O

ERIC

Aruitoxt provided by Eic:

DOCUMENT RESUME

ED 478 754 T 035 040

AUTHOR Culbertson, Linda Doutt; Wenfan, Yan

TITLE Alternative Assessment: Primary Grade Literacy Teachers'
Attitudes and Practices.

PUB DATE 2003-04-00

NOTE 26p.; For a similar paper, see TM 035 0339. Paper presented at

the Annual Meeting of the American Educational Research
Association (Chicago, IL, April 21-25, 2003). For another
paper about this study, see TM 035 0389.

PUB TYPE Reports - Research (143) -- Speeches/Meeting Papers (150)
EDRS PRICE EDRS Price MFO01/PC02 Plus Postage.
DESCRIPTORS *Alternative Assessment; Educational Practices; Elementary

Education; *Elementary School Teachers; Knowledge Level;
Student Evaluation; *Teacher Attitudes; Teacher Surveys

ABSTRACT

This study investigated primary grade literacy teachers'
attitudes toward and practices in alternative assessment by examining the
relationship between each and by identifying factors which influence each.
Data collection consisted of a survey of 73 elementary schools within one
Intermediate Unit in Pennsylvania. Both quantitative and qualitative measures
were analyzed to answer proposed research questions. Primary grade literacy
teachers (n=482)- were asked to respond to questions relating to their school
and professional attributes, the professional development opportunities
afforded them, and their knowledge or and practices in alternative
assessment. Survey findings from 159 respondents show that small class size,
district-sponsored training, and sufficient time for planning,
implementation, collaboration, and reflection contributed overall to
teachers’ knowledge of and practices in alternative assessment. Teachers’
attitudes toward alternative assessment were also influenced by the
professional freedom to choose assessment techniques. Teacher practices in
alternative assessment were shown to increase when administrator support,
sufficient resources,” scholarly reading, and the professional freedom to
choose assessment techniques increased. Based on these results, several
recommendations for educators are made to prompt more effective assessment in
primary grade classrooms. (Contains 5 tables and 28 references.) (Author/SLD)

Reproductions supplied by EDRS are the best that can be made
' from the original document.




ED 479 794

~Alternative Assessment: Primary Grade
Literacy Teachers' Attitudes and Practices

Linda Doutt Culbertson
Wenfan Yan

U.S. DEPARTMENT OF EDUCATION ‘ PERMISSION TO REPRODUCE AND
Office of Educational Research and improvement DISSEMINATE THIS MATERIAL HAS
EDUCATIONAL RESOURCES INFORMATION

BEEN GRANTED BY
CENTER (ERIC) .~
his document has been reproduced ‘as
received from the person or organization
originating it.

L..D. Culbertson__

O Minor changes have been made to
improve reproduction quality.

TO THE EDUCATIONAL RESQURCES
® Points of view or opinions stated in this INFORMATION CENTER (ERIC)
document do not necessarily represent 1
official OERI position or palicy.

TM035040

This paper is prepared for the:
Annual Meeting of the American Educational Research Association in Chicago, IL
April 2003 -

) BEST COPY AVAILABLE

Lo




Alternative Assessment: Primary Grade Literacy Teachers’ Attitudes and Practices

Linda Doutt Culbertson and Wenfan Yan

Abstract /
This research study investigated primary grade literacy teachers’ attitudes to'\cvards

- and practices in alternative éssessment by examining the relationshib between each and
by identifying factors which influence each. Data collection consisted of a survey
method which included elementary schools (N = 73) within one Intermediate Unit in the
state of Pennsylvania and in which both quantitative and qualitative measures were
analyzed to answer proposed research questions. Primary grade literacy teachers (N =
482) were asked to respond to questions relating to their school and professional
attributes, the professional development opportunities afforded to them, and their
attitudes towards and practices in alternative assessment. Survey results (N = 159)
showed that small class size and sufficient time for planning, implementation,
collaboration, and reflection contributed overall to teachers’ positive attitudes towards
and practices in alternative assessment. Teacher attitudes towards alternative assessment
were also influenced by the professional freedom to choose assessment techniques.
Teacher practices in alternative assessment were shown to increase when administrator
support, sufficient resources, scholarly reading, and the professional freedom to choose
assessment techniques increased. Based upon these results, several recommendations for
educators are made to promote more effective assessment in primary grade classrooms.
Purpose of the Study

A major concern of educators is the recent effort to reform assessment procedures

to adequately reflect student needs. As educators become increasingly accountable for



student learning, the role that schools in general, and teachers in particular, can play in
providing assessment programs which truly demonstrate students’ conceptual
understanding is increasingly important. Because quality assessment helps to determine
wha;t children know, can do, and are interested in (Darling-Hammond, Ancess, & Falk,
1995), alternative assessment has been heralded for its consideration of children’s actual
performance over timé on relevant and meaningful activities (Wiggins, 1993). With the
ultimate goal of boosting academic achievement, alternative assessment is based upon not
only knowledge of content, but upon how students are thinking and processing
information as well (Wittrock & Baker, 1991).

