instruction are but a few of the major efforts within education to respond without clear social -
goals or firm social support. No single one of these efforts, or éven a combination of several,
dould meet all the conflicting demands and competing needs placed upon the schools. -

A few-of the issues raised by performance testing have been reviewed, its underlying
~ assumptions appear to conflict with both traditional cognitive aims and innovative atfective
emphases. It raises questions of priotity regarding individual autonomy and social responsibility.
It appears to contrast the mechanical with the humanistic, the quantitative with the'qualitative,
the predetermined with the free and open and unpredictable. Performance testing, in fact, brings
o the fore the biting theoretical issues and vaiue conflicts plaguing education and our broader
O {soBiety today. As such, it provides a living laboratory for soclal and educational experiimentation.

Experimeritation demands caution ahd control, as'well as creativity and courage.
, Performance testing as an experimental arena is no panacea for all educational problems. Its
interests and capacittes do not reach allhuman concerns. The conceptual framework of
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performance testing is narrow and shallow campared to the breadth and depth of human
prospects and social needs. Its concept of performance is necessarily definite and precise, and
therefore not wholly adequate to cover the spectrum of individual interest, will, need and ’
aspiration. Neverthgless, petformance tosting has its legitimate uses within its defined limitations.
The danger is that these limitations will be exceeded when it is called upon to provide more than
it has to offer. .
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PHILOSOPHICAL ISSUES:
COMMENTS

Comments on+he Philosophical Issues
in Performance Testing

John F. Thompéon
University of Wisconsin
Madison, Wisconsin

The two authors present very ditferent ideas. Borow helps the reader learn about
performance testing while Willers helps the reader learn of performance testing. These
distinctions are not minor. In learning about.something we learn what it is and how it functions.
in learning of something we engage in new ways of thinking. it requires us to actlvely engage in
the examination of our assumptions.

Borow helps us understand the history of performance testing, some of its issues and
problems. Willers, on the 6ther hand, takes us to basic assumptions and points out
inconsistencies with broader goals. The former, then, is more a technical paper and the Iatter a
more philosophical paper. While their differences are sharp and clear they do complement each
other.

If philosophical jnquiry helps us examine assumptions, what is an assumption? An
assumption is something which is taken for granted or supposed and, therefore, cannot be
verified in a scientific sense, If an idea can be proved it ceases to be an assumption and
becomes a fact. All of us act on our assumptlons-ev”ose that are not examined.

Assumptions need to be examined in light of reliability. A belief is reliable when it always
results in the same outcome. Assumptions need to be examined in light of their validity. A belief
is valid when it conforms to new knowledge and experiences. And.finally, assumptions need to -
be examined in light of consistency. That is, the entire sat of assumptions about a concept like
performance testlng needs to support and work together rather than against each other.

yd .

. With this framework in mind, let us examine the two papers. The strength of Borow's paper, |
have already indicated, is that it identifies some of the issues and problems of performance
testing. Ifs weakness as a philosophical paper is_that it does not go far enough in examining
many of the assumptions identified or impli , | find the early sections of the paper to
be more profound than the latter. Early in the @ author presents the “tacit assumptions of
testing.” These are said to be individual differen i p people that can be measured, the stability
of measured individual differences, and our abiflty to predict student performance from a test
situation to an external nontest setting such as & job. These are powerful assertions. While all are
not examined here they need to be by those who favor performance testing.

| admire, particularly, the section on validity. There the author analyzes the assumptlon of
predictability from®school to job. It is pointed out that

"tho failure of the typical performance test to tap relevant factors in on-the-job training
behavior or bona fide job behavior may limit its capacity to furnish a comprehensive -
and agcurate index of the student's competency. Performance tests customadly

H‘,‘
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‘appraise an array of cognitive and psychomotor skills. Yet, the affective domain is
clearly part of the universe of performance on the job. Successful performance in the
vast majority of occupations rests at least partially on the worker's attitdes and

- parsonal disposition toward the work scene, such as pride of workmanship, compliance
with sules of the workplacoe, quality of inlorpuv:;onul rolations, dependabitity and

integrity.”

The section ends, however, with a practical and tec hnical emghasis on how the validity problem
may be solved. . ‘ .

. Willer's paper identifies and examines basic assumptions of performance tesling. It was
necessary for me to read the introduction a couple of times betore understanding its purpose,
which | concluded to be one of sensitizing the reader to the broad issues. While | wanted to
argue with minor points, its conclusion is the focal point. .
“In general, these issues speak to the limitations, narrowness and inadequacies of
performance testing when over-stressed or under to the exclusion of other claims and
interests. Though threatening to narrow self-interests, such critical messages of
caution can provide clarity and breath of purpose together with insights into worthy
means of judging human deveidspment and achievement.”

It is pointed out that:

“A performance test is presumed to be a measure of occupational competency or the

the ability to perform job-related skills. This presumption, in turn, is based on the

assumption that job skills, and even overall occupational functions, can be reduced by

meticulous analysis to meaningful, manageable and measurable sequential segments.

The component performance of these work segments. may be examined and evaluafed.

The purpose of performance testing, accordingly, is to discern the quality of a PN

particular job-related skill or to quality for a particular ocgupation." -
| think another assumption needs to be added to this section. We tend to assume in

vocational education that if we know which skills are necessary for occupational competence, we

know how to teach them. This leads to another dimension that.is neglected n this paper. It .

relates to the lack of assertions about iearning theary as it is used to support performance

testing. '

-~

The remainder of Willers paper Is very powerful. It is a very concise philosophical treatise of
performance testing. In fact, | wish |-had written it. :

In sum, while the papers are very different, there are points on which tHe authors tend.to
agree. Remember, Borow's paper is more technical. It tends to offer the position that
performance testing is rather value-free and its real problems are test validity and reliablility. On -
the other hand, Willers tends to identify assumptions for critical judgmerits. Nevertheless, they
tend to agree that: " . . .

e Performance testing is a narrow educational perspective.

e Performance testing does not adequately assess the impact of the affective domain on
successful job performance. . R

e Performance testing has a national perspective. . AN .

e Performance testing has a sotial parspective. '

e Performance testing has an inherent confiict between individual and social goals.

==
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- | CHAPTER THREE

-

TECHNICAL ISSUES

The technical issues affecting performance testing are either addressed directly or alluded to be
gvery contributor in this handbook. While technical issues such as validity and reliability do cross
all of the other issue areas, they have enough Imporm_co to stand on their own and warrant a
-chapter solély devoted to them. Therefore, Chapter T/ee begins with a discussion of technical
- considerations by Evelyn Perloff where validity, reliability, efficiency, test bias, and observer/rater
variability are addressed. In discussing each of these considerations, she relates their role in
classical measurement theory .and the applicablility of the concepts to performance testing. For
example, consistency validity is described as a promising validation approach for performance

tests.
< -
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Raymond Klein authored the second paper which provides a more pragmatic approach to
performance testing. He focuses on developing. of performance tests; testingprocess,
standardization and norms; dete:mining cut-off $cores, providing test rélated materials; and
ravising tests. The chapter concludes with Samuel Livingston providing a third perspective on the
technical issues lacing performance testing in the Comments paper '
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Technical Considerations: Validity, Rellability, Efficioncy, and
Observer/Rater Vsrlsblmy -

Evelyn Perloff
University of Pittsburgh
Pittsburgh, Pennsyivania

The purpose of this papet is to describe characteristics of effective testing lnstruments T
There are three crucial characteristics of a good test: validity, reliability, and efticienpy. Thatis, &
good test shouid (1) provide information relevant to announced. objeo't)ves or usés to which'the
test will be put (validity), (2) indicate consistent information about those tested (rsﬂapmly). and
(3) be convenient, pertinent, and economical to administer and interpret (efﬂclency)’ 1 i
generaily conceded by measurement experts that the most fundamental-characteristic’ of a good
test is validity, with rellability.generally considered secondary. Least important #e those. "
additional conslderstlons that include efficiéncy and a variety of characteristics which reﬂoot s

test’s utility. .

This paper- discusses characteristics of a'good test that derive from classlcal measurement
theory. Although performance testing calls for modifications of classical measurement theory,
these revisions have been slow in coming and gs a resuit much of ciassical measurement theory
remains appropriate. There are, however, some hopeful indications that useful changes are being -
developed for specific evaluation of performance tests. These will be preserited here whenever
appropriate. Two procedures of particular concern to performance testing are obsarving and
rating what individuais do in test situations. The last section of this chapter will therefore present
a brief consideration of both procedures with special attentlon to the issue of observer and rater
variability. R ) : .

- | S o

Validity

»

Although vstIty is considerd the most important feature of measuring instruments, it
remains the most difficult to assass because it is the most complex. Furthermore, validity
involves a number of considerations-that are external to the test itself, yet need to be related to
test performance. Vaiidity has been defined in several ways, but these definitions stress the same
general idea: Does the test measure what it is supposed to measure? If the answer is yes, then
the test is considered valid, if the answer is nd, then the test is not regarded as valid. Validity is a
matter of degree not an “all or none” condition. That Is, two tests can be assessed as valid, but
one may be more valid than the other because It does a better job of measuring what It is
supposed to measure. There are aiso four different kinds of validity. Depending on how valiidity is
defined, the four kinds afe: (1) criterion validity, (2) content validity, (3) construct validity, and (4)
consistency validity. The first three apply to classical measurement testing and the fourth is more
specific to performance testlng The four kinds of validity are discussed below.
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Criterion Validity

Teachors and managers froquently need to compare test nchievament with achool or job
performance That 15 tests are administerad because 11 1s nocessary to pradict praseont or tuture
abilitios Tho emphasis hare is not ot what the test measures, but 1ather on how woll it piodicts,
that is, the quality of the test is not determined by the test's content per se, but rather with the
ability of performance of that content. to predict later school achievement or job performancs. If
subsequent school or job expectations, based on earlier test performance, are confirmed then
the test has criterion validity. Criterion validity has also been called criterion-related or

*  concurrent and predictive validity

Criterion validity is so termed because it relates to a criterion (standard) or rule for judging
-~ . the value of something. In measurement, a criterion is pettormance (academic grades,

supervisory ratings, job proficiency) against which the value of a test score is judged. Thus, a
test has criterion validity if individuals who are judged successtul on the criterion (do well in
school, obtain high job ratings, perform effectively on-the-job) are those who aiso obtained the
high test scores. Similarly, we would expect individuals who are judged unsuccessful on the -
criterion (do poorly in school. obtain low job ratings, perform inadequately on-the-job) to be
those who obtained the low test scores. In contrast, a test does not possess criterion validity if
there is little agreement in how individuals perform on the criterion and how the test assesses
their abilities. That is, hightr test scores correspond to a range (low and high) of school br job
measures and low test scores correspond to a range (low and high) of school or job'measures.

‘ Criterion validity presupposes that a criterion is relevant and has been accurately measured.
That is, not any criterion will do. A criterion must be salient for those who wish to makg
personnel decisions on the basis of tesy scores. For example, grades are viewed as a salient
school criterion, but number of hours studied or ability to outline material effectively, although
worthwhile and perhaps means to an end for gradés, may not in themselves be considered good
criterion measures. Obviously, selecting a criterion is no easy task since the complex and

_ difficult issues inherent in the concept of validity are true for criteria as well as for tests. This
predicament is readily observed for the two most commonly used (and supposedly most
appropriate) criteria: school grades and on-the-job performance ratings. Unfortunately, too little
effort is expended on the criterion side of the ledger. We suspect that until this state of affairs is
modified, criterion validity may not accurately reflect an instrument’s effectiveness.

Content Validity

Judging the adequacy of a test’s substance or content describes the ’p.rOCess of content
validation. It seeks to answer the question: Does the test measure what the test constructor
(teacher or manager) thinks it does? Judgment in this context generally refers to evaluation by
experts in a content area. - 4

Content validity is typically applied to tests measuring outcomes of education and training.
For the most part, these tests are achievement tests or representative samples of the universe of
appropriate content. The process of content validation specifies clearly defined steps to ensure
that the final product, the test, has maximum content validity. A first step involves relating
instructional content on the one hand to a taxonomy of objectives on the other. This step
encourages delineation of expected instructional outcomes as well as detailed student tsehaviors.
It resembles preparation of an efficient lesson plan. ‘
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,,,-‘F,ollowlng this, appropriate measures of the expected instructional outcomes and student
bshavior can bs developed. This second step requires representative sampling of the test's
content. The completed test is then ready to be judged by appropriate experts in the area
ragarding adogquate coveragoe of its contont. If tho uxpuorts concut, tho tost s considorod to have
content validity. If the exports aro cnitical and disagroao, the tost will not bo assossed as having
content. validity.

Aithough content validation can progress in an orderly fashlon, execution of the primary
steps—subject matter selection, outcome specification, content sampling, and uitimate judgment
by experts~—tends to be highly subjective. It appears unreahstic, then, to expect constant close
correspondence between what a test author includes in a test and how that test 1s judged by
experts in the field. Unfortunately, in many situations, there may be no other alternative than
content validity as a measure of a test's effectiveness. Lennon states it well when he says that

' " in many testing situations (of which achievement testing forms the largest class) there
is not available or readily accessible any dependable criterion variable, against which
the "validity” of the test may be measured; and secondly, is the fact that there are
certain uses of tests for which correlations with either contemporary or subsequent
criteria are not meaningful as indicators of validity '

It Is probably with regard to content validity that performance tests fare best. Their contents
appear to resemble the objectives and contents established by a curriculum and are therefore
readily acceptable to educators and job trainers. In fact, Borow points out that when
performance tests have

. 1
highly relevant content they are so compellingly convincing in appearance that
vocational educators, on-the-job (OJT or JIT) training supervisors, and industrial
perag?%crunmem officers are tempted to accept derived scores from such
garf ance tests as tantamount to job proficiency.? .
A final issye regarding content validity that pertains specifically te performance tests as: they
relate to minimum competency testing is to view content validity in terms of curricular and
instructional validity.® Curricular validity determines how well a test measures & curriculum’s
objectives. This involves a comparison of test and curriculum objéctives. Instructional validi
measures whether the schools provided the content assessed by the test. Both curricular and
instructional validity place additional burdens on tests that are beyond that generally demanded
. by content validity in measurlng student and employee performance.

Construct Valldlty

Whenever it js necessary to consider one or more underlylng properties or constructs
(concepts) that &n instrument measures, then the relevant validation procedure called for is
construct valldlty It is an analysis of the meaning of test scores in terms of psychological
concepts or “constructs”. This kind of validity is considered the most significant and important
because it derives directly from'theory. Unlike criterion and content validities, the process of
construct validity is not easy to ynderstgnd. it Is intricately linked to science and is the same
proceas as that used to'generate\?n_d test scientific theories.

\
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e There are various types of evidence that can be considered In establishing constiuct validily.

" The term “construct” refers to an underlying trait, disposition, or ability, such as anxiety,
congeniality, motivation, responsiblity, or verbal influence. These are five examples of a ver,
large number of possible constructs. There are two primary ways to obtain ovidenco of con$truct
vahdity. First, a test has construct validity it it ditterantiates between individuals who rank high
and those who rank low on the construct underlying the test. (Note that in this case the
construct is in fact a criterion measure.) Second, a test has construct validity if the theory
proposes certain modifications of the'censtruct and these in turn produce corresponding test
score changes. Nost frequently consttuct validity is accomplished by examining a group of tests
believed to be ing the same thing. Then, the characteristic underlying what is common to
these tests (a conftruct) is identified by using a statistical procedure called factor analysis. The
technique of factor analysis permits reduction of a complex domain of many variables to one of
simpler structure with fewer variables. This analytic procedure identifies tests or measures that
are closely related (highly correlated) with one another. That is, these tests or measures are
similar, they belong together. The reducad numbar of characteristics or variables underlying
groups of similar tests or measures are then called tactors or constructs. It is important to
remember that the construct identified will depend on the specific tests and measures included
in the factor analysis, According to Ekstrom,* there are a number of problems affecting construct
validity when factors of a factor analysis are used as criteria. The first problem results when a
number of tests identified*by the same construct are actually measuring different things. Second,
characteristics of examinees affect the factor structure of a test. That is, definitions of mental
_health differ by sex and race. For example, it males and females exhibit the same behavior, it
“may be rated as highly aggressive for the femaie but only moderately aggressive for the male."
Similarly, some personaiity measures are affected by race "because nonpathological racial
varlance contributes to elevated scores on some scales."®

" A third and last concern relates to examinees’ use of different strategies to solve problems
presented in tests. For example, it has been demonstrated that although many individusis
mentally manipulate figures in solving spatial visualization problems, others use an analytic
strategy to separate figures into elements and then ook for similarities. Similarly, according to
Gruen and Parkman,” most adults use memory to solve problems of simpW¥ addition, but
most children and some adults use incremental counting to soive these problems.

> Construct validation is obviously a much moye complex and time-consuming process than -
sither criterion or content validity. As described by Cronbach® “construct validity is established . |
. through ‘a long-continued interplay between obsgervation, reasoning, and imagination”; and
according to Kerlinger® it has been “recognized as a central kind of validity” by the American
Psychological Association. In summary, construct validity appears as the most promising
validation procedure. worthy of the necessary time, effort, and expense required to identify as
. well as measure the relevant construct.

Consistency Validity

The previous discussion has presented the classical model used to establish test validity.
That is, as pointed out by Wernimont and Campbell,' the classic validity model uses tests “as
signs, or indicators,” Instead of sampling appropriate behavidrs to predict future performance. As
many writers have pointed out, particularly those who have encotintered a variety of difficulties
: * in trying to predict on-the-job performance, the classical model has not always been effective.
e There is substantial evidence to indicate that validities for many predictors (measures of mental
' ability, specific and general aptitude measures, achigvement tests, interests, or personality
dimensions) of job performance have remained iow. In fact, these conditions have persisted for
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over 50 ysars In spite of extensive efforts by professionals in government, industry, and the
military to ameliorate this state of affairs. Hopefully, we are finally ready for “an idea whose time”
has ong since passsd. What is being proposed, then, 18 to modify criterion validity as it is now
defined to stress consistency between griteria and predictors. Or as Wernimont and Campbell
stata:

The essence df the suggested procedure is the establishment of consistencies between
relevant dimensions of job-behavior and preemployment-behavior samples obtained
from real or simulated situations. If samples instead of signs are employed, a number
of prediction and measurement problems seem to be alleviated or lt least confronted
more directiy."

in other words, the shift in criterion validity that is being suggested is from predictors as
signs to behavior as samples of future performance. Wernimont and Campbell describe it well
when they say, “The best indicator of future performance is past performance.”?

A related issue here is a tendency by those in measurement to refer to any relationship
between similar behavioral measures as reliability rather than validity. Classic measurement
theory defines validity. as the correlation between dissimilar predictors and criteria. In contrast,

s consistency validity looks to relationships between similar predictors and criteria. This latter
notian of behavior sampling appears to be the basis of a large domain ‘of performance
assessment: name)y, simulation. Wernimont and Campbell also point out that the approach
seems to underlie prediction from biographical-inventories that include items that “represent an .
attempt to assess previous achigvement on similar types of activities.”'?

Four ppsible steps constitute application of the consistency. model. The first steps entails an
extensive job analysis, with specific attention to those job dimdnsions which relate to critical
behaviors for successful and/or unsuccessful job performancg. Second, each applicant’s
background (education and experience) is assessad for manifest critical behaviors. Step 3
follows whenever an applicant’'s background data do not include relevant job behaviors. This step
requires administration of numerous work-sample tests and/or simulation activities. The fourth
and final step involves use of “individual performance measures of psychological variables’'*
whenever possible.

A final issue involved in copsistency validity is that predicted measures must not only be
behavioral measures but also observable job behaviors that relate to performance competency.
Behavioral measures of the performance of, say, a production manager would refer to
assessment of such job activities as scheduling requirements, operating costs, splllage and
waste, employee absenteeism and tardiness, procurement, and future planning. These become
the predictor measures (or behavior sample) and must be similar to and therefore predictive of
the criterion (or measures to be predicted). It follows then that such frequently adopted criteria
as salary increases and promotions are inappropriate. Neither criterion can be considefed a job
behavior nor can the individual exert signiticant control over either of them.

+

Some Advantages. Although consistency validation is not a total panacea for problems
associated with criterion validity; it can provide better returns in seeking to understand job
performance by. stressing behavior measurement. As suggested by Wernimont and Campbaell,'®
there are four primary advantagos that consistency validity’ has over criterion validity. These are
presented below.
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1. Stability of relevant job behaviors In spite of productive research relating to performance
criteria there appears to be little information documenting stability of relevant job behaviors. It
tollows then that consistency validityy winch spoaks to recuining and rolevant job behaviors, is a
moio applicable validation approach than classical moethodology aftempts “to genaiabize trom a
one hme crterion measure to an apprenciable time span of job behavior 7' That s, unhke
criterion validity, consistency validity stresses longitudinal prediction.

2 Faking and response sets. Since consistency validation maximizes behavior and minimizes
self-reporting, the usual response biases that alfect seli-roports will be signmificantly reduced

3 Discrimination i testing. As pointed out by Doppelt and Bennett,' two common criicisms
made against tests are (1) lack of relevance and (2) unfairness ot contont Both charges have had
deleterious consequences on testing programs, particularly in business and industry. Thus, a
number of legal cases have shown that many job skills and knowledge can be obtained through
on-the-job training programs, regardless of test performance. Similarly, many tests have been
considered "culture-dependent.” Test items stregs white middle-class values that resultin an
inaccurate appraisal of the disadvantaged or those who have not been influenced by white
middle-class culture or education.

4. Invasion of privacy. This is the fourth®™and final problem that the consistency validity
approach dissipates. That is, there is neither need to develop new tests each year nor
maintenance of strict security over testing materials by test developers. The tests, by
specification and design, are to resemble job behaviors. Thus, these behavior samples, by their
very nature, serves as obvious links between preemployment and on-the-job behaviors.

T N

Consistency validity appears to be a promising validation approach. It is suggested as a
replacement,for criterion validity only (not for construct validity), and it is particularly
appropriate for performance tests because it focuses on the measurement of behavior. That is,
consistency validity substitutes behavior samplas for predispositional signs, stresses longitudinal
over one-time criterion measurement, and can significantly reduce persistent testing problems of
response sets, discrimination, and invasion of privacy.

Reliability

Reliability, Cronbach perfers the term generalizabilty,'® is the second most important ¢
characteristic to consider in evaluating measuring instruments. A variety of terms have been used
to define reliability. They include accuracy agreement, consistency, dependability, generalizabil-
ity, homogeneity, precision, regularity, stability; and trustworthiness. Of these terms, consistency
is probably considered most representative, although not totally encompassing. Consistency here
refers to stability or trustworthiness of test performance over time. Unfortunately, reliability *
measurement involves an indirect and statistical conceptualization. Thus, it is assumed that a
“true score” exists on a particular test for every individual, but these scores are indeterminate.
They could, however, be approximated if the test were administered many times to the same
individual. Not only is this unreasonable but it is also unrealistic since a test is usually
administered only once. Hence, reliability is interpreted as that proportion of the variance
attributed to variation in the “true sense.”

Estimation is essential here because behavior fluctuates, with the result that performance
varies from one time to the next. Furthermore, no single measurement can be expected to typity
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an individual's behavior completely; it can only serve as a rough approximation. Test theory
provides techniques for assessing this variabllity of test scores In order to ostimate “true”
pearformance. The mast familiar estimation approach is to determine the standard error of
measurement that provides an indication ot the magnitude of error between "true’” and observed

pertormancae.

There are additional approaches for assessing reliability, where comparisons require making
at least two observations per person. The emphasis here is on consistency or lack of error. That
is, a reliable test is one that is devoid of error, where error refars to test score Iinconsistencles
resulting trom a varlety of Influences and condltions that plague measurement. These errors are
random or chante fluctuations that do not result from changes due to the nature of what is being
measured, but may result instead from variability on the part of the test taker, due to such tactors
as fatique, low or high motivation, and variability in the lnterpretatlon of ambiguous test
quostlom .

Thore are two cOmparisons for checking consistency: (1) administering equivalent parts or
complete tests on the same occasion and (2) administering the same test on several occasions.
The former approach (measuring on one occasion) indicates how well two sets of comparable
test scores agree \yhon they have been obtained at the same time. The latter approach
(measuring on;sevaeral occasions) compares agreement of two or more sets of test scores when
they have been obtained at different times. Both approaches examine the four major sources of
test-score variation that affect reliabllity. These have been succinctly specifisd by Cronbach' as
four kinds of charcteristics that influence an individual's performance: (1) lasting and generat
characteristics, (2) lasting and specific characteristics, (3) temporary and general characteristics,
and (4) temporary and specific characteristics.

[y

‘Measuring on One Occasion o .

Two methods are available for determining reliability in this situation: aiternate form
(administering equivalent forms of a test) and internal consistency (dividing a single test into
equivalent parts). The two major sources of test-score variation that are coynted as error here
and hence reduce reliability include both lasting and temporary specific characteristics of the
individual. These specific characteristics are appropriately illustrated by (1) lasting skills,
abilities, attitudes, and knowledge called for by the particular test, and (2) temporary memory
fluctuations, motivational changes, luck, and emotional states related to the particular test.

. Moaauring on Sevgral Occasions

Two methods are also available for determining rellability over time: retest (administering the
_same test after an appropriate time interval) and delayed alternative-forms (administering
equlvalom ‘forms of the test after an appropriate time interval). The exact length of the interval is
. not of major concern, only that it be long enough to minimize effects of memory. The two major
sources of test-score variation that count as error in this case are general and speclflc temporary
characteristics of the individual. These temporary characteristics are fittingly illustrated by (1)
general knowledge, skills, attitudes, and habits related to the particular test, and (2) specific
memory fluctuations, motivation chanboa tuck, and emotional states related to the partlc%ar
test. . B
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Although validity is considered the single most essential requirement of a good test,
reliability helps to ensure a test's trustworthiness and dependability Cronbach sums it up well
Intormation on reliability 1s supplomentary It sometimos warns us that valhidity will be
hmited just because ot error of moasutemoent, and it sumotimes helps us plan a more

accurate datasgathering procedute.

Ethciency ' '

The third characteristic to be desired in tastsis ofticiency 1his charactenstic refers to a
number of supplementary constderations that include sources of test has, “face validity,”
applicability, and cost. Although none of these is as conceptually critical as validity, they do
relate to the test's effectiveness and should be examined as part of a test selection procedure.

Sources of Test Bias y

As discussed by Eksfrom.“ésts should be as free as possible from different types of content
bias. These biases are ;1) npumerical, (2) role, (3) status, (4) stereotypic, and (5) familiarity. The
first four biases result’®Men members of certain groups are underrepresented or overrepresented
by number, level, kind, and stereotype of activities in which they are portrayed in tests. The fitth
and final bias, familiarity, results when gertain’groups have had differential opportunities for
experience or familiarization with specific test content.

o _

As Ekstrom? points out, these biases have been well dotumented in the literature. Numerical
bias has frequently occurred because women are infrequently presented in achievement tests. In
contrast, role bias has been frequently found in test content because women are generally
portrayed as housewives, secretaries, and teachers, suggesting that women do not (or cannot)-
enter all occupations. Similar to role bias is status bias where women and minorities are rarely
presented in administrative and leadership positions. That is,.they are teachers and salespersons
but not principals and managers. Stereotypic bias results when tests show (1) women as less
interested or able to work with mechanical equipment, preferring instead to work in homemaking
and helping areas; and (2) minorities as less interested or able to handle the professions,
preferring instead to remain as blue-collar workers.

The fifth and last bias, familiarity bias, is best illustrated by Ekstrom when she describes a ‘ 4
spatial visualization test “in which the subjects were told that the process involved in solving the ‘
. problems is similar to ‘working with sheet metal'. Such % statement probably biased this test in
favor of males because it suggested that these items can only be solved by people who have '
some knowledge of ?\eet metal wiih.!ihe identical process couid have just as accurately been

described as similar to ‘working ress pattern.”"?? .

K3

It is a sad commentary, indeed, tcj point out that not only do these biases affect
perfofmance, but also that there is little, if any, research data to substantiate or refute them.

Face Validity SN

This consideration refers to the nontechnical issue of consumer appeal. That is, public

acgeptance of a tést generally demands that it appear relevant and meaningful. A test that
e
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appears appropriate and reasonable to those examined is said to have “face validity "' Although
no quantitative assepsment can be made ot face validity, Cronbach* states “it a test is
mtgtestmg and 'sensible,’ taking it is Ilkely to be a pleasant expenen(,e "and thus probably
produces valid scores

Scores in this case pertain to the specific behaviors of the test and as such indicate the test's

" purposes. It is important to consider two questions: Does the test measure what it is assumed to, /

measure? Does it adequately sample the appropriate content? in most cases, tests measure what
they appear to be measuring, but there have been occasions when this has not been so. That is,
so-called clerical aptitude tests with subtests seeking to measure numerical, equipment
identification, and information abilities have been found to be predictive of mechanical aptitude.
Thus, as Selltiz, Wrightsman, and Cook® caution: "
validity (as previously presented) should not, of course, be sacrificed for face valldlty and this is
not necessary because tests that have b technical and face validity are usually available.

) A ]

. e
Applicability

A third measure of efficiency is the ease with which a test can be admipisteret, scored, and
interpreted. A test is easy to administer if it does not require highly trained persons to administer
it. Similarly, a test that does not have either complex or specifically timed instructions will be
easier to admnister. A test that can be objectively scored will be easier to handie than a test that
requires judgment of observation. And finally, a test that can be readily interpreted and
communica by prepared check lists or tables is easier than & test-that requires professional
expertlse for interpretability and communlcabnllty :

‘COSt ] N ) ) q . .

The last consideration of efficiency is cost of test materials, administration, and scoring.
Costs can be reduced when it is possible to reuse test materials. If a large number of individuals
are to be tested, it may be more economical to obtain a full-service package from the test
publigsher that covers test materials, scoring services, and reports (_Sf individual and group results.

i

Summary ¢ ’ e , o e

In sungmary, a test is efficient when it is unhiased, acceptable (has face validity), é)plicable
(easy to ddminister, score, and interpret), and economical. ®ecisions regarding tests must
initially consider relevance and consistency of information. For this assurance, we turn to validity
and reliabiity. A final, but not necessarily insignificant consideration; is test efficiency. Ce%.

1f validity and rellability of two tests are about the same, the decision regarding which test t

e

should be based on matters of emciency o . -

Y

chusaion thus far has concontrated on issues from classlcal measurement theory—validity,

4

Observer/Rater Variability - . : ) ".. ' o : }

reliabllity, and efficiency—that affect testing. As pointed out by Klein,? however, a performance - ]

test “Involves observing and rating what individuals working at specific jobs. in a variety of

- situations and conditions actually ‘do.” As a result, developers of performance tests.face

P
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: A
particularly difficult problems that do not generally confront those who design the more typical
achievement and aptitude tests We refer here to obstacles inherent in the processes of abserving
and rating. More specitically, we will limit discussion to validity and reliability issues of
"observation and rating measures, presenting vbservation issues fust. "

/

Observation Issues !

Variability among observers arises primarily from two sources of error: variability within
individua! observers and a variety of systematic observer biases. As presented by Simon,”’
- observer variability means “the inability of a given observer to fepeat an observation again and
again in exactly the same way with exactly the same result; gnd bias means “a tendency to .
- obsarve the phenomenon in a manner that differs from the ‘true’ observation in some consistent
fashion.” ' ' ' :
] . ¥
Overcoming observer bias is not an easy task. Biases appear to creep in regardless of how
much care |8 exetcised. Ideally, then, the task “is to determine each observer’s bias and gllow for
" it."» Since this is highly unlikely, a more realistic approach is to use a number of tactics ., =~
. specifically developed to decrease variability within observers which, in turn, also reduces
" variability from bias among observers.. A
Six cornhion tactics suggested by Simon? that have been found helpful include; (1) sutficient |
training of observers, (i) detailed specification of tasks that observers .are asked tdgf)erform. (3)
provision of specific written instructions for constant consultation by observers, (4) reporting
information as soon after observation as possible, (5) use of mechanical devices whenever
appropriate, arld (6) ‘obtatning information from several observers who obsérve at the same time.
_As pointed out by Simon,* these tactics “reduce the area of discretion within which bias may -
operate” by (1) p;ovldlng‘ caréfully detailed protocols for observers to follow, (2) discou raging
_inferences from observéys, and (3) stressing techniques that minimize forgetting and inaccuracy.
Thus, Hulett*' has advised “that a stubby pencil and a small battered notebook make people less

nervous than do more pretentious toois.”

Observer teliability is chcernéd with interobserver agreement as well as with the agreement
of individual observers over time. It is, however, usually defined as “the degree to which two or
more observers agree on their bbservations.”* There appears to be no cansensus on a single
formula to use in determining observer judgments, but a common method is to divide nymber of
. agreements by the sum of number of agreements plus number of disagreements.® "\

_ Atcording to Selltiz, Wrightsman, and Cook,** this formula demands a brief observation time
to ensure that observers code the same unit of behavior. The formula gives overly high reliability
values when percentage agreements are compared with chance levels, and there are there are
high base percentages and few categories. ’ -

, .

- Rating .og L : ) - ,

’

Performance testing aiso frequently requires ratings of learning or work activltie‘s..For N
example, to measure learning obtained {» a short-term library experience, “we can complete a
. . . . . - ‘

v
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rating scale to assess [his/her] learning, using such criteria as relationship to patrons, accuracy
of.information provided, cooperativeness and attitude.”*

Unfortunately, a variety of systematic egors are giso present in ratings For the most part,
these errors result trom rater biases | hree common systematic errors inciude halo ettect,
generosity error, and contrast error. ’

' | Halo effect results when raters generalize their impressions from one rating to another. That |

is, they seek to achieve consistency or what Newcomb has called “a ‘logical error’; that is, judges
often give similar ratings on traits that seem to them to be logically related.”* Generosity error
occurs when raters overestimate positive qualities of individuals whom they like. Similarly, raters
appear to judge individuals as belonging to middie categories rather than assigning them to the
extremes. According to Murray, contrast error results because of “a tendency ort the part of
raters to see others as opposite to themselves in a trait.""

