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7oolidt9eTab e of Conten
This Table of Contents probably isn't what you expectit's not a nice list of all major
sections with page numbers. Since each section of Toolkit98 is numbered separately (so that
it is easy to add, delete, and move material around without having to renumber the whole
thing), this Table of Contents merely provides brief descriptions of chapters, activities, and
appendices. The Introduction contains information on how to find what you want in
Toolkit98. There is also a table of contents at the beginning of each chapter.

Introduction: Navigating Toolkit93
This chapter covers how to find what you want in Toolkit98tabs, footers, chapter content
and numbering, appendices, etc. It also includes Toolkit98 overview informationtarget
audience, goals, etc.

Activity Intro.1

Toolkit98 Scavenger Hunt

Helps users to learn how to fmd what they want in Toolkit98. Time: 30-45 minutes

Activity Intro.2

Creating an Assessment Vision: Building Our Barn!

Assists participants to understand how assessment change occurs by having them view
the necessary components of change. Time: 1 Y2 to 2 hours

Chapter 1: Standards-Based AssessmentNurturing Learning
This is the "big picture" chapterwhy careful attention to student assessment is crucial and
how assessment activities fit into and support other current changes in education. It can also
be thought of as the "awareness" chapterintroducing basic concepts, exploring current
attitudes, and building a vision of what we want assessment to do for us.
Activity 1.1

Changing Assessment PracticesWhat Difference Does it Make for
Students?

This activity stimulates thinking and discussion among teachers, parents, and diverse
communities of learners about why assessment practices are changing. It is a good
introductory activity. Time: 20-30 minutes

Activity 1.2

Clear TargetsWhat Types Are These?

In this activity, participants consider different types of learning targets for students,
having a good mix of targets, and ensuring*that learning targets are crystal clear. It is
an intermediate level activity. Time: 40-60 minutes

Toolkit98: Front MaterialTable of Contents
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Activity 1.3

Post-it Notes TM

This activity reviews assessment terminology and serves as a mixer. It uses the
glossary in Appendix E, and is a good introductory activity. Time: 20 minutes

Activity 1.4

Seeing Wholes

This activity emphasizes the connection between assessment, curriculum, and
instruction. It is a good introductory, activity. Time: 20 minutes

Activity 1.5

Clapping Hands

Participants play the part of assessors and assessees to explore both the meaning of
quality with respect to alternative assessment and why we all should care about
quality. It is designed for educators at an intermediate level of study about assessment.
Time: 75 minutes

Activity 1.6

A Comparison of MultIple-Choice and Alternative Assessment

Participants compare a multiple-choice test to an alternative assessment that attempts
to measure the same skills, and discuss the advantages and disadvantages of each
approach. This is an introductory level activity which uses assessment samples in

Appendix A. Time: 30-60 minutes
Activity 1.7

Target-Method Match

This activity introduces assessment methods, and gives participants practice in
matching methods to learning targets. It is designed for educators at an intermediate
level of study about assessment. Time: 60-90 minutes

Activity 1.8

Sam's Story: Comprehensive Assessment

This activity illustrates the need for multiple measures of student achievement. It is an
introductory level activity. Time: 45 minutes

Activity 1.9

Going to School

Part A of this activity demonstrates the importance of performance criteria; Part B
illustrates different types of performance criteria, and Part C discusses the advantages
and disadvantages of various types of rubrics. The activity uses assessment samples in
Appendix A. Part A is an intermediate activity; Parts B & C are advanced. Time: 60
to 90 minutes

2
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Activity 1.10

Clear Targets and Appropriate methodsThe View From the
Classroom

Participants self-evaluate the extent to which their instruction is focused on clear
targets and the degree of conscious matching they perform between targets and
assessment methods. Self-rating rubrics are provided. This activity is intermediate in
difficulty. Time: 30-45 minutes
Activity 1.11

Assessment Standards

This activity provides an opportunity for participants to look at assessment standards
in various content areas and related examples of assessment questions. It is an
intermediate level activity. Time: 90 minutes

Activity 1.12

Assessment Principles

Participants examine the beliefs that influence their decisions about student assessment
and explore equity issues in assessment. It is an introductory activity. Time: 20
minutes

Chapter 2: Integrating Assessment With Instruction
This chapter considers the ways assessment influences teachers, instruction, and students.
Such consideration is essential if we want to build an assessment system based on a clear
vision of what we want assessment to accomplish.

Activity 2.1

Sorting Student Work

This activity is at an intermediate level of difficulty and involves sorting samples of
student work into three stacks representing "strong," "medium," and "weak" responses
to a performance task. Participants have the opportunity to describe and discuss the
characteristics of work that differentiate these stacks. This is an exercise in developing
performance criteria, but it also demonstrates how developing performance criteria can
help sharpen understanding of the goals held for students, increase teacher expertise,
and assist students with understanding how to produce high quality work. The activity
includes a description of the steps for developing performance criteria, using selfreflection letters as a running example. The activity uses samples of student work in
Appendix B, and sample assessments from Appendix A. Time: 75-120 minutes

Activity 2.2

How Can We Know They're Learning?

This beginning level activity is an adaptation for parents of Activity 2.1. Parents have
the opportunity to sort student work and distinguish for themselves the characteristics
that make it more or less strong. The activity also helps parents understand changes in
assessment and why they are occurring. It uses sample assessments from Appendix
A. Time: Part A, 75-90 minutes; Part B, 30-40 minutes

Toolkit98: Front MaterialTable of Contents
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Activity 2.3

Ms. To liver's Mathematics Class

In this activity, using a video, a teacher demonstrates how she conducts continuous
monitoring of student achievement and implements standards-based assessment. It is
designed for educators at an intermediate level in their study of assessment. Time: 11/2
to 21/2 hours

Activity 2.4

Is Less More?