Although current literature supports the use of alternative assessment as a key to
educational reform, little attention has been devoted to determining how educators perceive
alternative assessment as a measurement device, or how teacher attitudes actually affect
instructional practices. The present study addresses these issues by directly surveying
classroom teachers to determine their attitudes towards and practices in alternative
assessment.

The purposes of this survey study are: 1) to investigate and examine the
relationship between primary grade literacy teachers’ attitudes towards aﬁd instructional
practices in alternative assessment; and 2) to identify factors influencing primary grade
literacy teachers’ attitudes towards and practices in alternative assessment.

Theoretical Framework

An important part of instructional practice, assessment at its best is multifaceted

and multidimensional; it includes ongoing performance on meaningful tasks and also

embraces children’s attitudes, processes, efforts, and products (Isenberg & Jalongo,



1997). In the past, attempts to determine this information have involved utilizing a single
evaluative instrument such as a standardized or multiple-choice test. This type of
assessment, often known as “traditional assessment,” has been considered the logical
choice for testing large numbers of students in specific content areas due to its cost- /,«'
effectiveness and manageability (Popham, 2001; Worthen, 1993). Research which 4
supports a more holistic and integrative approach to education has led in a search for
approaches to assessment which differ significantly from norm-referenced standardized
tests or from teacher constructed multiple-choice exams (Hamayan, 1995). Because
traditional assessment excludes the many types of knowledge and performances expected
of students in today’s world, the use of alternative assessment has been viewed as a
reform which will move students from passive to active learners, thus improving student
achievement in the process (Baker, Freeman, & Clayton, 1991; Birenbaum, & Feldman,
1998).

Successful implementation of alternative assessment involves the integration of
both attitudes and practices. How teachers perceive their role in the evaluative process
and their willingness to use alternative assessment in their classrooms play an important
part in classroom practice and successful implementation (Allington & Walmsley, 1995).
Ultimately, innovative assessment programs aimed at improving academic achievement
and emotional well being of young children will depend largely on the creativity,
attitudes, and skills of teachers (Jalongo, 2000).

Many researchers support the use of alternative assessment in primary grade literacy

development (Birenbaum & Feldman, 1998; Birrell & Ross, 1996; Earl & LeMahieu, 1997,

Popham, 2001; Roe & Vukelich, 1997; Supovitz & Brennan, 1997; Tomlinson, 2001). The




information gained from alternative assessment can be used: 1) to integrate classroom
instruction and evaluation procedures (Shepard et al., 1996), 2) to provide evaluation
techniques relevant to students (Travis, 1996), 3) to encourage students to take responsibility
for their work (Gibboney & Webb, 2001), 4) to provide an ongoing, holistic picture of
student performance (Shepard et al., 1996), and 5) to implement high quality instruction that
is not only of interest to learners, but builds upon their knowledge and thought processes as
well (Wittrock & Baker, 1991). Experts agree that fairness to children demands that they are
taught skills necessary to make decisions about the knowledge that is available to them; as
information becomes more easily accessible and increasingly vast, students must be prepared
not only to store and retrieve data, but must also be experts at synthesizing, analyzing, and
evaluating information to determine its usefulness (Culbertson & Jalongo, 1999).
Although maﬁy practitioners recognize the potential of alternative assessment as a
worthwhile endeavor in early childhood programs, many find the demands of such a
practice to be threatening to its successful implementation. In a recent study of
elementary teachers, for example, Rueda and Garcia (1996) found that all had
overwhelming and sometimes conflicting demands placed upon them. Many described
getting through the day as a “balancing act” in which they tried to accommodate
competing demands for their attention and time. They described feeling locked into
practices that often hampered their efforts to experiment with new techniques. Teachers
felt very limited in terms of time and resources, and stated that clerical work took away
from time to investigate what individual children were thinking and how to help them.
Studies of the Kentucky Instructional Results Information System (KIRIS), a high-stakes,

performance-based assessment program used to grant financial rewards to schools,



support that teachers often feel ill-prepared to implement alternative assessment strategies
(Guskey, 1994). “The perceptions of little time and lots of extra work, combined with
inadequate experience, training, and materials, appeared to keep most teachers frozen in
virtually the same instructional patterns that they had before the new assessment system”