There are, in addition, a number of sociocognitive biase8 that can be expected to affect
ratings. Thus, raters may :

¢ attach excessive weight to information that is highly concrete,salient, and easy to
remember . . . may be prone to overestimate the extent to which behavior is caused by
stable personality factors, while minimizing the.impact of situational and environmental
. forces on individual's behavior . . . and, because people are unaware of fundamental
o ) statistical principles, they are susceptable to biases in judgment

& These biases i,nclﬁde only a portion of those that can influence judgment. Both validity and
' reliability are reduced not only by systematic and random errors, but also by the many
saciocognitive biases that may occur. Unreliability of ratings among raters frequently results
T from “the fact that some frame of reference is implicit in any rating; different raters may use
different frames of reference in describing individuals in terms of the characteristics in
- question."® . ‘ >
It is fortunate therefore that a variety of ways exist for reducing errors and-#fases. Although
it is not possible to list the many techniques for minimizing these influences, we offer several
‘4 - ways to mprove rater accaraty, in addition to those listed for overcoming observer variability.
‘ For example, one suggestion to reduce the constant errors described previously is not to use.
extreme rating scale positions such as: The student always yses propeg, lighting in taking
photographs. A preferable {less extreme) statement would be: The student generally uses proper
lighting in taking photographs. Similarly, the use of neutral descriptive scale positions instead of
St . gvaluative ones are likely to reduce generosity error. Biages can be avoided by adopting a
sctentific approach and maintaining awarend¥s “of thé fallibility of judgmental processes."+

2
e

Summary °

- In summary, a technical discussion of performance tests should include issues of observer
end rater variability in addition to the classical ‘measurement processes of validity, reliability, and
efficiency. Although observer variability is nat easy to control, a number of tactics can be,
adopted to reduce variabijlity within observers which, in turn, also reduces variability among
observers. Ratings generally include a variety of systematic errors and sociocoghnitive biases that
_' { affact both validity and reliability. As with-observer variability, rating errors and biases can be
- significantly minimized by adoptinb a number of similar techniques, the primary one of which
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stresses a sclentmé approach. It is apparent therefore that overcoming biases and errors i8

v difficult and. ragaidiess of how much care is exercised, they appear to creep in. The best
. solution-to these problems seems to be to use the variety of tactics specmlly develuped to
_ decrease variabihity and inciease validity and roliability.
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/ Some Selected Technical issues Related
to Performance Testing

Raymond Klein
National Occupational Competancy
Testing institute (NOCTI)
Albany; New York

Developing Performance Tests

* The current emphasis in performance testing ig to develop measures of direct assessment of
skill attainment. In order to to this, a candidate is asked to perform a series of tasks based on
actual jobs that have been judged critical in relation to demands of a specific occupation. In this
context, “critical” means the demonstration of skills considered essential to perform adequately

v in a specific occupation. In order to be able to construct valid performance tests, the test

specialist needs to obtain a timely occupational analysis from which the critical competencies
and tasks may be determined. Once these critica) competencies have been uncovered, they
should be ranked in order of the frequency in which they occur, as well as their relative
importance in the job. In this fashion, a list of critical competencies may be idehtified.
Essentially, these key compgtencies set one role apart from another by ldentltylng the elements
that give the occupatlon its uniqueness. (See Table 1.) . /

Unlike teacher—prepared examlnatlons that can be put together after identification of the
objectives of a unit of instruction, a performance test designed to measure occupational /
competency reguires more extensive efforts to construct.' Conducting an occupational analysis
involves observing what individuals working at specific_jobs in a variety of situatibns and ‘e
consditions actually do. Out of this observational data, iategorizatlon of the.occupational
competencies must be made. The categorization provides the developer with a distribution of a
variety of tasks jnto divisions, each division representing more or less a unjque malor factor of

the partlcular occupatlon

Each major division then has 0 be broken down into its respective subdivisions, thereby w
grouping all subtasks into an orderly structure. After the information collected has been so
catogqued it should be reviewed by knowledgeable paople in the field to confirm the validity of
the breakout. Having ‘obtained a medsure of cGnssnsus from knowledgeable individuals
regarding the competencies that comprise specific occupations, it is then necessary to
reorganize the specific tasks in a hierarchical manner so that the least critical competency is
placed on the bottom of the list.and the most sophisticated understanding appears at the top of
the list. The competency with the highest point total (frequency X importance) would appear
first, the other competencies would be placed in a descendihg:rank order. Once this is
accomplished, it is necessary to identify examples of jobs ar tasks based on these actual
job-related compbtoncles. and to consider them for lncluslon in a performance examination.

A
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Tabile 1

'A Model for Determining Actual Competencies

1. Identification of major divisions of the occupation '

2 {dentification of subdivisions of each major division

3. identification of competancies 3quired for each subdivision

4. |dentification of critical competencies

Critical Competencies = Frequency of Use x Importance to Job

“

>

¥

a. Frequency may be gcaled:
Critdria

Yerﬂlrequent

Frequent .

Averaée | . -

Occasionally

. Rare

b.'Importance may be scaled:

Criteria
Critical

Essential

Importance .

Needed

3

" Desired

Note: The jobs and tasks selected for inclusion in the performance test should measure an array

Welqhted Value
(5)
(4)
(3)
(2):
(1)
?.
Weighted Value
(5)
(4)
(3)
(@
(1)

of the critical compefsncies both directly and subsumed.’
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In the past. because of the cost and time required for such undertakings, comprehensive
catalogs related to specific occupational compsetencies were rarely assembled. In recent times,
with states pooling then resources, organizations, such as V- TECS and the Ohio Instructional
Materials | aboratory, have been commling catalogs of compotoncias related to the specific
occupations Those ventures have, in turn been translated by various state departments of
wfucation into curricula aimed at developing the specific critical skills. These same analyses that
are used to identify occupational skills and knowledge are also helpful to test developers for .
selecting those competencies that need to be assessed by means of a performance examination.

Major Steps

Specific jobs or tasks have to be determined based on the critical competencies that were
identified. These jobs or tasks can then be used as the vehicle to assess skills> To develop the
test, it is advisable to bring together a committee of practitioners and teachers of the occupation.
This committee is used to identifyf the jobs and tasks that will be required to test a candidate’s
understanding of the critical competencies needed in the work setting. This can be accomplished
by having the committee:

1. Review the specific competencies and then identify potential tasks or jobs.
i
2. Hypothesize regarding virhat might be appropriate jobs or tasks and then validata or
change the jobs through a process based on the analysis of the occupation. (In practice.
both approaches, individually or combined, are used.) '

. §
The competencies related tq a specific occupation can ailso be arranged by level. For
example, skills usually identiﬁedf’ with a skilled worker would be different, in certain respects,
from those of an apprentice. ; ‘

Therefore, the competencieis could be categorized by job levels within occupation.
Organizing the competencies b)’/ level will help the test developer design examinations more -
appropriate to a specific job or jobs within any occupation. Organizing by level will require the ~
additional breakouts related to major divisions and subdivisions of competencies. These listings
need to contain the actual und?’rstandings and skills required to function adequately at each
level. ‘ i

In summary, once the majcjkr divisions have been identified and the competencies within each
level described, specific understandings and skills within each subdivision can be ascertained.
Such information forms a basi? for curriculum development gs well as for the construction of
performance tests. Occupations are broken down into specific job levels, and in turn, each level
is arranged into specific compeétencies. The scope of each examination must be specific to the
level desired. The jobs selected for inclusion in the test should be based on these levels as well
and they should be representative of current practice in_the occupation. (See Table 2.)

i
3
5

Additional Considerations .

.

The jobs selacted for incluBion on the performance test should evaluate different

. competencies. Each job should adequately measure specific aspects of the critical competencies™

required in the performance of the occupation. When a student undertakes to identify what may
be causing a malfunction, the logic of the troubleshooting approach should be assessed. There
must be a demonstration by the student of approved methods.

v
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Table 2 .

Major Developmental Steps Related to Constructing Performance Tests

1

2.

10.
11.
12.
13.
14,
.

16.

Identification of the fiald and level of jobs within each field
Determination of competencies through occupational and task analysis
Organization of competencies by level

a. single skilled

b. semiskilled

c. skilled |

d. technical

e. professional

Categorization of competencies by job level
Anhalysis of competencies per job level to identify critical competencies

Identification of jobs or tasks by which the critical competencies of individuals may be
judged, including scopes of examinations, equipment and materials

Identification of weighted criteria for each job or task along with preparation of rating
scales and scoring procedures -

..

Standardization of testing procedures ' \
Pilot testing of the instruments | : .

Analysis of data

Revision of fosts as needed

Field testing of examinations

Analysis of test and dempgraphl'c data » e

O

Preparation of norms, reliability measures

Preparation of a technical manual

Research reports and studies

f“',..7°-'78
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17.
18.
19.
2(_).
21
22.
23.
24,
25.

26.

e e - e - - - -

Establishing support systems, facilities, staff‘, operations
Undertaku}& steps for test revision

New test developmaent activities

Special studies, stability, applications to ether populations
Ma]or- revisions through repetition of the process

New development through redesign
Comparative analysis of alternative forms
Data collection and analysis

Test revision

Reporting and implementing new developments

TECHNICAL
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The closer.one can duplicate reality in a performance test. the hettar the measure will be.
fhe actual operation of machines, apparatus. instruments and tools used on the job should be

included The step-by-step procedures involving designing, cutting, forming, twiing, shaping,
and assembling-units Into components has to be demonstrated as well.

in situations where troubleshooting represents a major part of the occupation, such as in the
electronics field, the step-by-step prpcedures for locating the malfunction$ in equipment and
instruments should be documented by the examinee. The student should also demonstrate his or
her ability to remove and replace defective parts or components, as well as calibrating and
maintaining instruments used in the occupation. To itlustrate the approach, the machine tool
trades will be discussed. ‘ ' !

The machine trades occupations can be divided into divisions such as layout, benchwork,
machine tools, heat treatment and so forth. Once these divisions have been made, it is necessary
to identify the critical competencies required to perform tasks and jobs within each division
successfully. This analysis will reveal that there are similar types of skills required to operate a
different piece of equipment. It is this recognition which will help the test developer synthesize
tasks and gain economy in terms of the number and types of jobs required to demonstrate
mastery of a competency. Table 3 lists some of the skills within one division of the machine
trades area.

At
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Tabile 3
Selected Skills Necessary Within a Divisional Area
Major Division

Subdlvisions

- calipers (use and app;lcatlon) ‘
stedl rules | |
protractor

. radius gauge
micrometers -
hole gauge
vernier calipers-~
height gauge
dial indicators
layout and ingpection
measurement of surface finish . ‘ )
blueprint reading
sketchlﬁg. and making of technical drawings
use of layout fluid
layout of work piece
pl:ecislon layout

. surface plate

vernier height gauge ' -

comparator ' | . . ..
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in the machine trades area, the critical compotancies inciuded under layout and inapsaction,
could inctude jobs that require auch tunctions as layout of work, including contors, retaronce,
contour and dimension Ihaes, surface preparation using common hand and measuroment touls,
_surface plate and other holding or clamping devices, precision tools and gauges, testig and
* inspecting with precision inspection tools, precision blocks, gauges; indicators, hardness testers,
and use of a comparator. Therefore, the performance job selected sr‘?uld sample the procedures
that require a working skill using the measurement tools listed. At .

The specific tool or procedure salected would depend on theleval of sophistication needed
to be judged competent in a given job situation The critaria for assessing skill proficiency
should inciude both process and product measures and 4 rating scale used by an evaluator 10
observe the subject. Performance of an individual taking such ‘an examination might include such

criteria as.

-~

Process (These criteria provide standards related to how each candidate undertakes to
accomplish the job, the methods and techniques used.) ,

1. Handling of layout tools

‘h

2. Planning of layout procedure
3. Layout process

Product (These criteria provide standards related to what each candidate accomplishes, the
outcomes.)

1. Accuracy

. 2. Precision

3. Time
) ~ N * L .'\\~
Nate: As the experience of candidates increases, product measures provide rhore important

" indicators of competency. L - _ .
. ] N .-ﬂ‘. g‘\l

. Whép the ranking of individuals is important, ratings of performance on each crfterion should be
ln'oted, When absolute mastery is essential, a check list may suffice. The first approach allows for norm
referencing while the second can be criterion referenced.

To the extent possible, various weights can be given to Griteria. The weights should reflect
.. the importance and frequency of those <criteria in relation to the competency being examined.
i The more important aspects of the occupation should be weighted higher than less important
competencies. . : - - J '

e ' After the Initial design of a performance test has been prepared; the test should be reviewed
by knowledgeable people in the field. This content validity step will increase the probability that
the content of the examination and the criteria are appropriate and adequate. In essence, this
would be the second major validity check of the examination; the first being agreement among
experts on the list of critical competencies.? : ' '

]
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. The developer should observe it the items are indeed functioning properly Are there real

 was designed to measure. ‘(See Table 4. )

- ISSUES
Srandurd/zm/og _
i . .

When the consultants have agreed on tha test, all necessary information and matenals to
conduct th® examination should be prepared |n a manner that will permitsidentical administration
of the test. Itelﬂs to consider include: - ; ' . .

1 o .

1. A hand,tjook, prov&ding directions for.the examiper as well as for the student_

2: A set of jdbs that will be required by each candidateancluding specilie weighted critena,
" and the amount of time usually required to complete each subunit of the test. (A subumt
represents a job (:ontalnlng a series of specmc job competencies)

3" A scale stlpulating specific. cntena

s ©

. Having assembled 'tt\ese matenals it |s now desnrable to prlot test the exammatuon under. a ~

varnety of condmons For example, the test msght be given tow

2 .
’ - -«
b .

. People who are currently employed in the -occupatnon e o ’
1 . ) B . \ . * )
@ Students COmpIetmg tralplng in the occupatron . o - » .

- Studeﬁts starting their tramlng 4n the occupatmn ’

differences;in the scores achieved by -the different populations? Students who are begrnnmg ih

*,-an, area sh(‘uld do significantly less well tharfttrgse who_ have been in the 1ob for some time. If

these condltions do not prevail, then modmcatloqs to the test instrument are requnred .o

‘The lndlwduals who will be used as evaluators srrould be glven an opportunity to ke the
« parformance examination themselves. This type of hands-on experience will point out o the

" evaluators some of the problems likely to be enc0untered by examinees. -All of the conditions

requured for the -administration of the test should be the same-fer each a‘dmimstratlort of the test.
Because performance tests usually require the use of logal equlpment or tools, some variance in,
scores cannot be completely controlled. Their effects can be reduced if candtdate&@re checked

out on the equipment b,etore the test:or if they are permitted to use thelr own tools.

~

Vahdfty, Reltablljty, anq Nofms . E ° ‘ - \ Y, " N Qo -

In additlon to the content valldlty and agreement of j,udges the results obtalned from

performancé examinatioqy should be compared t# Other'measures of student achlevement such .

as a student's’ grape poi average. ‘A high correlation, in this case, would provude a measure of
the test's griterion validity. Supennsbry ratings achiaved by ,people in the WOrkplqce é'ould also
bg f‘pmpared with the student’s pertorr?\ance Basrcally M these measures were taken at
’.approximately the same time, the¥ wouyld be-an ir)dncatlon of the test' ‘‘concurrent” validity. The
integration of geveral factore to measure an abstract concept is calleq ‘construct” validity,.

. Developmental efforts regarding the rdentihcatlon of‘SJch traits can. be incarpdrated in
pertormanr?e tests; if-desired. Vdlidity &f the test as the degree to whuch the test measures what it

- . . .
N o : R Ny .

. . . - :
[3 . N ‘. = s :
: LY L . Lo
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Table 4
.y Types of Validity and Their Application , \
K . . o '- - ' : . j . 3
. -Type : Application e ‘ Test
| .1 Content v 1. Test of skill armd - 1. Samples desired
: training : domain, judges’
S ' . ' consensus.
)ﬁ ' ) . : s -
" ﬁferiterion-rolated . 2. Prediction of future, . 2. Correlation’between
. N ' ~ based on'c'urrent data " scores and criterion,
“ e . . _ . measured over time.
t - o - ) ) . “ ,
o - "3. Cgoncurrent » - & 3. Ptediction ata”? 3. Correlation between
Cw - gpecific time ' scpres and criterion.
.‘ ‘\ ”~
K . e - Tests of other ‘measures
S . e obtained at the same
'., ’ . - o o ) time.:
. o 4.:'Construct‘ o 4. Measurerﬁent ofa 4. ‘Expla'natlon of
. T , S scientific idea or - - variance through _
- L >~ - ' factor; abstragtions . experimental design. SN
] . _, ) . ’ ‘ - . ) .'_ ‘ R v.- ] y ": . - \ ‘ "
N . . i . . . . . J - .
' Note: Performance tests are usually validated using content analysis. Other forms of validity also
e . can be.applied. _ oy ' ' - .
. - . . ' /o N .. | ’ ) . " » / . ‘ -‘ | "l.
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< When evaluator judgments are required, such as in the case*of most performance tests, a
measure of interrater reliabihity 1s dasirable -Admimistrative costs assoc mmiwnh obtaining such

O

measures are high <2 ‘

A recent study at NOCTI demonstrated the stficacy-of the U‘Zot Cronbach's Alpha measure
of reliability for determining the internal copsistency of performance tests. There are other types
of rellability that, likewise, apply.’ For example, measure of stability can be obtained by using the
test-retest approach, of measures of equivalency can be obtained.comparing alternate forms of
the test by means of correlation coeffipient, Reliability is a ratio of the true variance-in d set of
scores compared to the total variance obtamed. True vanance i1s what. reains after all of the
iactofs which may contribute to error are expiained or controlied. Errors may result from many
sources such as: ambiguity. of materials, test administtatipn, inconsistencies, examiner biases,
and subject anxiety about test.takifg to-name a few. A summdry of some of thé approaches
related to obtaining measures of reliatiility for performance tests is presented in Table 52

. B \ .
. - A performance test that is Bboth valid and reliable requir_es an application to a sample of the
population it purparts to measure in order to estabish norrns\The field test can provide the data
from which standard scores _may be derived. The scores can be reported as percentiles or in
some other appropriate form such as a “T" score, where the mean aquals 50 and the standard
deviation equals 10: In addition to overall performance test score. norms, it may make sense to
develop subscores for diagnostic reasons. Such measures can provide counselors and educators
with a more precise indicator of a student's accomplishment as well ag a measure of unmet need
withir & specific area of understandlng :

N ..

+

~ ' The method of providing standards, which has been described, is called norm reierencing.

The standard scores are baséd an the distrit;ution of scores of a sample for a specific population.

The norms provided by test pu'bllshers usually pertain to a large area; when teasible local norms

should also be prepared. \ : . ;

Performance tests also can be scaled using other approaches. One such approach is

critvrion -referenced norming. In this case a specific level of mastery is requiréd for success. The
most. -widely recognized examinations that'use this concept for norming are the tests-given to
pedple who want licenses to drive a motor vehicle. Because performance tests by definitibn must
be content valid, they can be scaled in a criterion-referenced mode as well. This is because
critenon -referenced tests also have to be content valid. . ) '

.

. "The Rasch methdd of scaling may also have opened other, ways for performance test
developers to scale tests. This s¢aling method is based on factors independent of. popuiation
considerations. In essence, the technique provides data related to the percent ot students on a
: specific level of deyeiopmen't who would be expected to respond correctly to-the-tasks. By

. - testing students at different levefs of achievement, one might arrive at a task characteristic curve

' which then could be used as thé stahdard?® Conceivably, a single pserformance test could be
scaled, appiytng the three methods in one insfrument. The users would then select the norm that _
best fits the purpose?or which the examinatiorjs being applied. The norm-referenced approach®
has become the acceptable standard for most tests. With_time, especnaily as refinements occur
regarding related test theory in terms of the criterigp- -referenced and Rasch models, the use of

these hewer techniques should find wider acceptance. Therefore, their application should re
, ) become more gomman, especially in the area of performance tes;ing | PN 2
Ta ,. in instances where the same performance test may be applied to different populations it is _
- tappropriate fo provide horms for each ot the groups. Under ideal cOndntions the developmental -
a _‘ » S . 5:
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Table 5
- Some Approaches Towards Obtainﬂig Measurements of Reliability for Performance Tests '
Type pplication ) Test 7
1. Test-Retest ' 1. Second administration 1. Coefficients of
_ ” - of identical test where . | stability.
: - - setting may have an - ,
. effect. '
2. Alternative fo'rmﬁ + 2. When there is a nqeds; 2. Coefficients of
' ' ’ . for more than one test equivalence:
: _to measure the same -
‘., o L pe_rtormance. ’ -
. . . . i _ _
3. Single form . ., 3. When measures are to, 3. Coefficignts of : :
: : : be obtained from one ! internal consistency. '
' test. . ;
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process for testg should include an analysis, describing the effects of the test among people of
diffarent sex, race, age, traming, and expenencd During themibal stages of test development,.
such analyses may not be posaible However-data of this nature should be obtamed as the
apphcations f the tost become more diverse  In situations where oqual eomployment opportunity
laws apply, the data may be required ' Furthermore, good practice requires that when subscored
norms are provided, the information regarding the validity and reliability of the resources should
also be included. - ,

A caution needs to be raised regarding generalizations from too few critena in a subset. On
parformance tests, work at NOCTI has rovealed that at least four procass and four product
triteria are needgd to obtain an acceptable level of internal consistency. a rehability o 80 o1
better. Generally, performance test‘makers have provided too few criteria or too many: Tqo few
criterja may result in an inadequate measure of the test taker's true score. When too many . 5
criteria exist; the scales become ditficult to administer which may result in increasing the rater's
bias.

Cut Off Scores 8 : ‘ '
There are no universally applicable methods for determining a cut off criterion. Frankly, it
depends on many factors. It may be base?l‘\sQ a probabilistic model. The cut oft might be related
to supply-and demand for a given occupation\In situations where there is a large demand and a
small supply. a more liberal criterion might be used; and the reverse might be considered under
approprlate conditions. If a high degree of'skill is required to demonstrate competency, then the

cut off should reflect that level regardless of market conditions. ..

What is important in establishing a.cut off is the rationale for determining and considering _
when a point must be clearly understood that it may be defénded if necessary. Once such a cut-
off point has been established, the results of examinations should be monitored. This will ‘
ascertain whether or not the measures are providing weigh’s far mehningful decision-making. It
is only through constant reappraisal that appropriate cut off scores can be maintained.

- /
‘Anothér concept to remember is that a tgst's cut off score must be fair, tarr to the candndates
taking the examination and to the people they: will serve in the occupation. The measures
obtained from a performance test represent an estimate of an individual's pertormance under a
given set of conditions. They cannot represent all of the characteristics reqwred to perform a
given task adequately. However, if the performance test has been constructed using common
practices, thers will be a high probability that scores achieved on the examination will reflect the

individual's ability to parform successtully on the |ob and in Yhe damain examined.

A . . ¢
- - .
. ~ ' . '

] . ! .

w s
tn'addition t,o standardlzrng a test and obtaining measures of reliability and validity; it is '

|mportant to provide data about the tést to the users This information ma&help the user make Y.
decisions about the appropriateness and ddequacy of the examination as well as providing

. directions for test administration, scoring, and interpreting the results: A manual should be x
desrgned to convey pertinént mformatron to users of the test: :

*

. Heference to studies that involved the use of the test s_hould be included, such as studies
concerned with meagures of validity and reliability under varyi ng conditions. Any claims made by
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the publisher about the teat should he substantiated in the information contained in the manual
or by reference in the manual to a score that would support the clmm In addition, (nformation
regarding how the test was dovalopud should alsu bo mdludaed®

Since testing is a dynamic activity, these manuals should be revised and updated as research
and conditions warrant. Information regarding how to interpret the exminations shouid be )
included along with warnings to the user regarding possible misuses of the information obtained
through examinations. |f the performance test norms were developed for use with a specific.
population, they may not be applicable to other populations information regarding speaciic
applications and purposes of the examination should be explicily statdd. The manual should
identity the qualification eded in order to administer the partormance test. The quahfications
of the evaluators are as Pr:ﬁortant as the test itself when it pertains to occupational competency
assessment. - . .

: b

Directions for administration and scoring a performance test should be clear 50 that the
examination can be similarly conducled in al! settings. One problent in preparing examinations Is
3hat the iaboratories or shops where tests are conducted are different. Under strict
standardization process, it would be generally held that candidates taking the examination
should be required to perform the test on the same piece of equipment. Although manutacturers
tend to produce machines of comparable design, tests, out of necessity, will he conducted using
different makes of the same tool. Therefore, in the instructions to the evalumr, a notice should
be givan that equipment having similar specificationgto the suggested stahdard may be
substituted. Skilled workers, with a minimum amount of instruction can function effectively on
equipment manufactured by different companies. In situations where candidases may be
unfamiliar with a specific piece of equipment, they should be given an opportunity, prior to the

. examination, to become familiar with the controls of the equipment, Mhey shouid also be
permitted to operate the equipment for a brief period of time befare the start of the test.

When the examiiners are required to §core their own ratings, therg.:hou'ld be procedures
presented in the manual with enough detail to minimize the probability of scoring error. In
situatiohs where the scoring is to be accomplished by a test publisher, it is recommended that
the evaluation rating sheat contain, in addition to the numerical assessment, some space for
general statements or comments regarding the overall performarice of each candidate by the
.evaluator. This information can be useful as-an internal control. A candidate's total numerical
"score should be in agreement with general statements made by the evaluator. For example, if in .
the evaluator's numerical rating, the rating turns out to be extremely high, his general comments
should be consistent with this measure. If this were not the case, a follow-up should be initiated ~
to correct this apparent disgrepancy. - o : : : '

Standardized measutes of central tendency, standard deviations, standard errors, medidn,
and validity and reliability and torrelation coefficients with their standard errors of measurement
should be contained in the manual with the fundamental data. Dembgraphic data h_nd sample
size from which the data was derived shoyld also be reported in the manual. All of the data
reported in the manuat 8hould-help the p ential yser determin® the suitability of the test in _
terms .of the particular application as well as to assist in the interpretation of scores.

Since “a,kill‘x‘ls a relative term,.each. of the criteria selected could be judgdd an a rating scale '.

containing at 'Ieds}_ three levels such as ext"remely' competent, average and inept. Along with the
basic lnformath;:}mtain‘ed in the manual, it should be stated that local norms may vary from
the norms that are published in the manual. When populations are large enough, it may.be v
desirable to have.l‘oc':al norms. * o ‘

.
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in addition to norms for individeals. class or program norms can be derivad The use of
performance tests within a school setting may require the denvation of specral measures used tor
the purposes of analyzing group achigvement as & ogeasui vl toachion utteclivonoss.
Pertormance tests may be used to assess the performance of a gioup o1 program. Thus mqunus
- using the mean source of each class of students in a given program. instead of individual student
. scores: When such norms are prOvtded the user should be informed of their derivation and .

applicatton Whatever approach is used. it is important to provide the user with the standard
errors 8o that the- precision of the measurement may be understood.’

Test Revision

\ Once the tegt has been used, the test developer must continue, on a periodic basis. to
update and improve the instrument. Although generally the critical competencies within any
occupation do not change radically from year to year, important develop.mg}r:ts do appear that
must be considered. The magnitude of these changes varies among occupations. For éxample. in
the printing industry during the last twenty years, there have been tremendous changes in
technology. The same holds true in the field of electronics. However, changes in fields such-as
carpentry or masonry tend to occur at a substantially slower rate of development. Therefore. the

1 ratg of chapge on any pérformance test measuring competencies in these occupations would not
greatly from year to year. .

¥

I'4

What is the most appropriate time to change jobs on performance tests? Rather than be
completely random regarding when to change some items, NOCTI, for example, deletes a
- compgtency when it is not being used in at least 25 Dercent of the field and adds new
competencies after the practice has been adopted at least 25 percent of the field. The 25
percent is an operational standard that can be modified up or down depending on
circumstances. When a replacement job has beep selected, if the time required to &ccomplish the
task and its to lue on the test is sitilar to the item being removed. the change may not
. seriously affect the cumulative norms. However, any change within an instrument qust be
examined to see whether or not the change could cause a change in the normsgand thereby
invalidate the standard. New norms are usually needed when jobs are It cases where
examinations have high reliability, srhall changbsron the test do not affpear to alter outcon;es It
is therefore possible to update éxaminations and use the cumulative norms without necessarily
being too concerned about problems of mdependen owever, if this practice exists, it is best
to monitor test results to-make certain that stgntttca t differences do not occur since what may
. appear to be a small change coylij affect results in significant ways. ) «
: " x ) .
. Performance tests may not cover the latest developments or all of the techniques employe&
' by individuals ejaged in a specific-occupation. However, generalizations about a person’s skill
. can still be valid. Just becayse someone has knowledge does not necessarily indicate

competengy.: For example, a student may know all of the latest techniques, and yet some.of .
these techRiques may still have to gain acceptance in the field. The reverse may also beet\r‘%tm\_'/

.

field may be wall ahead of the training institutions. Therefore, the performance measurement TN
does nof reflect ¢g petency unless the examination is based on the current practice in the fielc

The testing shou %ate as dtrectly as possible to reality This direct parallel with the world of

work p}ovid%s specif i(\formatlon regarding student pcqompllshments in terms of-the nee.ds ot .
empldyers. = * \ , _ 25 T

3 - f

. Since the tasks are baaed on reality pertormance tests can be used ‘evaluate the quality of .

- A )
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Thbre will be situations that preclude using a direct experience. For example, in the cdse of flying '
an airplane, a simulator may be tha best way to tast imtially tor the skill level rathor than to permit thy

student to directly contol the thght ol a plany
v ’ .
&

When feasible, alternative performance tests

should be provided. Several versions of the

same instrument is a help in regagd to t

est security. Although

it may be highly desirable to have

other exams, the cost involved in such d

evelopment is high, and the ditficulty of arriving at

“aquivalent forms sometimes precludes their application.
-

\_\ Perfprmnnce tests appear to provide measures of achievement that are not biased duu to
race or sex. Because of the importance test scores have on the future of an individual and
society, concern is often raised about test bias due to race or sex. D{OCTI has found that scores
darived from performance tests tend not to contain these forms of error variance. Test results

should be communicated clearly. This suggests the describing

of the confidente interval around

a test score, rather than just reporting the point estimate of the measure. A report of scores

should be accompanied with all the necessaryinformation-required to interpret the measure.

A Few Concluding Comments
r-‘ B ~ = /

Vocational Jnstrictors have always used performance tests. The basic d}ﬂerence between

their approach and the o

ne described in this chapter is that the test development procedures

followed by instructars normally result in larger e
reduce the size of the error in the student's score.

rror terms. Standardized tests are more likely to
° Therefore, they provide a better estimate ot

student’s true achievement level along with obtaining comparable measures §cross programs.

The performance test samp!
judged to be critical and importa
work or a simulation of work. Re

es an individual's ability.to perform jobs and tasks that are
nt within a given occupation: They may take the form of real

gardless of what form they mﬁy take, they sh

ould be as redlistic

v as possible. Performa

nce tests provide a way to assess psychomotor skills as well as to provide
of examining a pegson’s problem-solving ability. When coupled with other

) for an alternative way

measures of achievement, they provlde‘yaluable insights regarding an individuai's ability and a

program's effectiveness.

Perférmance tests are simply another method of measuring skill attainment. These tests,

themselv
_ this has not been effectively accomplished. With advances
theary, it is now feasible to create effective and efficien
techniques ar® now available to standardize such tests,
appreciated, and their application will continue to expand.
_tests has only just begun, and its future looks promising.
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must meét general standards for educational and psychological testing." In the past,

in test construction and meagurement
rformance instruments. Because

eir usefulness will continue to be

The afe of standardized performance
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TECHNICAL ISSUES:
COMMENTS

N

Comments on the féchnlcal Issues
in Performance Testing

Samuel A Livingston
Center for Occupational and Prbtessional Assessment

' Educational Testing Service
Princeton, New Jersey

These two papers raise a number of technical issues in the development and use of
pertormance tests:

¢ How should the test maker select tasks for a performance test?

® Should a performance test evaluate the student's procedure or only the product of the task?

® How can the student’'s performance be translated into a test score?

e How can we reduce the influence of irrelevant tactors on the student’s score?

® What types of reliabili'ty are particularly important in performance testing?

¢ What types of validity are particularly important in performance testing? >

¢ How should we set the pass/fail cutoff on a performanée test? :
the tasks should adequately sample all the skills that are to be tested. This suggestionis good
far as it goes; redundancy in testing is often a luxury that performance testers cannot afford. B
what should the test maker do if there is not enough testing time to test all the'skills? | would
suggest that there are two considerations: (1) the consequences of allowing someone to remain

'\ deficient in a particular skill, and (2) the extent to which the skill can be tested by other, less
time-consuming and less costly methods.

Kiein suggests that the main consideration in selecting tasks for a performance test is thati

7
Klein suggests that both process and product should be evalyated in a performance test.
\ This advice is usually sound. Concentrating entirely on the product and ignoring the process can
be dangerous, especially when safaty precautions are invelved. Process evaluation is also
- important when a bad procedure yields a bad product only part of the time. But if no safety
precautions are invotved and if wrong procedures always show tp in the product, an evaluation
- of the product may be Sutficient. -In other performance tests, it may make sense to base the
evaluation entirely on the process. The product of the. task may be dificult or impossible to
observe. The quality of the product may depend heavily on factors that cannot be standardized.
Or the product may be a joint effort of two or more persons, only one of whom is being tested.
In these cases, an evaluation based entirely on the process is quite appropriate. But in ' many
performance’ tests, it makes sense to evaluate both process and produyct.:




LIVINGSTON

Both papers deal with the problem of converting performance into a test score. Perloff
sugqests several weaknesses of rating scales but does not offer any alternative Klein suggests
that performance testers use rating scalaes for rtanking students, usinyg chock lists only “when
absolute mastery is essential.” Actually, a lughly detailed chock list may psovide enough
information for ranking students, as well as for determining their mastery in an absolute sense.
Also, a check list requires less judgment on the part of the abservers and thus reduces the extent
to which the student's score depends on the observer's individual standards (and the observer’s
mood at the time the of the test). The completed check lists also provide a detailed, descriptive
racord of students' performance, for diagnosing student’s (and instructors’) weaknasses, and tor
documentation in case of a disputed score : '

Both papers offer several specific suggestions for reducing the influence of irrelevant factors.
In brief: - . ! ‘

[y

e Standardize the testing conditions

Give the obser'vers detailed instructions.