Participants experience an integrated, interactive, standards-based mathematics and
science lesson and consider the implications of such a lesson for student assessment.
It is designed for educators at an intermediate level in their study of assessment. Time:
2 hours

Activity 2.5

How Knowledge of Performance Criteria Affect Performance

This activity illustrates the importance of performance criteria in helping students
understand the requirements of an assignment or task, and illustrates what can happen
when criteria for judging success are not clearly understood by students. It is designed
for educators at an intermediate level in their study of assessment. Time: 30-45
minutes

Chapter 3: Designing High Quality Assessments
While Chapters 1 and 2 strive to develop overall visions of the role of assessment in
instruction and the implications of purpose for how assessments are designed, Chapter 3
begins the detailed examination of design options and related quality considerations. What
do some of the current assessments look like? When should we use various design options?
How does assessment purpose relate to design options? What do high quality alternative
assessments look like?
Activity 3.1

Performance TasksKeys to Success

This advanced level activity illustrates the dimensions along which performance tasks
differ and discusses the advantages and disadvantages of different approaches. It uses
example assessments from Appendix A. Time: 60 to 90 minutes

Activity 3.2

Spectrum of Assessment Activity

Part A of this activity asks participants to review Bloom's Taxonomy and develop
assessment questions and tasks that tap different levels. In Part B, participants review
a variety of short, related assessment tasks and rank them according to the type of
skills and knowledge each might elicit from students. The goal is to design tasks that
really assess desired learning targets. This is an advanced level activity. Time: Part
A, 90 minutes to 2 hours; Part B, 90 minutes

Toolkit98: Front MaterialTable of Contents
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Activity 3.3

Performance CriteriaKeys to Success

This advanced level activity illustrates the characteristics of sound performance
criteria. It uses assessment samples from Appendix A. Time: 60-90 minutes

Activity 3.4

Assessing Learning: The Student's Toolbox

This intermediate activity illustrates the relationship between different ways to design
assessment tasks and the student learning to be assessed. Time: 20-30 minutes
(variation takes 45-60 minutes)

Activity 3.5

Performance Tasks and Criteria: A Mini-Development Activity

In this advanced level activity, participants discuss how good assessment equals good
instruction and the issues in using and designing performance assessments.
Participants use assessment samples from Appendix A. Time: 2-3 hours

Activity 3.6

How to Critique an Assessment

In this advanced level activity, participants practice aligning assessment and
instruction and evaluating a performance assessment for quality. Time: 1-2 hours

Activity 3.7

Chickens and Pigs: Language and Assessment

This introductory level activity emphasizes the critical role that language plays in
effective and equitable assessments. Time: 10-20 minutes

Activity 3.8

Questions About Culture and Assessment

This introductory level activity increases awareness of the relationship between culture
and assessment by demonstrating how cultural factors can affect student ability to
show what they know and can do. Time: 90 minutes

Activity 3.9

Tagalog Math Problem

This introductory level activity illustrates how lack of knowledge of a language can
affect performance on skills that have nothing to do with language understanding (like
math). Time: 20-30 minutes

Chapter 4: Grading and Reporting A Closer Look
Teachers at all grade levels are currently feeling a certain amount of discomfort about the
manner in which (either by choice or by district policy) they have assigned grades. There is a
sense that something has to change, but no-one is 'really sure what needs to change to or even
how to productively frame the questions to be addressed. No one currently has the answer.
However, in this chapter, we provide ideascurrent best thinking about the issues that have

Toolkit98: Front MaterialTable of Contents

13

5

to be addressed and how others have addressed these issues in redesigning grading and
reporting systems.

Activity 4.1

Weighty Questions

This advanced level activity helps to illustrate the importance of developing sound
grading practices that reflect valued student learning targets. Time: 90 minutes to 2
hours; extension, 60 minutes

Activity 4.2

Putting Grading and Reporting Questions in Perspective

This intermediate level activity provides an opportunity for teachers to express their
current questions and concerns about grading and relate them to three levels of
concerns about grading proposed in a paper by Alfie Kohn in Appendix C. Time: 75
to 90 minutes

Activity 4.3

Grading Jigsaw

This intermediate level activity raises and promotes discussion about issues
surrounding grading. It uses papers on grading and reporting in Appendix C. Time:
1 Y2 to 2 1/4 hours

Activity 4.4

Won't Some Things Ever Change?

In this intermediate level activity, participants compare and critically examine the
messages sent by report cards from 1916, 1943, 1965, and 1994. Time: 30-40
minutes.

Activity 4.5

Report Card Formats

This advanced level activity provides examples of innovative report card formats and
promotes discussion of their relative advantages and disadvantages. Time 40-75
minutes

Activity 4.6

How To Convert Rubric Scores to Grades

In this advanced level activity, participants discuss the advantages and disadvantages
of four procedures for converting rubric scores to grades. This case study focuses on
writing. Time 60-75 minutes

Activity 4.7

Case of the Killer Question

This advanced level activity presents the real-life grading dilemmas faced by an
alternative high school. The killer question is:. "How do we capture and report the
learning of our students without compromising the integration, authenticity, student
autonomy and self-directed learning that's at the heart of our program?" Time: 1 V2 to
2 Vs hours

6
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Activity 4.8

Guidelines for Grading

This advanced level activity presents eight guidelines for grading taken from current
research. Participants consider each guideline in light of the goals they have for
grading. Time 1 V2 to 2 hours.

Activity 4.9

Grading Scenarios

This advanced level activity presents real-life grading dilemmas for discussion. Time:
90 minutes

Appendix A: Alternative Assessment Sampler
Appendix A contains material from 48 different assessment projects. Samples cover
all grade levels and several content areasreading, writing, social studies,
mathematics and science. All samples have copyright clearance to use in training.

Appendix /3: Student Work Samples
Appendix B has samples of student responses to various performance assessment
tasks. A variety of grade levels and subject areas is represented. All samples have
copyright clearance to use in training.

110

Appendix C: Articles
Appendix C contains several papers and articles about grading and reporting. All
papers have copyright clearance to use in training.

Appendix D: Training Agenda Examples and Evaluation Forms
Appendix D provides sample training agendas and vignettes showing how others have
used Toolkit98 activities. Appendix D also includes sample Toolkit98 and training
evaluation forms.

Appendix E: Glossary
Appendix E provides a list of assessment-related words and what we've agreed they
mean.

