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The Assessment - Evaluation Cycle Model for Instruction

Introduction

Teachers depend heavily on assessment and evaluation. To help their students grow,
teachers must be constantly involved in assessing and evaluating a variety of things with
direct impact on students, instruction, and the classroom environment. To help
themselves grow, teachers must also include assessments of their own development and
understanding of educational concepts related to instruction and the way their students
learn. Each element of the teaching-learning process is predicated on teachers knowing
and understanding the relative effect of a myriad of influences on their students.
Assessment and evaluation is the path through which teachers gain the basic knowledge
and enhanced understanding needed to address their students needs, organize and
improve their instruction, and enhance themselves professionally. The success of
teachers’ assessment-evaluation efforts depends, however, on the way teachers
conceptualize the various elements of assessment-evaluation process and how these
elements fit together within the context of instructional practice.

Reason for an Assessment-Evaluation Model

The components of the assessment-evaluation process have been described in numerous
texts (Airasian, 1996; Busick & Stiggins, 1997; Gedler, 1999; Haladyna, 1997; Kiester,
1999; Linn & Grondlund, 2000; MacMillan, 1997; McTighe, 1998; Murphy, 1999;
Popham, 1999; Stiggins, 1997, 1998; Torrance, 1998; Wheeler, 1993; Wortham, 1996;
Worthen et.al., 1999, etc.) and countless articles (Ancess, 1994; Arter, 1999; Brookhart,
1995, 1999; Bussert-Webb, 2000; Dunbar, 1992; Glaser & Silver, 1994; Haney, 1996;
Lynch & Davidson, 1994; McMillan, et.al., 1999; Marzano, 1998; Mehrens, 1991a,
1991b, 1998; Messick, 1996; Odafe, 1998; Plake, et.al., 1993; Schurr, 1998; Shephard,
1997; Sternberg, 1997, 1998; Taylor, 1990; Valencia, 1997; Terwilliger, 1997; Wiggins,
1991, etc. ). The important elements in the assessment-evaluation process have been
addressed in these publications and articles and in many others not listed above. These
documents provide the different aspects of educational assessment without providing a
connection between the elements of assessment or showing how they connect to
instruction. For example, in Popham’s “Classroom Assessment” there are good readable
discussions of the concepts of reliability, validity, and bias and a variety of assessments
elements such as blue prints, different kinds of assessment formats and scoring processes.
The book does not, however, contain a sequential process through which a teacher might
proceed in order to accomplish the assessment. The model proposed here attempts to
provide such a sequence, one which shows a cohesive approach to the integrated
instructional use of the elements found in the assessment-evaluation literature such as
shown above.

Possible Model Uses
Such a model would be useful in a variety of ways including the development of research
to support a better understanding of the assessment-evaluation process in instruction,




identifying ways to improve the process as a whole, and improving training to support
increased teacher facility and use of the process.

Through the use of a model such as the one proposed in this paper, investigations could

focus on the effect of different elements of the model, on the accuracy of instructional

assessment, the influence of each element of the assessment-evaluation process on

instructional practices, the level of teachers’ understanding and use of the different

elements of the model, and many other aspects of the assessment-evaluation process.

With a model forming the basis for future research on elements of the assessment-

evaluation process as well as associated elements of instruction, the education community

could gradually improve the model and with it our understanding of the way or ways that

assessment effectively addresses or supports important aspects of the teaching-learning

process. Examining one step in the aspect of the model, such as analysis, comprehensive

assessment-evaluation research could:

¢ Investigate whether and in what form analysis does in fact act as described

e Determine what happens to the assessment-evaluation process with or without
analysis |

e Describe how different aspects of analysis are related to other elements of the
assessment-evaluation process. !

¢ Examine causative relationships between analysis and instruction.

Without a model, theory related to instructional aspects of the assessment-evaluation
processes has been forced to address the separate elements or pieces of the process
instead of addressing them in an integrated fashion. For some time now, investigators
have examined how effectively teachers use elements like performance assessment in the
classroom without connecting their findings to any comprehensive model of assessment-
evaluation. As in the study of other human processes, the use of models forms the basis
for advances through careful study and eventual understanding of the process.