Train the obseryers

Use more than one observer if possible

S

Have the observers record their observations as soon as possibje after
making them.

4
One-additional technique that is often helpful is to give the observers examples of adequate
and inadequate performance for each aspect of the task requiring the observer to make a
- judgment. These examples should illustrate borderline cases if possible. That is, the example of
inadequate performance should be nearly adequate. while the example ot adequate performance
should be just barely adequate. Examples of this type provide a clear standard for the observers
“to use in judging the students’ performance. '

Rellab?ﬂty is the level of agreement between test scores that would be the same if the scores
were free of the influerice of irrelevant factors. In performance.testing, the most important of
these irrelevant factors is usually the selection of a particular observer. Therefore, the most
important type of reliahilty is inter-observer reliability. To determine the inter-observer reliability
of a performance test, you ‘must try it out with at least two observers observing the same -
performance. If the test involves an evaluation of the student's procedure, both observers will .
have to obsarve the student at the same time (unless the performance is recorded.in some way,
e.g., video-tape). Other types of reliability may also be worth investigating, e.g., short-term
stability, or alternate-forms reliability (where the alternate forms contain different tasks selected
to test the same skills). - ' _ b\ ¥

v N »

Internal-consistency reliability statistics such as "KR-20" or "alpha” are often irrelevant to
performance tests. They should not be applied to the checkpoints on a check list, because the
theckpoiiits are not a sample from a much larger universe of possible checkpoints. They are not
interpreted in terms of some underlying trait. They represent only what are they are—the most
important observable aspects of the task. However, there is one case in which internal .
consistency reliability statistics would be relevant to a performance test. This is the case of a
performgance test that contains several tasks, all intended to measure the sam®general abilities.
In this case, the “items" would be the tasks, not the .individual checkpoints.

\ .
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Validity is the extent to which a tast doas the job it is being used for Mare than any othar
kind of taest, a performance tost 1s a diract moasure of the skills it s intended to test Theretore,
tha most relevant typu al validity s contont vahdily Lvan o harshest ciites of content validily
concodo that it s rolovant whon tho information rosulting trom tho tost s exprossed in “the stiict
behavioral language of task performance.”' However, if we intend to draw inferences about the
student's perfprmance in situations unlike those included on the test, criterion-related validity
may also be relevant (The concept of "consistency validity”" introduced by Perloft does not' seem
very different from content validity )

Perloff 1s correct in asserting that validity 1s the most important charactenstic of any test A
test that does not yield valid sqoras 1s worthless as a measuring device. However. there 1s often a
trade-off between validity and efficiency. It may be necgssary to sacrifice some degree of validity
to achieve a gain in efficiency, which is what we do whenever we use any form of simulation in a
performahce test. Often the most difficult decisions in developinga performance test involve the
trade-off between validity and efficiency. The real world forces us to do our testing with limited _
resources (time, money, and so forth) and without risking the safety of the students or Oer
persons. Validity is the main thing, but it is not the only thing.

More than any other type of testing, performance testing offers an opportunity to chaose
cutoff scores in a way that most experts would acknowledge as correct, or even "optimal”. Any
method of choosing a cutoff score involves judgment. What is important is that the judgments .
must be made in a way that assures theit meaningfulness and that they must be made by
persons who are qualified to make them. Probably the most meaningful type of judgment is the
direct judgment of examptes of performance as acceptable or unacceptable. In most other kinds

- of testmg it is difficult to get meaningful overall judgments of students’ performance; in

performance testing it is easy. Judges' standards wilt vary, but these differences will ted to
"average out” if several different judges participate in the process. By analyzmg the -students's
test scores together with the judgment of their petormance, we can estimate the probablllty that
a student with a givan test score 'would be judged"(by a randOme selected judge) to have
performed acceptably.

To use these probability estimates to set a cutoff score, we (i.e. somebody) must make one.
other type of ]udgment There are two types of decision errors we can make. We can pass a
student who deserves to fail, and we can fail an student who deserves to pass. What is the
relative seriousness of these two types of errors? We will never be able to eliminate decision
errors completely, as long as there is any test sgore at which some studen.ts are judged
acceptable and others unacceptable. The best we car hope to do is to minimize the total harm
from the errors we will make. When we know the probability of each type of error at any gwen -

“test score level,'and the relative seriousness of thé two types of errors, we-can choose a cutoff

" .score that Is ‘optimal” in this $ense.

I~
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'S.J. Messick. "The Standard Problem: Meaning and Values in Measurement and Evalyation,”
Amerjcan Psychologist 30(1975)  p 955-66.
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LEGAL ISSUES .
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Questians frequently arise in thd™field ote®¥cationahat often find themselves ta bepart of broad "\

legal issues affecting the delivery of-all {ypes of oducanonal serwcas The :nsmunonahzahon of
performance testing in vocational education programs, for example bnngs with it a serigs of

legal concerns to-which teachers.and administrators must be sensitive. Paul L."Tractenberg’s

paper opens Chapter Four with an overview of the lggal implications of performance testing. He

begins by identifying the major legal provisions—due process, equal protection clauses, state

education clauses, fedaral and state educalion statutes, federal and state regulations—whioh may

prove relevant to perfordance testing. ‘Tractenberg then appliss the Iogal theories tg a series of '
keynotes on minimum corrlpetoncy testing. that have been adapted to performanceé testing ine. .

vocational oducatlon » .



The second paper in this chapter. by Diana C. Pullin, identilies lassons to be learned from the
minimum competency-tasting movement She discusses the quastion of accountabihity throuqh
performance testing from a lagal perspective and then focuses on several legal areas which
should be of concern to vocational education. The question of fundamental fairness is raised, as
is the fundamental flaw in one minimum competency testing program, and some recommenda-
tions for fundamental fairness in vocatioal education-performance testing programs are
identitied. The paper then discusses the potential for unlawful discrimination and the right to
privacy. Finally, recommendations are offered to the reader

i
William G. Buss provides another look at the legal issues from a third pgrspective in the
Comments paper. He emphasizes ‘some of the legal ambiguity and related interaction between
law and education that is involved in the material considered in these papers."”
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‘ Legal Implications of Performance Testing
' in Vocational Education: An Overview

Paul L. Tractenberg
Rutgers School of Law
Newark. New Jersey ' =

During the pas:é(avorat\years the minimum competency testing movemant has swept across

~the country. It has jeft controversy in its wake. Proponents laud its potential as a vehicle for '
increased educational accauntability;' critics attack its basic premisos and the feasibility of
implementing it ettecttvefy ? Some observers helieve that the movement has already peaked, and
that the educational reform pendylum will begin to swing in the opposite direction.® For the
moment, though, some form of minimum cormpetency testing program is in effect in about
three-fourths of the states.* The implications of these programs for school systems, for education
professionals, arid for students- ?re potentially great. ;

One arena in which those implicatipns are being explored.is the courts. Students and
parents have sought judicial intervention to prevent injuries that they allege will result from
particular minimum competency testing programs. The first important decision—the Florida
Jederal district court’s detision Debra P. v. Turllngton‘—;hh een handed down. Sevoral other
significant.cases are pending® and more are certain to be tiled. The impact of these cases on the
present and future status of minimum competeneg trtlng is Jikely to be substantial.

Judicial Involvement in matters of pupil assessment is ndt new.” To a considerable degres,
the courts have sought to defer to the educational authoritias where the issues raised by the
cases were whather the assessment instruments were apprapriately developed ot administered,®
. or their results were appropriately used.® But, in some cases, the constitutional rights of students
were 8o clearly and substantially implicated, or the actions ot the educational authoritlos were 8o
deficient, that the courts saw no aiternative but to intervens.'

It i$ against this backdrop that the use of performanco testing in vocational education must
be considered. Performance testing in vocational education has significant parallels to minimum
competency testing in general education. Indeed, the momentum generated by the latter
undoubtedly has contributed to increased interest in the former; peaking of the minimum
competency testing movement, or adverse court declslons therefore, would have implications for
performance testing. But porformanco testing in vocational education has a history and relevance
which are Indepondent of the minimum competencty testlng movemont .

) This paper has three purposes, each the subject of a separate section: (1) to provide a brief

overview of legal principles and provisions that are likely to be relevant to performance testing in
vocational education; (2) to deacrlbp the major’ pollcy decisions involved in developing a
performance testing program and to auoa, the legal implications of each; and (3) to predict
legal developments and consequent policg:directions. The work of Brickell in artlculatlng the
ssven kéynotes of competéncy testlng'! and of Ahmann in applying them to pertormance testing
* in" vocational education'? provlde a convenlent organizing framework. :
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An Overview of Relevant Legal Provisions : )

Thare are sevoh cnmgnrinﬁ of leqal provisions that may prove relevhn{ to pertormance
testing developments. Four ard constitutional In origin' tederal and state due process clauses.
federal and state equal protection clauses; federal and state clauses protecting privacy and )
tresdom of belief; and state educatioh clauses. Tha_.ggp is statutory-—those provisions of federal
and state statutory law that directly orindirectly bear épon the establishment and_operation of
performance testing programs in vocationai education. The sixth is regulatory -—relevant policies,
rules, and regulations of the federal and state aducation authorities The seventh is the “common
law," legal principles evolved through the litigation process. Each of those sources of law will
be considered briefly.

)
»

1. Federal and State due progass clauses. The Fourteenth Amendment to the Federal
Constitution and most state constitutions contain a dle process clause. The federal clause
provides that no state'> shall “deprive any person of life, liberty or property, without due process
of law.” The judi¢iary has construed due process to have substantive and procedural aspects.

! s ‘ .

Substdntive due process, still in existence although significantly diminished in legal
importance,'* requlron"thatrthe action of the state be ratlonal and reasonably related to a
legitimate state objective. If, tor examplfe, it could be proven that performance testing was *
evaluating students on materials'or skills never taught in the vocatjonal program, students who
failed on that test to demonstrate their proficiency might credibly assert a violation of their right -
to substantive due process.® , o, : '

. U

Procedyral due process requires that the state act in a fair manner when it deprives a citizen
of liberty or property. in connection with a performance testing program, prqcodural due process *
might require, for example, a procedure under which students with “tailing" scores be permitted
to“chalienge the scoriny of the test, the qualifications of the test administrators, or the validity ot
the test itself. It might also require adequate phase in time for a perforrhance testing program
that imposed substantial sanctions. The absence of adequate phase in timé was one of the bases
for the Debra, P. Court's four-year; deterral of the diploma sanctions under the Florida minimum
competency -testing program. “ -

; . & ’ . .

Both substantive and procedural due process require a showing that a.person has been
deprived ot liberty or property by action of the state. Students could assert that denial of a
diploma, or of promotion or graduation, or of full access to the job market, as a result of,
performance/testing constitutes a deprivation of "‘property.” Courts have found that students
rty interest in their education such that physical exclusion from school, eveh for a
requires due process procedures.' In the Debra P. cage, the court found that
students’would be deprived of a property interest by, a minimum competency testing program
that deteymined whether they would be graduated. , ' .

/
. The/ Debra P. court alse found that the minimum competency testing program deprived
“falling” students of a liberty interest by stigmatizing them as incompetent or ineligible for
promation, graduation, or a regular diploma."’ .

1

»

should be remembered, fhough. that proot otldéﬁrlvatlon of a liberty or~pr0por‘ty interest in

" jtsafi does not condemn the state's action; it obligates the state to act fairly and rationally. .
" Indeed, during the past sevéral years there has been something of a trend in the federal courts to
expand governmental prerogatives and discretion, and to affdrd correspondingly reduced judicial
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protection to aggrieved citizens.'® At least some state courts have resisted thls trend in
interproting therf\state constitutional due process clauses. '

2. Federal and state equal protection clauses Equal protection is a constitutional principle
related to due process. Both require governmental rationality and fairness in treatment of

. citirens. The federal equal protection clhuse aiso derives from the Fourteenth Amendment. It
- prahibits the state from denying “to any person within its jurisdiction the equal protection of the
laws.”

g

The equal protection clause tends to focus on state action with respect to groups rather than

‘individuals. A challenger of state action must show that it classifies persons and provides

differential treatment to them without adequate justification. In the federal courts, as well as in
some state courts, the burden of justification raquired of the state for differential treatment
intreases with the importance of the interest subjected to such treatment. The courts speak of
“tundamental” interests imposing upon the state the burden of showing a compelling reason, for,
and no available alternative to, the differential tfeatment. This “strict scrutiny” approach is also
invoked' by "“suspect” classifications, such as those based upon race. interests of iesser
importance or classifications not based on a suspeot characteristic result in a lesser burden on
the ptate—perhaps only the need to prove that the classification is retional even if not-the best
means to achieve the state's objective. In recent years, an intermediate approach has been .
developed to deal with certain kinds of cases, and a “sliding scale” approach, in which the
importanpce of the citizans’' interest is balanced against the significance of the state's justmcation
has been advocated.

An equal protection challenge to performance testing in vocational education likely would
proceed along one or both of the following lines: (1) that, to the extent black or Hispanic
students were disproportionately represented among those faillng to demonstrate proficiency,
the program classified students racially or ethnically—a suspect classification—and should be
subjected to strict scrutiny; or (2) that the program lacked even a rational basis because for
example, the test was invalid®® or covered material or skills not taught in the schools.?’ The
argument that strict scrutiny should be applied because of the fundamental nature of education
is unlikely to succeed in the federal courts. The United States Suprems Court ruled to the
contrary in 1973.2t Several state courts have reached a contrary conclueion however, under
state equal protection cleuses LN .

Flecent us. Supreme Court decieions also have created problems for an equal prote’ction
challenge baséd upon raciai or ethnic discrimination. The Court has ruled that a statistically
disproportionate effect, while relevant, is insufficient tb demonstrate a racial or ethnic
classification.?* Challengers of state action must.prove, by direct or circumstantial gvidence, that
there was an intention-to create such a classification. That may he a formidable task in the

. contéxt of a perférmance testing program. On-the other hand, if the ‘particular state or school -

systam previously has engaged in unlawful discrimination, it may have -an-ongoing duty to
eliminate the effects of that prior dlscrlmirfation In that situation, even a neutral classifying
devige could be found deﬂcient 8 ) \

v
3. Federal and state freedom of belief and privacy provisions$. ‘The scope and content of

" som performance teats may raise significant issues under the First Amendment’s right to

freedom of expression and belief, and the Fourteenth Amendment's implicit right to privacy, end
theirlstete conetltutlonel counterperte These problems will arise. primarily: from the inclusion in
perfarmance tests of items that assume or inquire into values, attitudes, or characteristics
cons|dered relevant to job success, such as punctuality, respect for authority, and ability to get
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along with co-workers. There ate two areas of concern: (1) in order to demonstrate proficienc}, .
]

the student in effect must subsciibo to cortain values; and (2) the student ay be required to-
rovenl confidential personal matters ' ‘ ' ‘ :
}
There are no judicial decisions which provide detinitive guidance about how these 1S5ues will
be résolved in a challeng'é to a performance testing program. An important line of Supreme |
Court decisions™ does afford students with some protection against the eéfforts of sghool .

. authorities to have them believe in a certain way or to expregs certain beliefs. In performance
testing, however, student values, attitudes or characteristics may be higN|y relevant to predicting
success-on the job. To the extent that such a prediction is an important dlement of performance
testing, eliminating it might iimit the validity of the testing. Thus a court will have to balance thd
respective interests carefully. !

{ -

Another slgnlﬂca'nt issue relates to the confidentiality with which performance test result
are treated. If the results are kept confidential, the Intrusion into'a student's privacy is minimited
somewhat. But an important purpose-of performance testing is to provide prospective employers
with information about the abilities of applicants. The invasion of privacy problems may be
minimized if the students have to approve the dissemination of performarnce testing resuits.
Ultimtely, however, the court may have to confront the question of whether there are limits tg the
state’'s power to inquire about a student's personal views and beliefs. It will 'do so by balancing
the invaslon of privacy occasioned by the testing program against the state's purpose in
implementihg the program. . '

. 4. State education clauses. Every state -now has in its constitution a commitment to provide
school-age residents with a free public education. About three-quarters of the clauses describe,
to some extent, the required education.”’ These clauses may be relevant to, or the basis of,
variety of performance testing challenges.” For example, the absence.of a performance tes
program might provoke a challenge based on the state education clause. The argument co Id
préceed as follows in a statb with-a “thorough and efticient” clause: The clause obligates t
state to provide an educational program designed to equip students to function as citizens pnd
as competitors in the labor market;®® proficiency in vocational skills is essential for those
purposes; establishment of a performance testing program Iis necessary to ensure that all
students have an adequate gpportunity. to achieve sucp proficiency.¥
: State education clauses may also support challenges to particular performance testing:
~ programs. For instance, the leve|s at which proficiency standards were set could be challepged
on the ground that they were not consistent with the state's obligation to provide a “high uality”
or "thorough and efficient” education, especially if those education clause requirements hiad .
been construed to relate to the students’ capacity actually to function in the postseconda
school work world. Challengers might argue that the standards were too low; performancg at
those levels would not permit students in fact to function adequately in employment.”'

N
. ‘ S . \ _
~ Another type of education clause challenge could be brought against a_performance/testing
_~program that required or permitted different standards to be established by different v tional’
schools. Some education clauses expressly mandate a “general and uniform” system of - )
_education for the state;3? others have been interpreted to require uniformity agross distri¢t lines.
Arguably, such clauses would ‘be offended by a performance testing program that permijtted a
student's graduation or diploma to depend upon the district of residence ar the school gttended.
On the other hand, educational home role is a well-entrenched tradition in many states, -
including, payidoxically, some with uniformity clauses. ' ’
. \ g .
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Flnally. a state educatlon clause challenge mlght be directegd at the inadequacies of remedial
programs for students who fail to demonstrate their proficiency. If a state has defined its
aeducational mission to include pupil proficiency in vocational skills, then it must take reasonable
stops to carry out that mission. Etfective remedial education, once student deficiencies have
been identified, is an important element. ' ‘

5. Federal and state education statutes. Although at the present-ttme there is no legislative
parallel involving performance testing in vocational education to the minimum competency )
testing movement, statutes may be enacted which specifically provitie for performance testing In
that event, the requirements of those statutes’may provide legal bases for challenging particular
performance testing programs. A possible line of legal argument is that the program, as
implemented, does not comport with the statutory requirements. Alleged noncompliance may
take many forms, ranging from blatant failure to meet specific requirements (e:g., failing to
institute testing by a date specified in the statute) to more complex issues of qualitatively
inadequate programmatlc efforts (e.g., failing to provide educationally sufficient remedial
programs for studdnts who fall below the proficiency standards). Several legal challenges to
minimum competency testing programs have raised these sorts of issues. For example, in one
case, the challenge is based upon the schools system's alleged failure to comply with a specific
statutory requirement ta obtain parent, teacher, ancf’:tudent participation in the formulation of
the program.® i :

Other more general provisions of federal and state education laws may be relevant, too. For
example, there are statutes that provide gu.Idellne's for the operation of vocatiohal programs,>
that bar raclal or ethnic discriminaton in education,? that prqvide for certain access to pupil
records,*® that assure citizen participation in edyucational policy making and governance,*” and
. that regulate the education of special groups qf students.*®

Statutory challenges to.performance testing efforts are likely to be narrower and focused on
more specific aspacts than constitutional challenges. By asserting a specific legislative standard,
they will tend to reduce the court's concern bout whether it may be substituting its judgment for
that of another branch of government

8. Federal and state regulations. Undey many of the statutes referred to above, the
responsible administrative agericy has promulgated formal regulations or has jssued interpreta-
. tive guideines. In some states education pegulations formally promuigated by state education
. authorities have the force of law. They can form a direct basis for-legal challenges relating to
performance testing programs in much the same way as statutes. Indeed, because regulations
tend to_deal with educational progrdm greater detail than do statutes, they may provide a
stronger basis for legal action..The mgre specific.and detailed the prescription by a.legislature or
state education body, the more.limlt -and mechanlcal the judicial intervention can be”

if, for example, state regulatlo provlde in detail for a performance testing program
pursuant to the authority of a morg general statute, failure of the state or of the local vocational
agency to implement that prograyh fully can be challenged. Th& educational authorities may -
defend by asserfing that déspitgthe specificity ofgthe regulations they should be permitted some
flexibility, or they may seek to shodify the regulations, or they may argue that the challengers
have to exhaust avaliabie administrative temedies. All of these, however, are matters well within
the traditional competengy of ‘courts.to resolve. ~ .

: : . 1 . :
" In states where administrative regulations are not given the force of law, or in the case of
administrative action, such/as guidelines or policy statements, not.having the status of formal
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mgulatians. the substance of the‘adminstrative judgement should still have weight in legal

preceedings It ropresents the expert view of the state’'s educational uuthmit’ioz; As such, a court
hkuly would find it hughly relevant to an interpretation of broad constitutonal or stftutory
Provisions. ’

7" The "common law". The final source of law that may be influential in judicial congideration
of a pertormance testing program is the “common law." Under the Anglo-American legal system
this is judge-made law. Courts will tend to follow prior judicial decisions in similar cases under
the doctrine of stare decisis. In confronting a new case, therefore, a court will consider. along
with relevant constitutonal, statutory and regulatory provisions, the judicial precedant, aspecially
cases dacided in the same jurnisdiction.

N

Many bodies of precedent are relevant to performance testing programs in vocational
education. For example, as indi?Ktqd previously, federal and state courts have dealt extensively
with, and given content to, constitutional concepts such ‘as due process rights of students, equal
protection aspects of pupil classification by testing, educational segregation, and equality of =
educational opportunity. In many states related education statutes and regulations have been
jgditially construed. Beyond those possibiliti6§$ the courts have established certain legal rights
independent of constitutional, statutory or regulatory provisions. Thus, students are entitied to be
tested in a careful and appropriate manner by those who owe them a duty of care. School
authorities which have failed to do so may be held liable for their negligence *

Applying the Legal Theories to Performance Testing

Performance testing programs in vocational education may evolve in various ways. The
differences in approach may be hased upon differing perceptions as to what are the best public
and social policies, educational program, administrative structure, use of available resources, and
relationships to the job market. The purpose of this paper is to urge that legal considerations "
also should play a significant role in the development of performance testing. As a point of
departure, | wil use Brickell's seven keynotes as Ahmann has adapted them to performance
testing in vocational education.?Ahmann also has added the “who" question at each stage in the
developmental process. Thus, the keynotes become: ‘

1. The skills and characteristics to be tested
\
2. The means of measuring them
A .
3. The point(s) at which they will be measured :
. 2
4. The number of proficiencutandards Which will be set
5. The level(s) at which these standards will be set ~
" 6. Whether the standards will be for school programs or students

7. The consequénces of failing to achieve the standards ] .

‘8. For all of.the above, who will make the decision.
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The skills and chatacteristiics to be tested A number of interrelated questions are raised by
this keynote They include the tollowing Are the skills and characteristics derived from the
substance of the vocational education subjects? Are they denved trom specific jobs (through job
analyses) to which the vocational sducation subjects areaelated? Are they dernved trom
catagones of job? Are they denived from a broader idea of protessional preparation, including
Ahmannh’s concepts of “occupational knowledge' and job-seeking skills?*' Are all the relevant
skills and characteristics measured or a sample of them? Are values and attitudes to be
included? Are general competencies to be included in the performance test or are vocational
students required to take the separate minimum competency test used in the general educational
program? Who determines the skills and characteristics to be tested (e g, educators, employers
or umons, stddents, parents or other citizens, or some combination of these)?

Consideration of the legal implications of the various alternatives may influence the policy
decisions. In general, the most relevant legal theories are the substantive due process concept of
rationality, the’equal protection concept of nondiscrimination, thd freedom of belief and privacy
concepts, and the state constitutional, statutory, and regulatory requirements of a certain quality
or quantum of education.

On one level, focusing on skills derived 'directly from vocational courses may comport easily
with due process and equal protection concepts as long as: (1) the performance tést'mg relates
to subject matter that the students actually have had a reasonable opportunity to master; and (2)
the selection of subjects taught or chosen forthe performance testing is nondiscriminatory (in
the sense that it is not skewed in favor of particular socio-economic, racial, or ethnic groups).

However, focusing on skills derived directly fram vocational courses may pose greater legal
* difficulties under other concepts. State educational quality requirements, as well perhaps as
substantive due process, may dictate that proficiency be defined in terms of skills actually \
required in the marketplace. In theory, vocational courses, more than any other school subjects,
should be related to the marketplace. But that may not always be the case.

If the skills upon which the performance testing is based appear to be reasonably related to
the job market in some sense, it is unlikely that a court will intervene because the skills are
"derived from categories of jobs rather than individual jobs, or from a broader idea of professional
prepdredness, or represent a sampling of relevant skills rather than all the skills involved. These
are judgments about wHich the judiciary will tend to defer to the education officials, assuming
that there is credibte evidence that the task has been approached responsibly.

The courts are mere likely to consider intervention if the performance testing gives
substantial weighit to personal values, attitudes, and other characteristics in addition to, or
instead of, job-refated skills. The risk of subjectivity and, ultimately, bias may be heightened by
such an approach. Moreover, issues involving freedom of belief.and privacy may be raised.
Justifying the¥inclusion of such alements, therefore, is likely to be more complicated. On the
other hand, if the educational authorities can demonstrate empirically that certain personal
characteristics are closely. related to successfyl performance on the job, they may be able to
argue that the predictive validity of the performance testing is linked to inclusion of such
elements. The courts will have to balance any infringement upon students' interests against the
_waeightiness of the state’s purpose. ) g

The relationship between performahce testing in vocational education and minimum
competancy testing raises further legal issaes under the state’'s educational quality provisions.
.Generally, courts that have construed the state's obligation under such provisions have
"concluded that students have a right to an educational opportunity desighed to equip them for

3
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effective citizenship as well as for compstition in the marketplace *' Mastery of basic academic
skills may be relevant to both. Therefore, students in vocational programs will have to be
included In the general minimum mmpminry testing program, as they are in most states.

Finally, who determines the skills and characteristics to be tested may have legal
implications. Certainly, the requirements of rationality under due process and equal protection
concepts must be satisfled. Statutes or regulations might specity the procedures to be used in
creating the performance tests, and their mandates would have to be met. Moreover, if the
decisions actually were made by persons or agencies not officially part of the governmental
structure, issues of improper delegation of authority would be raised. '

The means of measurement. Brickell suggested four broad choices for measurement of
student competencies that are applicable to performance testing in vocational education: (1)

_ actugl performance in job situations; (2) simulated performance in situations resembling the job;
" (3) performance in school programs; and (4) performance on paper-and-pencil tests.

r - The touchstone for evaluating these alternatives is the concept of validity *2 Under both due
process and equal protection doctrine, tests, of whatever type; must satisty standards. of
objectivity, reliability, and validity.* Due process is implicated if the use to be made of the test
threatens to deprive students of their rights te liberty or property. Evidence that the use of the
test stigmatizes students who fail to demonstrate their competence or requires their attendance
at remedial programs will be germane to an alleged deprivation of their liberty interest.** Denial
of promotion or gr jon based on the test results is e clearest support for deprivation of a
property interest.*® Even if a court could be persuaded that some students had been deprived of
their liberty or property rights, the students still would haveto prove that the test or related
procedures were not procedurally or substantively fair. . '

An egual protection challenge wouid progeed most forcefully if a suspect classification were
evident. At one point, a test's racially disproportionate effect—a far higher percentage of black
than white students falling belowf proficiency levels—established aérima_ facie case of racial

- discrimination sufficient to shift a heavy burden of justification to the education authorities.
Sevetal years ago, howevdr, the United States Supreme Court determined that an intent to
L. discriminate, rather than merely discriminatory effect, had to be proven in ‘order to establish a
. racial classification.*® An intent to discriminate can be proven by circumstantial evidence,
including statistical data, as well as by direct evidence.’ It is still not clear, however, how heavy
a burden that will place upon challengers of a"performance testing program.

-

. If, despite racially disproportionate consequenceés, no suspect classification can be

astablished, and\if the federal courts adhere to the view that education is not a fundamental

interest, then the classification of vocatiorfal students into those who have achieved proficiency

) and those who have not can be justified by showing that it has a “rational basis." The validity of

the testing instrument will still be part of the showing of rationallty but the overall burden on the
school authorities will be substantially lighter than under a stricter scpOtiny approach. Thatis - .
especi true given the recent tendency of the federal courts to defdr increasingly to public .
officials® judgments.*® *

_ However, eveq if the performance testing is found to be racially neutral it may still be
invalidated if the state or-local educational system previously was found to discriminate against
students and the effect of the testing is to perpetuate the effects of past discrimination. *he
- federal district court in Debra P. found this to be the case with the Florida minimum compstency
. testing program. Instead of invalidating the program, though, the Court merely deferred
effectiveness of the diploma sanction. ) . ,

\). A - ~' \ . . ) ";,\.. r. . 1 05
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‘. The Debra P. court also dealt with many claims of test invalidity. In one of the weaker
portions of the opinion, it concluded that although the test was flawed in many respects the
inadequacies did not rise to the level of “constitutional infirmities "** This may suggest that it ’
educational authorities can present evidence that they have attempted to deal with test validity
concerns their efforts will not be struck down because they have fallen somewhat short of the

{ “state of the art.”

Applying these legal principles to the broad choiges outlined by Bncke‘l mdica}es that, in a
general gense, paper-and-penci! tests may be more_easily defended than the other alternatives.
Although it may be more difficuit to establish thelre})redlctnve or face validity, the courts have not
usually required sych validity. ‘Paper-and-pencil tests may be easier to validate in content or
construct terms, and this is the direction of the court's primary focus. Moreover, paper-and-
pencil tests may minimize the more obvious problems relating to objectivity and reliability that

. could plague tests based on actual or simulatedtperformance.®® Ahmann has described the
difficulties, in terms of resources and personnel capability, that wouid have to be surmounted to
dévelop and administer effective tests of actuai or simulated performance. The courts will have
little difficulty striking~down a jerry-built performance test. This is not to suggest that, being the
avenue of least legal resistance, paper-and-pencil tests’ should automatically be adopted. It does,
however, reflect one of the realltles that must enter into the decision.

’

. The points formeasurement. The purpose or purposes of the performance tasting will
determine, to a substantial degree, when testing is cariled out. The testing may serve a
,screening function for entry into a particular vocational program.®' In that event, of course, the -~
test would be given prior to entry into the prograt. If, on the other hand, the performance

testing serves a certification function, it may be.administered at or near the end of the vocational
program. Finally, if the purpose is diagnostic and remedial for individual students, programs, or .
both, the testing will be administered periodically during the course of the program.

These purposes are not mutually exolusive. The choice of testlng purpose and the related
decision about points for measurement will be influenced by legal,considerations. If entty into a
vocational program is at issué, and the screening will disproportionately affect particular groups
of students, equal protection questions will be raised. Due process questions may also be raised

' . about whether the performance iesting is an arbitrary means of screening individual students.

~

' ”

Central to both sets of questions are the validity of the particular performance test,
discussed in the prior section; and the intention of the responsible education officials. In the
latter connection, vocational educational professlonal_gjcay have to deal with the argument that
they attempt to limit entry into their programs to students who will be easiest to place in jobs.
Critics have asserted that this had led to discrimination against black, non-English speaking and
handicappod students 82

, Similar logal issues'will be raised If the purpose of the performance testing is certification.
~ The sanction there ‘may be withholding of promotion, graduation or a “regular” diploma, or
identification: of students as “lacking proficiency.” The effect, in any case, may be lnellglbﬂity for,
or reduced access to, future educational or employment opportunities.

' Becauae of the weightiness of these consequences, the vocational education authorltles

' justification is likely to be subjected to careful scrutiny. This will include attention to the timing
of the measurement. There should be adequate notice of the performance expectations and
sufficient,time and opportuni& for students to-meet them. A court that considered these matters
also probably would require testing early eriough to permit remedial efforts for students found to
lack the necessary performance skilis.>
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It performance testing were for diagnostic and remedial purposes only, the burden of
justification would be lightest. When and how frequently- the testing was administored would be
lolt to the discretion of the education officials, unless that discretion was exercised i a
manifestly arbitrary or irrational way and some tangible harm to students could be proven In this
connection, the state education clause's quality standard might becbme relevant. Students might
argue that the harm to them was that the program as structured could not provide them with
adequate diagnostic and remedial efforts.

. The number of proticiency standards set. There is a considerable range of policy possiblities
concerning this matter. There could be a single statewide standard for all students in a particular
type of vocational program, or there could be a separate standard for each student based upon ’
perceived abilitigs, background and educational objectives. Between those poles are other .
possibilities—multiple statewide standards categorizing students by one or more of a number of
possible criteria (i.e., demonstrated or projected intelligence, facility with English, existence of a
handicap, socioeconomic background, nature of the particular school or school district and the ®
community and job market that it serves, and the educational expenditure level); either single or
multiple standards established region by region, district by district, or school by school for
students within those respective jurisdictions; a combination ot one or more statewide standards
augmented by additional and perhaps higher standards established locally.

Various educational and policy broblems are posed by these alternatives. For example, a
single statewide standard for all students in a particular vocational program may be seen as both
too difficult and too easy given wide variations in student ability and performance and, perhaps.
in the varying demands of the marketplace. Differential standards require that each student's
capacity be estimated, with the dual problems of the possible subjectivity of such estimates and

the self—fulfilling_prophecy phenomenon.