Toolkit98: Front MaterialTable of Contents
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Introduction:

vigating Too

Tookit98 is about assessing student achievement. But, for the consortium of authors who
developed Toolkit98, it's really about much more than that. It's about the vision of success
we have for all students and how we'll know when we get there. It's about making students
partners in the educational enterprise by clearly defining our expectations for performance
and letting students in on them. It's about encouraging student self-reflection and selfassessment. It's about developing assessments that demand real intellectual quality while
honoring student diversity. And, it's about assisting educators to create a view of assessment
that supports instructors and classroom instruction. In short, it's about performance-based
instruction and the central role of on-going student assessment to guide and invigorate
practice.
All of this is easy to say, and it sounds good, but what does it really mean in practice? Well,
we can't promise that we have all the answersbut, we do have a certain amount of
knowledge and experience to share that illustrates the integration of assessment and
instruction and the role of assessment in enhancing student achievement.

Who It's For
Toolkit98 is designed to assist classroom teachers to become better assessors of student
learning. The primary users of Toolkit98 are intended to be those who have responsibility to
coordinate and facilitate professional development in assessment for teachers.

Toolicit9e Goals
Specifically, the goals of Toolkit98 are to:

1. Provide practical support for quality assessment.
2. Provide background/foundation information on alternative assessment.

Toolkit98: Introduction TextNavigating Toolkit98
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3. Provide information on the types of assessments that are being developed around the
country and world and illustrate these variations with actual samples.
4. Discuss the issues and considerations surrounding the development and use of
alternative assessments so that educators
become good consumers and users of current
instruments and good developers of new
assessments.
In Toolkit98, we use the following
5. Emphasize the instructional potential as well
definition of alternative
as the monitoring functions of alternative
assessment: Alternative
assessment.
assessmentincludes any type of
assessmentin-which students create
6. Assist users to develop a vision of what they
reskonie:to-a:question rather than
want their assessments to look like and have
base a esjionse from agiven list
reasons for these choices.
ice,. trueJfalse, --ors

7. Provide professional development activities
that allow educators to construct their own
understandings of the nature and role of
assessment in promoting, enhancing, and
measuring student learning and achievement.
Although our emphasis is on assessment that takes
place in the classroom, many of these topics are
appropriate both for classroom assessment and for
assessment that occurs across classrooms and
throughout districts and states (large-scale
assessment). We will note when a particular consideration or practice is more appropriate for
large-scale or classroom assessment.
Even though in this document we emphasize alternative assessment, we do not want to imply
that only alternative assessments are worthwhile and all previous assessment efforts are
worthless. Actually, no single assessment approach can accomplish all our goals. A balance
must be built by carefully considering all the types of things to be assessed and the reasons to
assess them, and then choosing the assessment approach that best matches these targets and
purposes. Sometimes the answer will be an alternative assessment, sometimes traditional
assessment, and sometimes a combination of the two.

e An interesting historical note is that 60 years ago multiple-choice was considered an alternative to the current
assessment of the timesubjective, teacher-based judgment. The attempt was to be more "objective" by
reducing subjective judgment. Now, "alternative" is used to mean assessments other than multiple-choice,
true/false, and matching. However, the issue of being "objective" is still the same as 60 years ago. The goal
now is to make subjective assessment (performance and other alternative assessment) as objective as possible.

2
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Toolkit.923" Content

Toolkit98 includes two volumes. Volume One contains text and professional development
training activities organized into four chapters:

Chapter 1: Standards-Based AssessmentNurturing Learning. In this chapter we
begin with current thinking about standards-based instruction and the role of ongoing
assessment of student skills and knowledge to inform practice. Then we take a quick
survey of what it means to assess wellhigh quality for all kinds of assessment from
the classroom to the boardroom; from multiple-choice to portfolios. Along the way we
visit the reasons that changes in assessment are taking place, discuss purposes of
assessment, look at the need for clear student learning targets, and provide help with
deciding when alternative
assessment should be used.

Chapter 2: Integrating Assessment
With Instruction. The goal of
this chapter is to assist the reader
in understanding the various ways
that development and use of
assessment can affect and enhance
instruction. The chapter includes
building the vision of how
performance assessments can be
useful instructional tools if they are designed properly.

Chapter 3: Designing High Quality Assessments. What's out there and how good is
it? This chapter provides a summary and analysis of current alternative assessment
efforts and when to use various designs. No discussion of options would be complete
without a look at qualitywhat do good assessments look like? So this chapter builds
on the notions of quality from Chapter 1this time focusing just on alternative
assessments. The guidelines for high quality alternative assessments presented in the
chapter can be used when developing or selecting assessments. Samples from real
assessment instruments illustrate the points made.

Chapter 4: Grading and ReportingA Closer Look. Grading and reporting are two
issues that consistently recur in discussions of classroom assessment. This chapter
discusses the issues of why, whether, and how we should grade students, and other
ways to report student progress besides grades.

BEST COPY AVABLABLE
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Each chapter has several parts:

A chapter introduction that includes goals for the chapter, an outline of chapter content,
and an index of the professional development activities included in the chapter.
A written section ("Readings") that presents information on the concepts and ideas in the
chapter. These can be used as background reading for you (the professional developer),
or as handouts for training participants.
Associated professional development activities complete with presenter's outline,
handouts, and hard copies of overheads.

Volume Two contains supplemental resource material needed for various training
activities. It is packaged separately because the same material may be used for several
different activities, and past toolkit users tell us it's easier to have it separate.

Appendix AAlternative Assessment Sampler. Appendix A contains material from 48
different assessment projects. Samples cover all grade levels and several content
areasreading, writing, social studies, mathematics and science. All samples have
copyright clearance to use in training.

Appendix BStudent Work Samples. Appendix B has samples of student responses to
various performance assessment tasks. Several grade levels and subject areas are
represented. All samples have copyright clearance to use in training.
Appendix CArticles. Appendix C contains papers and articles about grading and
reporting. All papers have copyright clearance to use in training.

Appendix DTraining Agenda Examples and Evaluation Forms. Appendix D
includes sample training agendas that illustrate how various activities in Toolkit98
could be sequenced, along with sample Toolkit98 and training evaluation forms.