For the lack of a model, transferable, trainable knowledge about the integrated aspects of
the different steps in the assessment-evaluation process has not existed such that teachers
do not have any clearly defined, research-based sequence through which to proceed when
conducting assessment. To address teachers’ lack of understanding of the assessment-
evaluation process, a model would support many aspects of teacher training in this area.
When devising training, for example, a model would give trainers a basis on which to
relate the various elements of the process. As the model improves, the training could be
more directive and provide a greater degree of clarity than currently exists. Such a model
would allow investigators to determine whether training in particular aspects of the model
provided the desired results. Teacher’s assessment-evaluation practices could be
examined and through different aspects of training programs, such as coaching, teachers
could be provided with feedback that would help them improve their assessment-
evaluation processes. Finally, a model could be the basis for training in college teacher
development programs before teachers ever reach the classroom.

In the model proposed here, assessment-evaluation as practiced in instruction is described
as a cycle. The term cycle suggests the completion of a sequence of recurring successive



events. This term is used because without following a particular set of steps, the results of
the process become less valid and therefore less useful to instruction. In the model, these
steps must be clearly defined with the interconnections delineated. The assessment-
evaluation steps described in this article are designed to support an acceptable level of
quality in an instructional assessment-evaluation process. Messick (1989), in his chapter
on validity, indicated that all aspects of validity have as their base the construct
underlying the assessment. The cyclic model described here begins with a thorough
treatment of the domain and purpose, fundamental elements of assessment related
construct. Messick also supports the importance of assessment-evaluation consequences.
This model addresses consequences as an important culminating step in each assessment-
evaluation cycle. The success of each cycle, then, depends on the conceptualization and
its ultimate consistency with the consequences associated with the cycle.

Definitions

In the developmental of models, the importance of definitions cannot be overstated. A
discussion in which definitions are not clear usually results in conclusions which must be
held suspect. This proposed model of an assessment-evaluation cycle, requires somewhat
different interpretations of terms relative to their use in other assessment literature. To
avoid confusion and provide a clearer understanding for the following discussion,
definitions of key terms are provided below.

e Assessment — Extracting information about student’s cognition, affect and conation
from what they say and do. We can assess by observing, by questioning, by listening,
by measuring, by testing, etc.

e Evaluation — An evaluation is the process of judging. It includes selecting and
defining that which is to be judged, and a standard or standards against which to make
the judgment.

e Measurement — The aspects of assessment in which students are placed on some sort
of scale or continuum that provides relative results such that all students involved in
an assessment instrument can be placed somewhere on the continuum relevant to the
constructs underlying the assessment. The scale can be as simple as mastered/not
mastered or as complex as a multi-dimensional IRT calibration.

e Testing — A method of more formal measurement involving the use of an instrument
or protocol and requiring components that provide increased technical efficiency such
as standardization or scaling. For example, a quiz that has twenty multiple-choice
questions on a specific subject would be a test. Assessing a student's writing ability
by examining a homework paper or assessing the success of a lesson in the
classroom through the quick use of some carefully selected question would not be
termed a test.



Overview of the Assessment-Evaluation Cycle Model

The following are the proposed steps in the educational assessment-evaluation cycle as
described in this article. As the title suggests, each step of the model has a relevant
evaluation component. The steps will be described first, then the evaluation components
of the cycle will be delineated with its corresponding step.

Domain selection and definition

Purpose identification

Design

Administration

Interpretation

Evaluation

Analysis

Refocus

Planning/Decision making

Communication

Formality

In addition to steps and evaluation components discussed above, there is another
dimension that must be used to describe the assessment-evaluation cycle as it exists in the
instructional environment — the level of formality. Formality is defined with respect to the
level of time, rigor and technical considerations imposed on the development,
administration, interpretation, and use of an assessment. In a low-formal assessment, one
pass through the cycle may take place in matter of minutes. In a medium-formal cycle,
the cycle may take several hours. In a relatively high-formal cycle, it may take months or
years. The more time, effort, and technology that is invested in the cycle, the more
formal the assessment-evaluation becomes. So an assessment developed in a few
seconds, requiring a minute or two to move from purpose/domain to the ultimate use and
communication of the interpretations and analysis would have a very low formality level.
A norm referenced achievement test, on the other hand, which may take several years to
develop and many hours to score, evaluate, analyze, plan, and communicate would
represent an assessment that is high on the formality continuum. Generally, tests tend to
be mid- to high-formal assessments while assessments that do not attempt to measure
some aspect of a domain are usually low- to mid-formal.

Examples of level of formality
The following are some examples of different levels of formality in the assessment cycle.
These examples have been arranged from low-formal to high-formal.