Moreover, if teéting were designed to certify that students had achieved adequate proficiency
to perform in the marketplace, such differentiation would deprive the certification of uniform
meaning’even at the lower end of the scale. : '

These sorts of educational and policy problems have legal analogs, A single statewide
proficiency standard could be challenged on a number of grounds. It it failed to relate ¢
adequately to the demands of the job market, it could be challenged for lack of conformity with
the state’'s educational quality responsibilities, or for its arbitrariness under due process notions.

If the consequence of a single siftéwide proficiengy standard had a sharply diffdrent impact on w
groups of students, especially those defined by race or ethnicity, an equal protection challenge
might be forthgpming.

Resorting to multiple standards would not necessarily eliminate these legal concerns.
llustratively, if performance expectations for miﬁority students were consisténtly and
substantially reduced, although those students might be “certified,” such an approach could
stigmatize them, lower the program's expectations for them, and deny them agcess to remedial
. programs designed to elevate their proficiency levels. The consequence of these factors might
‘actually be to diminish thg job prospects of minority graduates of vocational education
programs.

Diffgrential standards could also raise substantial due process issues regarding the _
arbitrariness grirrationality of the standards themselves and of the machanism by which they
were set. The strength of, this challenge would depend upon the care exercised by the ~
responsible education authorities. If, for example, standards were established for each pupil by

¢
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( an individual teacher acting lmpresslonlstlcally rather than on the basis of carelutly artlculated
criteria, the system woulld be very vulnerable.

The level at which proficiency standards are set. A question related also to the number of
“standards set is whether standards ostensibly established to reflect the demands ot the -
marketplace are for entry or journeymen=level positions. As a practloql matter, unless a particular
program is specifically designed to equip its studenis for journeymen positions, the standards e
should be geared to entry level positions. The more important issue is likely to be whether the
standards actually relate to the marketplace.
. \x

There is evidence that in many vocational programs, instruction may not be effectively
geared to the job market.>* If that tendency were extended to performance testing standards,?®
there would be clear pelicy and legal problems. The performance testing effort could be attacked
on the due process ground that it was not rationally related to the State's avowed purpose of -
equipping students to compete in tha job market. Moreover, if the ievel at which standards were
set did not comport with the marketplace, a state education clause challenge might lie. Finally,
standard setting raises the issue of who makes the operative decision. It is inconceivable that
standards could reasonably relate to the demands of the job market without the standard-setting
process substantially involving representatives of the market in questian. Nonetheless, from a
legal perspective, the ultimate decision must be made by the responsible public officials.
Otherwise, the standards are subject to challenge on the basis ot an unlawful delegatlon of
authority. . : S

Whether the standards will be for school programs or for students Thus far, this paper has . R
proceeded primarily on the assumption that performance testing standards will be established for
students rather than for school programs. This orientation is not inevitable. A performance

' testing program might be established to determine how well vocational schools or programs are
performing on the whole. .

The practical differences between these two approaches are substantial. As Brickell pointed

out in connection with mlnlmum competency testing, the.choice between them will determine:

. whethe? you will write test items all students can pass or only most students can .
pass; whether you will test everybody or only a sample; whether you will report results ff
to each individual parent or only to the/goneral public; whether you will settle for a

. school program that reaches 70% of the students even it that 70% misses, for example,
every single ‘'disadvantaged’ child, and whether you will modify every unsatisfactory
program or fail and recycle. every unsatisfactory graduate.”® .

A focus on schools and their programs will reduce some legal difficulties but may increase
others. To the extent that such a focus would reduce or eliminate sanctions against individual
students or groups of students (i.e,. by not denying them promotion, graduation, or regular
diplomas, br-by pot publicly identifying them as betow proficiency levelis), due process and equal
.protection concerns would be lessened. Arguments based on dePrivation of a liberty or property

- interest, or on indivious discrimindtion, would be far less credible. The thrust of performance
testing wduld b& on school or program dtcountability and thé response to inadequate -
performance presumably would be a pregrammatic or personnel-oriehted response. ‘
.« That may be a rational and appropriate approach unless the state’s constitution, statutes or
~ regulations impose a clear educational quality requirement directed to the rights of each student. - .
In that event, a3 previously discussed, a performancé testing effort, which was nat designed to
XY
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ensure that-each student had an educational opportunity geared to the ach iévemem of
" reasohable proficiency in job-related vocational skills, would be suspect. Failure of the program
to lead to special educational assistance for individual students who fell below the specified
. standards would be the cjearest indication of its invalidity. '

. . oo . o 3 : :
,‘ ) The consequéances of lailing to achieve the standards. This final keynote follows directly
T from the priqr.discussion. In" connection .with minimum #ompetency testing, Brickell suggested
. six possible congequences for students who fell’belpw minimum competencies and-six parallel
coNsequences tor schools whose students failed to pertorm adequately. They were: .

1. Verity the findings independently
. 4 . .o
2. Provi. 3 several-more chances ) - v

3. Lower the standards to meet their performance L
% 3 s : 2 . )

4. Remediate so that they can bas; (or redesign school_piograrhs' to rhqtch successful
programs) . ' o

v 5. Refuse to promote or graduate them (or refuse to let schools operate until they can meet

the standards) & - -

6. Promote or graduate them with a restricted diplomg or Gertificate or attendance (or let
_schools operate but refuse to accredit them.)®’

In applying these possibilities to performance testing .in vocational education, the prior
discussion made clear that the preferable, and in some states the required, response to evidence
that particular students have failed to meet proficiency standards is to direct appropriate
educational assistance to them, This may take the form of remediation for the individual
students; it may also involve broader programmatic or personnel résponses. Surely if a
substantial percentage of the school's or program's students is failing to meet statewide or local

_ standards, the overall educational program, including,the quality of instructional staff, should be
evaluated and perhaps upgraded. .

. Lowering the performance testing standards because 't00 many" students have failed to
meet them®® is an unacceptable response for both public policy and legal reasons.

If students who fail to meet the standards are proyided with appropriate remedial assistance
and If the pfogram is otherwise fair and rational,* then ultimately they could be refused
promotion or graduation, or be promoted or graduated with a restricted diploma or certificate of

. © attendance. From a due process perspective, these students may have been deprived of a liberty
or property interest by }hqt action but the state is permitted to do so If it acts fairly and
. rationally. From an educational quality perspective, the state cannot-be required to guarantee
) éducational resuits for all students. It can be held, however, to provide an appropriate -
educational opportunity for all students. - :
_*.  Vocational educational results, as measured by an effective performance testing program,
: are relevant to a determination of whether that educational opportunity is appropriate. In legal
‘ terms, evidence of inadequate pupil performance 'shauld shift to the education authorities the
burden of demonstrating that, nonetheless; they have been providing their students with
appropria'td educational opportunities. This result is consistent with sound public policy and with
the discharge by educators of their professional responsiblities. . ' '

N
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_Future Developments ' -

The minimum competency movement has generated extensive debate and controversy its
future is uncertain. Part of the uncertainty arises because pending and tuture legal challenges
may-invalidate entire programs or certain aspects of them. The Debra P. decision, the first

flating to a direct minimum competency challenge, has not resolved the matter; indeed, it may
ave heightened the uncertainty by providing ostensable support for both supporters and
challengers of minimum competency testing.

- Uncertainty about minimum ¢ ,mpetency testing extends beyond the legal arena, however.

. Educators and policy makers are“divided about the likely effects of these efforts. Whether the
movement will improve education and educathnal outcomes by promoting more responsible and
effective teaching, administering, and studying, or will victimize those who are held accountable
by it, cannot be determined yet. In substantial part, the answer to that crucial question wll! turn
upon the quality of further policy making that can shape or reshape minimum competency
programs. It will also depend upon the care and skill exerclsed in implementing the pollcy

thrusts.

»

The evolution of performange testing in vocational education hopefully should benefit from
this experience in minimum competency testing. There are sufficient paralieis to make this a
reasonable possibility. What is required of polity makers and practitioners in vocational
education is that they neither uncritically adopt performance testing as a solution to all their
problems, nor reject it out of hand because it will have to be developed and implemented wnh

thoughtfuiness and care.
P
6 Legal principles, and the threat or actuality of litigation, may come to play an important role
in the evolution of performance testing programs, too. This role, it is hoped, will be a positive
‘-one, requiring rationality, fairness and objectivity of the process, but not making impossible
demands. But, vocational educators should not simply sit back and wait to be sued. They should
deal in some preventive maintenance—they should attempt to head off legal challenges by
fashioning and implementing performange testing. programs in the most careful manne? possible.
b ’If they do so, the law and the courts wnlgﬁave been an important partner in educational and

professional reform.

x
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However, in Paul v. Davis, 424 U.S. 693 (1976), the United States Supreme Court narrowed the
\ ‘ definition of stigmatization to require thé “alteration of legal statug which, combined with the \

injury from defamation; justified the invocation of procedural safoguards " 424 US. at 708-09.

'®See, 6.9., Rizzo v. Goode, 423 U S. 382 (1976) William J. Brennan Address to the New Jersey:
Bar,” May 22, 1976 [reprinted in Guild Practitioner 33 (1976): pp. 152-68.] Y |

*See, 6.9., People v. Brisendine, 13 Cal. 3d 528, 531 P. 2d 1099, 119 Cal. Rptr. 31‘5 (1975).

* ¥For a comptency test to mest technical requirements, it must be shown that it is poth valid and
reliable. Validity refers to whether the test actually measures the characteristic that it claims to
measure. Reliabiiity refers to whether the test measures that characteristic accurately and
consistently. In the case of competency testing an invalid reading test might actually be
measuring writing skills. An unreliable reading test might give a student who took the test twice,
using two different forms of it, a high score when he or she used form A and a low score when
he or she used form B. See American Psychological Assoclatlon Standards for Educational and
Psychological Tests (1974). R . A Y

21This also could be the basis for a due process challenge—namely, that the state was acting

irrationally. Soo e.g., Arthur Wise, “Minimum Educational Adequacy: Beyond School Finance  *
- Reform," Journal of Education Finance 1 (Spring 1976): 468-83; Joan Baratz, “In Setting Minimal

" Standards Have We Abandoned Concerns for Equity and Access,” Paper presented’ at

Wingspread Conference, Educational Policy Research Institute,: ‘Washington, D.C,, July 1978. See

also Phi Dejta Kappan 59 (May 1979), which contains a series of articles on minimum

competency testing.

‘28an Amonlo" Independent School Dist. v. Rodriquez, 411 U.S. 1 (1973).

3

- 8Gee, 0.9., SorranO'v Priest, 18 Qal. 3d 728, 557 P. 2d 929, 135 Cai. Rptr (1977), Horfon V.
.Meskill, 172 Conn. 615, 376 A. 2d 359 (1977). °




TRACTENBERG

#|n Washington v. Davis, 426 U.S. 229 (1976), the Court held that disproportionate racial impact
of a test is insufficient to astablish an unconstitutional racial classification; a discriminatory.
purpose must be shown. Several subsequent Supreme Court decisions shed light on how that
purpose may be shown. Sue, 8.4, Village of Arlington Heights v. Muotiopolitan Housing
Development Corp., 420 U.S. 252 (1977). I light of this narrowing construction of the oqual
protection clausg, challengesibased upon Titie Vi of the Civil Rights Act of 1964 and its

" implementing regulations may be preferdble. The U.S. Supreme Court indicated in Washington v.

Davis that disproportionate racial impact of a test might be sufficient to constitute_violation of
Title Vi. See McClung, supra, n. 15, at 442.

¢

Se0, 0.9., Swann v. Chérlo"e-Mechonburg Board of Education, 402 U.S. 1 (1971).

- ‘ , . . )
2Gge, 0.g., Wisconsin v. Yoder, 406 U.S. 205 (1972); Tinker v. Des Moines Independent School
District, 393 U.S. 502 (1969); West Virginia State Board of Education v. Barnette, 319 U.S. 62

(1943). See generally McClung, supra n. 2; at 674-77. ' ~a..

2"The educatiqn clauses use a variety of formulations. Among the more common descriptions of .~
the required educationai quatity. are the following: (i) “thorough and efficient” (e.g.. N.J. Const.

art. VllI, §4, -1; Ohio Const. art. VI, §2; Pa. Conat. art. I}, §14, W. Va. Const. art. XII, § 1); (i)

“high quality” (e.g:, lll. Const. art. X, §1; Mont. Const. Art. X §1(3); Va. Const. art. VIII, §1); (iit)

-;g‘ﬂe’m_l apd unlform"_ (8.g.. Ariz: Const. art. X4, §1; Idaho ponst. art. I1X, §1; Ind. Const. art. Miil.

6” - . A ST X

. 2This is likely to be the most difficult iink to establish. A performénce testing program , _

_ME.., P.L.94-482, §112 (1‘976').

sEg. NJ.S.A. 18ATA-2(a) (5), 6), (7). -

#Gge Pdul L. Tractenberg, “Legat tmplications of Statewide Pupil Performance Standards.” Paper
prepared for the Education Commiasion of the States, September 1977.
‘ ) : - "o

»®)n Robinson v. Cahill, 62 N.J. 473, 303 A.2d 273 (1973), the New Jersey Supreme‘Court
interpreted the state’s “thorough and efficient” tlause in that manngr. ' \ ’ :

undeniably is a rational way for thé state to implegsent its educational obligation. But the state
'!JIII maintain that there are other rational ways available to it. "

"This apprbnch would raise formidable prqof problems and ihe challe\hgers would have to

. overcom® a court'd tendency to defer to the expertise of legislators or sducators who have set

the standards. .. - . - ‘ l '

2Sge n. 27 supra. ’

»Hernandez v. Board of Education, Lynwood Unified School District, sypra. n. 6.

?
¥

. ‘ Y J ' '
8E g, Title V1 of the Civil Rights Act bt 196’4, 42 U.S.C. §2000d (1978); Equal Educational
Opportunity Act of 1974, 20 U.S.C. §§1701-1758 (1976). '

»Family Educational Rights and Privacy let of 1974, 20 U.S.C. §1232(g) (1976), P:L. 80-247, as

~ added P.L. 93-3800 and amended P.L. 83-668. Implementing regulations are at 45 C.F.R. 89.1 et

seq.
A
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“E.g., Education for all Handicapped Childmn\Act of 1976 (P.L. 84-142), 20 U.S.C. §§1401-1461
(1978) Implémenting regiudations are at 45 CF R §129a 1 754 (1‘9‘78)

wEducational maipractice cases are probably the best known lawsuits regarding pupil
performance. Those cases are based primarily on common law negligence theories. The
assqrtion is that students have failed to learn because the schools and their professional staffs
have breached a duty of care and skill owed to the students. Thus far.educational malpractice .
cases on behalf of “dormal” students have been unsuccessful because of the courts' public
policy concerns about imposing such liability on school systemsa and professionals See. eg.
Peter W. v. San Francisco Unified School District, 460 Cal App. 3d 814, 131 Cal. Rptr. 854 (Ct.

" App. 1976); Donohue v. Copiague School District, 64 A.D. 2d 29, 407 N.Y.S. 2d 375. 391 N.E. 2d

1352 (Ct. App. 1979). Cases brought on behalf of han icapped students alleging particular
nogllqong acts of aqeclt{od professionals, rather-than a{gonoral pattern of negligence, have been
more successful. See, e'g., Hoffman v. Board of Edutation, City of New York, 64 A.D. 2d 369, 410
N.Y.S. 2d 99°(App. Div. 1978). Recently, however, the New York Court of Appeals reversed the
Hoffman decision on public policy grounds. Although the results of performance testing in
vocational education might hlghlléht inadequaté performance ofsome students, those results are
unkkely to cause the judiciary to depart substantially from the policy approach it has staked. out.
See generally Note, “Implications of Minimum Competency Legislation: A Legal Duty of
Care,"Pac. Law Journal 10 (1979): 847-70. - o fg. ’ 7

“See Ahmann, supta. n. 12, at 8-11. Co j .
"See,f e.9., Robinsoh v. Cahill, 62 N.J,473, 303 A 2d (1973). . )

) "Vau_q'my has both a generalized meaning of si:itability and appropriateness, and a technical

0

psychqmqtrlc meaning. As to the latter; see n. 2? supra.
LI

“3See n, 20 supra. ' N

. “Seen. 17 sdpra. _ - _ . \

#See n. 16 supra. ) ’ - L. \« ,
“See n. 24 supra. ' : o .

‘"In Village of Arlington Heights v. Metropolitan Housing Developmerit Corp., 429 U.S. 252 \
(1977), the Court listed a number of factors that may be ¢ongldered in establishing

~ discriminatory iritent. Thesefincluded: (1) historical background; (2) the specific sequbnce of

events leading up to the challenged decision; (3) the departures from normal procediral
sequances or typical substantive results; and (4) the legislative or administrative histofy.

“Sge’.‘ e.g., Ingraham v. erg’)t,_ 430 U.S. 651 (1977); Rizzo v. Goode, 426 U.S 362 (1976). See also
Tractenberg, supra n. 7, at 13. - ‘

474 F Supp. n. 23, at281. | _ '

T A

soSe.fAhmnnn-; supra n. 12, at 19, - T

*'The 'focus of this performance testing probably will be whether the student has adequately
mastared certain foundation or prerequisite skills.

R
af®
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.



TRACTENBERG v

2Diana Pullin's paper deals with this issue in more detail.

»The court In Debra P. deterred the Florida diploma sanction for tout yeuts‘ becauso students
had not had adegute notice of, ot opportunity to prepare tor the competancy test The court also
addredeed the unavailahility of meaningtul remadial programs until shortly before the sanction
attached. ' R ' /

]

sSae New York Times, October 18, 1979, §C, at 1, Col. |

. . N . .
s8if the performance testing standards were related to the marketplace but the instruction actually
provided in the program was not, there would be a mismatch between course and test content.
N This would ralse issues of substantive due process. : _ ~

seSee Brickell, “Seven Key Notes," p, 592.

, )

*TIbid.

.- _ssEvaluation instruments, and perhaps the performance testing standards themselves, can be
! modified if, based on field teqtlng or otherwise, vilid educational or psychometric judgments
indicate that modification Is required to implement the state's Joals. Safeguards should be
erected, however, tq_prevent this from being an open door to dilution of standards. |f standards
were lowered so that they no longer were reasonably related to the demands of citizenship and
the job market, they be challenged on legal theories discussed previously.

**Some of the pr'lmar/y elements of a fair and rational system are: (i) carefully developed, non-

« discriminatory standards; (ii) valid evaluation instruments and procedures; (iii) an opportunity for
verification of the initial evaluatign resuits; and (iv) evaluation early enough to permit remedial
assistance (or program redesign) and re-evaluation. Some commentators have also suggested
thdt testing programs should be phased in 80 that students who have substantially completed the
educational process do not have new and onerous standards imposed upon them. See McClung,
“Competency Testing,”" p. 2.

Y
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Accountability Through Performance Testing

Performance testing instruments and techniques are dasigned to foster accountability within
the vgacational education system. | he use ot parformance testing lor accountability raises legal
sonceérns on behalt of both students and the vocationai educators conducting the testing

- progrgm. In both cases, the importance of the legal considerations will be Wectly related to the

extgnt of the harm resuiting from the use ot the tests. In some instances, the‘gal issues for
edx%ators and for students will overlap.

»

While this paper will focus tor the most part on legal isBues arising from harm to students
tfrom a performance testing program, it is heiptul to enumgrate the legai impact on educators
themselves. Performance testing is initiated to foster accguntabijty in vocational education, but
that accountability can be desighed to diagnose weakness and provide effective feedback for
thange or to diagnose weakness and eliminatd that weakness. Results of student performance
tests can be used to evaluate and guide teacher or prograrP
assist teacher tarmination decisions. The former situation faises few legal issues; the latter
presents issues that have been addressed prevlously by the judiciary.

The most striking example of the use of student tests for teachser accountability involved the
termination of an elementary teacher dus, in large part, to the performance of her students on
standardized achievement tests, the lowa Tests of Basic Skills and the lowa Tests of-Educational
Development. While the trial court found that the dismissed teacher should be reinstated, an

"appellate court disagreed and upheld the teacher's dismissal. The appellate court noted a dispute

among edueators about the reasonableness of using the tests to assess teacher competence but
found that the action of the:school board and.the superintendent in the dismissal was
reasonable.' It is not unreasonable to expect that a court might have the same reaction to the
use of vocatlonal pertormance tests for teacher termination. '
. > ) .

A coyrt's analysis of the Iegallty  of the use of performance testing to evaluate and terminate
teachers rests in large part upon an examination of whether the scheme complies with
constitutiongl guarantees of due process of law or fundamental fairness.

', ‘ roe
Fundamental Fairness ‘ /

» An area where educational and legal policy questions most closely coincide concerns the
fundamental fairness of: performance testing programs. Within the legal system, this issue is
addressed by assessing whether the program meets constitutional standards of due process of
law. This issue is addressed by assessing whether the testing program is degigned to serve a
necessary and legitimate governmefital purpose and is formulated to serve that purpose through
reasonable means. Within the educational system, this issue is addressed by assessing whether a
testing program serves the éducational goals and objectives of the schools.

Traditionally, constitutional guarantees of due process of law insure that iﬁdlvlduals are

‘treated with fairness, consistency, and lack of arbitrariness by governmental agencies and

employees. Due process protections are of two types: procedural and substantive. Procedural
due process protections seek to insure that the procedures used by government in dealing with

_individuals are fair. Procedural due process protections typically include the right to some form
of notification of impending governnfental action and the right to effectively influence or

participate in governmental decision-making through hearings, representation by counsel, review
of evidence, and so forth. Substantive due process seeks, to ensure that, regardless of the

110
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procedures followed, the action undertaken by the government must be reasonable and must
serve a legitimate govenmental objective or purpose.

Due piucess, both substantive and procoedutdl, 18 an vlastic eunc-!':pt requiting different levols
of protection depending on the context. The procedural protections that must be aftorded a
defendant in a criminal trial are much more detailed than those that must be provided a student
who faces a long-tarm suspension from school. Similarly, the governmental objectives to be
served by a statute regulating conduct through criminal sanctions will be subject to a much-
stricter substantive due process analysis than the objectives.of a statute regulating the dress and
appearance ot police officers. While the meamng of due process, the delineation betwéen
substantive and procedural due process, and the standards for determining what process is due
in a particular “situation can be somewhat blurred. However. there are guidelines offered
educational decision-makers and vocational educators by a due process analysis of pertormance
testing schemes.

A substantive due process analysis ordinarily begins with an examination of the legitimacy of
the goat df the governmental program. This analysis of the “state interest” in a program can
rarely be conducted by referring to a full and clearly articulated statement by the governmental
agency made at the time the program was initiated; such statements seldom exist. Instead, a
court relies upon the government's after-the-fact rationale for its program or the coyrt (tseif
defines whdt it feeis a legitimate interest or goal might bu. A substantive due process analysis
therafore begins with scrutiny of the goals, either explicit or implied, of a testing program. Next,
if the govemmental goals are legitimate (and courts aimost always find that they are), the means
of achieving the goal will be examined

4 .

Two gxamples of judges’ use of substantive due process to angfyze educational practices v
may be hdipful. Both situations involved schodi discipine and thegBxclusion of students from
school for alleged violations of school rules of conduct. In the first casé,2a New Hampshire ‘high
school student was indefipitely expelled from school for intoxication. Laws of the State of New
Hampshire permitted expulsion of students for “gross misconduct, " school rules specified that
students could be ‘expelled.for “undesirable behavior patterns.” The expelled student’s infraction
of the rules was her ﬂra’offense thers was no evidence.of any disruption of other students, and
evidence presented to the judge hearing the case indicated that the misbehavior whs due in large
part to difficuities that student had been having in her relationship with her parents.'in the New
Hamp;hlre case, the court stated that: | o

It is fundamentally unfatr to keep a student out of school because of difficuities

between the student and her parents, uniess those difficuities manifest themselves in a

roal threat to schooi discipline.? _ 5 . )
: E !

In reaching & decision which ordered the student mlnstated in school, the court considered
the harm to the student in being excluded from school, the efféctiveness.of the exciusion In -
deterring other student misconduct, and the failure of the school to prove that readmitting the
girl to sehool would cause significant harm to the school’s functioning. In addition, the analysis
focused upon whether it is fair to punish students for behavior over which the students
themselves have little, or no contro).

In the second case,* a brother and sister were both suspended from a Louisiana school
under a school rule which allowed for the discipline of a student when the student's parent |
challenged-the authority of school officlals in an “offensive manner.” The students were

" suspended indefinitely and then-transferred to a new school for disciplinary reasons after their
mother struck an assistant principal in the course of a discussion over his discipline of the

i m
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children. A federal court of appeals found the discipline of the students an untonstitutional
infringement of the right to substantive due process of law The school rule punished students in
the absence of any personal guilt tor the infraction and in a situation where the school could not
meet a substantial burden placed on it to justify its actions. 1he Lowsiana case involved a Simial
analysis. There, the court asked whether there was a justitiable and reasonable need for the
school rule punishing students for the misconduct of their parents and whether there was a

_ reasonable gnd less onerous alternative means for fulfilling the need the rule was designed to

. serve.

A second deries of questions relating to the fundamental fairness of an educational program
or practice concerns the manner in which the program or practice was implemented. These
questions are sometimes treated as procedural due process issues, sometimes as substantive due
process issues. The implementation of a new program or practice presents fairness issues which
relate both to the sufficiency of advance notice of the chdnge (procedural due process) and to
‘the extent to which the implementation scheme reasonably and rationally furthers a legitimate
educational purpose (substantive due process). Because a procedural due process analysis is
most often applied to situations scrutinizing the mechanics of formal or informal procedures
involving hearings, the substantive due process rubric may be more helpful here. - ¢

. One court was asked to apply a due process analysis to a situation in which a student
phalléngéd the manner in which her graduate program changed the requirements for a master's
. degree. In that case,’ the student argued that she was denied procedural and substantive due
process guarantees when a comprehensive examination was added as a graduation requirement
after she had commenced her graduate program. The appellate court considering the case
decided In favor of the school atter analyzing the factors involved. The court, however, implicitly
recognized a due process right to timely natice of a change in graduation requirements.

There is clearly a legitimate governmental interest in rmaintaining decorum in the schools
through 'school discipline rules, The substantive due procegs considerations presented in the two
cases’ described above concern whether the scho L rules wer~ fair means of achieving that goal .
and whether the rules were fairly applied..A similar type of due process analysis to that
" described. iri the wo discipline cases can be tollowed in examiping school testing programs. The

analysis_has already been applied to the statewide use of a minimum competency testing
. program to deny high school diplomas. T

—

The Furidamental Fairness Flaw In One Minimum Competency Testing Program
A forecast of the type of substantivé due process analysis'that'might be applied to
parformance testing in vocational education can be-formulated by examining a recent court
decision concerning Florida’s use of minimum competency testing to deny high school diplomas.
The declsiop was made in the Gase of Debra P. v. Turlington® in the summer of 1978 and was the
first judicial reaction to the legality of the minimum competency testing movement then
sweeping the nation’s secondary schools. The lawsuit was brought by a number of students who
failed the competency test and would, as & result, be denied regular high school diplornas and -
awarded instead certificates of completion of high school. ' . I

’
\]

Florida's minimum competency test. requirement was the result of & 1976 state law
concerning educational accountabllity. The law required that high school graduates be provided
at least the minimum skills necessary to function and survive in modern sociéty and that students

demonstrate satisfactory performance in "functional literacy" to receive ahigh school diploma.
. : , ! “

A '
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Pursuant to the' statute, a8 minimum competency examination of functidnal literacy was
administered to Florida's.public High school juniors and seniors. The functional literacy test was
first given to juniors in the fall ot 1977, students who failed the test had two more chances to
take it before the graduation jggquirement was to be imposgd in the spring of 1979, Substantial
numbers of stuents and a’disproportionate number of black students,’” failed the test.

The students who brought the lawsuit challenging the Florida testing program based their
challenge on nVerql ditferent claims: that the program resuited in unlawful racial discrimination;
e that the program, through the remedial classes provided to students who failed the test, resulted -
in resegregation of black students, and that the program denied due process of law. After a
. lengthy trial, the court issued a decision that placed a four-year moratorium on the use of the. _\
_-functioﬁal literacy test to deny high school diplomm\;T .
The substantive due process analysis is of primary interest as an analogy for studying§
perfarmance.testing.'The Florida court, had little difficulty in finding a legitimate purpose served -
by the testing, i.e., “. .. the test could be utilized not only to gauge achievement, but also to
identify deficiencies for the purpose of remediation.”® The issue of the lagitimacy of the means
used to reach this goal was of greater difficuity. The issue, as the court saw It, was “. . . whether
the test utilized was a valid and reasonable measure for dividing students into classlflcatlons for
\ the purpose of high school graduation.*®* One might well ask whether the court was confused
about what the goals and means involved were. The due process issue which had been
presented to the court was whether the test instrument itself and the means used to implement
the testing program were fair means to achleve?he goals of placimg students in remedial classes,
label test failers as “functional illiterates,” and to determine the award of high school diplomas in
lieu of certlﬂcates of completion. _

A ma]or criteria for review of the testlng program concerned wheflier agdequate notice of the
change in the graduation requirement was providéd to pawnts students, and educators. Florida's
" statute was passed in the summer of 1976 ndards.and objegtives to be measured on the
tedt were established in the spring and summer of 1977; the first functional literacy examination
was adminlstered in the fall of 1977. In effect, teachers in Florida’s high school had only two
months of class time to work with students on the new functional literacy skills measured on the
test, skills which the court found had not previously been successfully taught to all of Florlda’
students. :
: The court recoghized the need to'inform students and educators of the importance of the v
. test and the sanctions to be imposed as a result of the test, in addition to the subject matter to . -
/ ‘be examined. The court recognized the educational implications of adequate. notice:

While all instruction is importiant, there are obvious methods of motivating students “a ‘“ -
and emphasizing certain skills. The principal problem with the instant program is that
the instriiction in previous yeafs took place in an.atmosphere without the diploma
- -sanction . . . It is critical that at, the time of instruction of a functional literacy skill, the
- student khows that the individual skill thatis béing taught must be learned prior to his
graduation from a Florida public high school. Instruction in the specitic skills is critical,
but likewise so is identification of whether the skills have been learned. Teaching and

leamlng are not always coterminous.'" N ’

< . . . .
. . : . - L l.l . ' v

. | Bned upon the expert tes\lmony of several educators, the tourt concluded that four to six
ysars should intervene between the time the ohjectives to be measured on.the test are made
public and the sanction resulting frem fhe test is lmplemen}ed

’ »
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To assess the validity, reasenableness, and arbitrariness of the minimum competency test,
the court discussed the contant and construct validity of the test and alluded to other technical
flaws In the test development and administration process. The court noted errors ot
“considerable magnitude” in test development and adminmstration-and tound adequate lavels of
content and construct validity. The court found that, even if Florida's test developers did not
meet appropriate professional standards of “state of the art” réq{:lrements. constitutional due
process standards are not identical to professional test and measurment standards. A test,
according to the Florida court, need only bear a ration‘l relatjon to a valid state interest. The
constitutional standards for test igstruments themselves are therefore lower, in certain cases,’
than professiohal standards. '

Fundamental Fairness In Performance Testing For Vogational Education—Some
Recommendations _
‘ : .

In the context of performance testing in vocational education, what due protess is due?
Ctearly, for those programs where successful test performance is ,r,equired to exit from the
program, obtain a <certificate or license, or for entry into an apprenticeship following the formal
training, students should be fully informed of the test requirement before entering the program.
The nature of the sanction, e.g., failure to complete a course of study, to obtain a license or
certificate, or failure to be apprenticed, is of sufficient magpitude to require the early and
complate-notice. What of tests of less magnitude? Given g 'rq}pctanco of the judiciary to
become‘involyed in educational decision-making, particularly in individual relationships between
instructors and students,'' a court may never intervene to determine the degree of due process
appropriate for such'a situation. Court intervention, and the extent of such intervention, will”
always hinge on the extent of the harm resulting from a program or practice. However, the basic
tenets of due process would indicate that, if imposed, the due process requirements are less '
strict, thahthe notice can be less complete when tests have less importance. An instructor in an
occupational home economics course ‘giving a test at the end of a teaching unit on metric
conversion would, for example, be held to far less strict requirements than was the State of

Florida in testing to deny high school diplomas.

The nature af judicial involvment to one side, would it not be appropriate for educators to
impose some due process, or fundamental fairness, requirements upon themselves in the
classroom testing situation? Such requirements would undoubtedly foster better teaching and
hore effective learning, Educators have recognized the importance of tareful objective setting
for both teacher and learner.'? There should be little dispute that vocational students would
benefit from knowing in advance what is to be expected of them as a result of their training, and
that learning will improve as goals are clearly identified and worked toward. Any constitutional
due process standard of notice that wouid be applicable in this situation would not impose an
additional requirement on educators but would instead simply restate the perimeters of good
educational practice.

‘ "
. Assuming that a performance testing requirement has beén fairly imposed, some guidelines

-concerning the nature of the test itself can also be drawn from the Florkia court's reaction to the

high school minimum competency test. What technical standards of the test and measurement

-profession have been recognized by the judiciary as applicable to educational testlng’?

The Florida court, In its dlscusslbn of due process notice requirements was, in effect,
recognizipg the seldom recognized but increasingly important concepts of curricular and

" instryctional validity. There was, in short, no match between the functional literacy skills and |

obleq_tivoa measured on the minimum competency test and the curriculum and instruction
offered the students who were required to pass the test to receive a high school diploma.

. 114 129 .
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To achieve fundamental fairness in performance testing for vocational educators. schools
‘and instructors administering the tests should follow the following guidelines: . .

e Studonts should be informed of tho oxistonce and the natuie of the testing lequitement *
-well in advance of taking the test.

® |f the performance test will be required to exit or graduate from the traming‘program
the student should be Informed of the test before entering the program."

\
e |f.the performance test will be required to complete a Cburse or unit of study
successfully, the studqnt should be informed of the test before beginning the course or

A
f . unit. N

-~ v

Y

e Students should be informed of the subject-matter, skills, and ob]ec(ives to be meesured by .
" the test. . ?_

The curriculum and instruction offered the student should cover all subjects. skills, and
objectives to be measured hy the tesy.

-The test.should only measure those areas actually covered'by curriculum and instruction.