/
(Guskey, p. 53). Vitali (1993) supports this conclusion and adds that in most cases,/'
alternative assessment programs alone do not cause teachers to change their instructional
practices; only thdse teachers who teach in a manner conducive to the reform before
alternative assessment programs are mandated provide instruction which reflects a
constructivist theory of learning. These studies suggest that only through intensive
support for teachers in their efforts to meld assessment, instruction, and curriculum will
positive changes in assessment practices occur (Kane & Khattri, 1995).

Although current literature supports the use of alternative assessment as a valid
and dynamic key to educational reform, the state of our knowledge concerning the types
and quality of support for teachers using alternative assessment is far less supported, for
even when educators are informed that they should be using alternative assessment, its
many obstacles often challenge classroom implementation (Abruscato, 1993; Roe &
Vukelich, 1997). Thus, for educators, the question is less one of whether alternative
assessment is a viable option and more of whether alternative assessment programs can
be successfully implemented within current systems of curricular and instructional goals.
Specifically, the issue is not really one of assessment practices, but rather of the
identification of positive influences on assessment practices that lead to improved
academic achievement.

Methods



A survey was conducted to examine teachers’ attitudes and practices concerning
alternative assessment. Schools were selected utilizing a list of districts provided by the
Northwest Tri-County Intermediate Unit which consists of 17 school districts and 73
elementary schools in three counties in Pennsylvania. Completed and returned surveys
numbered 159 (95.8% of those who signed consent forms). Data were collected during
the 1998-1999 school year.

Content validity of the survey questionnaire was established through the ratings of
early childhood literacy teachers, university professors, and school administrators. Only
those statements agreed ﬁpon by 90% of the educators were considered for the final
instrument. Piloting of the survey was then completed to evaluate items for clarity and
balance. To achieve internal consistency, certain questions were rephrased and repeated
on the questionnaire. Factor analysis was conducted to confirm that the survey
instrument measured both teacher attitudes and practices. Reliability of the questionnaire
was examined using Cronbach’s alpha method. Results show that these coefficients
ranged from .63 to .74.

The final survey instrument contained eight items referred to as Teacher/school
attributes, which described such areas as teacher levels of education, years of experience,
and school settings. The second portion of the questionnaire asked respondents to rate
thirty Likert items in order to describe their attitudes towards and practices in alternative
assessment. The third portion of the survey addressed the topic of Professional
Development Opportunities in areas such as administrator support, availability of

resources, professional reading habits, and collegial interaction. Lastly, three open-ended



items were included on the survey instrument to invite respondents to write separate
answers indicating their perceptions of alternative assessment.
Results and Conclusions

Descriptive statistics, or those used to summarize and meaningfully describe .
/
!

many scores with a small number of indices (Gay, 1996), were obtained. Measures of

central tendency and frequency distributions were utilized in the analysis of teacher and

school attributes (Table 1) and professional development opportunities (Table 2).
(Place Table 1 and Table 2 about here.)

Nine survey items were used to determine teachers’ level of support for
alternative assessment. When asked to state their support for a particular type of
assessment, about 71% of teachers surveyed indicated support for alternative assessment
over traditional assessment, with 40.2% indicating that standardized tests were not useful
in the primary grade classroom. When asked if they would be more willing to initiate an
alternative assessment program if there was district-sponsored time to do so, about 88.6%
of teachers surveyed indicated agreement that they would be more willing, with 21.5% of
those teachers strongly agreeing. Over 96% of the surveyed teachers indicated their
disagreement with the statement, “Alternative assessment provides very little information
to me as a teacher and is a waste of instructional time in the primary grade classroom.”
Table 3 displays means and standard deviations for survey questions dealing with teacher
attitudes towards alternative assessment.

(Place Table 3 about here.)