Low-Formal
e A teacher asking students questions about cells to determine the group’s general
level of knowledge of cells before launching into a lesson about different kinds of
human cells.

e A teacher observing students reading aloud in the context of a group of students to
determine whether they are involved in the story.



¢ The teacher listening for inaccuracies in pronunciation or intonation.

Mid-Formal
¢ A teacher doing a formal observation of a speech using specific trait rubrics that have
been explained and demonstrated as the students prepared the speeches.

¢ A language quiz on the use of verbs in different tenses given at the end of a unit to
determine how well the students can use the information gained to improve their
written language and spoken language.

e A physical education final in which students are asked to demonstrate their skill and
all they have learned about playing the game of tennis.

High-Formal
e A district assessment that provides teachers with performance standards that are
stated in the district curriculum. Each student takes a test as the teacher reads a from
a script of instructions so that the test is standardized and consistent for all test-takers.

¢ A commercial norm-referenced achievement test is administered to students. Again,
there is a script to ensure a standard administration among all students. This test is
composed of items that have been piloted and selected then administered to a large
norming population of students across the nation.

¢ An authentic assessment given across a district to determine whether debate students
are performing to their optimal potential. A set of scoring guides for all teachers is
carefully produced and those who score on the test are given training and their
scoring is recalibrated at regular intervals.

Model Elements

On the following page is a graphic depiction of the assessment-evaluation cycle that is
outlined on page four. The boxes contain each of the steps of the cycle and the arrows
show the flow from one element to the other. In some instances, arrows go in two ways.
These arrows are meant to show that the two elements may be occurring simultaneously
and that one element is influencing the function of the other. In other parts of the model
the arrows proceed from one step in the cycle to the next. These one-way arrows are to
show that the step or pair of steps is dependent on the preceding step. So according to the
assessment cycle model shown on page six, each assessment cycle begins with a
simultaneous and interactive consideration of the domain and the purpose of the
assessment. After the domain and purpose have been decided upon, the next step is the
design of the assessment followed by the administration and a simultaneous, interactive
interpretation and analysis of the assessment results. After the interpretation and analysis
steps, the assessment is used in planning and decision making and finally, the plan or
decision is communicated to the appropriate person or persons.
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Overview of Assessment Cycle
Below are explanations for each element of the assessment cycle as depicted above in the
order in which they occur in the model.

Domain

A domain is a description of mental activity or processes, i.e., something that cannot be
observed because it is taking place in the mind, but the results of which can be observed
in what students do and say. For example, reading is primarily a mental activity, which
-can only be observed through activities like reading aloud, answering questions about
what has been read or the student identifying the strategy, or strategies he or she uses to
comprehend written material. Most assessment in education focuses on mental activities
and therefore must be based on descriptions of mental domains. These descriptions are to
a great extent hypothetical but the better they approximate what is actually occurring
mentally, the more useful they become as the basis for the assessment cycle.

Domains can be relatively large such as the domain entitled science, but they can also be
much smaller when they are thought of as portions of the larger domains. In the
following discussions, these portions of larger domains will be referred to as sub-
domains. The size and content of the sub-domain depends on the definition. For
example the domain of social science could include a sub-domain of history which is still
relatively large and can be diminished in size by focusing on specific aspects of history
such as a specific year or element of history.

Domains can contain a variety of dimensions. In addition to the definition of the actual
content in domains and sub-domains as described above, it is possible to include the
dimensions of cognition, affect, level of development, type student response. So for
example, in the domain of history we might want to assess a students problem solving
ability (cognitive dimension) and commitment (affective dimension) with reference to the
sub-domain of constitutional politics (sub-domain) using a constructed response (student
response dimension).



Purpose

Purpose is the reason for designing and conducting an assessment, knowing why you are
assessing whatever it is you are assessing. To develop a purpose for an assessment is to
plan in advance how and in what context the assessment will be used. Being without a
clear understanding of the purpose means the teacher is collecting information without
identifying the reason for a particular assessment-evaluation cycle. For example, a
teacher might give students an essay test with an expository writing topic not knowing
what the test is to be used for. Then decide after collecting student responses to make
decisions relevant to a narrative writing, the expository writing assessment-evaluation
would be relatively worthless. Deciding on a purpose first with reference to the
decisions, planning, and communications provides the teacher a much clearer path
through cycle steps of design, administration and interpretation and the ultimate use of
assessment results. To paraphrase the Cheshire Cat in Alice in Wonderland, if you do not
know your purpose with an assessment, any assessment will do. It also follows that if the
purpose is decided upon after the design and administration of the instrument, the
assessment information is less likely to support the purpose.