¢ The test insujuments of techniques used should meet professional standards for validity and
» realiability. e -

Performance Testing and The Potential For Unlawtul Discrimination

In addition to the fundamental fairness issues addressed by the Florida court considering
. . minimum competency testing, the court also addressed issues of unlawful racial discrimination
ot . resulting from use of the functional literacy test. Similar Issues are presented by performance

testing in vocational education. .

Fiorida's functional literacy test, aft:rjhe third administration just prior to graduatien. had
failure rates that clearly indicated that thé testing program impacted disproportionately on black

' . students. The failure rate for bldck students was-approximately ten times that among white
students. The students challenging the test alleged that the test results for black students
reflected the educational deprivations those students had suffered; the high school seniors who

- faced thé test-for-graduation requirement spent the crucijal first four years of their schooling in

inferior, racially segregated schools. In the years since physical integration of the schools, black
students continued to suffer ongoing discrimination. Poor test performance for black students
both reflected and perpetuated the effects of pasi racial discrimination.

: T[\e judge, consld?eing these arguments agaﬁnst the Florida test, determined that th‘uee of
the functional literacy test to deny high school 3plomas constituted unlawful racial
discrimirfation. The test, the court congluded, e&euld nat,be used as a graduation requirement
until all of the seniors compelied to meet the test-for-graduation requirement had completed a

" full twelve years of physically desegregated schools. Tnus a four-year moratorium on the use of

K|

the test as a graduation requirement was ordered. {

' The rnce dllcrlmlnatlon analysis in the Florida casei was based upon both a constitutional
and a statutory theory. Under the constitution, the tes ing program denied equal protection of
‘the laws to black students Under faderal statutes, the [y obram violated Title VI of the Civil -
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Hights Act of 1964 The use of constitutional and Title VI theories to scrutinize an educational
testing practice has baen amployed recently, with parhaps even more far reaching imphcations

than the Florida case. by a federd courtin Galtormia  the Cahloiniy case ' imvolved the use of

1.Q. tests to place students in classes tor the educable mentally retarded (LMR). Classos tor tMBR
students were populated with a large percentage of black students, a percentage considerably
higher than the proportign of blacks in the total school population. The court found it uniawful to .
rely upon 1.Q. tests to determine EMR placement when thero is no proof that those tests are valid
and reliable for use with black students and there is no prootf that use ot the fests or resulitant
disproportionate class placements furthered the purpose ot providing the best aducational
opportumties tor stugonts.

Challenges under both constitutional and Title VI theories, could also be brought against
performance testing in vocational education. There are aiso additional legal claims that can be
brought in the vocational education context. ) < '

. * 4 .

Programs that receive federal financial assistance are obligated to comply with an array of
statutes and regulations prohtbiting‘!li.scrimination on the basis. of race, sex, national orgin,
color, or handicap.'* The nature of these prohibitions can be fairly summarized by reference to

. the March 21, 1979 "Guidelines for Eliminating Discrimination and Denial of Services oh the
Basis of Race, Color, National Origin, Sex, and Handicap" promulgated for vocational education
by the Office of Civil Rights, Department of Health, Ed ucation, and Welfare. These vocational s
education guidelines set forth nondiscrimination requirements concerning distribution of funds,
access and admissions to programs. counseling and prevocational programs, instructional
programs, employment of faculty and staff, and proprietary schools. .

%

The vocational education guidelines set forth several standards relevant to performanc'e
testing situations. The guidelines indicate that programs may not develop, impose, maintain,
approve, or implement discriminatory admissions criteria. Programs may not ordinarily judge
candidates for admission on the basis of selection ctiteria that have the effect of ¥
disproportionately excluding persons of a particular race, color, national origin, sex, or handicap.

. However. if-a program can demonstrate that the criteria for admission have been validated as
. essential to participation in the program and that aiternative and equally valid criteria without
‘disproportionate impact do not exist, then the criteria may be used despite their disproportionate
impact'bn the protected groups. A performance test measuring entry level skills used to select
candidates for a vocational program could be subject to scrutiny unde guidelines. If the
performance test used for admissions purposes resulted in a dispropo ate number' of
minority students failing the test; then the test could not be used uniess vocational educators
could demonstrate that the entry level skills being measured on the test were essential for
successful participation in the vocational program. Everl once this proof was made, the test could
still not be used for admissions purposes unless there was no other valid way of assessing the
entry level skills that did not have a disproportionate resuit. '
The vocational education guidelines have similar types of nondiscrimination provisions that
could also apply to uses of performance testing. For example, there can be no discrimination in
) making work-study or apprenticeship opportunities available to vocational students. Thesefore,
performance tests used to imeasure student readiness for a work experience should not resulit in
disproportionate minority failure rates. B ' '
R}
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L Nondiscriminatory Performanco_Teeting-SOme Recommendations

Legal standards regarding nondisctimination aro hot designed to prohibit testing nor. to
- circumvent the primary use of tests, -0.q., discriminating between those who know or can peMorm
from those who do not know or cannot perform. The legal standards being discussed here do.
however, prohibit distinctions between test takers when the distinctions are based upon
protected statue such as race, rather than upon knOwledge or skill.

When the results of a test make it appear that distinctions were based upon race, national
origin, color, or sex rather than upon true ability to perform the tasks being tested, then
; educators are asked to scrutinize their conduct to eliminate bias. This scrutiny has two phases:
Does the test really measure something that has to be performed to succeed in the vocation for
which the student is being trained, and is this test the only valid source of measurement or is
there an alternative that will achieve the same goal without harming minorities?

In beginning a performance testing program, vocational educators can take the fo'llowing
steps to minimize the potential for unlawful discrimination: N

¢ Test only at the basic level ‘at which competence must be demonstrated if a program is
designed to produce apprentice plﬁmbers the performance test used for exit from the
program should not measure skills that only a master piumber would be expected to know:’

» o |If test resultd indicate that a disproportionate number of minority students are failing the
test, determind whether there is a different but equally valid test'that would measure the
same areas, without the disproportionate result. Also, determine whether the test results
relgct past deprivations and how Ihese can be remedied through compensatory educational
programs

R,

Performance Tgsting and the Right to Privacy

A final set of issues of legal concern relate to the use of performance test results once they
are obtained. What use is made of the test results within the vocational program and how or
where are performance test results disseminated.outside the training program? For educational
programs recelving federal financial assistance, there are clear standards concerning privacy and
confidentiality under the Family Educational Rights and Privacy Act (FERPA).'® '

“ -
- FERPA detalils protections for students concerning information, such as performance test
results, contained in school records. Test results ‘may not be disclosed to someone who does not
. have a “legitimate cationa interest” in_se8ing the results without written consent from either
" the parent of the student or, for students over eighteen years old, the students themselves.
_ Persons with “legitimate educational interests” and for whom consént is therefore unnecessary
&+ are probably orly persons directly involved in'the student's training program. Potential
employérs clearly should not receive such information without written consent; potential
supervisors for a work-study or apprenticeship experience probably should not receive the
information without written consent. .

The federal student recorde law also requires that students and parents be provided
interpretltlons of test result information should they request it. This provision clearly points to
the need for careful and unbiased record keeping, the use of valid and defensible tests, and the
need for trained personnel who can explain. and tounsel about performance testing

R T
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In addition to the requirements of the federal records statute concerning privacy and
consent, there are potential problems of*a constitutional dimension concerning performance
tests and the use of test rgsults Some aducators may be inchined to include questions dosignod
to assess student attitude about a task ot vocation. Such attempts unlawtully infringe tpon
student privacy particularly when they scrutinize aroas that are actually untelated or unnecessary
to successful performance in either the training program or the vocation. For example, a female
student’s attitude about pregnancy and child-rearing has no bearing on her potential as a

secretary.

Privacy and Confidentiality in Pertormance Testing —Some Recommendations

To minimize potential infrinéemen‘t of students’ privacy and the right to confidentiality, the
following guidelines are appropriate: .

e Test scores should not be disclosed to persons outside the school or to those not directly
involved with the student's training without consent. -

¢ Test scores should not be divuiged to potential employers without the written consent of the
parent or, where the student is over eighteen, the student.

e Intaerpretation of test results should be made available to students and_parents

e Tests should not include questions that unnecessarily infringe on students’ privacy.

Conelusion

The use of performance testing in vocational education can lead to desirable improvements
in the delivery and outcome of training programs. Performance testing does present potential
legal problems of some magnitude. None of these problems is insoluble and, in fact, a wise
vocational educator will work to alleviate legal entanglements and will, at the same time, have
improved the educational program. _

To maximize the educational benefits of a performance testing program and to minimize the
impact of legal scrutiny of the program, vocational educators should structure the program so
that there is adequate phase-in time prior to implementation of the test. During the phase-in
period, tes} developers should undertake efforts to insure the validity and reliabiltiy of the test.
instrument. During the phase-in period, instructors should inform students of the subject-matter,
skills and objectives to be measured on the test and should insure that the areas covered on the
test are in fact being taught all students. Next, educators and test developers should insure that
tests do nt unlawfully discriminate against students on the basis of race, sex, national origin, or
handicap. Finally, steps should be taken to protect the privacy of students participating in the

testing program. .
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w474 F. Supp. 244 (M.D; Fla. 1979)
A black student had a“ten\.ltlmo's greate; chance of failing to graduate than did a white student. |

| %474 F.Supp.260. L
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10474 F. Supp. 264, o
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""The clearest exampie of this judicial reluctance is a recent U.S. Supreme Court case, Board of
Curators of the University of Missouri v. Horowitz, 98 S. Ct. 848 (1978). In that case the Supreme
Court noted, in discussing the academic expulsion of a medical student,that a student's
academic status requires expert evaluation of cumulative information and a court should decline
to overturn the judgment of educators. ) : :

- v

12Robert F. Mager, Preparing Instructional Objectives (Belmont, Callf.: Fearon Publjshers, 1975).

N SLarry P.v. Riles, No. C-71-2270 RFP, N.D. Calif. October 10, 1979.

+ "Discrimination on the basis of race, colér, or national origin is prohibited by Title VI of the Civii \
§ ~Rights Act of 1964, 42 U.8.C. $2000d. Discrimination on the basis of sex is prohibited by Title IX * |
of the Education Amendments of 1972, 20 U.S.C. §§1681 et seq. Discrimination on the basis of
~ handicap Is prohibited by §504 of th® Rehabilitation Act of 1973, 20 U.S.C. §794, and by P.L.
04-142, Education for all Handicapped Childgen Act, 20 U.S.C. §§1401 ot seq. Each relevant
statute has a set of implementing regulations, written by the U.S. Department of Heaith,
- Education and Welfare, to further clarify the law. Finally, Title 11 of the Education Amendments-
. Act of 1976, 20 U.S.C. §§2301 ot seq. and “Guidelines for Eliminating Discrimination,” 44 Fed.
. Reg. 17162, referred to hereafter as “voc ed guidelines,” also contain relevant nondiscrimination

< provisions. |
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"For the purposes of this discussion, a "disproportionate result” or “disproportionate effect” of a
test is defined as a circumstance in which the total percentage, or proportion. of minonty
students failing the test 1s greater than that gtoup's proportion in the total group ot students

taking $he test. P
1620 U.S.C. §12329. The implementing regulations are found at 45 C.F.R. Part 99.

A
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Comments on the Legal Issues
in Porformanco Testing

WII|Iam G.Buss * ° g
lowa College of Law
lowa City, lowa

A hard Iuoon for law students to learn is that the expertise of a lawyer has much more to do
with pndlctlng legal outcomes than momorlzlng a set of rules. Making such- predictions entails
familiarjty with the process of doclslon ‘appreciation of the distinct institutional roles of court .
and other decision- makers, and awareness-of the constant interplay of fact determination and

. value judgment. Making such predictions employs a process of reasoning that is hardly-
scientific—in fact, a reasoning process that takes uncertainty as a pervasive feature of a dynamic
system. Part of the lesson to be learned Is that the predictions ate characteristically tentative and
often amount to llttlo mbra than Identlflcatlon of alternative poulbllltles

The truth contalnod in thls lesson can be seen in the papers by Tractenberg and Pullin
i dealing with legal implications of performance testing for vocational education. These papers do
* not tell us—as_ they cannot—what- legal results will follow from “pertormance testing;"” they -
merely give tentative predictions—or, more accurately, they provide a legal framework within
whith predictions might be made. They teli us a littie about the way courts work. For example,
they make it clear that courts attempt to assimilate “real world" problems into legal categories,
such as “due process of Iaw" or the “oqual protoctlon of the laws" or a “'right to privacy.” '

Tnctonborg and Pullln tell us that tho courts will both second guess educational judgments
and defer to educational expertise, and they try to suggest when courts will do more of one and
when more of the otiver. They tell us that the courts will examine facts—such as those provided
in the testimony of educational experts or written in educationai books or, perhaps, facts that aro
“kneéwn" by everyane, including judges, such as facts concerning the existence and disadvantage
of raclally segregated schools. They tell us aiso that the courts will-make value judgments—such

- as those invoived in, somehow, ‘weighing” the interests of individuals who may be harmed by
denial of a high school diploma against the Intorq;ta qf the stm in utoguardlng the significance
of a high school diploma. ] \ 7

4

Flnany. “Tractenberg and Pullln tell us that to hazard a prediction concerning the auccou of
various legal chalienges to performance testing one embark on a process of reasoning that is
truly labyrinthian. For-example, to predict the outcome of a discrimination challenge one must
assess the intertwining significance of (a) certain Supreme Court cases dealing with the equal
protection clause of the Fourteenth Amendment; (b) certain Supreme Court cases dealing with

¢ statutory provisions, such as Title VIl of the Civil Rights Act of 1964,.as amended (preventing,
employment discrimination); (c) a body of literature (not court decisions) dealing with .
'compotoncy testing (not, as such, porformanco testing in vocational education); (d) a singie case
by & court at the lowest |evel of the federal judicial system dealing with a particular competency
testing law (aguin, not & law Jealing With vocational education) in the particular context of a

state educational system.not yet freed from the constitutional lmpllcatlons of having had, prlor to
1954 separate schools for black and white children.
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To be sure. one'can find some of this summary only be reading between the lines of the
papers But that, of course. is because these papars have, other purposes and becauso of the

monumental difficulty of dealing with such complox matters within 50 nattow and necessarity
aimpithed s frame. By lovkang Lrefly at avery tiny piece of the whote 1 would ke to attempt to
emphasize some of the logal ambiguity und the relatod intoraction betwoeen Inw and education

that s involved in the material considered in thése papers. As a minute illustrative focus, | wil
take a test designed to determine a student's "readiness” tor participation in a work-study
~ program. Let us assume that 80 percent of the white students and 60 percent of black
students “pass” the test used: and let us assume a legal challenge based on discin ination
‘ agninst blacks '

If this legal challenge 1s founded on the equal protection clause of the fourteenth
amendment of the United States Constitution, a Supreme Court decision (Washington v. Davis,
426 U.S. 229 (1976), poses a major obstacle. According to that case, the fact that a significactly
higher proportion of black than white applicants fail an employment test dqes not, without more,
show that the test was racially discriminatory; proof of a discriminatory purpose is required. The
GCourt has also said,in Washington v. Davis and subsequently, that a challenger could prove the
required gdiscrirhinatory purpose indirectly. To this end, statistics showing a racially dispropor-
tionate impact would be relevant but not conclusive factual information. The Court noted in this
respect the case of Yick Wo v. Hopkins, 118 U.S. 356 (1866). in which the disproportion was in
the order of 99 percent to | percent. That reference, plus the fact that the disproportion in
Washington v. Davis was 57 percent to 13 percent, suggests that the 80 percent to 60 percent °
imbalance of the illustration would provide relatively weak evidence of discriminatory purpose.

In Debra P. v. Turlington, 474 F. Supp. 244 (M.D_Fla. 1979), discussed in both papers. a
tederal district court discussed and ultimately distinguished Washington v. Davis in connection
with its considerations of a challenge to Florida's compegency test for high school graduation.
The district court in Debra P. conceded that neither the disproportionate incidence of failure
rates (ten blgcks to one white in that case) nor the fact that the responsible education officials
had antlciPa d this disproportion demonstrated a racially discriminatory purpose. Buta

' distinction was found in the fact that the black students who were challenging the test were
assumed to have suffered educational disadvantage attributable to school segregation. This
critical fact provided the basis for a legal conclusion that the past discriminatory purpose to
segregate schools was perpetuatgd by the present competency testing program. Yet, the locus of
washington v. Davis was in the District of Columbig, where the Jim Crow practice of separate
but equal facilties for blacks and whites was prevalent in the public schools and other aspects of
the city's public life. Sirice this background was not persuasive to the Supreme Court in deciding
whether a discriminatory racial purpose was shown (or that its absence should be discounted),'it
is not obvious that the background of de jure school segregation should have been persuasive to
the court in Debra P. Just as the interior education of segregated schools might explain a lower
rate of passing Florida's competency test, the Supreme Court has explicitly observed (in Griggs
v. Duke Power Co., 401 U.S. 424 (1971)) that such segregated education would disadvantage
blacks in employment testihg. ’

The WasHington v. Davis precedent is significant because It makes proving the existence of a
J,‘ racial classification so difficult. That would not—technically—defeat the equal protection-based
discrimination challenge to the hypothetical test which determines work studies eligibility. The
challenger could in any event argue, correctly, that the test for admission to the work studies
program is government action that classifies—between those who pass and those who do
not—and that only government classifications which allocate benefits (or burdens) reasonably .
are consistent with equal protection. But, in the absence of a racial classification (or some other
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flngrodlont which performs the same function and is assumed here not t;) be present), the

reasonableness of the claasification is made virtually invuinerable hecause of the controlling
significance given to the institutional roies of court and educational tester.

With no proof of purposeful race discriminatign (or the equivalent), the courts “defer” to the
educational tester because the courts belisve that our political system gives educators the role of
making the critical judgment about what is reasonable. That is, in the court's view, the educators
are empowered 0 judge the reasonabieness of the cldaamcatlon ré@suiting from the test, and the
- courts lack the competence as well as the authentic power to second- guess that judgment As
ordinarily framed, the governing legal principle requires the challenger to “prove” that there is no
rational basis relahng the classiciation (fest passers vs. test failers) to the legitimate purpose of
the test (e.g., to select those.who would protit, or profit most, from the work-study program). It is
generally conceded that the challenger will be able to meet the test so lntroquontly that the
challeriger's probablllty of success should be rated at 0.

Let Us assume now that the challongor founds the challongé not on the constitution, but on

-some statutory and/or regulatory provisions that prohibit racial discrimination in providing

work-study opportunities of the kind in question. Under this assumption, Washington v. Davis is
_not a direct barier. Furthermore, the Washington opinion reaffirmed Griggs v. Duke Power Co.,
which had held that, under Title Vii of the Civil Rights Act of 1964, an employment test having a
racially . dlnproportldnm impact is illegal if not validated. To validaté a test the user must show
that the.test is an effective device for selecting the more qualified empioyees. In general, the
difterent Griggs/Washington resuits are explainable in terms of differences in institutional roles
and of the different implications of constitutional and statutory decisions. In Griggs, Congress
had deliberately singled out employment discrimination based on race as an-area of concern; in
Washington, by contrast, the Court had no such policy decision to rely upon. Furthermore, the
Griggs result—prohibiting unvalidated tatl because of their disproportionate racial impact—was
confined to the employment focus of the statute; by contrast, a disproportionate impact decision
in Washington would have hgd’'sweeping implications over a broad range, including such
tar-roachlng areas covered by the equal protection clauae as criminal law, taxation, and weifare.

~ All of this auggosta that the dlaproportlonato impact challenge in our illustration might find

- smooth saliing If it is based on a statute or regulation. That conclusion is far from inevitable,

,howewer: Title VI of the Civil Rights Act of 1984 provides the most obvious statutory sources of
such a challenge, but.the rationale distinguishing Griggs and Washington may not favor the
challenger relying on Title V. That statute does not represent a delibersite policy judgment that
racial discrimination in vocational education —or even In education generally—should be singled

out as an area of concern; Titie VI applies to all programs receiving federal financial assistance.

[
As a conssquence, any adoption of a disproportiopate impact principle for Title VI could
‘hate broad application over many areas. In fact, a majority of the Justices of the Supreme Court

" have indicted in University of California Regenis v. Bakke, 438 U.S. 265-(1978), that the

anti-discrimination principle in Tltlo Vi is identical to the antl-dlacrlmlnatlon of the equal
protoctlon clluu.
3. ]

Reliance on the regulations issued under the Vocational Education Act would lppoar to face
comparably difficul oblems. The act itself contains no anti-djscrimination provisions (based on
race) and plllnly oes not re nt a deliberate Congressional policy.decision to prevent race
discrimination in tional education. The regulations under the Vocationat Education Act do

expressly prohibit recial discrimination, but these reguiatory provisions draw their authority, not

from the Vocg}lon Edm:atlon Acg. but from Title'VI. Unless there Is some reason to read the
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requlatioms more broadly than their authorizing Ié’bislmion, it would seem that the anti-
discrimination principle ol Washington v. Davis, the vqual protoction clause, and Title VI would
albo appily Lo these Title VI hased roguiations in tnet in the Hakke case. a majority ot the Court
ovidently gave httle signiicance to Titie VI HTW rogulations which tended to support racrally
conscious affifmative action to overcome the effects of past discrimination. And, in other recent_
_ decisions, the Supreme Court has not been willing to follow anti-discrimination regulations that
seem to range beyond the scope of authorizing legislation. See Southeastern Commqm'ty
College v. Davis, 99 S.Ct. 2361 (1979) (handicapped); General Electric Co. v. Gilbert, 429 U.S.
125 (1976) (employment discrimination).

Let us assume, now, that the difficulties considered here can bo overcome and that the
racially disproportionate impact resulting from the work studies test of the illustration would
require the test to be validated. At this juncture, a gourt would be faced with a second basic
issue, and this issue combines legal and non-legal elements. The court must set itself up as
something of an expert in testing. This might be accomplished in various ways—by the court’s
actually acquiring the expertise itself, by its use of a court-appointed expert, by relying upon the
expert witnesses and/or arguments of the parties. But the court must nccomplish this somehow.
That Is. somehow, the court must put itself in a position to undgrstand what is meant by such
things as construct validity,-content validity, qriterion-related vglidity; it must be able to decide
which of these techniques is appropriate; and it must understand whethar an appropriate
technique has been correctly used, But it is not accurate to think of the court, simply, as
assuming the role of a testing expert. In the end, a legal requirement of test validation poses a
legal test. There is no automatic identity between something like “acceptable professional . -
standards” and "acceptable légal standards”; the law may require more or lesd, or it may not. For
axample, it may be argued that even though the test in question meets professional standards,
there is an alternative test (or.an alternative to the test) that, at the same time, would be effective
in selecting students ready to profit from work study, but would have a significantly lesser
tendency to exclude black students. The court must decide whether such a léss restrictive
alternative test is legally required, and the court must decide what should be accepted as a
sufficiently effective alternative selector and-as having a sufficiently reduced racial impact.

Although it is accurate to characterize these decisions as ultimately “legal” decisions to be
.. made by thp court, it would certainly be misleading to imagine that the courts would ordinarily
be free of the influence of the “real experts’, in making those decisions. The extent of this

influence on the court's decision deties prediction (and, perhaps, even defies accurate
after-the-fact assessment).

Both the narrow Illustration of this comment and the more far-ranging discussion by
Tractenberg and Pullin lead to several clear implications for performance testing in vocational
education. First, legal challenges to these programs will be made, both because pefceived
injustices are involved and because the legal machinery is at hand. Second, accurately predicting
the outcome of the legal cases that will be brought is well beyond our collective wisdom at the
present time. Third, the_certainty of lawsuits and the uncertainty of results will feed upon
themselves and create a distinct, though unknowable, reality of its own. This new creation will be |
shaped by two evolutionary processes—the one identified by the courts’ episodic attempts to "~
understand the world of education and testing and to articulate legal rules responding to that
understanding; the other identified by the on-going attempts of educational planners to
anticipate (and to avoid) the “worst" and of litigators Yo anticipate (and to exploit) the "best” of
the emerging legal doctrine. ' . ‘

* 124



<

. LEGAL ISSUES

v .

Part-of our conventional wisdom, based on the insights of de Totqueville, is that political
questions sooner or later bacome judiclal questions in the United Stntos’\-Whm.l oldom noticed
is that, in the process of asaimilation, the underlying issues are changed and distorted - initially

. in their new legal setting and eventually in theamselves. -
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IMPLEMENTATION ISSUES
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The successiul implementation of any program or product is not an easy task. Care must be
taken that the steps in any implementation plan be carefuly identified and analyzed These

\ concomg am addressed in Chapter Five.

First, H. Brinton Mllward discusses performance toatlng as an organlzatlonnl innovation—not in.
the conventional sense of the term (i.e., measuring the performance of a student) but “rather of -
sthe performance of an entire training program of an instructor." He introduces such concopts as
-~ “ideas in.good currency' as @ necgssary procondmon to the adoption of aninnovation. The -
remainder of the paper focuses ¢ tho diffusion and adoption of the innovation within an
' organlutlon the role of “street-level bureaucrats” in implementation and a technique— apping
backwards" =-to arrive at an estimate of what will be nndod to successfully Implomont a program

or practlco .
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eory perspective presented in Miiward's paper, Curtis R. Finch
addresses the implemerrtation from a . more pragramatic point of view. He describes the . .
implementation setting and ideniilips & 561183 of considerations which should be kept in mind-
curricular, teacher and ancillary sonnel, admirustration, student and community. The points
raised by both contributors are discussed by Janet E. Spirer.in the Comments paper.

Ir contrast to the organizational th
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IMPLEMENTATION
ISSUES

Performance Testing as an Organizational Innovation

H. Brinton Milward L
. University of Kentucky
s Lexington, Kentucky

N

Performance tests aro not Innova ons in vocational sducation. Vocatlonal education has
long given a broad variety of parformance tests to certify students for particular occupations and
tra 8. Thua. these tests ar¢ not an “innovation” in the convontlonal sense of the term thdt refers

product or practice’ new to the adoptln. unit. ,

. This paper will be corfcerned with the act I'or potential use of the results of perfermance
tests, not as measures of the pstformance of a student, but rather of the performance of an
entire training program or of an instructor. From this perspective performance tests are an
innovation that states, school dhtrlcta or the federal government could use to evaluate the:
‘performance of instructqrs or programs. Thus In the\context of this paper, a performance test
would not be an innovation to a welding teacher; it would be an innovation to the staff of the
state office of vocational education who would use the aggregated results of students' scores to
evajuate how successful a glven program was in actually training people for specific occupations
and trades.

The impetus for using performance tests.as. instruments of vocational éducation program
evaluation comes from the implementation of the 1876 Amendments to the Vocational Education
Act of 1968.' The act stipulates that both the Bureau of Occupational and Adult Education and
the states shall audit and review vocational programs to make sure they are the best possible
programs of vocational education. The role given to the states is very explicit:” . . . each State
shall evaluate, by using data collected, wherever possible by statistically valid umpllng
hchniquos. each such program within the State which proports to impart entry level job sklll6

" In other wz)rdaq vocqttonal education must bocomo result oriented. lncreaslngly the
"emphagsis will be-on what the students can do in the occupations they have been trained for,
rather than an evaluation that is oriented toward the process by which students have been
trained.? . S

-

A responsae to the legisiation and the generai concern for government accountability has
been improved monitoring of the effectiveness of training. Performance testing can be used as
one mechanism assessing outcomes of the training process. in the past, performance tests have
seldom been used in this fashion, and most evaluation efforts in vocational éducation have

. bee, too casual, informal and fragmented and have only rarely served the cause of program
\I))o/r'ovomont S

What is occurring in vocatidnal education is no different from what is occurfing in a varlety
of other programs. The federal government is attempting to increase the analytic capability of the
states . . . to strenjthen state leadership in education, to put more of the monitoring
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responsibility in the hands of state education agencies.” This has resulted from the federal
government's inability to monitor or control effectively the behavior of thousands of programs
scattered across the country. In intergovernmental relationg, tho foderal government has become
a providur of funds and a writer of guidelines and requiatio The states’ role has become that
of tederal program managers, and the local programs aro the\delivery agents This explains why
the rola of the states in evaluation of performance of local programs has become such a salient

issue.
A

»
.

) J
Ideas 1n Good Curiency !
. !

There is a direct connection between adoption of an innovation and ideas in good currency
ideas in good currency are a necessary precondition for the adpption of public policy, '
innovations. The space race of the 1960s as well as the law and order movement ot the late
1960s and early 19708 are examples of ideas of good currency. “Among their most characteristic
features are these: they change over time; they obey a law of limited numbers and they lag
behind changing events. . ."* The “tailure ot the schools” idea, which has ied to accountability
measures like minimum competency tegting, is the idea in good currency behind performance

testing as an instrument of evaluation. _ '

New Iideas in good currency usually emerge from a disruptive event in a series of events.
These perceived crises set up a demand in society for new ideas to solve these problems. It is at
this point that ideas which are beyond the mainstream of the public agenda begin to surface.
This occurs through a process of diffusion that depends upon interpersonal networks and upon
the communication media which in turn, shape the idea to their needs. in the use of minimum
competency testing, traditionalists used “the failure of the schoois” ideg to try to abolish many of
the non-traditional courses and programs which were developed in the 19608 and '70s.

Ideas must gain entry to the limited set of channels through which formal policy agendas are
get. As Schon wrote, “. . .they require, in the approval of agministrators, commissions, notable
personages, legisiators and the like, a kind of benediction.”” This power is used sparingly and the
decision to do so comes usually from a shared calculatiors of the idea’s relation to personal and
political interests and of the support the ideas have already gathered. As Feller, Menzel and
Engel found in the case of federal legislation; the adoption of a new technology by a state was
directly traceable to the passage of-a new highway of air quality act. “Although federal
legistation seldom mandates the adaption of & specific technology. the ‘choice’ may be narrowly
defined.” Thus, ideas in good currency can aftect diffusion patterns through an intergovernmen- -

tal network. .
-~ %

Implementation as an Interorganizational Process

Innovations based on ideas in good currency must diffuse and be adopted, as well as’..
implemented, into practice through an interorganizational network. There are two features of the
vocational education network that distinguish It. First, since education is a state, rather than a

- tederal fynction in the United States, there is no national configuration to the network in terms of

equivalent organizatians, actors or practicés. Second, the delivery system for vocational

* - education and training _Is difficult to distinguish-from the general network of qqrucatlon.
) « . . ' .. LA |
For the most part, the vocational education delivery system is the same system used to
educate dll of the secondary, postsecondary, and aduit students. School principals, superintend-
ents, presidents, directors, and boards—those who make the decisions for education in '
general—also make the majority of the decisions for vacational education®

-
i
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‘There are a large number of organizations that shape policy and delivery of services in
vocational education. These include, for example, the Department of Education, State Boards of
Vocationai Education, State Advisory Councils for Vocational Education, Local Boards of
Education, the Dapartment of | abor, State Employment Security Agencies and CFTA prime
sponsors. In addition, these organizations exist in thousands of communities. fifty states and the
territories and at the national lavel of government. Instead of a neatly arrangéd hierarchy with
clear lines of authority, what we have is a loosely coupled functional system with considerably
more power at. the middie and bottom than at the top. In addition, all three {evels of
organization—federal, state and local-—possess certain scarce resources vaiued by the others.
Each level also has a certain amount of constitutional and behavioral independence. -

While the orgamzatlona providing vocational education tramlng are loosely coupled with
those providing coordination and guidance, the network of actors and organlzatlons consistofa -
tightly coupled policy network—albeit one which lacks elaborated, hierarchical authofity -
relationships. It is a network which’is boundary.maintaining and which has persisted for over fifty
years as a separate entity frotn the larger general education syStem. This occurred because of
the differences in orientation, as well as in status, between the two groups. Vocatlonal education
is best described as a functiondl system that consists of:

1. The set of persons who lack, but want or need occu'patlonal skills Qr tral'nirig.

2. The set of agencies, groups, and institutions that serve and train them.

3. The research, evaluation, and training activities that aﬁect the provlslon of educational
training.
. . &

. S 4. The laws, policies, and programs under which vocational education is prbvi‘;jed

. To call this a ayatem i8 not to imply that it has well-defined, consensual goals and

. coordinated programs for reaiching them. The institutions included in [this] systemnt tend, in fact,
to pehave ina fragmented and disorganized way."'° Even though disorganized, thls is the system
wlth whlch persons seeking vocational tralqlng must deal.

W
' Karl ‘Welck calls this a “loosely coupled system where the lndlvldual organizations in the

system are more like holding companies than goal directed entities.” He suggests that this may
be due to the diffuse task vocational education performs and the uncertainty of the technology
used in the process of educating students."

Performance Tests as an Evaluation Method

We are assumming Here that performance tests are not an innovatién to those who will
administer them. Thus, a second assumption may be made; I.e., if the innovation is to be adopted
and effectively used, then one must focus,.not on the process of innovation diffusion, but rather
on the implementation of the results of performance tests to local administrators, state vocational
education officlals and federal adminstrators of the Bureau of Occupational and Adult Education.
Wlth thls as the focus, several corollarlea must be spelled out.

: Firat any new system of evaluatlng programs or individuals will increase the programa and
" individuals’ uncertainty in mqard to their pserformance. Uncertainty is mkey concept-in both
organization theory as well as economics. A person or organization wi always try to reduce the




" program to program; teachers may fesl that t
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amount of uncertainty they must deal with. People In public organizations, like vocational .
education programs, will prefer to be evaluated by Inatruments that they both understand and®

.influence. Performance testing depends on measurable outcomes. Since it is the studenta’ score

that is aggregated, rather than superiors evaluating whether or not an instructor followed the
correct process of teaching and test administration, the teacher may teel that the outcome
measuré of evaluation Is unfair since a variety of/things may aftect the students’ score. Too many
students may bé scheduled to take the tests at Ane time; the quality of equipment may vary from
y have more than their share of undermotivated
students. Thus even If promotion, pay, and trgnsfers are not tied to an evaluation system heavily
relying on performance testing, It would be a(major source of uncertainty for those being
evaluated. ' :

This suggests why an innovation model is not appropriate for performance testing as an
evaluation instrument. Many of the innovation modeis assume that ail Innovations go through a
sequence of stages approximating the research and development process where technology
dominates the results.'? This does not apply to educational innovations, like performance testing,
as an evaluation instrument. The technical superiority of the innovation is very ditficult to show

_and, in addition, the innovation clearly threatens both teachers and administrators' whose

process.