The second area of analysis sought to describe primary grade literacy teachers’
instructional practices in alternative assessment. Almost 85% of the surveyed teachers
indicated that they used some form of alternative assessment (e.g., portfolios, checklists,
and :projects) on a weekly basis. When asked if they used alternative assessment solely
because their districts mandated it, 92.4% of respondents did not agree, indicating
willingness on their part to utilize some form of alternative assessment. The area of
teacher observation was the area in which most teachers agreed upon usefulness in their
classrooms. Table 4 displays descriptive data for survey questions dealing with
instructional practices in the use of alternative assessment.

(Place Table 4 about here.)

Pearson correlation coefficients were computed to examine possible relationships
between attitudes and practices with many significant at the .05 level. The most
significant positive relationship found was that of support for the use of portfolios and
teachers’ use of some form of alternative assessment (e.g., portfolios, checklists,
classroom projects) on a weékly basis (r(159) = .380, p <.01). In other words, the study -
indicates that when teachers support the use of portfolios they are likely to use other
forms of alternative assessment in their classrooms as well. A significant positive
correlation was noted in teacher support of alternative assessment over traditional
assessment (r(159) =.361, p <.01). Correlations also indicated that the more teachers
feel that time and manageability are hindrances to alternative assessment use, the less
they utilize the practice on a weekly basis and the less they use alternative assessment

over teacher-made exams.
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This study also sought to identify specific factors which influence primary grade
literacy teachers’ attitudes and practices. Teacher/school attributes (such as years of
experience and class size) along with professional development opportunities (such as

availability of resources and administrator support), which have been linked to successful

/
/

reform efforts were examined. Analysis of Variance was computed to determine the
effects of teacher/school attributes or professional development opportunities on
teachers’ attitudes towards and practices in alternative assessment. Data revealed that
teachers who had 18 or fewer years experience had higher levels of support for
alternative assessment, but did not practice it more frequently. Class size was shown to
have an impact on both attitudes and practices, with smaller class-size resulting in higher
mean values for teachers reported in all areas. Very few significant differences were
noted in the areas of: (a) teachers’ educational level; (b) school enrollment; and (c)
school demographic setting. Professional development opportunities, however, revealed
significant differences in several areas. Teacher attitudes were affected by the
availability of nondistrict sponsored training while teacher practices were more affected
by district sponsored training. In addition, teacher practices were affected by
administrator support, the availability of resources, and by the reading of scholarly
journals. Both attitudes and practices showed higher mean values when teachers were
granted the professional freedom to choose appropriate assessment strategies for their
students. Overall, the results of Analysis of Variance indicate that there are specific
teacher/school attributes and professional development opportunities that influence
primary grade literacy teachers’ attitudes towards and practices in alternative assessment.

Table 5 shows the results of Inferential Analysis of these factors.

11
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(Place Table 5 about here.)

In addition to quantitative analysis, participants were asked to respond to open
ended questions on the survey instrument. When asked, “What do you feel are the
advgntages or disadvantages of using alternative assessment with primary grade
children?” respondents indicated several benefits for students including: (a) the
alleviation of test anxiety; (b) the allowance for differing modalities of learning: (c) the
allowance for students to actively participate in assessment; and (d) the fostering of
student understanding of difficulties.

Respondents also indicated several benefits of alternative assessment over
traditional assessment for the teacher. Those which repeatedly appeared on survey were:
(a) alternative assessment promotes teacher knowledge of students; (b) it helps teachers
to plan for future instruction; (c) it allows for greater variety and flexibility on the part of
the teacher; and (d) it demonstrates growth over time.

Four categories of responses were indicated as advantages to curriculum and
instruction, namely: (a) alternative assessment makes instruction more relevant and
meaningful; (b) it promotes ongoing assessment; (c) it provides for more student-driven
instruction; and (d) it provides a more accurate means of reporting.

Respondents were asked to indicate the disadvantages of alternative assessment
use which appeared in the following categories: (a) student inability to assess efficiently;
(b) teacher time and manageability; (c) teacher lack of knowledge; and (d) subjectivity in
reporting. Forty-one respondents indicated time and manageability issues as
disadvantages to alternative assessment, thus highly concentrating the disadvantages in

on¢ arca.
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The second open-ended question to which teachers were asked to respond was:
What are some of the difficulties (constraints) in your practice of alternative assessment?
Recurring themes which appeared throughout the responses were those of: (a) lack of
time; (b) management difficulties; (c) difficulties in reporting; (d) lack of teacher

!
knowledge; (e) large class size; and (f) reluctance to change. Once again, the lack o’f time
was the number one item mentioned as a difficulty or constraint to teachers’ practice of
alternative assessment. A computer word count showed that the word “time” had 211
occurrences in teacher responses to this question. In fact, of the 141 teachers who
reported difficulties in their practice, 129 or about 91.5% reported the lack of time as a
constraint.