There are a number of possible purposes. The chart below provides a conceptualization
of the relation between the different levels of focus of assessment purpose relative to their
location with respect to the instructional process. Each letter on the chart represents a
different aspect of assessment purpose. The three columns on the right represent the parts
of instruction — before, during and after. Each of the three rows represents a different
focus of assessment purpose. So for example letter A is represents assessment purposes
related to before instruction with a student focus. Letter E represents purposes associated
with during instruction that focus on program or instruction and letter I represents
assessment purposes associated with after instruction focusing on the teacher.

ASSESSMENT-EVALUATION PURPOSES

Level of Focus Purposes Associated with Location in Instruction

Before Instruction During Instruction After Instruction
Student A B C
Program/Instruction D E F
Teacher G H I

Each of the nine letters in the chart above are provided with examples of the kinds of
purposes associated with each one.

Purposes

Example Purposes in Relation to the Instruction Process

A To determine whether the student is prepared

To understand whether the student has prerequisite knowledge

To communicate to the student what is expected by the end of the units or
the end of the course
As baseline against which to compare progress
To probe in depth the problems a small group of students has with a




particular part of the domain.

B To determine whether the student is learning what is being taught in a part
of a lesson, a lesson, or an entire unit

To determine whether any students are doing better than others

To determine whether student strategies used in instruction are effective

C To establish which aspects of a domain were learned better than others
To determine whether students have achieved objectives

To give students a grade

To determine whether the student is prepared to go on or must return to
review certain aspects of what has just been taught

D To determine whether the instruction is appropriate for a given group of
students

To understand the subject domain with respect to the subject for the teacher
and the students

E To determine whether the instruction is working as expected for all the
students
To determine whether the teaching strategies are being effective

F To determine whether the instructional design was effective

To determine whether the curriculum was effective
To determine whether domain was accurately specified

G To determine whether there are processes or knowledge the teacher must
acquire to work with the students

To determine whether there are processes or knowledge the teacher must
acquire to work with the curriculum

To determine what kinds of training the teacher might need

H To determine whether instructional strategies are working
To determine what kinds of training the teacher might need
I To determine to what extent instructional strategies worked

To determine what kinds of training the teacher might need the next time
this piece of instruction is used

Selection/Development of a Design

An assessment design is something that elicits observable student behavior. For the
mental domain to be observed, students must do or say something in response to
activities designed with reference to a particular domain and for a particular purpose. For
example, if the domain is grammar and the purpose is to determine what a student needs
to know to write well, the teacher must observe the results of mental processes associated
with grammar. The assessment design therefore must include student behaviors which
reflect those aspects of grammar the teacher’s domain of grammar suggests are associated
with good writing. :

An important aspect of addressing the student response needed to make a connection with

the domain specified in the first step of the cycle is to select an assessment format.
- Different aspects of the domain are better assessed by particular kinds of formats. These
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formats have described thoroughly in the literature cited in the first pages of this
document and will not be addressed in detail here. These assessment formats include:
True-False,

Multiple-Choice,

Open-Ended Response,

Essay Prompts,

Performance Assessment,

Portfolio Assessment.

Observation

Rating

Anecdotal reporting

Etc.

In addition to format the assessment content must coincide with the content specified in
the domain. Many more formal assessments go to great lengths to create a specification
or blue print for the assessment that carefully delineates the sub-domain and assessment
dimensions as well as providing examples of assessment questions or items to be used as
examples as the assessment is developed. In less formal assessment, there is not enough
time to be so detailed in the planning of the design. To the extent that such planning can
be made available through curricula and other planning materials, the accuracy of the
assessment through the understanding and specification of the domain is enhanced and
expedited.

Level of standardization of the assessment design is another important concern at the
design step that must be followed with standardization in the administration step as well.
Standardization is the process of ensuring that each student’s response is to the same set
of stimuli. The responses to assessments that have been standardized are more easily
compared to one another those assessments which do not have standardized elements.