. programs will be evaluated with the Information they provide. With educational innovations

where the technology is “soft,” implementation, not the superiority of the technology will
dominate outcomes.'® Education is not unique in being dominated by the lmplrnen\tation

.

Simply because teachers and administrators adopt an innovation does not mean that the
adopted practice will be the same as the original innovation. The actual “outcome” of the

adoption of performance testing will greatly depend on how teachers and administrators
implement it. In a federal system, there are no command and confrol mechanisms for forcing
comptiance with directives from either the state or federal level. Interdependence and bargaining -
inevitably shape intergovernmental relations. In this case, as in so many others dealing with
implementation, the “street-lavel bureaucrats"—the teachers—will largely determine whether or

- not the evaluation system produces meaningful information upon which to bage program
choices. ' : ' ' .

Strept-Level Bureaucrats and Implementation- e o,

Al

The concept of street-level bureaucrats is very important in understanding the introduction
of an innovation into continuing practice. Stgeet-level bureaucrats include teachers, police
officars, welfare workers, public health officers, and many others. Aji of these officials work with
the public.and make decisions on the basis of individual initiative as well as established routine.

»

They interact directly with citizens, in fact, they are most people’s only direct contact with the

government. Since they exercise considerable discretion in theirgiies, they effectively determine -
~ how policy is delivered to citizens. " . : :

. . | - B
In other words: “To accomplish these required tasks, street-ledel bureaucrats must find ways

" to accommodate the demands upon them and confront the reality hf resource limitations. They

typically do this by routinizing procedures, modifying goals, rationing services, asserting
priorities, and ,'ll,mitlvng or qontfqlll_ng clientele. in other words, they develop practices that permit
them*in kome way to process ‘the work they are required to da. [Their]'work . . . is inherently '

discretionary. Moresker, it is difficult to establish or impose valid work-performance measures, .
and the consumers of services are relatively ingignificant as a reference group. Thus s@reet-level

~ byreaucrats are constrained, but not directed, in their work.” '

-

-
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) These accomodations and coping mechanisms, that they are free to develop, form patterns
of behavior which become the governmental program that is ““delivered” to the public. In a
significant gense, then, street-lavel bureaucrats are the rmllcy makers in their respective work
arenas. 't - §

As Weatherly and Lipsky and Richard ElImore point out,™ this tuins the study of both
innovation diffusion and the process of implementation on its head. The lowest level of the
implementation network determines policy while the upper-and mid levels are only able to
circumscribe the behavior of lower officlals within certain broad limits. This occurs because in a
loosely coupled, interorganizational and intergovérnmental network, goal homogeneity in the
absence ot hierarchical authority cannot be assumed “Interorganizational problems arise largely
from the difticulty of coordinating the actlwtles of several difterent units, each of which has its
own goals and astablished routines.'®

There appears to be an inverse relationship between the number of required transactions
between organlzatlons to implement a new program or practice and the likelihood of the
implemehtation being successful. “Even when the probability of a favorable result is high at each
step, the cumulative product of a large number of transactions is an extraordinarily low
‘probability of 'success."'” A recent study lays out in elaborate detail the multitude of devices and
ploys that experienced administrators can use to subvert, deflect or delay the effect of
programmatic innovations they do not like."

Given the fact of the inability of state and federal officials to control the behavior of local
teachers effectively, what can be done tq increase the probability that an evaluation system at
least partly based on performance tests will not be subverted? One technique for arriving at an
estimate of what will be needed to implement a new program or practice successfully is called
“mapping backwards.” It proceeds from our aggumption that power over the delivery of
vocational education training effectively lies ﬁhe hands of the street-level bureaucrats—the
teachers=rather than in the hands of administrative officials at higher levels of government. “In
the bewildering variety of local institutions . . . one factor remains constant: The point at which
public policy meejs the private preterences and choices of young people is in individual contacts
between teachers or program operators and young people. This is the street-level contact that
determines whether policy affects the behavior of individual young people."'® <

) Mapping backwards focuses not on the goals of the administrators at the top, who wish to
yse performance tests to determine which programs are successful and which ones are not; it
begins with looking at the behavior of those who will be implementing the performance testing
system then proceeds to ask the question “what do | want the teacher or local administrator to
do?” Once that question is answered, one traces back though every step in the implementation
process and at each step determines what needs to be done to increase the probability that a
teacher will implement the performance testing system in the prescribed manner. )
: ~

When the vocational education network is viewed from the botto\m up, it becomes cl that
whatever policy we wish to implement ultimately will depend, not on a centralized command and
control system, but on changing the behavior of local téachers and program operators who
‘actually dellver services to tralnees .

The true policy problem that must be faced is not to make.teachers behave consistently with
respect to a new evaluation system, but to increase the probability that the teachers skill,
judgment, and knowledge will affect the ability ot trainees to find meaningful and productive

work.
"\

7133

2
r.

A



MILWARD

Cqqpclusions,

The preceeding sections described the network thiough which a performance test based
evaluation system would be implamanted The paper has atso identihed whare the ability to
shape poilcy lies and whose behavior must be chanded if a new ovaluation system is to be
successfully implemented. This section will focus on what can be learned about implementation
and innovation from this discussion. The implication of the paper thus far is that “. . . the process
of framing questions from the top begins with an understanding of what's important at the

bottom."?

With the implementation of any innovation, there are three reasons to cooperate with those
promoting the innovation. The lirst reason is self-interest. Paople and organizations join together
because participants perceive the innovation to be in their best interest. Given the variety of
" ditferent people and organizations in vocational education, it is unlikely that one innovation will
be perceived In the interest of all or even a majority of the organizations and people in the
network. Thetefore, this is not a sufficient base on which to struture cooperation.

A second reason for cooperating is that higher level authorities mandate cooperation.
Innovations that are linked to the governance system of an organization will obviously command
more attention than those that are not. But a mandated evaluation system that has to be
implemented across governmental boundaries and where the institutions involved are loosely
joined will not have the same force as it would if # occurred within one organlzatldn. N

" A third reason for cooperation is exchange. Here, people cooperate because they receive
‘something they value in exchange for their cooperation. In a loosely joined network this will
facilitate cooperation, as it is unitkely that any one organization will have ali of the resources
needed to accbmplish their tasks. This creates a positive incentive for mutual exchange of

needed resourcas. P

In reality, all three of the reasons for\ or inducements to, cooperate will be effective,in
certain situations. Also, the three are ideal types, and most interorganizational transactions have
elements of more than one of the three; often one 3ees an organization adopt a “carrot-and-stick”

- approach to inducing cooperation.

’

The purpose of defining the thrge reasons for cooperation is that administrators at federal
and state levels, when they are dealing with local officiais, often assume that the local officials’
interests and goals, are or should be, the same as their own. They also may operate as if an
authority relationship existed between them and local officials. As this paper has pointed out,
these are incorrect assumptions and may contribute to the failure of an innovation, such as an
evaluation system to be implemented or, if implemented, to provide meaningful data on which to
judge program performance. v ' -

It we wish to increase the probability of the implementation of a performance testing system
. as an evaluation instrument, we need to map backwards in our analysis from the teacher who will
actually give the tests to the local administrator of the program, to the state vocational education
officials in charge of evaluation, to the federal administrator in the Bureau of Occupational and
Adult Education. This is the reverse of the process that most analysts propose. Systems analysis,
policy analysis, and.other rational techniques advocate starting with the goals of tederal officials
and mapping forward to the point of service delivery. In the absence of hierarchical control and
common goals, this will not usually be effective. .
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It we map backward though, we find teachérs who feel a great deal of uncertainty over a new
method of evaluation that they cannot completely control. There are administrators of local
programs and school principals who will wonder where the resources will come from to colloct
and tabulate the data generated by the system. These administrators will also know that teachers

- will put pressure on them to upgrade the equipment used for performance testing so it will be
appropriate for the newly developed tests.

"Any kind of broad’ mandate that occupational competence be demonstrated by
" vocational education students could be viewed as some kind of disaster. .- The reason .
. I8 quite simple: The mandates aiways seem to require more than can be produced
under the constraints which exist.””!

All of these pressures may dispose a local administrator to oppose or subvert the new
evaluation system. With service delivery and people-processing programs you simply do not get
-implementation without resources. It is a necessary but not sufficient condition. The sufficient
condition Is support for the innovation by the local administrator. In two different review articles
on the implementation of innovations, one that specifically focused on the implementation ot
evaluation findings, the support of the local admlnistrator was found to be critical in successful
implementation.?? .

v

Glpn that vocational education is a bottom-heavy system, what suggestions can be offered |
to lmprove the chances of successful implementation?

1. Map the delivery network bac'lwards from the activities of the teadhers to the source of the
innovation. -

Il

2. Often local administrators do not comply with a mandate because it is not accompanied by
~ the resources to implement it. Try to distinguish between an unwillingness to comply and a
lack of capacity to comply.

3. Only attempt to change those activities for which it is possible to specify a clear standard of
parformance.?*

“

4. Attempt to intervene as closely as possible to the point of.service delivery so that the
innovation is not distorted in the levels between point of service delivery and the source of
the innovation. There must'be careful preparation of local personnel so that they are
prepared to implement the new system. Their advice is also needed ln shaping the
innovation. _

5. Rather than simply monitoring compliance, state vocatlonal education agencles should
emphasize services to local programs.2®

.6. While state and federal agencies cannot control the implementation process, they can
gifferentially reward those local programs making the greatest effort to implement the
novation. The creation and manipulation of a program's incentive structure may be one of
® more effective ways to increase the probability of successtful implementation.

The central point admnlatratora that should bear in mind Is that while same pol? les, Ilke
affirmative action, are regulatory in intent, vocational education exists primarily to de iver

v services. Here compliance, while important, is secondary to improving the ability of schools and

’ Institutes to deliver services, the quality of which depends, to a great extent, on delegated

wcontrol.?®

- &
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v Considerations In the Implementation
of Performance Testing

_Curtis R. Finch
Virginia Polytechnic Institute and State University
Biacksburg, Virginia

\n our aoclety._trequorit change is inevitable. Employment opportunities shift, new
occupations are established, and empioyers revise their expectations of workers. Change has
also become quite prevalent in education. Rich,' for example, notes a variety of educational
movements and innovations that have been proposed over the past two decades Among these
are the open classroom concept, career education, and malnatreamlng

in recent years, the notion of educatiopal change has tallen into disrepute. This atato of
atfairs is at fbast partialy due to teachers' perceptions.of benefits derived from it. During the
19508 and 1860s, teachers were strongly encouraged to accept change and cooperate with
others to ensure that it occurred. They were often tald that a change would result in certain
benefits such as greater eﬂlclen?y or increased student learning. This, of course, did not occur
in some cases, and teachers rapidly betame disillusioned wlth change for the sake of change.

While a simple definition of change may be any altoratlon in the status quo. this does not
take the basic concerns of educators into consideration. A more expansive definition must be
used for educational change. it may thus be thought of-as any significant alteration in the status
quo that is intended to benefit the people involved.? Such a definition reflects the need to
implement only those changes that have the greatest potantial for positive payoff.

Thla paper examines one such change, giving consideration to its implementation in
vocational education settings. Performance testing appears to have great potential for Improving
the educational process and the results of that process. However, Its potential may never be
realized If educators and others are not attentive to factors that hinder Implemontatlon ln the
schools.

As the othoc -papers have noted, performance testing js a rather complex phenomenon. And
once philosophical, legal, and technical issues surrounding performance testing have been at
legst partially rescived, there is still the need to deal.with a host of implementation
considerations. They include the basic implementation setting as well as the curriculum,
teachers, support personnel, administration, students, and the community. 'Each of these areas
will be examined in order to highlight some of the kdy issues associated with implementing
parformance testing in vocational education.

~Tho Impldmomatlon Setting

Whm change is. bolng conaldarod. & may be most beneficial nrst to examine the setting in
‘ whlch change will take place Hull Kester and thln3 note the three elements that can provide
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the necessary stimulation for change to occur. These Inciude the change advocate, the targeted
consumer,-and the innovation. In the application of this basic notion to performance testing,
consideration may aiso be given to sevaial other koy olements, namely the curriculum and the
community

The change advocate serves as an Initiator of the change process. Log'caily, if change is L0
occur, some person, group, or organization must provide Initial support. Vocational education
administrators and supervisors tend to be most readily classed as change advocates; however, it
is best to go beyond these individuals and consider others such as vocational teachers, ancillary
personnel, students, parents, employers, and esven professional organizations.

A second key element is the targeted consumer. Consumers are those who will actually use
the Innovation, not merely pass it on to others. They may, likewise, be persons, groups, or
organizations. While the change advocate is hopeful that all consumers are eager to accept
change, this is typically not the case. Some consumers are more adoption prone than others and
are thus more receptive to change.

The innovation, which constitutes a third element, may have almost any form, dimension, or
substance. In this instance, performance testing is reflective of a system that may be utilized as a
basis for. instructional improvement, evaluation, and accountability. If the Hull and Wells* scheme
for classitying vocational education innovations were applied, It might be difficult to determine
whether performance testing would be individual-behavioral, organizational-legisiative, or
sclentific-technological. Classification may, in fact, be a function of the intended usb and
assoclated technology of performance testing. )

Of equal rplevance to change is the vocational education curriculum, Any aeducational
change must be woven into the curriculum in such a manner that it is acceptéd and utilized. In
terms of performance testing, thought should be given to a variety of areas including the
alignment.of tests, objectives, and the employment setting; varying technical content; and
varying instructional settings. Each of these may affect the ways that performance testing Is
Witimately implemented ih the schools.

The community is et another element to be considered when change is taking place.
Included in the community setting is a host of persons who must be dealt with various points in
time. These Include citizens, individual taxpayers, school board members, owners, managers, .
supervisors, personnel directors, and advisory committee members.® In this arena, concern tends
to be expressed about the quantity and quality of education as well as how much vocational
education will assist business and industry ‘to grow and prosper. Community concern about
change is extremely Important since endorsement or lack thereof can spell success or ftailure.
While individuals and groups in the community do not have day-to-day contact with vocational

_ education, many are In a position to inflyence resource allocation and support for funding.

L3
t

Curricular Considerations

The vocational education curriculum can be viewed as more than courses and contént.
Realistically, it reflects a broad range of educational activities and experiences. Given this
perspective, we may define curriculum as "the sum of the learning activities and experiences that
a studeht has under the auspices or direction of the school.” Thus included in the curriculum
would be classroom, faboratory, and cooperative work experiences, cocurricular activities such
as clubs and vocational student organizations, organized athietics, and music groups. It is within
2his setting that performance testing Is intended to be implemented.
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One basic curricular consideration has to do with the alignment of educational objectives,
performance testing, and the employment setting. While educators have recognized for many
years that instructional objectivas for vocational education should he closely alighed with needs
of business and industry, it has only been recently that organized geeups have taken over 1he
vouational teacher’s 1asponsibility to idenlity 1elevant objectives.

Consortia such as the Vocational and Technical Education Consortium of States (V-TECS)
and the Interstate Distributive Education Curriculum Consortium (IDECC) have, in-tact, worked
toward the alignment of objectives and the work setting. This has consisted of developing
objectives and (in the case of IDECC) learning activity packages (LAPs) that are based upon
extensive task analyses and personal interviews with workers and employers. Given this situation,
it appears quite easy to move toward performance test implementation (if it has not already taken
place). ‘ )

V-TECS, for example, has developed catalogs of objectives and criterion-referenced
measures that might serve as a basis for test development. IDECC includes check sheets in many
LAPs that can be used to evaluate student performance in applied settings. Of major concern is
the potential that exists to develop tests that align with instruction, objectives, and job relevant
content. The extent to which tests mesh with teacher and tonsortium efforts may well determine
whether or not performance testing is accepted and used. .

A second curriculer consideration is that of test content variation. Performance test content
‘varies as a function of curriculum content and, as such, may require different approaches to
development and use. A close look at code numbers used for occupations in the Dictionary of
Occupational Titles’ reveals that workers have varying degrees of involvement with data, people,
and things. For example, a salésperson wouid have a high degree of involvement with people, a
computer programmer would work more extensively with data, and a welder would be more
involved with things. While test developers tend to perceive such differences in tests,
administrators and teachers may not be as aware of how curriculum content is translated into
meaningful test content. If these variations are not taken into consideration, performance test
relevancy may be seriously affected.

A somewhat similar situation exists with regard to the instructional environment. Tests and
the testing process tend to vary as a function of the instructional setting. Thus, a test that is
‘designed for use in a vocational laboratory may not be applicable to evaluation in cooperative X
employment settings. This could occur because students are paid for participating in a
cooperative vocational program and report to an employer, whereas, in a school setting they are
not paid and report to an instructor. In the school setting, instructors have complete control over
the testing situation while in a cooperative setting this controi is shared with employers. As the
Implementation. of performance testing occurs, a close look needs to be taken at ways that tests
can be adapt? to different environments as well as what shared testing responsibilities may _
exist. This will'at least partially alleviate some of the problems associated with testing in various
- Instructional settings. ' 2
. d - Yo 7

Meantion must also be made of how performance testing may interface with the
competency-based education (CBE) movement. While CBE has been in existence only a short
time, its Impact Is being feit in all parts of the nation. Some states have, in fact, mandated the
implementation of CBE by a apecified dstb. Although CBE does not differ from other modes of
education in terms of its goals, there are several key slements that serve to make it a powerful -
movement. These include using the competency (skill, attitude, value, or appreciation that is
deemed critical to successful employment) as a basis for curriculum content, making available
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explicit criteria for each competehcy, assessing competence in applied settings, having
demonstrated competence serve as a determiner of student progress, and focusing on facllitation
of student achievement of competencies® It is clear that CBE and performance testing havo the
potential 1o work as a team, and in many functioning CRE programs that is the case Any steps
taken to implement pertormance testing should thus be coordinated with existing or proposed
OBE activities. Obviously, it is much easier to effect one gducatlonal change than two separate
changes! * :

Teacher and Ancillary Personnel Cons:derations“‘ .
In many respacts, teachers and anciliary personnel may be considered as the basic
advocates and consumers of performance testing. These individuals are most iikely to administer
tests, détermine results, and make professional decisions based on these results. Ancillary
personnel include guidance counselors, placement officers, and simiiar specialists. These
persons are in an excellent position to help students enroil in meaningful vocational programs
and assist program graduates find employment. While teachers obviously have the major
responsibiiity for performance testing in‘instructional settings, they are often heavily involved in
student selection and placement activities and may work quite closely- with ancillary personnel.

One basic consideration with regard to these groups is acceptance of the performance -~
testing concept. Many may see performance testing as a threat to their positions; something that
serves to hold them accountabie for student achievement. Performance testing may be viewed by
others as being no different from what is being done at the present time. This situation Is
particuiarly difficult to handle since professionals beiieve that they are already doing what is
proposed. Others, however, might not be aware of performance testing's complexities and may
only recognize their personai interpretations of the concept. Clearly, acceptance wili be most
difficult among persons who have misconceptions about performance testing. In fact,
professionals who have had fhe least involvement with performance testing may be most eager
and ready to implement it. ' - - T

Running parallel to the acceptance concept is the expertise needed to conduct performance
testing. Sanders® notes several poteritial problems associated with performance testing
administration. These include control over the testing environment and standardization of testing
conditions and scoring procedures. Test administration processes are reasonably common
knowledge to measurement specialists and those who have had experience developing and
administering valid and reliable performance tests. Vocational teachers, on the other hand, have
not always been exposed to the psychometric properties of performance tests and how these
properties may be altered through test administration, If performance testing Is to be
implemented in vocational education, the knowledge gap must be narrowed.

While teachers are not expected to become measurement specialists, they should at least
have a working knowledge of factors that can affect test validity and rellabilty. A poorly
. developed and administered test is worse than no test at all. Consequently, any implementation
scheme must deal directly with improving teacher knowledge and showing how this knowledge
may be applied to realistic educational settings and testing situations.

Since some teachers and support’personnel must bé convinced to accept performance
testing and to learn about its unique character, how may this task be accomplished? One logical
approach consists of inservice education. Credit or noncredit workshops could be offered that
provide educators with an awareness of performance testing, an understanding of its strengths

+ and limitations, and an opportunity to conduct tests under the supervision of workshop leaders.
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One key aspect of the inservice oducatlon procou is motivation. If educators are not
positively motivated to participate in lnaorvlce education, any proposed implementation may be
doomed to fallure. Palmer notes that both extrinsic and intiinsic rotivation are used 1o
ancourage educators to improve their parformance With regard to extrinsic motivation

The impetus may come from rule enforcement (making participation in inservice
programs a requirement of the job), or from rewards that are valued by the participants
but do not stem from improved performance (such as bonuses, increments, certificates,
etc.)'°

Persons who reiated most closely to extrinsic motivation are those who have not yet satistied
their basis needs or dd not gbtain®satistaction of higher order needs from their work. As far as
intrinsic motivation is concerned, 'the impetus for improvement may come from a desire to do a
better job-of teaching. intrinsically motivated teachers derive satistaction dlrectly for the
performance of thoir teaching duties,”

Clearly, it would be desired that educators involved in performance testing inservice
programs be intrinsically motivated. 'Some educators, of course, will ot be motivated in this way
and thus must be reached through extrinsic means. Then, once involved in an inservice program,
. these persons may become intrinsioally motivated to implement performance testing in their
vocational programs.

Administration Considerations

Even though teachers and anczllary personnel accept performance testing as a worthwhile
concept and have been trained to use tests, the implementation process is by no means
complete. There are several factors in the adminmration of a performance testing program that
must be examined very glosely. These factors can serve either to enhance or hinder
" implementation depending upon how they are handied. Among the more critical factors are
testing scheduling, test facilities, determining students’ grades, and communicating test results.

it is reasonably easy to schedule a classroom pencil-and-paper test. In this instance,
students are all brought into the classroom, sit at different desks, and are each given a written
test to complete. Performance testing takes on a somewhat different air. Students typically take
performance tests individually or by small groups in laboratory or work settings. in most cases,
actual equipment, materiais, and peopie are used to make the test as realistic as possible. These
.requlroﬁ\ents often place a heavy burden on vocational educators since it may be difficuit to
arrange test schedules in an acceptable manner and have adequate supervision available. In
military technical training, where performance testing has been used successfully for over thirty
years, scheduling i3 of major importance.' In fact, blocks of time for performance testing are
‘built directly Into students’ training schedules, and instructors are assigned to coordinate and
monitor testing activities. Time made availabie for testing may be as much as six hours and
student-instructor ratios of six to qne are typical. Given this situation, it is easy to see why
- performance testing in military settings is so successful. Students may be tested individually
under controlled conditions under the watchful eyes of skilled instructors. They are placed in
controlied environments before and after completlng the test so that answers are not passed on
to others. i :

Tho mmury testing mode| indlcatos some of the major schedullng problems that may occur
when performance testing is carried on in school settings. While recognizing that military and
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civilian vocational education do differ, educators shouid be aware of various scheduling
concerns. The successful implementation of performance testing will require that answers be
sought to questions such as. How many blocks of time should be scheduled exclusively for
performance tasting? What must be done to ensure a reasonably low student-instructor ratio
during the testing period? How will test security be controtled betore, during, and alter students
are tested? .

As an alternative to scheduling blocks of time, teachers might choose to test on an individual
basis whenever students appear ready. This may be quite easy to accomplish, especially when
the performance is of a ,manlp‘ulatlve nature. As with group testing situations, it is essentiai for
the teacher to use standardized equipment, materlals, directions, and conditions. Additionally, in .
the case of tests that focus on fault diagnosis (e.g., electronic and automotive troubleshooting), a
large number of representative troubles must be at hand. Otherwise, hints may be passed on
from one student to another with the result being Invalid test results.

A natural outgrowth of scheduling processes Is the establishment of testing facilities.
Numerous authors have emphasized the need tor a facllity or area that may be used exclusively
for performance testing. Wilson indicates that it is “highly desirable If a regularly assigned space
could be get aside for conducting performance tests.”'> Performance testing facilities help to
ensure that uniform conditions are set up for all examinees. While this notion may sesm
tarfetched to vocational educators in the public schools, it is one which should be seriously
considered. Having uniform test conditions. aillows all examineas an equal opportunity to do their
best work. Within the testing area, it is extremely important to have equipment and materials
which are the same from one test administration to another. If examinees are tested with
non-equivalent equipment and materials under varying conditions, test scores will not reflect
performance against a standard criterion. Vocational educators must recognize the need for
standardization in testing processes and adhere to these standards whenever tests are
administered to students. '

Although not always assoclated with performance testing, the issue of grading is often raised
w student achievement is to be measured. While most teachers would agree that grades serve
few Useful purposes, grading Is an integral part of our educational process and as such, must be
dealt with as performance testing is implemented. Of practical consideration is the way or ways
that parformance fest results can be translated into a locally established grading scheme.

Teachers and administrators must reach some basic agreement as to how performance test
scores will align with present grading policy or serve to modify that policy. This is not something
that can be accampiished by an external advisor. Teachers need to consider, for example, what
welghting may be applied to various tests and how this weighting contributes to determination of
a final grade. Administrators must set up a system that ensures that students are being given
appropriate gredit for performance test completion. Other concer?_s will surely arise since local
situations may point to a host of potential grading problems. {

A final administrative consideration has to do with articulation.; Performance testing has
great potential to enhance communication between secondary and“post_aecondary institutions in
terms of offerings, credit granting, and content. In fact, a properly administered testing program
may enable students to recelve advanced placement at community colleges and technical
institutes. The articulation process (groups of persons from ditferen institutions working
together to ensure & minimum of course duplication and & maximum of transfer credit) seems
very much in line with performance testing concepts. Tests can serve as communication devices
that assist groups of educators to note exactly what is expected of sludents in various

“o I
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educational settings. Thus, as psrformance test implementation takes place, a look should be
taken beyond individual courses and schools to see how processes might be articulated with
schools and programs at other levels (e.q.. secondary, postsecondary. adult, CFTA)

Studont_ Considerations

!

While students’ needs and interests are often considered as vocational curriculum content is &

being established and teaching/learning strategies are being selected, this is generally not the
case when tests are being devised. Apparently, some teachers have feit that testing is a secret
process that must not be revealed to anyone until some appropriate time. Students are required
to develop high levels of anxlety pnd engage in testing activities that are very unfamiliar to them.
Obviously, if such practices are followed with regard to performange testing,.the end resuit will
be even greater anxiety and frustration. An alternatve to the possibility of utter chaos is placing

~ greater emphasis on students’ concerns and being sure that these concerns are built into the

. testing process. / '

-

Initially, it might be best to examine students’ acceptance of the performance testing
concept. Since some students have only taken pencil-gnd-paper tests, they may not understand
what peformance testing is. For these students, it waul be necessary to design some sort of
orientation program that clarifies performance-testing procedures, provides each person with
“hands-on"” experiences, and generally-relieves anxiety. This approach should serve to Improve
students’ acceptance of performance testing and speed the implementation process. K

A second consideration has to do with student contributions to teatlng. Studenta can be
given opportunities to help design tests. For example, if a test involves “cutting a plece of metal
with an oxy-acofylene-cuttlng torch,” students might talk to welders about the standards
tradespersons would use to evaluate such a cut. They might read technical manuals'to determine
meaningful process and product criteria. The information could then\serve as a basis for
evaluating student performance. Students would, thus, be more aware of how they are expected
to perform and where test standards come from. Even though students are seldom involved in

. test design, the nature of most performance tests makes this procedure reasonably easy to carry
' out. It should not dotract from the valldity of most tqta and will certainly reduco student anxiety.

A final studont consideration has to do with evaluation of testing. Ali too often, teachers do
not report to students about-how well they perform on tests. Students da not like this sort of
treatment, and it will pffect their attitudes to any type of testing, including performance testirig.

" While written nearly thirty years ago, Michaels' and Karnes' commants about performance testing
are still very appropriate: “After the test has been administered and scored, discuss with the class
outstanding strengths anid weaknesses noted. Give the students an opportu nity to ask questions
and clur up any misundoratandings " . ‘ P

Roportlng resulta to students helps them understand the importance of tfme, efﬂ'ciency.'
proficiency, quality, and similar performance criterig, It aiso serves to reinforce the importance of
doing one’s best work on a test and amplifies the need to follow test directions and procedures.

' -
. F : ) \
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The Community

.. Even though individuals in the community ?\ay have little involvement with performance
testing, they must not be left out of the implementation process. In this case, the approach taken

" is more akip to public relations with.key groups inthe community being informed about ‘
performance testing. With parents communication-needs to be started early in the implementa- ~
tion process, and they shouid be told why performance testing Is being used as well as what it
means. to their children. When a youngster comes home one day and complains.loudiy about’a
"w#ird" partormance test, the parent should already have sbme notion about such tests. Keeping
parents informed serves to strengthen support for performance testing in. the schools, especiaily
if those parents take an active part i reinforcing comments made to students by their teachers.

A 2o : t -,
Most vocational programs enlist the assistance 'of advisory committees composed of

business and industry representatives. These committees advise and assist vocational educators
by verifying the need for instruction, examining course conteht, providing teachers with technical
assistance, and providing various services to students, the school, and the community.'® Any
performance testirrg implementation plan shoula give considerition to these committees. This
may range from informing members about performance testing ‘to soliciting ideas for test
development.

t

Advisory committeas help to link educatioh and 'work and, as such, ‘can provide invaluabile
. gervices. The \'recatlonal teacher should, thegefore, draw heavily upon this resource whenever
\ _ tests are being developed and revised. Assistance might consist of identifying appropriite work
samples, identifying pjentiak criteria, seiecting equipment and materiais, and reviewing testing
{ and scoring procedure8. Extensive involvement by advisory committées will. contribute greatly to
the solldification of community support since members tend to_be key leaders in their respective
occupational areas. Their sypport of the performancetgsting concept wik be looked upon by
other employers as a very positive sign. o ‘

<+
» :

Employers, other than advisory committee members, also need to be informed about
parformance testing. As the consumers of vocational education products (graduates), employers
should have & basic understanding about how vocational students are tested and how test
performance aligns with work performance. : -

In order to keep employers informed, some vocational programs have developed
" performance-based transcripts that indicate what the individual student is able to do in terms of
e " tasks and skills rather than merély using a statement of grades. This approach lets the employer
e ~ know what to expect of a program graduate and helps-in determining the initial duties that
AR persons will have on the job: The basic focus of.performance tests can easily serve as a
. foundation for transcripts. Details such as the level of acceptable behavior and conditions might
- also be included for each listed item. z ' A

SN . Employers appsar eager to find out more about what potentiai employees can do, and

" ;_.?_i'.'. > performance testing has the potentlal to meet their needs, particularly if a meaningful
R communitation.device such as'a performance-based transcript is developed and used.

. ‘ :;'_Qoe_
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Summary

Implementing performance testing in vocational education settings is a complex ptocess
1hose 1esponsible for implementation must take a host ot factors into account and work with
numerous groups and individuals if any sort of success is expected to occur. The character of
vocational education demands that linkages be developed with persons in education as well asin-
the community at large. Teachers, support personnel, administrators, and students each have a
role in performance test implementation. Failure to include one or more of these groups in
implementation plans witl most certainly work against the movement.

Finally, parents,-advisory committee members, and empld s play an important part in the
implementation process. Their collegtive support ensures that performance testing will be
rt‘acognized as being beneficial to persons outside of equcation. ¢ .

The messaye is clear that implementing performance testing in vocational education will be

. a difficult, time-consuming task. However, given the many benefits derived from performance

testing, any time devoted to implementation will be well spent.
- —/' .
\

>
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Comments on Implementation Issues
In Vocational Education
Janet E. Spirer
National Center for Research
in Vocational Education -
Columbus, Ohio
“The’best laid plans. . " is a well 'hrase that-we have ajl heard and probably find

ourselves muttering from tlme to time. It certainly may be applied to publicly funded programs
where it is often acknowledged that there is a gap bétween policy intentions and policy
implementation. Recognizing the tendendy for this gap to exist—and often expand—is crucial,
regardless of the policy or program being implemented. The two implementation papers present
some concerns with which administrators and teachers must deal when Implementlng '
performance testing.

The authors broach the implementation issue from two different perspectives which appear
to be complementary. Milward discusses thé process by which an evaluation system, partially
completely relylng on performance testing, can be implemented. He explains how ideas or issues
come to the fore (i.e., ideas in good currency) and wha should be involved in designing
implementation strategles ("street level bureaucrats”). Thwjor strength of Mllward's paper Ile.s
in its generalizability. That is, administrators could apply the concepts Milward introduces to any ~

- program planned or currently in operation. . “

.|t an. administrator sat down and as Milward suggests, “mapped backwards” to identify those
persons who should be involved in the implementation process, the “considerations™ addressed

E by Finch certainly would emerge. Finch's paper is written more pragmatically and should help an

administrator begin to identify specific audiences (and what he terms “considerations’) that
might affect the implementation process. Thegqe include: curricular considerations, teacher and
ancillary personnel consliderations, administration considerations; student considerations; and
community considerations. ‘

Thus, while Milward's paper introduces the pr which an administrator im ptements
any evaluation system, Finch provides the reader withi a “laundry list” of who and/or what -
“considerations” might affect the implementation of. nerformance testing. However, & note of

. cautlon Is appropriate. While the implementation procsss is generic, each vocational education

program or school exists In an individualized environment with its own set of actors, constraints
and problems. Therefore, Finch's "conslderatlons should serve only as the first step when .
“mapping backward.” This handbook, as & whole, deals with other considerations that might
prove to be as, if not A some cases, more important for a specific vocational educatlon program

or school. For example, some legal considerations, especially if a state has adopted a minimum
* competency testing law, might b& cruclal to successful implementation. Or, 'the institution of
. performance tests that are not proven to be valid and reliable might undermihe the entire

¥

implementation process. ' o . .
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Also, the purpose behind pertormance testing--an evaluative tool to improve programs and
student learning ~ should be tocused on as tho implomontation process is designed and then
carnod vut Dissatistaction with evaluation's usefuiness has produced an oxtensive body of
erature contending that evaluation soldom influences program deciston-making Howaever .
studies have been reported that deviate from this stream of thought. For, example, Michael Q.
Patton, Edward C. Weeks, and Marvin C. Alkin, et al' have made strong cases for the usefulness
of _evaluatl'on by adopting a broader definition of utilization.