Along with open-ended questions, a checklist was provided for teachers to
indicate what types of assessment they used in their classrooms. Data indicate that
almost all of the 159 participating teachers use the alternative practice of teacher
observation as a form of assessment. Over half of the responding teachers also use the
alternative assessment practices of: (a) portfolios; (b) journal writing; (¢) open ended
questions; (d) checklists; (€) anecdotal records; (f) projects; (g) demonstrations; and (h)
student self-assessment. Data also reveal that teachers surveyed use traditional forms of
assessment as well which include: (a) standardized tests; (b) multiple-choice tests; and
(c) short answer tests.

Both quantitative and qualitative analyses indicate that teachers in this study
recognized the difficulties or constraints associated with their practice of alternative

assessment. Teacher attitudes do, however, reveal that alternative assessment is worth

the effort as advantages to the practice are noted throughout the study.
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Educational Importance of the Study

As public policy increasingly focuses on the accountability of teachers, the
acknowledgment that classroom teachers must play a role in reforming assessment
procedures to adequately reflect student achievement must increase, thus fully
recognizing the importance of teacher expertise in the process. Alternative assessment is
lauded as a valid reform that can bring about needed change. However, this study
confirms that teacher knowledge of alternative assessment alone is insufficient.
Professional development opportunities must be provided for teachers in order to
improve teacher attitudes and to thus increase teacher practice. Allowing for varied
background experiences of teachers, realizing the part p]ayed by teachers in the change
process, and providing experiences in which continuous growth and development may
occur, are key entities in reform efforts, not only for students, but for those who work
with them as well.

Perhaps the most noteworthy finding of this study was that both teacher attitudes
towards and practices in alternative assessment increased as teachers were given the
professional freedom to choose appropriate assessment strategies to meet the needs of the
students in their classrooms. This finding is supported by the work of Darling-Hammond
(1998) and Forster (1997) who view teacher leadership as fundamental to educational
reform. Support for teachers as educational leaders has been found to improve both
teaching and learning experiences for not only students, but for teachers as well. Teacher
choice provides the impetus for teachers as leaders and is based on the premise that if
curriculum and instruction are to become responsive to student needs, decisions about

curriculum and instruction should be made by those closest to the learners—the teachers

14



in the classrooms (Darling-Hammond, 1998). This study supports the premise that

teacher choice is a key element in successful educational change efforts (Arlin, 1999;

Brookfield, 1995; Forster, 1997) through the finding that teacher choice contributed both

to improved teacher attitudes towards and practices in alternative assessment. /,‘

Further implications for educators and policy makers resulting from this stud;/
include:

(a) Teacher attitudes and practices must be addressed simultaneously when initiating
the reform of alternative assessment. Attempts to increase one area without the
other may be futile. Traditional training, which focuses solely on increasing teacher
knowledge, will not suffice to improve teacher practices. Teachers must be given
time for planning, implementation, collaboration, and reflection of their assessment
program.

(b) Class size must be kept as low as possible to allow teachers to carry out an
alternative assessment program. Meeting individual needs is an important element
of alternative assessment, which becomes increasingly difficult with each additional
student.

(c) Teacher training must focus on developing one reform effort over time rather than
targeting a different area with each teacher inservice. Sustained focus on alternative
assessment may provide teachers with the time they need and may promote more
positive attitudes to make changes in practice.

(d) Sufficient resources must be provided. Physical as well as human resources are

necessary to successfully implement an alternative assessment program.
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(e) Whenever possible, teachers should be given the opportunity to make professional
decisions regarding assessment which they feel will work best for their students.
Decisions based upon current research and careful reflection will not only benefit
the children in their charge, but will improve teacher attitudes towards and practices
in alternative assessment as well.

Conclusion

As the accountability of both teachers and students increases, the role that
teachers play in assuring student success becomes paramount. An increasing focus on
valid assessment practices as well as teacher input in designing assessments which truly
measure the progress of individual students are crucial if assessment alternatives are to
truly benefit American education (Cizek, 1995). In short, the development of attitudes of
support for alternative forms of assessment must be recognized as playing a significant
and contributing role in teacher practices.