If a format is correctly chosen and the domain assessment content match is accurate, a
teacher should be able to obtain the domain information they specified in the purpose by
either listening to or observing student’s responses. Teachers that have the most
thorough knowledge and understanding of a domain will be able to either select or
develop the kinds of questions they need to assess a particular domain. Accurate
assessment of the domain depends on teachers understanding both the components of the
domain and how they related to the kinds of student behaviors available through the
selected format.

Administration of Assessment

The administration is dependent on the outcome of the assessment design step. The
selection of the format directly effects the kinds of behaviors that are to be observed in
the administration of the design selected or developed. If for example, a multiple-choice
format is selected, the teacher merely has to observe that students respond to the
questions without assistance from their fellow students or some other kind of assistance.
If, on the other hand, the teacher has selected a performance assessment format, it may be
necessary to interact with the students in order that they might obtain necessary materials,

il



to give specific instructions at different parts of the process, or maintain specific
guidelines during the process.

The administration of an assessment is the seemingly simple act of having students
respond to the assessment as designed. If a student does not respond to the assessment,
then the teacher can gain no understanding of the underlying mental process and will
therefore be unable to understand anything about the domain of interest. For teachers
allowing students to respond to questions without providing hints or suggestions can be
the most difficult part of the process, especially when this means letting students make
mistakes or show limitations related to just applied instruction. There is always the urge
to give a hint or assist the memory process in some way or other. It is particularly
difficult to let students make mistakes in low-formal administrations because less
standardization is involved and modifications of questions and teacher reactions to
questions can easily slip into the assessment-evaluation process. A teacher who helps a
student during an assessment of a given domain, however, may take the risk of
developing an interpretation and analysis from students’ responses that might not
accurately reflect the students’ actual mental processes related to the domain of interest.

The way that assessment typically overcomes the biases described above is
standardization of the assessment instrument — everyone responds to the same set of
questions - and the administration procedures — everyone responding gets the same set of
instructions and other stimuli associated with the assessment. Standardization is
important if one of the purposes includes the need to make comparisons between or
.among students. Student responses that result from different administration procedures
may be different just because of the differences in what teachers say or do or difference
in the environment in which the procedure was performed. Therefore, teachers who want
to make these comparisons must observe the same behavior from one student to the next.
Standardizing or ensuring consistency of response from one student to the next would
therefore would be an important element of the administration portions of the cycle.

Interpretation

Interpretation includes several components but the purpose for this step is to take student
responses generated during administration and imbue them with meaning. These steps
include scoring, referencing, and recording. Not all assessments require all of the steps,
but after student responses have been collected, these responses must proceed through the
interpretation process before they are useful. In the low-formal process of observation or
questions asking, interpretation may include nothing more than referencing to a concept
or expectation or making a mental notes about the presence or absence of a given skill.
Scoring will generally only occur in assessments that are developed in the form of a
measure or a test.

Scoring
Scoring is the process of placing students on a domain related continuum. This

continuum can be numerically described or categorical. A numerical scoring suggests a
relative degree of accuracy and mathematical manipulation. Categorical scoring suggests



that the assessment results can be compared or ordered but they preclude any
mathematical manipulation. Depending on whether they are numerical or categorical
interpretation of student responses may include:

Summing points from correct or partially correct responses.

Ordering scores from lowest to highest

Discarding extreme scores that do not seem to represent actual student
performance.

Developing a rubric score. This process is a combination of both the scoring and
referencing process because with a rubric score the teacher would be
simultaneously applying a level of performance that could be placed on a
continuum and implying meaning by referencing to a judgment process. For
example

Weighting different scores depending on the level of use in instruction or level of
importance in the domain.

Transforming number correct scores to percent or percentile rank or to standard
scores.

Referencing

Referencing is the process of comparing students’ responses with something external to
the response in order to better understand the response. The response may be compared
to a norm groups’ score continuum or to important attributes such as examples of
-successful achievement or good scholarship or score points established to represent a
satisfactory level of achievement. Assessments based on measures or tests may use
reference comparison on normative mathematical continua whereas assessments that are
categorical not will need this kind of referencing. The following is a list of possible
referencing contexts:

Example — when a teacher assessment determines whether a particular student
behavior is similar to another student performance

Expectation — When a teacher assessment relates a student response to a
generalized notion the teacher holds about the domain

Prototype, - Relating a students response to a model that has been careful design
to describe a particular process or developmental sequence.