The hiterature I1s replete with suggestions for increasing the utilization of avalyation
intormation. For example, Weeks’ offers three factors thought to influence the use of avaluation
tindings: (1) organizational location, (2) methodological practices, and {3) decision context
Alkin, et al® have identified eight factors affecting the utilization of evaluation information. These
include: (1) preexisting evaluation bounds, (2) origntation of the users, (3) evaluator's approach,
(4) evaluator credibility, (5) organizational factors, (6) extraorganizational factors, (7) information
content and reporting, and (8) administration style.

Regardless of whether one subsc ribes to Weeks' model, Alkin et al's model or other models
appearing in the literature, inherent in all of these models are tactors which need to be carefully
identified and defined in order to implement a performance testing program. Milward offers
“mapping backward" as a method to identify the concerns and their interrelationships. Finch's
"considerations” often will surface in this process. However, the point to be made here is that no
author can identify, a priori, the actual considerations that will be appropriate in every setting.
These papers describe the implementation process and some considerations that may be *
appropriate. But the final kst of considerations that emerge when the implementation process is
conceptualized and then carried out must be individualizad to meet the specific needs of a
vocational education, policy, program or school. :
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" CHAPTER SIX .
%

IMPLICATIONS FOR
VOCATIONAL EDUCATION

l 4 - _ . A
* The first paper by Robert E. Splllman and €harles D. Wade begins by oxplorihg ditferent .
parceptions of vocational education (e.g., human resources view, humanisti¢ view, social reform
view and general education view). They then discuss why four Issues—(egal mandates, human
resource nesds, student needs and institutional and curriculum concerng—are important for

‘vocational education. The paper concludes by offering the response they feel vocationa/

o'dugctlon muat make to the philosophical, technical, legal, and implementatiuon issues raised in .
the handbook. - - '




. In the second paper, Nellie Carr Thorogood also deals with the question of implications for
vocational education Using a different approach trom Spullman and Wada, she looks at the role
of “stakoholdars™ in vocational aducation and peatformance testing. the uses of parformance '
testing i vocational aducation and discusses the implications of the 18sues raised by the
contributors by delineating those internal to and extarnal to the institutions. A third perspective
on the implications of the four issues for vocational eduction 1s presented by Marvin R.
Rasmussen in the Comments paper. -
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i ' The Implications of the Issues for Vocational Education:
: A Viewpoint
‘, Robert E. Spiliman
. Charles D. Wade
Bureau of Vocational Education
Frankfort, Kentucky

. Introduction
Performance testing is a tool which can be used by vocational educators to improve the
quality of programs, enhance the learning process by students, and strengthen the accountability -
of vocational education. However, it is not without problems or limitations, but with careful
planning the process can be effectively implemented into vocational education programs.

The pufpoae of this chapter.is to review the major issues in peﬂormqnce testing ldm,d by
thve-authors of the previous chapters and to bring into sharper focus the implications for )

vocational education. , -

. The contributors to this publication agree with Slater's definition that “performance tests., -
refer to tests in which the test stimulus, the dFslred response, and the s&rroundlng conditions
approximate the reality of an actual situation drawn from a specific occupational or role-based
context.”" Several of the contributors discuss in detail the variety of reasons for performance
testing. The consensus seems to be an agreement with Slater’s four major purposes: (1)
formative program evaluation, (2) summative program evaluation, (3) instructional management
and decision-making, and (4) student certification. ’

At this point, the reader begins to identify some conflicts among the philosophical, technical,
legal, and implementation issues surrounding performance testing. To relate both commonalities
and differences of the Issues of performance testing to vocational education, some
understanding of the purpose of vocational education is necessary.

s

Exploring Ditferent Perceptions of Vocational Education -

There is no widely accepted statement describing the purpose of vocational education.
Although various documents from the federal government, state education agencies, and local
institutions address the purposes of vocational education, no effort is made in this chapter to
persuade the reader to accept or reject these purposes. Rather, this chapter will s]mply explore
some different perceptions of vocational education.

4

Human Resources View. Some believe vocational education is responsible for supplying a
pool of well trained people from which business and industry can select employees. This view
requires that the graduates have entry-level job skills and appropriate attitudes that make them
productive on the job and contributors to the economic growth of the community, state, and
nation” In this perspective, service to the economic system dominates service to the individual.

o,
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Mumanistic View. From this view, vocational educators are responsible for preparing all
vocational students for amployment in their chosen vocations 1ho needs and desites of the
studonts atu givonh miajot consideration in all aspects ot the program Studants are challenged to
achieveo to tho highest level of their potontial, regardless of the tocal availability of jobs From this
point of view, the graduate, in a moblle society, seeks employment in a broader area and
bacomes a contributing member by being trained for maximum contribution. Curriculum
decisions are more sensitive to individual needs than to local job market requirements.

Social Retorm View. Recent tedoral legislation has highlighted this view by giving less
attention to human needs and desires and more attention to increasing the enroliment of both
sexes in nontraditionat classes. Again, education 18 asked to be the leader In removing social
deficiencies, such as discrimination based on sex, race, economic deprivation, and physical or
mental handicaps. In attempting to meet these needs. vocational educators are often faced with
conflicts when the community expresses resistance to the social reforms. Parents may not want
their children in nontraditional programs, and employers may be slow to employ graduates for
nontraditional jobs. The social reform approach maximizes access to all programs for any
student and pressures traditionalists to accept contemporary societal goals

General Education View. This view acknowledges the need for the institution to assist
students in making meaningful career choices, it also promotes the idea that specific job skills
should not be taught in the institutional setting. In this view, the students should be-given
economic awareness, self-awareness, and career awareness, with the specific skill training left to
the employer. Supporters of this concept believe all students should receive some orientation to
a variety of occupations without spending extensive periods of time in developing competencies
in a specitic occupation. More time is spent socializing the students to the labor force than
developing skills.

All of this leads up to the fact that the implications of performance testing for vocational
education depend, not only on an understanding of performance testing but also on a perception
of the purposes_of vocational education. In Chapter Two, Borow discusses some fo the conflict
that occurs between the goals of optimum human utilization and the objectives of maximizing
personal potential.

\

Important Issues for Vocational Education "

The intent of this handbook: is to identify issues underlying performance testing as they
relate to vocational education. Perhaps one question which should be asked is why vocational
educatots are concerned with performance testing at this time. In Chapter Five, Milward clearly
states that performance testing per se is not an innovation in vocational education. The briet
history of performance testing in the Preface indicates that this form of testing has been
acknowledged and, in fact, used by vocational educators for many years. The answer to the
current concern may be found in the new degree of sophistication in the tests, testing
procedures, and test analysis and in the innovative uses of performance testing. Why these
issues are important for vocational education can be discussed In four areas: (1) legal mandates,
(2) human resources needs, (3) student needs, and (4) institutional and curriculum concerns.

. \ |
Legal Mandates. While Public Law 94-482—the Vocational Amendments of 1976—and its
resulting regulations do not specifically require performance testing, it is certainly a method to
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be considered in addressing the requirements for program evaluation. Section 104.402 of the
Rules and Regulations states: ' : : -

“Tho State Board shall, duting tho five yoai punod of the state plan, evaluate in
quantitative terms the effectiveness of each formally arganized program or project
supported by Federal, state, and local funds. These evaluations shall be in terms of: . . .

(b) Results of student achievement as n'masured. for example by:
(1) Standard occupational proticiency measures;
(2) Criterion referenced tests; and

(3) Other examinations of students’ skills, knowledge, attitudes, and readiness for entering
employment successfully."?

State boards have struggled with this area of evaluation. Performance testing has not been
widely accepted as a program evaluation tool. Slater's summative program evaluation description
“is.appropriate for describing the utilization of performance testing for program evaluation. As
indicated by Milward, performance testing for proaram evaluation is innovative and must
encounter the implementation problems that he and Finch address in Chapter Five. According to
Pullin, there may als6 be legal implications, sucy'\ as a situation in which program quality requires
termination of an instructor's contract.

In three-fourths of the states, legislatures have considered some form of minimum
competency testing, according to Tractenberg. A few states, by policy and regulation, have
mandated competency-based vocational education and its related curriculum-based performance
testing. Borow describes a relationship between competency-based programs and performance
testing. As these programs grow in acceptance, states are mandating local parti@pation.

Student certification in occupations seem to be increasing. Performance testing for student
certification in vocational areas has generally been limited to the health and personal services
areas such as nursing, cosmetology, and barbering; however, licensing requirements for aviation
mechanics and communication electronic operators have oexisted for years. Newer efforts include
certificaton of fire fighters, emergency medical technicians, and automobile mechanics.

According to Pullin and Tractenberg, the area of student certificatioi—and its legal
implications—is a major concern. For thode adhering to the human resources perception of
vocational education, student certification is a positive step for any occupation, since it gives the
employer-greater assurance of hiring a quality employee. Persons with other views of vocational
education may resist performance testing for student certification; however, new occupations
may mandate such student certification for graduates who wish to work in those occupations.

Whatever one’s perception of the purpose of vocational education, the legal mandates by the
federal government, state governments, and occupational boards and agencies make perfor-
mance testing a concern for vocational educators.

. Human Resources Needs. For a large number of vocational educators, advisory committees,
and business and industry represeritatives, needs for human resources deserve special attention.

ARl
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If vocational programs are to be accountable to employers, students must be trained in the
entry-level skills requirad for the job In Chapter Three, Kloin prasents a modol tor dotarmining job
competencies as well as tor developimg performancee tests Proper portormance tests can

measure each student's job competency and the entiro program’s proficioncy in relating to actual
job requirements.

Not only do graduates need initial job skills, but they must also possess that
difficult-to-measure trait calied “employability.” Borow discusses the need to include the affective
domain in performance tests since many jobs depend on such things as attitudes and othics;
however, Tractenberg cautions that there are legal problems relating to the students’ nght to
privacy whdn attitudes are included in the test items

The first objective of vocatidnal education graduates is to be employed, but they soon wish
to advance to positions requiring greater skills, better human relations, and leadership ability.
While the earlier writers do not stress need for leadership development, Borow states that
“parformance tests should be chosen and administered to measure competencies related to the
aims of broad, liberal education as well as thase of work."

Employers apparently want workers with skills, but in fine with the "generail education view"
of vocational education, they also want employees with job adaptability and advancement
capabilities. Performance tests strive to simulate the actual job situation, but final evaluation may
have to come with follow-up studies of both the employers and the graduates who have been
placed on the job.

Student Needs. To vocational educators, social service agency personnel and advocacy
groups of various types, vocational education can be the answer to the employment problems of
most people. However, the goals of serving industry and meeting the needs of students are often
in conflict. For instance, Borow notes the conflict between an open admissions policy and the
use of certifying examinations. An open admissions policy is "humanistic,” while student
certification supports a “human resources” view. In addition, Pullin and Tractenberg agree there
are problems associated with performance tests for student certification; i.e., in establishing

: performance standards, educators must maintain integrity with employers and, at the same time
be aware of the possibility of discrimination to the student because of socioeconomic
background, race, or sex.

°

Performance tests must be constructed to protect the rights of all students. Those who view
vocational education as a “social reform” program see this as a major issue. In no case should
performance tests discriminate on the basis of race, sex, handicap, or membership in a special
population. Pullin and Tractenberg point out that using “instructional management and
decision-making"” for evaluation presents problems since the remedial program indicated by the

‘ diagnostic test could segregate the groups by sex, race, or type of handicap. Performance
tests for summative evaluation can presenta problem when classes or institutions havea
disproportionate enroliment of special populations. The expectations for successful program com-
pletions may have to be altered when a large number of students are academically, mentally, or
physically handicapped.
Institutional and Curriculum Concerns. Administrators of vocational programs must be
concerned about the use of performance tests in their institutions. A good:deal of controversy
surrounds the uses of performance tests and who makes the decisions regarding their use.
. Performance tests may bg good, but Borow raises the question, “for whose good?”
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Teachers may not object to formative program evaluatiori when the purpose is to make
program adjustments and curriculum improvement. Students may not object to “instructional
management and decision-making” evaluation as long as it is used for prescriptiva programming
for instiuction, but summativae program evaluation aftects the teacher personally, if the resuits
indicate program termination. Student certification is also viewed with alarm by students who
have spent up to two years in & program and then are rejected from the occupatiop by a final
performance, test. These kinds of serious concerns require resolution. -

Institutional administrators must also be concerned about the cost of performance testing
and the time ailotted to testing. Finch stresses the need for performance testing to become a part
ot the instructional program with time blocks, space, equipment, and personnel assigned to this
task. The military has used this approach for years and assumes it to be an important function of
the instructional process. The competency-based vocational education movement incorporates
performance testing concepts in the instructional program, since each competency must be
mastered to the desired standard before the student can be recognized as having compléted the
task’ Administrators and instructors must clearly idgptify the relationship hetween the '
competency-based vocational education curriculuntand performance testing.

Response of Vocational Education to the Issues

In this section, the authors deal with the responsé that they feel vocational education must
make to the philosophical, techncal, legai, and implementation issues associated with
performance testing. The topic Is dealt with in six major subdivisions: (1) philosophical adoption
of the concept. (2) test development and administration, (3) uses of performance tests, (4) access .
and equity, (5) curriculum improvement, and (6) implementation of performance testing.

Philosophical Adoption of the Concept

The tact that Willers and Borow did not quite reach agreament on a philosophical base for
performance testing points out the need for each vocational education agency to proclaim its
own philosophy of education formally before initiating performance testing. To be successful in
this endeavor, educatigonal leaders must develop general goals of education—including
vocational educatign. These goals need not be measurable; in fact, the major purpose should be
to set a direction for the organization that is consistent with its basic philosophy. Only those
institutions that believe in job training should attempt to develop performance objectives for
vocational education. Vocational educators should develop specific, measurable course '
objectives that are based on actual job needs and on, well-established general goals.

While some narrowly define performance tests as mbasures of psychomotor skillis only,
developers and users of such tests would be-well advised-to include cognitive competencies and,
when the technology permits, the affdctive dgmain. It shquld be noteq that the regulations for
P.L. 94-482 Indicate a need to measure “students’ skills, knowledge, gttitudes, and readiness for
entering employment successfully:" This challenges educators to devplop measures to address
the “whole person.” When performance tests do not measure the coghitive and affective domains
adequately, vocational educagors should supplement the test with other methods of evaluating - +
-({oso domains. ] ) ( § o ?

There is no merit in having a “pure’ performance testing system if it does not meet the
needs of the student and the institution. State and local vocational agencies should supplement
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performance testing by developing and implementing an extensive follow-up system. Such a
system should determine the extent to which vocational graduates are placed in the occupations
for which they are trained. The tollow-up should also assess the extent to which employers are
salished with the training received by their employees Analysis of such data should be usefut in
supplementing performance testing Since future funding may be contingent on how well
graduates perform in the actual occupation, this type of data could prove to be invaluable.

Attention should by now have been directed to one major reason why performance testing
should be adoptad—and while many good reasons may be discussed, one top priority must be
the desire to achieve accountability. Accountability is the dominating force in modern
decision-making at the policy. legisiative, and budgetary levels. Regardless of which of the views
of vocational education are held by educators (most probably accept a combination of all four),
vocational education does deal with selecting, preparing for, and securing a job. Vocational
education assists pedbple in moving from a life focused around school to a life focused around a
job. It serves to bridge the-gap between school and work for many people. To this end,
accountability deals withéthe extent to which the program assists students, through successtul
employment, to become contributors in the economic system.

Agencies and institutions that recognize the basis for performance testing and are willing to
supplement testing with other appropriate'measures shquid find testing beneficial in
documenting the accountability of vocational programs to the public and to the policy makers.

Test Development and Administration. Vocational education must respond to the technical
aspects of performance testing by developing acceptable measurement instruments and
administering these tests in a manner that stands scrutiny by professionals in the testing field.
The performance tests must meet the tests of validity and reliability.

*. Klein and Perloff discuss the relative difficylty of developing pertormance tests, Vocational
education performance tests should be based on actual occupational needs and be :
representative of on-the-job situations. In this regard, much work has already been done that -
should ease the developmental process. The Vocational-Technical Education Consortium of
States (V-TECS) has developed many catalogs of performance objectives through a rigid
research process that ensures that the most important tasks performed by workers are included.
If both the .curriculum and performance tests were developed using an approach similar to that
of V-TECS, the effectiveness of the developmental process,.as well as its cost, should be more
pleasing to administrators. -

Performance tests may-vary in their degree of sampling but.the"critical aspect should be
predictability of the tast. A variety of testing approaches, such.as direct work observation, work
sample, and simulation should be used to ensure that the performance tests assist educators in
viewing the students as they should function in the actual job setting. Tests should be criterion
referenced In order to measure the level of competence against tHe standards of the occupation.

Uses of Performance Tests. Each segment of the vocational education community must
_carefully study Slater's purpgses of performance testing and identify those areas that will be
most Important In Its program. For example, performance tests given before student enroliment
in a program may be used for screening or diaghostic purposes. However, screening wil be
permitted in only a very few programs operated by public educational institutions. The legal
issues noted by Pullin and Tractenberg can generally be avoided if the tests are used for ?
diagnostic purposes, in order to prescribe a meaningful instructional program for each studeént.
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In addition to performance testing betore student enroliment, tests can also be very valuable
during tha course of student programs For instance. during a program, psrformance tests can
be used effectively for both student and program diagnostic purposes in-route tasting of skills
should reduce the Likelihood that students could spend months in a program only to tearn near
the end of their pragram that they are unable to pass the performance tests. Also, with student
diagnostic tests, provisions can be made for remedial programs and services early in the
program. Performance tests for program evaluation purposes should direct teachers and
administrators to make program adjustments without fong delays.

Finally, administration of performance tests at or near the end of the program permits both
the certification of students and summative evaluation of programs In the tuture. there may be
more occupations for which iicensing tests are mandated. In the meantime, vocational educators
can use performance tests as a means of describing the tasks that students can perform. The test
score may not always be used to determine successful completion of a program; rather the score
can deacribe students skills when they leave the programs. The end test can also be used to
make program changes and, in sorhe cases, terminate programs not meetlng standards.

the results of performance tests, Test a can be very usetul in improving vocational_programs;
however, the tendency must be resistéd to misuse the data in ways such as limiting enroliment ot
those predicted to fail by the performance test or t inating programs based solely on test
performance of the graduates. Care must also taken not to misuse the concepts of
performance testing; i.e., abusing the rights of students and teachers by expecting more from the
results than the test is capable.ot giving.

Vocational educators educatnona;;lznners and legislative bodies must use care in analyzing
d
d

Access And Equity. The problems of access and equity are oftén created by inappropriate
and unrelated criteria for entrance or acceptance in a program or a job. Sex or race are not
appropriate criteria for assessing ability to do a particular job. The concepts of performance
testing should provide an opportunity to overcome many of the issues of access and equity.
Properly validated performance tegling—not race, sex, socioeconomic background or other
dlscrimlnatory criteria—should measure ability to perform the job. Graduates of vocational
programs who possess certification that they possess.the competency necessary for a particular

job, have a valuable bargaining tool in seeking employment. Certification provides an opportunity’

ta. focus the employment interview on documented competence, rather than on social bias.

The concepts associated with validation of performance testing must provide assurance that
_there is a direct correlation between the content of the instructional program and the content of
the test, Whether students are admitted to or complete the program should be based upon their
ability to perform identified tasks and not upon other Unrelated.grlterla

B
e

It 1t is used properly, the performance test will enhance education rather than victimize.
students and instructors. Proper use cawompllshed by adhering to the guidelines for

fundamental fairness, due process, and as described by Pullin and Tractenberg-
Statewide standards, established by a r gniied governmental agency, administered responsi-
bly, and used properly, should promote access and equity in vocational education.

Curriculum Improvement. The""greatest value in performance testing may be.its potential for
improving the instructional programs. Competency-based vocational education programs are
based on, the same job analysis concept as performance testing. Rather than simply sampling job
skills, the competency-based curriculum requires that students be tested on.objectives for all job
skills associated with their program of study. The catalogs of performance eb;ectlves from

V-TECS can be used to produce competency-based curricular materials and performance tests.
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With the development of performance testing, many oducational institutions now recognize
and grant credits for competencies that students have acquied oulside the institutional selting
Learning does not begin and end with jormal schooling in an nstitution. The need to address
this,- as far as credentials are concerned, has been a recent development. It may be, in part, a
. = response by educational institutions to the problems of declining enrollment, to the desire of
many adults to return to school for more formal education. and the need to articulaté programs
between levels of education. At any rate. performance testing provides an opportunity for
vocational educators to serve the needs of students and employers better as well as add
efficiency to the vocational education system With well-validated test items, students may skip
parts of the instruction in areas in which they have developed competence from other
experiences. Education interrupted by perso‘ situations or family needs may be resumed
without loss of time and resources. | :

The developnient of per?{c')rmance testing may lead to' performance contracting to provide
vocational educatign services. Private industry can identify specific groups of people who need
specific competencies. Contracts can be negotiated with educational institutions to provide these
gervices with the understanding that if the sfudents do not perform, the budge® will bé reduced
accordingly. By using these concepts, vocational education programs may assist gover nmental
agencies seeking to solve problems such as youth and minority'unemployment and training for
displaced hdmemakers. ' : '

- ot

-

)

This tyb@ o?"i‘ndividualization" of the curriculum to fit the needs of students can also be
achieved by fitting the instruction to the learning rate and style of the individual student.
Performance testing can allow-the students’to progress at their own rates and the instructors to
- selact teaching strategies. best.suited to-the needs of each individual student.1n addition,
T performﬁnce testing provideg’the instructor, as well'as program evaluators, some means of

assessing the extent to which each student achieves the desired goal (employability) regardless -
~ 6t the route taken to that erid. . -
Implementation and Performance Testing. Vocational educators tend to do things in a’
. systematic, orderly manner and consequently, ypually, have much success in implementing new ’
.o " programs. However, the implementation Strategies suggested by, Milward and Fihch should even
- +further improve the possibilities of successful implementation of a Rew concept in an existing
, ) _program. Impldmenting performance testing will be easier, it.Milward's “street |dVel bureatcrats”
S *" are in support of the concept. To involve_the teacier in the basia inservice program will meet the
: " criteria of intervehing ag closely as pogsible to the level of the.delivery system..Total involvément
. of stutlents, parents, faculty, administrators, and-the com mur&y at large is most desirable. L
o "*Perhiaps the local administrator, more than any other person, has the greatest influence on * :
. successful implﬂémentagjoh ‘of any educational concept. The administrator can assist statf - (Q.\%‘
* . .members to do backward mapPlng-Jn planning for impjementatiori. : R

‘.\!’! -

implementation—includjng enthusiastic promdtion, | ervice training of staff, and most . @
importantly, assurance that adequateé tunding_is avaifable from some source. Mandafory L
requirements for pérformance testing sheuld be avoided and ‘some ditferential reward or some ‘
- ' other palatabla’ mesns sfiould be usedto sacure local cooperation in implementation.

. - - P .

. » -At.the state leye|, vocational ‘education must 'res';gnd by providing leadership in

" ’ . . ’
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Conclusion

« Obviously, there are many issues to be considered concerning the why, who, and when_ot
performance testing in vocational education. Cettain phllosophical, technical, legal, and
implementation issues remain to be answerled if performance testing is to be useful and effective
as a protessional tool to enhance the teaching/learning process.

The vocational community of adminlistrators, teachers, counselors, teacher educators,
curriculum specialists, afd others must respond to the challenge as they have on so many other
occasions. While some, no doubt, will reject performance testing altogethar, others will find its
appropriate use in their own vocational educationai agencies ang institutions.
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implications of Performance Testing
' on Vocational Education

Nellie Carr Thorogood
San Antonio College .
San Antonio, Texas

2

designed to measure performance on tasks requiring the application of learning in an actual or
simulated setting (gee Slater's discussion in Chapter One). Vocational education performance
testing has chiefly been 'dqﬁned/na a measure of competency in some specified field of
occupational or career training, according to Rorow-in Chapter Two. S

In a period of history in which economic impact and development is of major concern to the
nation at large, education is being asked to provide more experiences.related to the-workplace.
Richard :Bolles indicates that “work and education aliké have as their common task the business
of teaching, refining, and using skilis and knowledges.”' Perhaps more than ever, there is
increasing demand for vocational education to be more responsible for this economic
development by providing greater reality to the workplace, and facilitating education to
individuals. Performahce testihg is a clear route to the measurement of outcomes to be
achieved by vocational education students, ingtructors, and programs. However, the use of

Performance testing has been defined in this handbook as an applied testing process that is ° |

Ca

performange testing in vocational education i not without impHcations and concerns. This paper. .

will attempt to review the Issues and the major implications for the ufiiization of performance
testing in vocational education. -

d

Stakeholders in Occupa_ﬂonbl Eduéation and Por!orm‘nce Testing
In his book People at Work, Pehr G. Gyllenhqmmar_ Mtroqu_ced the term stdkehoiders to refer
to persons or groups who have a “staké” or “interest” in_the achievements and well-being of the

company. He wrote: )

- ~

“The company-must administer the resources-with which it is entrusted . : to create

economic growth, taking into consideration all t“h_e interest groups involved with the

company. This inciudes consideration not only of the stockhoiders and the managers,
" but the customers, the supplier; the employees, the government, and society as a

open custor e g e |

Stakehqlders in vocational education could-incitide students, taxpayers, practitioners
(teachers, administrgtors, counselors), state governments, federal govgrnment, empioying
institutions and thé Community at large. The issue papers presented within this handbook .
indicate these stakeholders in the vocational education program wiil be invpived in the '

performance testing process. Involvement of stakeholders in the implementation of performance

testing lndl‘categ_the‘ne'ed for practitioners to consider the following types of activities: - ] -

* A clearly defined plan for the use of performance testing within the vocational education -

program.
&
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e Assume ovoryone_is to be trusted.

THORQGOQL

¢ Articulation of the goals of this process among the key groups invoived -students,
A | . . .
sacondary and postsecondary schools, businessos, industrias. govarnmental ngencles, and .
communitios at farge

e Clarification of the relationship of the ongoing programs to the new process. How does
performance testing relate to the existing program? What will be the use of pertormance
testirig in admissions to programs, progression through the programs, and graduation? .

e Active solicitation of involvement and commitment from the stakeholders in the new
: process. '

e A continuous flow ot information to those concerned with the utilization of performance
testing. ; - ' .

. THe primary stakeholder atfected by performance testing in-vocational education is the
student. The impiications of performance testing for.the students are that the skiils, knowledges,
and coimpetencies intended to be mastered can be measured and verified via performance
testing. ot -

-Performance testing involtes the student in an active role within the measurement
process—the student.is asked to perform, to show ma;;tery of skills and knowledges.

‘In the book, Carl Rogers On Personal Power,? several trends are {dentitied that appear to be
occurring: . -

e 'Toward the expl‘orat.lon of self, qu the development of the richness of the total, individual,
: -rqsponsible human. '

X [ 9 e s T

o. Toward the prizing of individuals for what tt;ey are, iegardless of sex, y
race, status, or age. )

.
v

. .@ Toward human-sized groupings in our communities, our educhtional facilities, our
proguctive units. . - - . v ]

‘e Toward a mare.genuine and caring concern for-those who need Helg.
e Toward creativity of all sorte—in thinking and exploring. ] -
fhose represent exciting trends, ones that are appropriate to vocational instructors and their
students. These trends represent the need for the human being to be literate, to be functional, to
be productive, and to integrate into the anvironment in whigh he or she lives. Performance

" te'sting can be a positiveaccountability process for students while they aré in a vocational

education program, but'more importantly it can be a valuable process to use throughout lifé in _°

assessing one’s ability to perform. Much of any oc_cupailonal tagk is performance and most of us
are completing.a performance test daily. - T ( , ,&«
’ Abrjham Maslow* described a series of agsumptions concerning human beings in his book
of notes entitied Eupsychiag Management. Some of these assumptions are of impbrtance to the
practitioner— both instructionat and administrative—who will implement performance testing:

L
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% Assume everyons is to be informad as completely as possible.

* Assume in all employees and studenis the impulse 1o achiove Sy
: . .

® Assume t}\at people are improvable.
. ® Assume that people prefer to feel important, needed, usetul, successtul, proud, respected,

rather than unimportant, interchangeable, anonymous, wasted, unused, expendable,
disrespected

’

* Assume a tendency to improve things, to thake thlngs better, to do things better.

* Assume performance for being a whole person and not a part, not a thing or ah implement,
or tool, or “hand".

® Assume the"preference tor working rather than being idle.

‘e Assume all human beings prefer- meaningful work rather than meaningless
work. ., -

\ ' - -
¢ Assume the preference for personhood, uniqueness as a person, identity.

Utlll'zlng these assumptions places all of the stakeholders in an active, constructive,
participative role rather than a passive, accepting, or destructive role. The student is actively
involved in mastering the skills, knowledges, and competencies. The practitionsr is actively
involved in linking the student with the occupational setting through approprl? and meaningful

. Instruction. Finally, the publics are actively involved in the input to instructional processes ag

well as in employment of the students.

-

The intentional outcome of performance testing can be: S .
*. improved student skills, knowledges and abilities

* Improved measuring and accountability processes for occupational instruction
L7

¢ improved productivity at the occupational job site.

The by-product %performance testing is the focusing, by all stakeholders on improved
human competence.

L

N

On Competence

"The overriding implication frofitthe issues presented in this handbook is the ldea that
vocational educators who use performance testing will have to continually focus on quality,
quantity (productivity), and costs of-this process. Quality will have to be concerned with

' accuracy, as well as accomplishment beyond mere accuracy such as market value, quality

judgment points, physical measurements and quality of “worklife” ratings. Quantity will need to
include the rate of productivity, the timeliness of the criteria utilized, the appropriateness of- ways

utilized, and the volume of the “how mady” question. Cost faotors will include human resources
-

;
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) for research, development, implementation, and revision; materlals involved in research,
. development, implamentation, and revision: and the management involved in supervision,
information flow, and assesesment of the process -‘

No matter what the issues concorning porfbrmanco tasting in vocational education programs.
the focus will need to continue to be competence—competence of knowledge, competence of
skilis, and competence of applications. Thomas Gilbert defines human competence as a function
of worthy performance.® If vocational education leads to competence and competence is linked
to performance. then at some point in time vocationa) education must be concerned with the
assessment of performance. ‘

Uses of Performance Testing in Vocational Education.

It vocatfonal education is to ‘provide students increased opportunities for employability, three
critical uses can be made of performance testing—advisement, instructional monitoring and
N assessment, and certification of competencies. These usgs of performance testing can occur in
classrooms, laboratory settings, simulations, or at the workplace.

It is important to keep in mind that performance testing is but one part of the advisement.
process; is but one part of the instructional process; apnd is hut one part of the certification
process. However, it can provide the basis for the planhing of the entire vocational instructional
process. The general goal of vocational education is access to amployability. The general goal of
performance testing in vocational education can be to provide clearer advisement; clearer
tfeedback and direction in instruction; and more realistic certification of competencies to facilitate
access to employability. o

¢ .

Kenneth Hoyt défines employability to include the following skills, knowiedges, and abilities:®
1. the basic academic skills of mathematics, oral and wriltten communications

2. good work habits leading to productivity in the workplace
EN o N

3. a personally meaningful set of work values LN
4. a basic understanding of the American economic system

. » .
¢+ 5. an understanding of one's own vocational interests, aptitudes, and abilities as well as -
“opportunities ) '

. » )
6. skills needed to choose a career _ oL . ;

“. -

* 7. job-seeking, job-getting, and job-holding abilities

8. discovaring unpaid work as a productive way to spend leisure time

9. capacity to affect positive changes in occupational society

\

10. skills needed to humanize the workplace and mdve up an occupational ladder
{ f )
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The Implications of utilizing performance testing as an ends unto itself is a narrow approach
and would have significant logal implications for practitionars. Performance testing needs to be
ona of the valuable tools of process in focusing occupational education on human compatence
Pertotmance testing must be part of an instructional process that includes clear identification of
intended outcomes, utilization of appropriate materials, strategles, and experiences to facllitate
the intended outcomes; and application of appropriate procedures and instruments to assess and
measure the student progress (performance testing can be one of the most appropriate
procedures). Once the student has completed this instructional process, the individuai. the
instructor, and potential employer wili have clear information concerning the skilis, knowledges,
and abilities that have been achieved.

The challenge for vocational educatian progﬁms within this decade appears to be to
maximize the resources available in order to provide the best quality of programs to a diverse
-clientele. The programs will have to be flexible to meet the diversity of student needs. Many .
innovations, accountability structures regulatlons and guidelines have been suggested in order
to faclliate the vocational educator’s ability to produce this maximization. :

However, one of the educator's overriding needs to meet this divdgaity and challenge will be
improved information. Improved infdrmation has the potential for crea greater competence in
the day-to-day implementation of vocational education. The process and product .of performance
testing can be eone vehicle to improve such an information’flow.

/'3

Review and Implication of Issues

The implications of the {ssues presented in these papers can be reviewed by identifying the
issues that are internal and externai to the institutions that provide vocational education. Given
the definition of performance testing presented by Slater, the following factors are important to
issues that are internal to the implementation process: organization tybe, technology, purpose of
testing, task to be accomplished, and organizational resources. In addition to these factors, there

also factors external to the implementing organization (environmental factors) that will have

mlmpllcations for the implementation of performance testing in vocational education.