Enabling all children to attain their highest potential and to acquire the knowledge

and skills they need to be successful citizens in the 21 century will require much
from us all, working in new and more effective ways with one another and with
policymakers and practitioners. . . All of us will need to take responsibility and
play our paﬁ in improving education and assuring our society’s future success.

(Herman, 2003, p. 43)

With the ultimate goal of increasing the academic achievement and emotional
well being of the students in their charge, teachers in this study view alternative

assessment as a valid reform effort that with support can bring about needed change.

16
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As this study was limited to primary grade literacy teachers, further study is needed to
determine additional factors which influence teacher attitudes and practices in alternative
assessment. The survey data, supported by the Review of the Literature, presents a
picture of alternative assessment as a complex, challenging, and worthwhile endeavoy,’

/

which overwhelmingly depends upon teacher attitudes and practices for its success in the

classroom.
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Table 1

Teacher and School Attributes

Std.
N Mean Deviation
Years taught ' 159 16.8400 9.5300
Current number of students in class 156 22.1100 8.6500
Number of teachers in building who teach in .
same grade or area of specialization 159 3.2800 1.8900
Total school enrollment 156 489.8000 182.5700
Valid N (listwise) 153
Frequency Percent  Valid Percent
Teacher Gender
Valid Male 6 3.8 3.8
Female 153 96.2 96.2
Total 159 100.0 100.0
Highest educational degree attained
Valid Bachelor’s Degree 45 28.3 28.3
Master’s or Equivalency 89 56.0 56.0
Master’s + 25 15.7 15.7
Total 159 100.0 100.0
School Setting (Urban, Suburban, Rural)
Valid Urban 21 13.2 13.2
Suburban 47 29.6 29.6
Rural 91 57.2 57.2
Total 159 100.0 100.0
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Table 2

Professional Development Opportunities

Std.
N Mean Deviation
/

Administrator support 159 2.4200 7900
Resources provided 159 2.4800 .7400
Reading scholarly journals 157 2.5500 .6800
Freedom to choose assessment format 157 2.8900 .6700
Number of inservice days in
alternative assessment 158 2.2300 .8000
Nondistrict sponsored workshops
or conferences in assessment 158 1.9900 9200
Common planning time/collaboration
with other professionals 159 1.9900 1.0800

Valid N (listwise) 155

Note. Data were based upon a four point scale with 1 = Strongly Disagree, 2 = Disagree,
3 = Agree, and 4 = Strongly Agree.
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Table 3

Attitudes of Support for Alternative Assessment Practices

Std.

N Mean Deviation
Support for alternative assessment
Over traditional assessment 157 2.9400 .7400
Lack of support for information
Provided by standardized tests 159 2.4700 .7600
Lack of support for the traditional
Role of standardized tests 159 2.9500 .6000
Lack of support for assessment’s
Purpose as determining grades 158 3.1100 6300
Lack of support for traditional
Report cards 157 2.4500 .6500
Support for usefulness of
Alternative assessment ~ 158 3.4200 5900
Support for student interviews
Over traditional assessment 159 3.2100 6300
Support for student self-assessment 159 2.9400 .5900
Support for classroom portfolio use 157 3.0400 .5500

Note. Data were based upon a four point scale with 1 = Strongly Disagree, 2 = Disagree,
3 = Agree, and 4 = Strongly Agree.
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Table 4

Instructional Practices in Alternative Assessment

st

N Mean Deviation
Practices in weekly use of
alternative assessment 159 3.1300 .6400
Practices in district mandated
assessment 158 3.1900 .5800
Practices in student
self-assessment for reflection 157 2.6900 .6400
Practices in student
self-assessment for report
card grades 156 2.3700 .6600
Practices in use of teacher made tests 157 2.6600 .7000
Practices in weekly use of portfolios 158 2.5600 7700
Practices in daily teacher observation 159 3.3300 .6400

Valid N (listwise)

Note. Data were based upon a four point scale with 1 = Strongly Disagree, 2 = Disagree,
3 = Agree, and 4 = Strongly Agree.