Criterion — A given level of correct response beyond or within which a certain
grade is given to a performance

Baseline, - An initial score level against which subsequent scores can be
compared to determine whether there has been improvement in the performance
Norm — The relative score relationships in a general population such that a
particular student score on a given instrument can be related to the population’s
scores to get a sense of the level of the performance

Standard — A particular point on a continuum of scores above which mastery or
some other level of performance is attained

Domain - A level that reflects to what proportion of the domain has been
achieved.



Recording
When recording responses, the teacher needs to think about the metric — what kinds of
numerical or categorical representations to use, format or form of the data, and how the
recording will be used in the subsequent analysis in order to accomplish the purpose
established at the beginning of the cycle. The following are some of the decisions that
need to be made in the recording process. ,

e Metric — Are scores going to be recorded using numbers, graduated descriptions,
rubrics, or some other more complex numeric form such as a percentile ranks, or
standard scores. :

e Electronic — Electronic recording devices could include spread sheets, grading
packages, data bases, data warehouses.

e Format — The format of the data in the interpretation step should facilitate or at
least not interfere with the next step, analysis. If for example, the data needs to be
broken into groups and mean averages generated, then the data format should be
organized to facilitate this analysis. If the purpose calls for group analysis, then
the recording format should facilitate the analysis with group coding as well as
score interpretation data. Mental or anecdotal notes format can be used with
assessments that are not in the form of measures or tests by either being quickly
placed in memory or formalized into written anecdotal notes that describe
observations made of students’ verbal or physical responses.

Analysis

After the interpretation has been completed, and to prepare for planning or decision-
making and communicating, the interpretations of students’ responses can be examined
for patterns that might indicate student needs or provide program or teacher information
relevant to the purpose of the assessment. Once the recorded data are set up and the
different aspects of the analysis properly identified, it is possible to accomplish most
analysis of subsets of students or sub-domains related to the subject being assessed. For
example, if the purpose of the assessment is to determine what aspects of a given domain
a teacher is particularly good at in his or her instruction, the analysis might include an
examination of a breakdown of specific subject sub-domains across different levels of
student performance. The analysis might also examine the patterns of interpretations
from students’ responses, among specific groups of students or across the entire class of
students. In another example, the teacher might notice that all of the mathematics
problems containing percent and decimal numbers were answered incorrectly by a
particular student or a subset of students. Focusing on subject sub-domain, a teacher
could look across the entire class and determine which aspects of mathematics the entire
class showed the smallest number of correct responses. Analyses may vary widely
depending on the purpose established at the beginning of the cycle.

To conduct an analysis, the teacher must depend on a good understanding of the domain
and purpose underlying the assessment. For example, if the purpose is to determine
whether students are ready to begin instruction at a certain level of reading and the
instrument design focuses on aspects of the domain that are irrelevant to all but one or
two aspects of reading readiness, the analysis of the assessment may be worth very little.
In addition, the subsequent planning and communications accomplished from the
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assessment will also be limited if the design has not addressed important aspects of the
domain.

The teacher with a good knowledge of the assessment domain should be able to evaluate
the assessment results and judge whether or not they provide the kind of information
needed relevant to purpose. If a teacher can judge the extent to which the domain has
been assessed, this information can be used to form an idea of how extensively the results
of the analysis can be generalized to the domain that has been assessed. If certain aspects
of the domain have not been well represented by the assessment, that brings us to the next
step in the assessment-evaluation cycle, Refocusing.

Refocus

After an analysis has been conducted, it may become apparent that there is not enough
information on one or more students to accomplish the original purpose, or the
information available is contradictory and the lack of clarity would interfere with the
purpose. When it becomes clear that more information is needed, it is time to return to
the beginning, to the first step of the cycle. The new purpose, at this point, is to refine or
clarify the assessment with respect to the results of the analysis or perhaps even the
interpretation steps in the cycle. The new domain definition would be generated based
upon that aspect of the subject that needed to be clarified or refined on the original pass
through the cycle. After the new domain and purpose are established, the teacher
continues on through the rest of the cycle steps until she comes again to the analysis step.
At which time, she can determine whether or not the information resulting is sufficient to
the purpose originally established in the initial cycle. For example, some students have
incorrectly answered questions about the main idea and supporting details of a written
report on whales. The teacher wants a better idea of what problems might exist that are
hindering the students ability to understand a text on whales. In her analysis of the
problem, she refocuses on the students ability to read the words and understand the
vocabulary. After finding no problems in reading and understanding the vocabulary, she
refocuses on assessing whether the students were familiar with the concepts in the story,
such as the concept of whale, migration, ocean, etc. Finally, she might refocus on the
strategies that the students used to arrive at the answers they provided in the assessment.
All of these iterations of the refocusing cycle were used because of their connection to
the domain of reading and the original purpose of the assessment. A refocus of the
assessment may not be needed, but it should always be considered to ensure that plans
and decisions based on analyses of assessment data provide accurate information.