Appendix EGlossary. This provides a list of assessment-related words and what they
mean.
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Use of Toolkit9g

As the name implies, a toolkit contains a number of different tools that can be used to
construct a multitude of products. The materials contained in Toolkit98: Alternative
Assessment are like the hammers,
saws, and screwdrivers of a carpenter's
toolkit. They are mix and match; the
CZ1 Reference BoxRelated
user must choose the parts that will
Products
accomplish what is needed. When
used creatively and with other
The Promising Practices in Assessment
necessary elements, the tools can build
Database is available on the Internet at:
a useful and successful professional
http://assessment.wested.org/pp41/.
development experience. Toolkit98 is
website is a searchable database`of
'not, however, intended to be a
assessment resources available froth all',
complete textbook on assessment.
the Regional Educational Labc;ratories.
Nor is it intended to provide all the
necessary background and expertise to
Facilitating Systemic Change in Science
accomplish effective professional
and Mathematics: A Toolkit for
development in assessment; it is
Professional Developers (1995) is a set
intended to complement, not substitute
of learning activities that helps those
for, local professional development
supporting reform efforts deepen their
and assessment expertise. Although
knowledge about science and
we try to present highly technical
mathematics education, dissemination,
topics in simple and accessible ways,
professional development, and the
facilitators and trainers will need
change process. This resource was
technical expertise and experience to
written by the Regional Educational
address the multitude of questions that
Laboratories. Call your Regional.Lab for
often arise during professional
information.
development activities.
And, although the professional
development activities included in
Toolkit98 are designed to model effective teaching strategies that incorporate what we know
about sound instructional practices, they may need to be tailored to fit local situations.
Purpose, setting, participants, time, and resource Considerations will affect the actual
planning and implementation of a professional development opportunity. So please feel free
to modify exercises and activities to meet your own needs.

BEST COPY AVAILABLE
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Of Footnotes, Headers, and Other Navigational }lints
There's a lot of material in Toolkit98. We've included some features to help users find what
they want and then, when they're done, replace it where it goes. Here are some hints:

Tabs
In each chapter there is a tab that shows where the chapter itself begins and another one to
show where the activities for that chapter begin. There are also tabs in the appendices at
every fifth sample, so users don't have to dig through the whole stack to see where, for
instance, sample 13 starts.

Footnotes and Page Numbering
Each chapter and activity is numbered separately. Thus, Chapter 1 text begins on page 1,
but so do Activities 1.1, 1.2, ...and so on. Reasonso we don't have to renumber everything
anytime we want to add or change a single page. But, we have wonderful footers that will
help you find what you want:

Toolkit98: Chapter X TextTitle

page #

(e.g., Toolkit98: Chapter 3 TextDesigning High Quality Assessments 10)

Toolkit98: Chapter X Activity X.YTitle
(e.g., Toolkit98: Chapter 4 Activity 4.1Weighty Questions

Toolkit98: Appendix a Sample a.YTitle
(e.g., Toolkit98: Appendix B Sample B.1Primary Writing

page #
1)

page #
3)

Where: X = Chapter number (from 1 to 4)
Title = the title of the chapter, activity, or sample
a = appendix letter
Y = the particular activity or sample number within a chapter or appendix
So, let's say that Activity 4.1 is removed for use. When done, the footer tells the user
that the material belongs in Chapter 4 after the tab for "Activities"; and it's the first
activity.

6
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Icons and Sidebars
1.

To help users find activities that are related to
topics addressed in the text of each chapter,
we've added sidebars and an icon, like that to
the right.

2. Instead of having endless lists of references at

the end of each chapter, we have been selective,
and those we cite are included as a sidebar in

the textfor example, the reference box on
page 5.

C Related Toolkit9S

ctivities Intro.1:
Toolkit98 &avenger Hunt

and Intro.2Creating an
sessment Vision, Building
arn-are mcluded m,,

3. We've used sidebars when we want to make a

point related to the text, but it might interfere
with the overall flow. A sidebar is used also when we want to make sure something is
seenfor example the definition on page 2.

BEST COPY AVAILAEILL
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What We've Learned. .. .
Toolkit98 is intended to assist users to design and develop professional development in
assessment that engages participants in a practical hands-on fashion. We've learned a lot
over the last 20 years about assessment training and promoting change. The list we humbly
submit below probably matches up to your experience. We have attempted to design the
Toolkit98 text and professional development activities to reflect this knowledge and
experience.

The major thing we've learned is this:

If we can't demonstrate how changes in assessment will make teaching and/or
student achievement faster, easier, and better, then we should not embark on
teacher assessment training. Corollary: If we believe that assessment has power
in the classroom, we ought to be ready to demonstrate it.
And now the rest of the list.

What we've learned.
change. . . .

. .

about assessment and its role in educational

Assessment, curriculum, and instruction must all be aligned with standards to have
maximum impact.
Connectivityeverything (assessment, instruction, reform, content standards, the change
process, etc.) is related to everything else, so sometimes it is difficult to know where best
to start when we begin updating educational practice.
The process of changing educational practice is complex (because of it's
interconnectedness), so everyone must merely...

....Start somewheretake "baby steps" toward
change.
Assessment is an excellent place to start because it
tugs at issues that seem to be at the heart of
current recommended changes in practice.
Assessment is where the rubber meets the road,
where we really define what we want students to
know and be able to do regardless of what we say
in our content and performance standards.
Assessment is also a direct indicator of student

successand so can command resources.
It's best to start at the basic level with respect to
assessment; few educators have had the
opportunity to learn about assessment in a manner that is useful day to day in the
classroom.

23
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Assessments need a purposeful design to promote student successgood assessment
involves more than just giving a test or collecting data.
Assessment is not a glamorous activity; it's hard, yet rewarding, work.
Assessment terms are used differently in different places. There is no universal
agreement on the meaning of terms, so discussions can get confusing. Therefore, no one
should claim to use the "right" definitions while everyone else uses the "wrong"
definitions.

What we've learned

.

..

about professional development in assessment .

.

Professional development in assessment needs to be job-embedded and be undertaken
with a long term commitment because assessment reform is like any other reform: all
steps of the change process apply. Anyone who thinks that changing assessment will be a
quick-fix for all educational woes is wrong. Therefore...
...One can't change beliefs and attitudes in a single workshopteachers must go through

the process. So...
...Professional development in assessment must be conceived of as more than a series of
workshops (or worse yet, a single workshop). So...
...Training in assessment must be supported at all levels.
Merely changing assessment will not improve student learning. Teachers need to
experience how changes in assessment relate to modifications in day-to-day instruction.
So..
...Assessments must be designed to impact classroom practices and then teachers must
come to their own understandings of what practices to change and how to change them.