5e
Do
i




X | X X X | X X saonoeld
X X X sopmumy
sanbruyoa] Sururer] Sururer], Suipeay  so0mosay jo uwoddng 9z1g
JUSWISSASS Y 9S00Y)) patosuodg  palosuodg Arejoyos  Ajjiqe[leay  IOjRISIUIWPY sse[)
0} WOPa21 [BUOISSJOIJ  JOLISIPUON wsIg

JUSWISSISSY SATIBUISI[Y Ul S3d1Jel ] pue pIEMO] SopmINy Sulouanpju] s10joe, JO SISA[eUe [BLUSIAJU] JO SINSay

$9Iqel

O

26

Aruitoxt provided by Eic:

E



WY J1/J1 AU 9.1/ dny

£0/6/9
H7 PAY] VI PAY] 1 RA]
(ORIF) YILNAD NOLLVINGOINI
(Or4d) YILNAD NOILVINHOINI $32¥NOSTY TYNOLLYINGT THL OL (O143) ¥ALNID NOILVIWIOINI
SAUNOSAN TYNOLLYINAA FHL. OL 4 SAANOSAY TYNOLLYINAT FH.L Ol
% S
S &
< & S
%/ A8 QEENVID NATE SVH %
A QAINVED N3HH SYH AINC FHIIH0¥DIN *AINO SHAGINISHNS NOLLIFTIOD JIyd 404 A &EPvup Naze
NI TVINZLVIN SIHL LYNIWHSSIO VICEIN JINOULIETE NI ANV *THILLO¥DIN SVH TVI¥ILVI SIHL JLVNINHSSIT
ANV 30NA04dTY OL NOISSINYAd NI TVIMALVIA SIHL ALVNIWNASSIA ANY 3ONAOUdTY OL NOISSINYId
ANV 32NAQ0YdTY OL NOISSIWYId
€17 1983 [[E 0} POXIGE 5 mﬁoﬂﬂ”n&oﬁ 13300 ojduwrws oL SIUSWNDOP Y7 [2A37] [[e 01 PaXIJR aq [[Im mO[oq umoys Joxous ajdures ayy, SIUSUINOOP | [9A7] [[8 01 PAXIE 3q {[Im MO[aq umoys Joyons ajdures sy 1,

“Suimo(jo aoeds parearput oy ul uSis pue suondo 221y SuIMo[0J SUI JO ANO DTHD 9ses[d UAWNO0op PIYUAP! SY IRUIWIASSIP PUR 30onpoidas 03 pajuess s1 uolssiunad Ji

“JUSUINDOP Y} 0} PIXIIJE SI $30110U SuIMO[[0} o) JO U0 ‘pajuri3 s1 3sea[al uonoNpoidal J1 pue JUIWNIOP YIBS JO 2N0S Y 0} UdAIS S11Ipa1) (SUUH) 1AL
uononpoiday Juswnoo DY Y} YSnoy) pios pue ‘BIpaw d1uondss pue ‘Adoo saded paonposdar ‘ayoijoIotuUn UI SI3SN 0] J[qe[TeAR 3pew Ajjensn are (1Y) UoBINP Ul S30IN0SY ‘WISAS

ONYA o Jo reuanol joensqe A[Juou ay) Ul p3oUNOUUE SJUSWNO0P *ANUNUWIWOD [BUOHEONPS 3Y) 0] 1S2IjUL JO S[RLISRUI JUBSIIUSIS pue Ajawil 31qissod se A[opim Se SsuIwWassIp 03 19pIo U]
JQASVATIY NOLLDNAOYWdHAd ‘1

:30IN0§ 880&00_

3 eTe couwo__e&__
g@\ﬂ :.@F\M\/\_. g é&@ Q_jw A.TTSQQ AdeS _J (s)ioymy
Doy, Plo sSSPy [ SRYAB) 2=y epols) AU JURNYSSSS PALOUIRL b

‘NOILVIOHMIINIAI INTWNI0d 1

(uawnoogg sy1adg)

0¥0SEONL ased[ay uononpoadoy

(OIYA) 4213 UOYDWLIOJU] S204N0SY [PUOIDINPH
(ATN) uotwonpz Jo LavaqiT [puoioN
(A O) mawaaosdug puv yoipasay jpuoyvonp Jo 20140
uonanps jo waunsndaq 'S}

€Jo | 98eq uo,] ases[ay uononpoiday HrId

Aruitoxt provided by Eic:

E\.