Planning/Decision Making

Planning is the act of accomplishing assessment purposes through the use of the analyses
of assessment interpretations. Planning/decision making may include the development,
selection or refinement of instructional strategies, designing or selecting student learning
strategies or student thinking strategies, consideration of teacher training, modifications
of classroom environments, planning of parent interactions or materials acquisition, etc.
In sum, planning is the act of using the assessment information gathered for a particular
purpose and making either decisions or plans or both with respect to that purpose.
Accuracy in all the steps of the assessment-evaluation cycle will provide decisions and
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plans with a firmest foundation possible. To the extent that planning is based on effective
use of the cycle and especially consistent with the original purpose on which the design
and administration are based, the consequences embodied in the planning and decision
phase of the cycle will imbue the entire cycle with more valid results as recommended by
Messick (1989) and his concern for consequences with reference to valid assessment.

Communication
Communication is the process of transferring the assessment results and related
planning/decision making to the people for whom the assessment information was
collected. As in all other instances, communication depends on the original purpose of
the assessment. Communication may include:

a Teacher with self
Teacher to student
Teacher to parent
Teacher to administrator
Teacher to community

C 00O

Communication of plans or decisions based on assessment integration and analysis
should conform to the purpose. The following are examples of how the purpose and the
assessment and resulting communication all need to be matched.

Purpose Assessment Communication

TO SELF: Unit test Identifies aspects of the

To determine whether a unit curriculum that need to be

on gravity was working as modified or removed and

designed makes a mental note of the
kind of changes that need to
be made.

TO STUDENT Student is asked to copy a Individual conferences with

To determine whether the series of straight and curved | the students to indicate that

student is prepared to begin | lines they are ready or to explain

cursive writing how they will become
ready.
Students who appear to be
ready get a happy face
sticker on their paper.

TO PARENTS: Portfolio of rubric scored The teacher in conferences

To show parents the writing pieces done by with parents points out with

progress that has been made | students over the semester. | each individual’s writing

in writing skills samples what has improved
in the student’s writing

TO ADMINISTRATOR: Past results of previous Using the old and new

To show the effect of a new | science tests and unit tests science program test results,

approach to science of new science program and the science domain, the

instruction teacher points out what has
been learned with the old




program versus the new
program.

TO COMMUNITY

of language arts.

Commercial test including

To identify the need for the sub-domain of concern
training in a particular area

Using the low student
results in the sub-domain of
interest, the teacher argues
before the board meeting to
increase training to address
that aspect of language arts.

Communication can be accomplished in a number of different ways. These ways could
include any one of the following:

Grades

Etc.

One on one conversation
Parent conferences

Peer conferences

Written reports

Comments on student papers

In group conversations
Class discussion
Demonstrations

Evaluation Components of Assessment Cycle
At each step in the cycle described above, there is a separate set of evaluation
components that are applied in order to maintain the most accurate assessment results
possible. Below is a chart that outlines these evaluation components which are couched
in terms of questions that reflect the kind of information needed relative to the

component.
Cycle Steps Description of Steps Possible Evaluation Questions
Domain The specification of content and Which aspects of a subject are
structure of what is to be assessed. relevant and should therefore
be included in a domain?
Purpose Determining the reason for an What reasons are important?
assessment and how the assessment | What are the most important
results will be used. purposes? How to focus the
purpose to make the best use of
time and energy? How to
judge effectiveness.
Design/Selection Designing or selecting the kinds of What are the limitations of the
' student behaviors needed to reflect behaviors selected? Will they
the purpose and domain. provide the teacher with the
kind of information needed?
Administration Establishing processes and Is the level of objectivity
approaches to obtain objective sufficient to give an accurate
interpretable student responses. picture of what the student can
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in fact do? Are there any
teacher biases that might
interfere with accurate results?
Are there any conditions that
existed to cause students to
perform better or worse than
they should have given their
level of understanding,
knowledge or skill?