What we've learned.

. .

about how adults learn.

.

..

Teachers (and, indeed, all adults) learn the same way that students learn. They have a
variety of learning styles, need to apply their knowledge to relevant real-life situations,
need to practice with feedback, and proceed through a learning curve or developmental
continuum.
The learning process is reiterativethere is always more to learn.
The learning process must promote understanding. Plans that call for providing teachers
with canned materials will not promote meaningful change. Teachers need to know,
understand, and embrace suggested changes, not blindly use things they don't understand
or deem important.
What we are saying is that the steps involved in changing assessment practice are not new.
Any type of change is hard, and planning is vital. Schools and districts that are successful
over the long term are those that have taken the time to talk, plan, and consider many of the
components listed above. In other words, they haye a vision for success and a carefully
thought out, purposeful plan for achieving it.
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olidt93Scaveriger Hunt

Purpose:
1.

To help users explore the contents of Toolkit98

2. To help identify areas of participant interest or assessment needs that might be addressed
in Toolkit98

Uses:
This activity introduces participants to the contents of Toolkit98. It can be used alone or in
conjunction with an activity in which groups are assigned to prepare and present five-minute
overviews of Toolkit98 chapters. Both approaches are an alternative to the facilitator
presenting chapter information. The activity can be done individually or in small groups.

Rationale:
Toolkit98 developers acknowledge that participants have different learning styles. Some,
after getting Toolkit98, will immediately flip through the pages to see what's in it. Others
will turn to the Table of Contents first. Still others may find it so overwhelming that they
don't know where to begin. Yet most people who will use Toolkit98 are pressed for time and
appreciate getting a complete sense of the contents before leaving a workshop.

Materials:
Overhead projector, screen, blank transparencies, transparency pens

Overhead AIntro.1,01Toolkit98 Scavenger Hunt Purposes

Handouts AIntro.1,H1Toolkit98 Scavenger Hunt; AIntro.1,112Answers to
Toolkit98 Scavenger Hunt

Toolkit98: Introduction Activity Intro.1Toolkit98 Scavenger Hunt c
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Optional set of 5-6 small "prizes" (e.g., pencils, pens, candy, buttons) for participant
groups that finish first and/or correctly

Time Require&.
30-45 minutes

Facilitator's Notes:
1.

2.

Use Overhead AIntro.1,01 to present the purpose of the activity.
Allow 20 minutes for individuals or small groups to find the items listed in Handout

Aintro.1,H1Toolkit98 Scavenger Hunt.
3.

As groups finish, you may pass out Handout AIntro.1,H2Answers to Toolkit98
Scavenger Hunt for participants to check their work. (Note: This is an assessment that
appropriately uses predominantly single "correct" answers.) You may wish to have a
small "prize" for the individual or group that finishes first or has the correct answers.

4.

Facilitate a discussion about items that were most difficult to find, clarify topics, or
expand on areas of interest to the group. (Note: This is an opportunity for you to
identify specific areas of assessment your group may need to discuss further.)

Optional Procedure
Time Require&
20 minutes

Facilitator's Notes:
If you are limited by time, divide participants into six groups and assign each group five
items (e.g., group 1 would find items 1-5; group 2, items 6-10, etc.). Everyone can try for
the Bonus item. Allow 5-10 minutes for groups to complete the task before reporting out
their results. Then distribute Handout AIntro.1,H2 to corroborate their findings.

2
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Purposes:
1. To explore the contents of Toolkit98

2. To help identify areas of participant
interest or assessment needs that
might be addressed in Toolkit98

Overhead AIntro.1,01
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1.

Where can you find abstracts of Toolkit98 chapters?

2.

Where are design options for performance criteria?

3.

If you remove the overhead and handout masters for Activity 2.1Sorting Student Work, what
chapter, activity, and page numbers tell where they should be replaced?

4.

Where does Toolkit98 address different approaches for grading?

5.

Where can you find samples of student work?

6.

How many professional development activities are in Toolkit98?

7.

Where does Toolkit98 explain the differences between reliability and validity?

8.

Where can you find articles about grading and reporting issues?

9.

Which sample large-scale mathematics assessment lists performance criteria having four
dimensions (called analytical trait criteria)?

10.

Where is the picture of a slice of time in a spiral approach to "Continuous Monitoring of
Student Learning?"

11.

Where does it explain why this package is called a toolkit?

12.

Where can you find alternative options for communicating about student learning?

13.

Where is the operational definition of alternative assessment used by Toolkit98 developers?

28
Handout AIntro.1,H1, p. I

4

Toolkit98: Introduction Activity Intro.1Toolkit98 Scavenger Hunt

14.

Which chapter discusses using assessment as a tool for instruction in the classroom?

15.

Where can you find a form to provide feedback to the developers on use of Toolkit98?

16.

Where can you find questions to consider in examining the consequences of an assessment?

17.

Which activity raises issues related to chicken legs?

18.

Where can you find vignettes of long-term professional development projects focusing on
alternative assessment?

19.

Where are the seven goals of Toolkit98?

20.

Where is there a discussion of "Five Keys to Quality Assessment?"

21.

Where is there a discussion of assessment and the change process?

22.

Where can seven steps to assigning a grade be found?

23.

Which sample assessment came out of the New Standards Project?

24.

Where can you find a form for evaluating the quality of alternative assessments?

25.

Where does Toolkit98 address the difference between open-response and open-ended tasks?

26.

Which activity uses a videotape of classroom mathematics instruction?

27.

Where can you find a description of the changes that drive the need for new assessment
approaches?

28.

Where can you find definitions associated with alternative assessment?

29.

Where can a sample large-scale high school science portfolio assessment be found?

30.

Which samples have developmental continuums appropriate for primary students?

Bonus:Who meets the Blooms?

Handout AIntro.1,H1,p. 2
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Answers to 7'oolldt9eScavenger glint

4.

Introduction, pages 3-4; also first page of each chapter
Chapter 3 text, pages 20-29
Chapter 2, Activity 2.1, pages 6-14
Chapter 4 text, pages 7-13

5.

Appendix B, Samples B.1-B.7; Appendix A, Samples A.3, A.8, A.15, A.39, A.42,

1.

2.
3.