£0/6/9 Ny J1/311/5u- eots//dny ™

AIAATOH SLHOIY NOILONAOUYdTW/ LHOITIAdOD OL O1A 40 TVHIIATA "Al ) ’

19011

'SSAIPPY

HOINqLISI/13HSTIGNd

('SYAd ySnouyy s[qejiear spew 3q JOULERD JBY} SIUSWINOOP 10 JUSULIS 0w AJUBdGIUSIS I8 BUSILID UOHII]SS
JIYd e areme aq OSTE PInOYSs SI10INGLIUOY) "pay193ds 2q ued 50mos sjqepuadsp e pue ‘s[qe[ieae A[o1qnd SI 1 SSI[UN JUSWNSOP B SOUNOUUE JOU [[IM JNYH) TUSWNI0P 3if} JO ANjIqeieAr
oy Suipredal uoneuLiogur Sumo[oj oy} 3piaoid ssesfd ‘33IN0S JSYIOUR WOLJ JUSWINOOP 3Y) JO AN[IQR[IBAE 3y} )0 0) DY YSIM NOA J1 90 ‘DY 01 pajuess Jou st 2onpoida 0} uossiuiad j

A(ADOUNOS I1YI-NON WOUA) NOLLVIWHOANI ALI'TIGVIIVAV INTWNDO0J ‘HI

/[ [/ J
V)3 g 1P 2obC Y LZ19] 1) Prolg)

[ Y
588 -5h ek [207- 35k 2Ll sndury) ol N@w: o) M1 @rol9

$SAIPPY UOIIEZIIE3I0
A

TSI PPy Vepa) el TLLIHTT] P e

Sattnbuy 2124081p 01 asuodsad ui S101DINP3 JO SPaU UOIIDULIOSUT A[SUDS 0F S10UISD 2014435 AFYIO pup Sarwaqiy Aq uononpoidad
nfoud-uou 4of apvu st uondooxy ~4opjoy 1y B144doo y1 wo4f uorssiuiad saunbad 01041400 WISAS St pub s9ad0jdwa DIy DYl 42y suosiad Aq DIpawt 2101332 40 ‘Y01 DT
Y] wof uonoNPo.dsYy 240qD pIIDIIPUL SO JUSWNOOP STl ADUIUISSIP PUD FoNPOo.da. 0} uoisstudad aassnpoxauou (H[yq) 421ua)) UONDUILOfU] §20.4N0S2Y |DUOHDINDT 2y} 01 JUDS AQa4ay |

' [94277 18 Pass3001d 3q 1M SJUSTTNOOP ‘PANIIYD §I X0q ot Jnq “parurid s} sonpordas o0} uossruuad J]
'syuwad Aipenb uonsnpoida papiaosd pajeoipul se passadord aq [[Im SJUSWLNOQ

Auo
"Adoo 1aded pup (s1uonaape ‘§:3) eIpaUI [BATYAIE DY 1OYI0 1O SYIYOIIN

SIGUDSQNS UONIA[(0D [RAIIIE DTN IO} BIPOW J[UONOSS UF PUB YOOI U} : ; p :

uoneuTWasSIp pue uononpoidar Buniuuad ‘9sea[al YV [9A97 10§ 219y HOY) Ur uogeuIasSIp pue uononpoidas Fupuad “asEAfal | 24377 10§ 13 YD

L L] X

\ \ {

AJUO 3YDLJOIONU Ul UONBUTWSSSIP
pue uononpardar Jumuuad aseaal gz [9A97 103 1Y ¥o9YD

IC

Aruitoxt provided by Eic:

Q

€Jo 7 98eq uLIo] 9sea[oYy uononpoiday Jd

E



£0/6/9 uny Ju/pua9utoest1d/.dyy AN

FEY TR REY L R |
J2U'3BILIAD) IBILII TPL0Z PUBKIBIN “Yard 38ajj0) :
PEI8-SOV-10€ :Xeq (SL0 3p19) A103810qRT JAALIYS 6ZTT ‘
TPLE-$9-008 931 |01 woNEN[BAT PUB JUIWISSISSY WO ISNOYSuLIBIL) DT
GPPL-SOP-10¢ duoydapa,
— :asnoysuLes|) JNdd SuImof[0] ay) 0} uLoj SIp n:o&

‘A OJ SIHL ANJS OL TYTHM A

:SS2IPPY

sureN

:ssaippe pue sureu jelidordde sy spracid ssesid ‘aassaippe ay) Uey) Joylo uoAWOS 4q P[3Y St 95Ba] uononpaxdal siy S 0] WSu oy I

IC

Aruitoxt provided by Eic:

O

€ Jo ¢ a8eq Lo, asea[ay uonosnpoiday HIq

E