Interpretation

Translating student responses into
meaningful elements.

Does the interpretation
consistently and accurately
portray the capability, or level
of knowledge or skills of the
student? What inferences are
appropriate? What are the
standards? Where is the
student in relation to the
standard?

What are interpretation biases
that affected assessment results
either positively or negatively?

Analysis

Observing and distinguishing
patterns.

Is the result what is expected
given the purpose and the
domain?

Refocus

Returning to beginning of cycle to
obtain clarifying information.

Is there sufficient information
in the analysis and
interpretation to meet the

purpose?

Planning/Decisions

Using the interpretation and analysis
of student responses to plan and
make decision about students,
programs, instruction and teachers.

Is there sufficient assessment
information to make the
decision or for the plan to be
successful?

Communications

Creating messages that communicate
decisions and planning.

Is the assessment data in a form
that makes sense? Is there
enough explanation to ensure
continued understanding of the
material?

Examples

The following paragraphs contain three examples of complete assessment cycles at
different levels of formality. In each example, each in the the assessment-evaluation
cycle is depicted. The three examples show three levels of formality described earlier in

this paper.
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Example One (low formal):

A teacher is in the middle of a lesson on the constitution and wants to know whether her
explanation of the freedom of speech was understood by her students. So she asks some
questions: “Does the freedom of speech mean you can say anything you want to another
person or a group of people? Is a paper permitted to print whatever it wants? Does the
right to free speech prohibit us from telling someone to hurt another person?” The
domain of the assessment is government, the questions are from a sub-domain termed
Bill of Rights. The purpose or reason for the questions is to determine whether the past
twenty minutes of instruction on the freedom of speech in the Bill of Rights has been
successful. The design of the assessment is based upon the need to obtain quick student
responses and the questions are selected from the aspects of the domain covered in
instruction. To administer the assessment, the teacher decides to have each student close
his or her eyes and raise one, two, three, or four fingers in response to the multiple-choice
type questions. One finger indicates response-choice A, two fingers indicate B, three
fingers indicate C and four indicate not sure. Her interpretation of the responses will tell
her which students appeared to be understanding the information included in the
instruction and which do not. Part of her interpretation is a mental recording of which
students did not understand the instruction from their responses to the three questions.
She is able to determine from her analysis of the responses whether particular students
understood and perhaps what aspects of the discussion need to be reviewed during the

- rest of the-instructional time or during subsequent instructional periods.

By noticing that five students who had missed school the previous week did not correctly
respond, her analysis suggests that these students are missing the information from the
previous week that would be necessary to understand the current weeks lesson. She
makes a decision to take the students aside and work with them on the concepts they
need. She also decides not to refocus the question at this point due to the time factor —
needing to finish the lesson before the end of the period. Later, she will obtain a better
idea of the problems these five students are having when she refocuses this original
assessment using questions on the relevant parts of the domain in small group instruction.

By looking around the room at the finger responses to her questions, the teacher
interprets and analyzes the responses in reference to her lesson. During this process, she
also notices that one question was answered incorrectly by a majority of students.
Because she is familiar with the domain and instructional strategies that are relevant to
that particular domain, she immediately adjusts her plans for the next half hour of her
instruction on the Constitution. She quickly communicates the results of the assessment
by noting that most students seemed to understand the first two concepts and explains
what weaknesses she perceived through their responses and explains her decision to
review a particular part of the Bill of Rights they just covered.

Example Two (medium-formal):




develop a more specific refocus of the different aspects of the sub-domains associated
with language arts, however, the district must develop instruments that allow a more
detailed analysis of the subject domains assessed by the state test. The state scoring
provides an interpretation of the students’ scores in the form of competency levels that
suggest whether each student’s performance is either satisfactory or unsatisfactory.
Using the data from the state interpretations, the analyses and refocusing using the district
developed assessment, the schools with the help of the district personnel are able to
identify aspects of their mathematics program that need additional planning. After the
planning is accomplished, the committees involved assist the superintendent to
communicate the modifications that need to be made to the curriculum and instructional
procedures.

Conclusion

The approach suggested in the above model provides very little that is novel with respect
to the processes of assessment and evaluation. What is provided is a simple model that
teachers can use to reflect on the various aspects of their assessment-evaluation practices,
administrators can use to develop good data, trainers can use to integrate the various
aspects of assessment-evaluation, and researchers can use to develop investigations that
will strengthen this entire area.
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