The external factors include technical, political, economic, legal, social, cultural, historical, and
philosophical arenas. These internal and external factors will ibteract and impact the

P)ynentatlon of performance testing.

Intdrnal Factors Altecting Implementation of Performance Testing

Concernlng the identification of the implementation factors internal to the organization, the
issue papers lndlcate the following:

® The purpose of performance testing for vocational ‘education. This is the.central and most

critical factor. The purpose of the utiiziation must.be identitied and clearly defined for the
implementing organlzatlon. The purpose needs to be clearly articulated.

e The tasks that are involved in the implementation process to fulﬂll the goals and the
purpose. ' n ”

¢ The practitioners wha will perform the tasks.

-
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The resources that will be needed to perform the tasks —included are human resources,
physical resources, and flscal rosources Rasources include those that are internal to the
organization and those that may come from businass, industry, and other areas of expertise

The technology that is necessary to perform the tasks. Included 15 the scientitic content, the
methodology content, and the process.

The organization type and structure. The organization type can be a local school or training
center. a school or college district, a state agency. a tederal agency, or professional
assoclation. Organization structure will include all of the factors that are considered within
the implementing structure - authority, decision levels, and 8o forth.

It is Important to note that all of the factors internal to the organization depend upon a clear

identification of the purpose of performance testing in vocational education. Once the purpose is
clearly identified, then the practitioners are responsible for implementing the tasks with the
highest amount of technology within the constraints of the organization's type, structure, and
resources.

ww

External Factors Affecting Implementation of Performance Testing

The presented topics have deait primarily with the philosophical, technical, social, and legal

issues confronting the implementation of performance testing within vocational education. There
are additional issues in the implementation of performance testing including economic, political,
cultural, and historical forces and factors. The latter will be defined briefly, but need to be
considered in detail for future study. '

!
Historical Forces and Factors. As with the utilization of any major technology and

phenomenon, the historical élements are to be valued. Major historical issues impinging on
vocational education and performance testing include the following:

The traditional ways of preparing for work, that is, (1) organized apprenticeship—either
voluntary or Involuntary; (2) family teaching of a trade or craft;” and (3) the pick-up method
by observation or imitation.

The concept of the educated worker—both in the area of liberal arts and in occupational
learning—has been a theme of vocational education since the beginning of the 20th century.

The concept of performance as a measure of' work productivity.
Federal and state legislation.
Technological developments.

Knowledge development concerning: (1) the ways in which people learn, and (2)
methodology of diagnosing learning needs and learning occurence.

Vocational education's intention to relate to people find the work they do:

The belief In the reality of individual differences in personal compsetencies and in the abllity
to observe them (see Borovg. Chapter Two).

170
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e Applications of institutional testing during the early part of the twentieth century including’
(1) intelligence testing of children, (2) employment testing industry, (3) objective tosting in
the schools (see Butow, Chaptur Two).

¢ Continuous use of performance testing in the U.S. military.

® Performance testing as the oldest form of evaluaﬂon of individual achievement (see Kleln
Chapter Three).

Political Forces and Factors. implementators of performance testing must always be aware of
the potitical implications— power, control, "ownership” of standards, attitudes of major groups
with a vested interest, opinion, and reactions to implementation tasks and technology.

Cultural Forces and Factors. Practitioners will need to consider cultural norms, cultural
values, work place values and ethics, subcultures within society, public attitudes, social and
cultural groups practices, and so forth.

Economic Forces and Factors. Whether the setting is a public or private institution, the
general economics of the implementation process and tasks will need to be considered. The
implementors must also be aware of the well-being of the general economy. For example, if
additional financial resources will be required by an institution to implement performance testing,
where will the funds be generated'? what is the general economic indicator of the time? what is
the unemployment rate?

All of these forces and factors need to be studied in greater depth for their implications for
performance testing in vocational education. However, some of the most important tactors and
issues are found within the philosophical, technical, social, and legal arenas. The contributions
and constraints to the implementation of performance testing from these areas have maximum

‘implications.

Philosophical Forces and Factors. The vaiues, ideals, ethics, and concepts that exist both
internally and externally to vocational education will have direct implications on the use of
performance testing. An exceptionally critical impact will be in policy making at all levels and
specifically within policy- making concerning the definition of the p se of performance testing
in vocational education. Philosophical issues include the following:

® |deals of the models of performance testing mopels to be utilized.

® Integrity of the measures of competence.

* Commitment to the purpose and to the technical methods.

o poncepts and endeavors focused on the total well-being of the individual student.

e Conceptual purpése of performance testing to the wholg of vocatlonlt';l édqcatlon processes.
* Performance testing interface with ideals of the society such as democratic ideals, national

priorities, welfare of the individual, worth of education, mission of schools, and open
admission policy to institutions and programs.

<

® Concentration on outcomes of students, personnel, and programs.



 J
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Technical Forces and Factors (applicable to both the internal and external factors). Major
tochnical issues of performance testing that can impinge on vocational education include

-

‘0 The process for identification of compsetencies.

¢ The setting of standards.

e Objectivity.

e Validity-criterion, content, construct, consistency.

e Reliabilty.

e Application of performance testing (diagnostic; advisement; assessment; evalation; or
certification).

e Utilization procedures (purpose, policy, and operational).
e Costs (dollar resources, human resources, time, physical resources).
¢ Quality of the competencies established and standards set.
Other technical issues include:
e The need for the performance tests to closely duplicate reality.

/s

¢ The need for the skills, knowledges, ar'\d competencies required in an occupational field to
be identified by persons in the field..

e The need for realistic, supportive test-related materials—instructional expérlences and
materials: laboratory experiences; simulations, work experiences.

. Qbsewer and rater variability.

¢ Standardization.

¢ Efficiency of prbcess, products, and procedures.

e Currency of tests in relationship to reliability and va development process.

e Security of tests.

A

The actual construction of a performance test is a sophjsticated and critical process. The
steps offered by Kiein are worth reviewing because the thoroughness aspect of the test
development process has major implications for vocational education. Thp technology of this
process will impact on all stgkeholders in vocational education. it is important to consider thie
process as both dynamic and continudus If the performance testing used in vocational education
is to be realistic to the workpiace. ' o

\
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Social Forces and Factors. A variety of social 13sues can have an impact on the use of
pertormance m:mnb in vocational education Most of these issues focus on the welfare of the
individuals or groups and the ideais of the society These issues include

¢ Diversity in the needs of populations to be served-age, sex, ethnicity, learning abilities and
disabilities, and various gradations of economic status.

¢ A move to look beyond just the needs of high school age youth to determine what is’
expacted of vocational education.

-

{ e. Ability to ¢ape with nontraditional students.
® Technological displacement of employed persons.

¢ Learning experiences that occur as part of the normal process of work, community service,
and life. -~ ’

. ¢ Economic development and mamtenance of communijties in specific and of the coumry in
general

] Expec!ed linkages between education and the place of work.

. Expectations of tdstigg purpose (formative and summative program evaluation, instructional
management, programing, and decision-making: and student diagnosis, advisement,
achievement, and certification).

Legal Forces and Factors. Legal forces that s&r,ound performance testing in vocational
education include the legal framework-of the school; the local, state, and federal laws; decisions
of the courts and quasi ]udlclal bodies; and decisions and standards of regulatory agenclés. In
Chapter Four Tractenberg identifies seven legal concerns related to performance testing. They
stem from: “

\\ e Federal and state due process.

¢ Federal and state equal protection-clauses.

* Federal and state clauses protecting privacy and freedam of belief.

v

® State education clauses.
. ® Statutory laws. : | - ' 4
e Reguiatory laws.

K Cbmmon‘ law. o ;o . . :
- t N

Pullln ldentlfies these major lega} iséues that are of concern in pérformance testing to
inciude: student personnel, and program accountabillty, due process in the use of porformance
testlng, discrimination in the use of tests, and the rlght to prlvacy /

v

-
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Implementation Forces and Factors. As Milward and Flpch reveal (see Chapter Five) the
implemontation process is A complex one Therefore, it is important to review from the papers
some of the key implementation issues that will impinge on the use of performance testing 1n
vocational education 1hese implementation 188ues include.

¢ Overall policy guiding the implementation process. What are the goals of intended
outcomes? From what level are these goals generated—local, state. tederal, other?

¢ Time Involved in the development, implementation, evaluation, and revisions of the proceses
and procedures.

e Costs of resources necessary tor effective implementation.
¢ Quality of competencies, standards, tests, and utitization techniques.
¢ Quantity of the competencies, standards, tests, and utilization techniques.

¢ Methodology utilizeq—feedback, guidance, complementary education and training, rein-
forcement and remedial instruction, and assessing.

¢ The implementation setting including curriculum, teachers, support personnel, administra-
tion, students. employers and the community at large.

Each of these issues must be considered in relationship to the students, the practitioners,
and publics who wiil be invoived in the process and procedures.

4

Conclusl&n

In a period of time when lifelong learning, continuous development, career education,
high-level technolagy, accountabllity, and emerging occupations are more than just sets of
words linked together, the chailenge for the utilization of performance testing within vocational
education Is critical. Since performance testing is not new to vocational education, the.true
chalienge is to adapt performance.testing to the diversities and demands currently being placed

. on vocational education programs. in meeting the challenge of these demands, performance

testing may be used to assess prior learning and work experience so that the student can begin
at the most appropriate educational levei. Performance testing will probably continue to be used
for certification in certain. professions. Performance testing may be used for effective articulation
from secondary to postsecondary levels. And, performance testing may be a vehicle of learning
that is°most closely reiated to the work situation. Afterall, productivity In professions, in '
businesses, in the trades, and In life generally is attuned to performance.

Therefore, vocational education programs through (1) a clearly defined plan of implementa-
tion;. (2) a clearly defined plan of development and utilization of criteria; (3) a clearly articulated
flow of Information persons directly (students, practitioners, employers) and indirectly .
(taxpayers, governmental agenciies, and citizens) involved with the process; and (4) continuous

_feedback system of information can effectively utilize performance testing as a product as a
\

process of learhing to achieve competence.

' ~
Por?ormance testing is not a perfected process at this point in time. The potential use of
performance testing in vocational education-will depend upon thé direction of the future of the

2174 ' o
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v work place: the direction of education processes; and ctitically, the direction of tachnological
advancements both high and appropriate tachnology. However. it has enough merits to be
cuntinued, to bo improved, and tu be ulilized as a tansitional process until Mole approptiate
processes are developed. it s important not to let legal, social, cultuial, and political constiaints
hamper the use of performance testing in vocational education. Historically, the purpose of
vocational education has been educating an individual for gainful employment. A major vehicle
utilized to produce these skills and competencies was performance—th bblllty to show In the
laboratory or on the job an ability to produce and perform with competenée. The implications of
the issues presented in these papers indicate that performance testing will continue to be a vital
alternative for vocational education. However, the practitioner of the tuture will be ¢hallenged to
be clear in the definition of compstencies, knowledgeable and sophisticated In tasting
methodology, and articulate in communicating all of the above to the stakeholders who have -
interest in vocational education in general and in performance testing specifically.

-
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IMPLICATIONS FOR VOCATIONAL EDUCATION: .
A THIRD POINT OF VIEW

"Marvin R. Rasmussen ) .
) Portland Public Schools : ' o .
. : . Portland, Oregon )

.
,
. ' N - n ~
v L .

purpose of the two papers in this suminary chapter was to review the issues
ding performance testing and vecational education identified in the preceding chapters

~ und

: S ---an& 0 rinq into sharper foous the implicationh pf these issues. for vocational education. This
T ﬁall a task, and the two papers succeeded in accomplishing it to a varying deg(ee In the
Ces -~ ~colise of these efforts they have provided valuable additional perspectives on mdny of the issues
A LA hddfessed in the earlier chapters. - ,
cA. 3 ., & e =, *

Se Thorpgood's paper addresses some of the'relevant issues. Others are unfortunately omitted
T or given scant attention. Early in her paper she acknowledges the relationship between
BT " competency-based education and performance testing. Both movements stem from the same
’ " social and educational sources—loss of.public.confidence ih education apd recognition of the
.. specigl needs of the less academically talented' students. Moreover, the two concepts are
N Iogically linked in that the “life skills" outcomes sought in competency-based programs otten
\'\"‘ . .lend themeelves well to performence testing and perhaps only to this form of measurement.

-

”‘I’wo other related points that deserved more attaption are: (0] pertprmance testing needs to ‘\ =
- be integrated into the instructional p‘roceee and (2) Barformance teete cost more than !
. ' . cqnventl‘onal paper-and-pencil teets, . . . T
e - . . . : toe : 4
e T ' The cruqial lseuee of the greater costs ot performahce tests as compared to standardized
tests.is only hinted at. It would have been yseful to point out that the performance fest is a more -
direct measure of student achievemant and this tends to_increase.its alidity and therefore its ’
. = usefulness. Biit, this increase is purchaged only at a substantial increase in the cost of teeting in
. " 7" _dollars and time. Great Sare: ‘needs to’be used in deciding whether there is'a realfncrease in R
4 validity and, if so, whether it is worth the increased cost over less direct but perhape adequate .
" ‘measures. . o P - |
) Thorogood'’s diecuseion ot the Iegat ieeues in performance testing identities the ma]or areae
;. of legal concern and makes somd useful suggeetlons for fairness and privacy. In reviewing
Tractenberg's paper, Thorbgood‘\otee th‘e legal implications of the key technical ieeuee in .
o pertormance teetlng o . , _ -

. B L - ® ’ Lo ‘ “ .
e v Overall Tho ood s paper was ap incomplete but vaé!oable contribution to the discussion of
' "the issues surrounding performance testing and vosgtfnal educatign. Spillman and Wade's T
paper is comprehensive and insightful. Their valuable contributions would have been more
_ acceeelble however, if they Had organized their distussion of issues by the categories used in ‘
e ;the preceding chaptere of thie handbook Thua. we would have had &discuesidn of each of the; .o
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relative difficuity of development, effects on students, legal concern§, the need for. clear task

RASMUSSEN - K L

A

o»

philosophical, techmical, fagal and implementation issues and their implications, capped off hv'a
summary of the implicatons for vocational education as wall as for education aga whole
Instead, the saction titied, “Ymportant Issues for Vocational Fducation™ s mvumsmm L ogal
Mandates."” “HumanResources Needs." “Student Needs.” and "Instructional and Curncular
Concerns.” While most of the major issues presented in the preceding chapters are touched on
in the course of these discussions, it ig ditficult to hold them in perspective because of the
- organization of this section.. . '

The subsection on "“Legal Mandates™ illustrates the organizational problem. It starts off by
noting that there is no legal mandate for performance-testing, moves to its role in program
evaluation and jumps to an acknowledgment of a relationship- between competency education
and performance testing. From there, the subsection moves to a briet discussion of student
certification and the legal implications. All of these are areds in which issues exist that should.be
identified and discussed. However, the issues do not fit wel] beneath the treading “Legal

Mandates.” and they lack suppdrtive context due to this organization.

The subsection titled “Human Rasourcés” has three, paragraphs on that topic. but a final
two-sentence paragraph touches’on, two key issues in performance testing: (I) the directness of -
the relationship of the ‘performance measures to the job situation and (2) the need for follow-up
(validation) studies. The implications of the crucial first point for cost, validity, legal defensibility,
and student utility need to be distussed in detail as does the second point on vaildity studies.

3

The legal issues surrounding performance testing are discussed briefly and somewhat
Jnappropriately in the subsection titled “Student Needs.” These issues should have been
developed at greater length. For instance, the authors could have shown how performance tests
tend to require greater job relatedness and validity in testing, but the frequent use of raters
‘requires careful safeguards-so that bias does not creep in. ’

. ~ [ F . -
_ The subsection-on “lnstnutiomh' and Curriculum-Concerns” touches.on the key issues of
cpst and-time required for petformance testing, but itfails to offer help in deciding when the
greater tost and time is justified. I ' * _

- a2
.- . IS »
.

In‘the section-titled "Responses of Vocational Educatiof\ to the Issuas,” they note that
performance testing is not a panacea and there are times when other forms of testing are "

\

bfofera_blo‘. The section would have been more comprehensive if they had also said something

. about performance testing being only one more instrument in the grpwing arsenal of instruments

for pupil and program evaluation, and about its place in a balanced and comprehensive

“dvaluation strategy. . ' .

. H)l . P B :

. Spiliman aod Wade seem to support the netion that the chief contribution of performanae

testing in vogational education will be to program accountability rather than pupil assessment. |

believe that it is a mistaken notion since the needs of accountability are already well served by *-

simpler and less expensive measures such as.the proportion of graduates who obtain and retain

jobs, rating of job supervisors, and so forth. | believe that it is in the areas of studenf needs and

job prefarence identification, instructional planning. ar;d certification that performance testing will
g | . .

_ maké its major contributlon. - ,

.
.

A L - 2T ' ’ :
.. - - . . " ’ ~ ' - » *
. The other seclions in this paper touch on the key issues, including validity and reliability,

"'anplyals. and the desirabiitly of avoiding mandates of the use of pdrformance tests, -
Unfortunately, the allusions to these issues are brief. - ‘
. . P 4 B .
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In summary, both papears attempt to he together fow compiex 1S5Ues undanriying parformance
testing and their imphications for vocational education. 1This 13700t an easy assignment and the
contributors are to be commended for their efforts. This comments paper attempted to highlight
and support points made by the contributors and. in some cases, to raisé additional points.
Taken together, however, the three papers only tpuch the 'tip of the iceberg Vocationaf
education is bound to review these issues time.and time again as it designs and implements
performance tests The vocational education system 1s compleox and dynamic, and as it changes,
so-must its evaluation methods ) '
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“The handbook Is replete with terms.that may be umamlllar to some of tho audlonco In T68ponse,,

" “"a glossary of important terms appearing jn the papers was prepared. The definitions contdined h’"

. the gloséary were drawn from the papers whergver possible. It should be noted that in sdme
cases the sgme term was doﬂnod by more-than one author. In thoso cases, the grigfest dolmmon

~ was sohctod for lncluslog
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GLOSSARY

. o . GLOSSARY OF TERMS
o Term / - | Definition
Behavioral Procees | The way in which a task. duty o'r operation i4 carried out.
Behav.i‘oral Product . . The outcome resulting from some form of behavior
A Change ' . 7 % Any alteration in the status quo.
' Change ‘Advocate Some person, group or organization @tlhg as an lnmator ina .

"change process.’
L]

Common Law . The law of a country-or state based Gustom, usage, and the
. decisions and opinions of law courts.
“ ' -
Competency Based Education The usage of competencies (skills, attitudes, values, or -

appreciation that is deemed critical to succes:'?\employ-
ment) as a basis for de\‘/y)pment of curriculunt content: this
encompasseg making aviilable explicit criteria for each
competency, assessing competence in applied sgjtings, hav-
ing demonstrated competence serve as a determiner of
student pragress, and focusing on tacill(q.[lon of student

' achlevement of comnetencles

b}

Concurrent Va'lidlty . : The relationghip of a test with meaningful samples of behavior
3 as critéria. .
Con\sl‘stency, Validity . : The extent to which a person’s result on a test corresponds to
. " the person’s performance on a task which' the test presumably
- o ' assesses when hoth performances are measured at approxi-
- . . . : mately the same time, .
gonstruct Validity ~ The extent to which a test measures hypotrphcal concepts or
oo qualmes -
' Content Validity _ ., The extent to which the content of the test samples subiect
. matter, skills or behavior which the test attempts to assess or
a pred'ct . a . . -« M
/ : _ , ) "
. Contrast Error : . The tendencygn the part of raterg to see others as Opposite
- ® . : : . : to themselves _ - \
Crlterlon-heferenced T.ests Tests in which ‘an individual is assessidd relative tosa specifi
. . - T standard rather than to his/her performance relative to other _
' ‘ . J ~ ~individuals or t\) group norms. ) »\ \ _ '
3 : . LT : . o o’ i o
Criterion Validity - ' - The.ability of a test to predict future sch00l Ok 1ob o
. (-\/ S P pertormance _ , _ Lo
_ . : . L ' . - " 2
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GLOSSARY L

Cntical Competencios Skalts dentified as assential to adequately pettorm a specihic
occupation.
Direct Assessment . Direct observation in a real life seting.
. ' = -
Due Process An individual's right to he treated with fairness. consistency.
and 1ack of arbitranness by governmental agencies and
aemployors
nioy »
-7 Educational Change Any signiticant _alteration'in the status which is intended to
2 . benefit the people involved.
Equal Pmtection A constitutional principle related to due process. prohibiting
any state from denying to any psrson within 1ts junsdiction .
the equal protection of the laws.
Error Variance The variability of measures due to random fluctuations,
: having a basic characteristic of self-compensation.
w
. 1§
Face Validity ' The apparent ability of a test to measure what it apbears to
measure. . .
Generosity Error ~ The error that results when raters overestimate the positive
= o . . - qualities of individuals they like.
Halo Effect ' The effect that results when raters generalize their impres-
. sions from one rating to another.
* . ‘ ‘
Ideas in Good Currency ldeas which become important by having an impacton the
tormu[atton of p\rblic policy. N
. . . ‘
“Innovation ) A product or.practice new td the adopting unit (e.g.. school
. ' system, classroom). g~
Mapping Backwards 1o A technique for arriving at an esttmate of what'will be needed

to successtully implement -a new program or practice.

f ) ' PN o > * p

Ml}nlmum Competency 4 A standardized examrnation«desugned to demonstrate
’ T‘ésting . , *  whether a student has reached a given level of proficiency in
' ' ) anmy\one of several basic academic skills requtred to function
in evaxyday adult life. o
Norm . Y A _standard of achievement as represented by the average
. h Ar achievement of a large group.. .
[ .
Norm-Referenced Tests A task which seeks to compare an individual's pertormanc%
o ) relative to the average performance of a \oup of snmtlar
o ' : indtviduals -
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GLOSSARY

Performance Test I. Refers to tests in which the test stimulus, the desired
rosponsy, and tho suntounding conditions approximato tho
reality of an actual situation drawn from a specific occupa:

s tional or role-based content.
2. They assess a portion or all of an actual work setting by
attempting to approximate the reality- of the actual work
setting.

Predictiva Validity The ability of test scores to relate to criterion measures which

are based on somse tuture performance.

N

Prima Facie ‘ : At first view, on the first appearance.

H

Procedural Due Process The process that requires that the state act in a fahlr manner
’ when it deprivbs a citizen of liberty or property.

k Whether the test measures a characteristic accurately and

Reliability
: consistently.
Response Characteristics Two response categories have been of defined: |) respondent
of Tests ’ behavior requires the examinee to choose from a limited set
' of clearly defined response alternatives; 2) operant responses
. are characteristic of behavior in real life situations, and hence
do not have artificial, preconceived constraints Ilmltlng the
behavior that might be observed.
4
Simulation The process of abstracting some aspects of reality and

concretely representing it in the form of a.specific simulated
task which examinees are expected to perform. '
Stapqam Error of Measurement  An indicatiorf of the magnitude of error between “true” and
- observed performance. The larger the standard error, the less
confidence can be placed in the findings. N

The admlnlstratlon of a performance tést to which each

~ student in an identical manner by means of: the provision of a
-handbook providing directions to both examiner and student;
a get of jobs required by eac™ candidate, including informa-

T tion of spegific criteria, item insights and_the amount of time
usually required to complete each subunit of the test; and, a
scale stipulating specific criteria. '

Standardizati

. Street Level Bureaucrats A government official such as teachers, police officers, .
’ welfare workers or public health officers, who interact directly -

» : : with the public~ make decisions on the basis of individual
lnltlav 1 WI 4 established routine.

viww

* Stimulus Cha'racterlstlca . -Atest wmch}dhtalns a set of instructors, a prompt, a |
ofgTests . : demand, or an event that initiates the examinée’s behavior.
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GLOSSARY

Substantive Due Process
]
Surrounding Conditions

Targeted Consumer

Test Bias

Validity

‘Verisimilitude

Work Samples
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The process that requires that the action of the state be

rational and reasonably elated o a logitimalo statlo ubjedtive
. i v “

The environmental conditions under which a task is

performed. .

Those consumers to whom the educational innovation is
directed

The characteristic of a test in being free of various types ot
content bias (e.g.. numerical, role, status, stereotype and
tamiliarity.) '

Refers to whether the test actually measures the characteristic
that it claims to measure.

Parformance tests in vocational education which take the
form of work samples or job simulations closely resembling
the actual on-the-job task to be pertormed by the worker;
those tests having a high face validity.

Selected tasks performed under controlled environmental and
time conditions. The aim is to standardize tasks and enhance
replicability across examinees under conditions controlled

and specified by tife examiner.
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CHAPTER EIGHT

CONTRIBUTORS

Y

The contributors to this handbook were drawn from varied dlscipllnes and, profoss:ons in an
effort to address the issue of performance testing from a multidiciplinary pgrspective. Thus, while
the names and professional affiliations of some of the contributors may be familiar, others may
not. To provlde a context for the reader, Chapter Eight consists of a brief biographical sketch of

each contributor.
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CONTRIBUTORS

-

CONTRIBUTORS

Henry Borow (Ph.D., Pennsyivania State University) is a professor of psychological studieg,
General Coliege and College of Education at the University of Minnesota. He is the author of
over 100 journal articles, books, book chapters, and tests. Dr. Borow is a past-president of the
National Vocational Guidance Association and editor of its fiftieth anniversary volume, Man in'a
> World at Work (1964). He was a postdoctoral fellow of the American College Testing Program
and served on the national advisory board of the National Center for Resarch in Vocational
'Educatron

William G. Buss (L.L.B., .Har\rard University) is a professor at the University of lowa College of
Law He has published extensively in the areas of educatlonal law and constitutional law.

Curﬂs R. Finch (Ph.D., Pennsylvanla State Unhlerslty) i§ professor chairman, General )
Vocational #nd Technical Education, Virginia Polytechnic Institute-an te University. He has /
. served on the faculties of Ohio State University and Pennsylvania State Urilersity. Dr. Finch has
served as editor of the Joyrnal of Vocational Education Research and Occupational Education

Forum. He has authored or co-authored over seventy professional articles, papers, and reports

and is co-author of Curriculum Development in Vocational and Technical Education (Allyn and

Bacon, 1979). Dr. Finch served as a Senior Fulbright Lecturer. to Cyprus during the first part of
1980. '

Raymond S. Kiein (Ed.D., State University of New York, Buffalo) is the program coordinator at
the National Occupational Competency Testing Institute (NOCTI), Albany, New York. He has
‘also served on the faculty of Pennsylvania State Unjversity and as the director of research for the
New York State Defartment of Education. ’

-

Samuel A. Liviagston (Ph.D., Johns Hopkins University) is & program research sclentrst at the
Center for Occupational and Professional Assessment at the Educational Testing Service. He has
. been invalved in the area of performance testing for the past seven years during which he has

" developed performance tests for such varied oc/cupatlons as firefighters, radiologic technicians,
dental absistants déntal hyglenlsts and machirie tenderers.

?
.

M. Brinton Milward (Ph.D., Ohlo State University) is an asslstant professor of Business & Public
Administration at the University of Kentucky. He formerly served as associate director of the 4
.- Graduate Program in Public Administration at the University of Kansas. His published research ‘
has been in the tields of organization theory and public policy. Dr. Milward is currently testing an’

" organizational theory of dis¢rimination in colleges.and universities. He also serves on the

editorial board of_The Annals of Public Administration.

Evelyn Perloff (Ph.D.‘ Ohio State University) is an associate professor ¢f Nursing Research and

of Rsythology in the'School of Nursing at the University of Pittsburgh. She has also served as a
faculty member at Purdue University, Northwestern University, and Kendall College. Dr. Perloff " -
has published widely in the area of program evaluation.
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CONTRIBUTORS
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Diana C. Pullin (J.D., Ph D, Unwmmly‘ of lowa) is a staff attorney at the Center for | aw and
Fducation Inc - Cambridae Massachusetts Shae has previously served as legal counsel for local
school districts and an intermediate educational agency Dr Pullin representad the studets and
parents who successfully challenged the State of Florida's use of @ minimum compselensy test to
deny high school diplomas in the federal court lawsuit Debra P. v. Turlington. Dr. Pullin's
previous publications have been in the areas of minimum competency testing and the law
relating to the education of children with special education needs.

Marvin R. Rasmussen (M. Ed., University of Oregon) is Director of District Programs for the
Portland (Oregon) public schools. He has served as the director of career education programs
for the Portland Pub{c schools and as a principal, administrative vice principal, and secondary
teacher.

Stephen J. Slater (Ph.D., University aof California at Santa Barbara) has been responsible for
coordinating activities of the Clearinghouse for Applied Performance Testing (CAPT) an NIE
sponsored project at the Northwest Regional Educational Laboratory. In that position, Dr. Slater
edited the CAPT Newsletter, prepared an extensive annotated bibliography on applied :
performance testing, and organized the 1979 Annual CAPT Conference, entitied Alternative
Conceptions of Competence Assessment. Recently, Dr. Slater joined the staft of the Planning .
and Evaluation Seétion, Oregon Department of Education.

Robert E. Spiiman (M.S., University of Kentucky) is Director of the Kentucky Bureau of
Vocational Education: He has served in the capacities of acting deputy superintendent for
Ocgcupational Education, secretary to the State Board for Occupational Education; and director
of Supporting Services Division in the Bureau of Vocational Education. Mr.*Spiliman has been a
_secpndary vocational teacher. teacher educator, and curriculum writer. He has articles on b
competency-based vocational education. In addition, he has been Kentucky's representative on
the V-TECS Board of Directors serving as chairman of the organizing commiftee and Board
chairman for three years. Mr. Spillman and Dr. Wade have jointly been involved in several other
related activities. They were co-directors of a 1975-76 Region IV EPDA Workshop on CBVE and

. co-authors of articles of CBVE and vocational student organizations. They participated in the
study, design, and implementation of one of the most comprehensive statewide programs of
CBVE. Kentucky's program, based on the V-TECS catalogs, currently involves 22 occupational
areas and has been implemented in 1,090 specific programs. k

Janet E. Spirer {Ph.D., Ohio State University) is a refsearch specialist at the National Center for
Research in Vocational Education. Dr. Spirer served as director of the project under which the
handbook was produced and edited the manuscript. Her research interests focus on human
resource policy and program evaluation.

John F._Thompson (Ph.D., Michigan State University) is_a professor and chairman of the
Department of Continuing and Vocational Education at the University of Wisconsin-Madison. His
research interests and publications have been in the areas of philosophy of vicational education,
curriculum in vocational education and inservice and professional development education.

Nellie Carr Thorogood (M. Bus: Ed., North Texas State University) is Director of Occupational
Education and Technology at San Antonio College. She has community college and university
work experiences as ab instructor, cooperative education coordinator, program area coordinator,
division chairperson, and teacher-educator. She has served as a merhber of the Alamo
Consortium Private Industry Council and Youth Council: as a chairperson of a statewide

committee studying meeting the special needs of occupational students in Texas; as a member .
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of both state and national task forces on the impact of vocational education data systems on
postsecondary occupational education, and as an advisory mamber of several iocdl employment
and education programs.

Paul L. Tractenberg (J.D., University of Michigan) is a protessor of law at Rutgers School of Law
in Newark, New Jersey where he specializes in public education law Within that field, he has
taught courses and seminars at the law school, researched and written extensively, and
presented many papers and speeches to ndtional, reqgional and statewtde organizations Prof

. Tractenburg has also consulted with many groups and established an ongoing public interest law
center to represent the interests of students and parents. Cusréintly, he is especially involved in
assessing the legal implications of minimum competency and performance testing of students,
teacher competency measures, and school finance reform. Also, he is writing a book, under a

- Ford Foundation grant, about the role of the courts in educational reform

Charle3 D. Wade (EJ.D , University of Kentucky) 1s the director of the Division of Vocational
Program Development of Education (Kentucky Bureau of Vocational Education). He has served
as an RCU research associate, a program supervisor, a secondary vocational teacher, and a
part-time teacher educator. Dr. Wade has addressed g_variety of national and state conferences
on such topics as program planning, competency-based curriculum, cooperative education, and
evaluation of voeational programs.

Jack C. Willers (Ph.D., University of Texas at Austin) is a professor of history and philosophy of
education at George Peabody College for Teachers of Vanderbilt University. He has held a
Fulbright-Hays Lecturéship Award to lrap, Greece and Egypt. Dr. Willers has published widely in
several journals on philesophy and the social foundations of éducation and educational policy
issues. - :
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EVALUATION PUBLICATIONS o L
. OF
‘THE NATIONAL CENTER FOR RESEARCH
IN VOCATIONAL EDUCATION
ON EVALUATION

EVALUATION HANDBOOKS SERIES

Guidelines and Practices for Follow- -up Studioa of Former Voocational Education Students
Guidelines and Practices for Follow-up Studies of Special Populations

The Case Study Method: Guidelines, Practices, and Kpplicatlons for Vocational Education
Performance Testing: Issues Facing Vocational Educatiyn ) _ p
Evaluation Guidelines and Practices for State Advisory Councils '

' CAREER EDUCATION MEASUREMENT SERIES

Assessing Experlential Learning in Career Education

Career Education: A Compendium of Evaluation instruments

Improving the Accountability of Career Education Programs: Evaludtlon Guidelines and
Checklists

A Guide for Imprdving Locally Developed Garser Education Moaauroa

Using Systematic’Observation Fechniques in Evaluating Career Education " .
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Ce vocnlom\l EDUCATION OUTCOMES semss o i
Vtawpolnts on lnterpretipg Outcome Méhyrea in Vocatiol Educatlon
Vocational Education Measures: Instrument&{o Survey For, net Students and Their
Employors , '
¢ . Vocational Education Outcomes: An Evaluatlve Blbliography, for Empirlcal Studiee

*. Vocational Education Outcome®: Perspective/fgy Evaluation ' 7
¢ . Vaceational Education Outcomes: A Thesaurug’of Outcome Questions’ ' )
® Vocational Educgtlon Outcomes: Annotated Bibliography of Related Literature
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*For Information concerning the above publitations, please contact: .
) s : Program Information Q'fﬂce' ' P
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