A.43

35 in Chapters 1-4, plus 2 in the Introduction
7.
Chapter 3 text, page 6; Appendix E-Glossary, pages 5 and 7
8.
Appendix C
9
Sample A.18 in Appendix A-Sampler
10. Chapter 2 text, page 12
11. Introduction, page 5
12. Chapter 4 text, pages 16-19; Activity 4.5-Report Card Formats
13. Introduction, page 2; Chapter 3 text, page 4; Appendix E-Glossary, p. 2
14. Chapter 2 text, pages 8-9 and 22-30
15. Appendix D, pages 16-17
16. Chapter 3 text, page 36
17. Activity 3.7
18. Appendix D, pages 7-14
19. Introduction, pages 1-2
20. Chapter 1 text, pages 14-30; Activities 1.2, 1.7, 1.10
21. Activity AIntro.2-Building Our Barn; Chapter 1 text, pages 5-7; Introduction,
pages 8-9
22. Chapter 4 text, pages 6-16
23. Sample A.15-Aquarium Problem in Appendix A-Sampler
24. Chapter 3 text, pages 40-41; Activity 3.6, pages 11-12
25. Chapter 3 text, pages 7-9
26. Activity 2.3-Miss Toliver
27. Chapter 1 text, pages 7-13
28. Appendix E
29. Sample A.42-Science Portfolio in Appendix A-Sampler
30. Appendix A-Sampler, Samples A.3, A.4, A.5
Bonus: The Big Bad Wolf
Handout AIntro.1,H2
6.

30
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Purposes :
1. To discuss and recognize the components of a system

2. To explore the idea of systemic thinking

3. To reflect on systemic planning

4. To determine how to "build our barn"building the "big picture" view for creating and
implementing change at the classroom or school level

Uses:
This is an intermediate level activity best used after some assessment training has been done
and there is a desire to begin to make more assessment changes at the classroom or school
level. It may not be best to use this as an introductory activity, but as a reflective piece for
further planning.

Rationale :
The best staff development opportunities for teachers are designed to be continuous, longterm and job-embedded. If teachers are to implement "quality" assessment practices they
must focus on aligning curriculum, assessment, and instruction in order to get the "big
picture" of what students know and are able to do. Teacher attitudes and beliefs about
assessment do not change until teachers utilize the strategies of "quality" assessment with
their students and actually see student learning improve. This activity helps educators create
assessment improvement plans at the classroom, school or district level. It also explores

Adapted from: Facilitating Systemic Change in Science and Mathematics Education: A Toolkit for
Professional Developers, available from the Regional Laboratory for Educational Improvement of the NE &
Islands, 1995.
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ways to provide staff development that supports improvement goals for schools and
professional development plans for teachers.

Materials:
Overhead projector, screen, blank transparencies, transparency pens, chart pack
paper/note pads, marking pens

Overheads AIntro.2,01Creating a "Big Picture" for Change, AIntro.2,02
Planning for Change, AIntro.2,03All of These Things Are Related.., AIntro.2,04A
Collection of Related Parts..., AIntro.2,05Understanding Systems, AIntro.2,06
How Did This Barn Get Built?, AIntro.2,07Looking at the Parts, AIntro.2,08Was
the Barn Raising...?, AIntro.2,09
Building Our Barn, AIntro.2,010
Resources, AIntro.2,011Plans/Design

and Instructions, AIntro.2,012
Community Buy-In, AIntro.2,013
Teamwork, AIntro0.2,014Leadersh0
and Support, AIntro.2,015Trained
People, AIntro.2,016A Shared Vision,
AIntro.2,017Planning "Quality" Grade
Level or School Assessment,

AIntro.2,018Purposes,
AIntro.2,019A Shared Vision,
AIntro.2,020Resources,
AIntro.2,021Student and Faculty BuyIn, AIntro.2,022Curriculum and
Instruction, AIntro.2,023Leadership,

AIntro.2,024Support, AIntro.2,025
Trained People, AIntro.2,026Summary

Handouts AIntro.2,H1Building our
Barn,. AIntro.2,H2School or Grade
Level Assessment, AIntro.2,H3
Classroom Assessment, AIntro.2,H4
Components for Assessment Change,

.,

iternie
4j-WV: f$-

AIntro.2,H5Assessment Action

ematjc&

Planning Sheet, School or Grade,

SioSal

AIntro.2,H6Assessment Action
Planning Sheet, Classroom

VideoThe movie Witness with Harrison
Ford and Kelly McGillis

BEST COPY AVAILABLE
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Large display boardcorkboard or wall space

Time Require&
1-1/2-2 hours for vision activity; planning afterwards can run 3+ hours

Facilitator's Notes:
A. (5-10 minutes) Set-up:
1. You need to have overheads in order, chart paper with markers, post-its on tables, a
large display board, and these notes.
2. Introduce this activity by explaining the rationale. You might say:

We are here today to plan for assessment training at your schoolthe components of
the assessment process we want to consider to make this training fit into your school
improvement plan and district goals.

Use Overheads AIntro.2,01Creating a "Big Picture" For Change, and
AIntro.2,02Planning for Change... to talk about change. Ask participants to look
at the diagrams on Overhead AIntro.2,01 and discuss which arrow best represents
their school's energy flow. Look at Overhead AIntro.2,02 which outlines the
components needed to make change happen in a school, district, or classroom, and
what happens when one component is missing or not supported. Ask participants to
quickly audit their own situation with respect to each of these components.

B. ( 15-20 minutes) The Activity: Building Our Barn
1. Define system
a.

Using Overhead AIntro.2,03All of These Things..., ask:
Do these related parts represent a system? (The answer is "no," because they only
represent related parts and not a functioning whole.)

b. Cover the lower words ("A working car is a system.") on the Overhead
AIntro.2,04A Collection of Related Parts... and ask the participants if the car
represents a working system. If so, why? Then, uncover the lower words and
explain that the car is representative of a working system because the parts interact.
ASK: How might we define a system?
c.

Use Overhead AIntro.2, 05Understanding Systems to define "system."
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d. Ask participants for examples of other systems they know, including systems in
education. Ask them what the components are of some of the educational systems
they know. (You may not get many answers; however, participants might cite
curriculum, instruction, textbooks, assessment, administration, and so on.)
e.

Using Overhead AIntro.2,06How Did This Barn Get Built? tell participants
that they will begin to build their barns today. It could be a school, classroom or
district barn they will begin to build, but in order to build a barn, they must
understand how to look for all the components of a system. A 14-minute segment
of the "Witness" video will be shown for this purpose.

2. (20 minutes) Show Witness video
a.

Describe the segment they will see. The "Witness" video segment is about a
detective (played by actor Harrison Ford) who gets injured trying to protect a
young Amish boy. The young boy had witnessed a murder committed by a high
ranking police official. Ford's injury forces him to hide and recuperate at the
Amish farm where the young boy and his mother (played by actress Kelly
McGillis) live. This scene shows a recovered Ford, disguised as a member of the
Amish village, helping to build a barn.

b. Tell participants as they watch this video segment to write down (on paper)

components of the barn building scene that reflect a working system. (Overhead

AIntro.2,07Looking at the Parts). What is going on or had to have been in
place in order to get this barn built?
c. Show the video segment. (The group will ask to watch the rest of the video.

Resist the urge.)
3. (30 minutes) Discuss the Witness Video
a. Ask the group if this scene represented a working system (AIntro.2,08Was the

barn raising...?) (Yes, because "all the parts were functioning purposely for the
benefit of the whole." Go back to the original definition of a system as needed.)

b. Ask participants to discuss in groups the components they wrote down.
c. In the large group, capture a component from each group and record it on chart

paper. Return to each group and ask if they have another component to add that is
not recorded. Continue to create the list until all the components are recorded.

d. Ask participants, in small groups, to try and group together related words that
could be part of the same major component cluster. For example:

4
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"Purpose, a clear view of what you want and why you want it, a reason for
building a barn and not, say, a garage or house, and what you want it to do
for you," might be called vision
"Hammer, nails, food, lumber, people, saws, etc.," might be called
resources

"Cooperation and people working together, might be called teamwork
"Blueprint, model, plans, and instructions," might be called plans

"Foreman and team heads," might be called leadership
"Carpenters, plumbers, cooks, etc.," might be called trained/skilled
people
e. Ask several groups to relate the major component clusters they created. Show

participants that they basically came up with the same component clusters as other

groups (Overhead AIntro.2,09Building Our Barn). Use Overheads
AIntro.2,010 to 016, as needed to illustrate each bubble. Handout
AIntro.2,H1Building Our Barn also summarizes these component clusters.

4.

(30 minutes) Relate this to educational settings
a.

Ask participants to think about what they want to work on in assessment; for
example, one group might want to work on assessment planning for their school,
while another group might want to work ori assessment planning at the district
level, and another group might want to work on assessment planning for their
classrooms. Break participants into these "like setting" groups.
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b. Ask each group to discuss and come up with all component clusters in their setting
that creates a systemic view of the "big picture." When they are done, ask them to
compare their lists to the ones suggested in Handouts AIntro.2, H2School or
Grade Level Assessment Changes or AIntro.2,H3Classroom Assessment
Changes. Parallel overheads for Handout AIntro.2, H2 are AIntro.2,017 to

025.
c. Compare the component clusters they created with the component clusters in the

Barn Building activity and discuss the similarities and differences.
d. If their list of component clusters is different from those provided in Handouts

AIntro.2,H2 or H3, participants can create their own wheel of essential
component clusters using Handout AIntro.2,H4Components for Assessment
Change.
5.

(3+ hours) Optional Planning Time
a.

Each group will choose one of the action planning sheets to complete in their
groups (Handout AIntro.2,115Assessment Planning - Creating a Vision for
Your School or Handout AIntro.2,H6 Assessment Planning - Creating a Vision
for My Classroom). The School planning document requires a separate sheet for
each component in the wheel. The facilitator should sit in on each group's
discussions and offer ideas, as needed.

b. If time permits, groups should report on their progress. If not, suggest to each

group that they complete the planning sheet back at their schools. At least this
process will get them started thinking about the steps they must take if assessment
changes are going to be a lasting part of their school or classroom environment.
Suggest a follow-up session or time for you to visit the school to check on the
progress of their planning.
6. (10 minutes) Closure:

Summarize things to remember when implementing assessment changes in a school or

classroom (see Overhead AIntro.2,026Summary). Use these statements to reassure
participants that assessment change is difficult and that when the changes involve the
whole school it is vital to pay attention to the research on how change occurs.
Planning and reflection time for teachers is very important.

Assessment change is a slow processtake "baby steps." Focus on enhancing
what is already being done. Do not try to make a lot of changes too fast.

36
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Change involves a sequence of

concernsawareness of the change,
concern about the impact of the
change on oneself, concern about
implementing the change correctly,
and, finally, the impact of the
change on students. The stage of
concern will determine what is done
next and what support people need.
(See the reference box for an
Internet address that allows you
determine the stages of concern
about assessment for your staff.)

Spend your time on the people who

Vi Reference Bo
Foedekriptions of different personality ,
-types_and their relationship to the change
process see: Evelyn Rogers, Diffusion of
Innovations, 1971, New York: The Free

or moie information.oncontinuous
feedback .spirals;", see Bena
The Role o Ailiessinent in the
SCD Yearboolg
ommunkating Student Learning,. C
71;3

might lead the way for others
innovators and leaders. You might
not be able to get some people to
buy in to the idea of changing their
assessment process. See the
reference box for more information
on personality types and their
relationship to the change process.
Promote an environment of
"continuous growth through
feedback spirals." (For more
information about feedback spirals
see the reference box.) Learning is
never finished. If you want
assessment change to become a
lasting part of the district, school or
classroom then it is vital to pay
attention to:

ganiTs0PA:

ttp://filitnetrtec
caP-got,

y:,-fol104n
7:f Innoyation 'site:6e

nit the:Planet

htti0/P1inettie6.

Planning
Taking action and experimenting
Assessing and gathering evidence
Studying, reflecting, and evaluating
Modifying actions based on new knowledge
Revisiting goals and purposes
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Energy
Flow
in Schools
FROM

TO
Overhead AIntro.2,01
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FOCUSED
EFFORTS

Desired
Energy.
State

CREATING A "BIG PICTURE"
FOR CHANGE

\

\
imedllm

\
\

"G

/

People will
get very
aggravated...

There is limited or no
progress due to unclear
er
expectations...
Or
Change will
happen but
it will be slow,
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Do they represent a system.

OF THESE THINGS ARE
RELATED TO A COMMON ITEM...
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A working car IS a system.

A collection of related parts
is NOT a system.
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While watching the video, "Witness,"
think about the components (parts) of
the BARN RAISING SCENE that
reflect a WORKING SYSTEM.
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What were the components
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Was the barn raising reflective of
a working system?
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NOW WHAT DO I
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Promote an environment of continuous
growth through feedback spirals

Spend your time with people who will lead
the way for others

Change involves a sequence of concerns
about the innovation

Take baby steps

Planning and reflection time is essential
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What's in This Chapter?
Think back to the tests you took in school. What were they like? You probably remember
some tests as interesting and meaningful experiences, while others you would just as soon
forget. The negative ones probably elicited feelings like anxiety, fearfulness, and/or anger.
You might even have been nauseated or sleepless. Why was that? What was it about many
of the tests we took in school that caused such a reaction? For many of us, our anxiety
stemmed from things like being unsure of what would be required; being afraid of poor
performance; being afraid to look uninformed; facing the consequences with our parents;
having to do something we thought was meaningless; or having the test seem to be so
important.

Now think back to the positive tests. What made them so? Most people who recall positive
assessment experiences say things such as: "The test was a learning experience," "It was a
meaningful challenge that brought a true sense of accomplishment," "It let me know what I
knew," or "It was a real life application of skills."
What should assessments be like today? How can we all craft assessments to be more
positive and useful experiences for both teachers and their students? What are the changes
that are going on in assessment right now and what might we, as teachers, find useful? These
are the topics addressed in this chapter.

This chapter can be thought of as the "big picture" chapterit covers why careful attention to
student assessment is crucial and how assessment activities fit into and support other current
changes in education. It can also be thought of as the "awareness" chapterit offers an
introduction to basic assessment concepts, explores useis' current attitudes toward
assessment, and assists users to build a vision of what they want assessment to do for them.
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We begin with a look at current thinking about "performance-based" (also called "standardsbased") instruction and the role of ongoing assessment of student skills and knowledge to
inform practice. Then, we take a quick survey of what it means to assess well. Along the
way we visit the reasons that changes in assessment are taking place..The activities at the end
of this chapter are designed to explore participants' current familiarity with and level of
understanding about assessment, stimulate dialogue about assessment issues, and increase
educators' expertise on the meaning and importance of high quality assessment.

Chapter Goals
1.

Establish background knowledge about assessment

2. Visit the notion of standards-based education and the role of assessment in the standards

process
3.

Increase awareness of the principles of good assessment

4. Lay the groundwork for good assessment as a tool for educational improvement

5. Agree on a common language of assessment terms

Chapter Content
A Readings
AssessmentWhere the Rubber Meets the Road in Standards-Based
Education

Page 5

This section introduces the idea that high quality assessment information is
necessary for educational improvement and discusses the reasons
assessment is changing right now.

Summary of Rationale for Changes in Assessment

Page 13
Page 14

Keys to Quality Student Assessment
Since assessment is such an essential part of good instruction, educators
need to ensure that their assessments are of high quality. This section
discusses characteristics of quality.

Summary of Steps to Quality

Page 30

Chapter Summary

Page 32

1 01.
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B. Activities
Activity 1.1

Changing Assessment PracticesWhat Difference Does it Make for
Students?

This activity stimulates thinking and discussion among teachers, parents, and diverse
communities of learners about why assessment practices are changing. It is a good
introductory activity. Time: 20-30 minutes

Activity 1.2

Clear TargetsWhat Types Are These?

In this activity, participants consider different types of learning targets for students,
having a good mix of targets, and ensuring that learning targets are crystal clear. It is
an intermediate level activity. Time: 40-60 minutes

Activity 1.3

Post-it Notes TM

This activity reviews assessment terminology and serves as a mixer. It uses the
glossary in Appendix E, and is a good introductory activity. Time: 20 minutes
Activity 1.4

Seeing Wholes

This activity emphasizes the connection between assessment, curriculum, and
instruction. It is a good introductory activity. Time: 20 minutes

Activity 1.5

Clapping Hands

Participants play the part of assessors and assessees to explore both the meaning of
quality with respect to alternative assessment and why we all should care about
quality. It is designed for educators at an intermediate level of study about assessment.
Time: 75 minutes

Activity 1.6

A Comparison of Multiple-Choice and Alternative Assessment

Participants compare a multiple-choice test to an alternative assessment that attempts
to measure the same skills, and discuss the advantages and disadvantages of each
approach. This is an introductory level activity which uses assessment samples in
Appendix A. Time: 30-60 minutes

Activity 1.7

Target-Method Match

This activity introduces assessment methods, and gives participants practice in
matching methods to learning targets. It is designed for educators at an intermediate
level of study about assessment. Time: 60-90 minutes
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Activity 1.8

Sam's Story: Comprehensive Assessment

This activity illustrates the need for multiple measures of student achievement. It is an
introductory level activity. Time: 45 minutes

Activity 1.9

Going to School

Part A of this activity demonstrates the importance of performance criteria; Part B
illustrates different types of performance criteria, and Part C discusses the advantages
and disadvantages of various types of rubrics. The activity uses assessment samples in
Appendix A. Part A is an intermediate activity; Parts B & C are advanced. Time: 60
to 90 minutes

Activity 1.10

Clear Targets and Appropriate methodsThe View From the
Classroom

Participants self-evaluate the extent to which their instruction is focused on clear
targets and the degree of conscious matching they perform between targets and
assessment methods. Self-rating rubrics are provided. This activity is intermediate in
difficulty. Time: 30-45 minutes

Activity 1.11

Assessment Standards

This activity provides an opportunity for participants to look at assessment standards
in various content areas and related examples of assessment questions. It is an
intermediate level activity. Time: 90 minutes

Activity 1.12

Assessment Principles

Participants examine the beliefs that influence their decisions about student assessment
and explore equity issues in assessment. It is an introductory activity. Time: 20
minutes

103
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Assessment Where the Rubber Meets the
Road in Standards-Based Education
Why is there such strong belief in the power of assessment to motivate changes in teaching
and learning? The logic appears relatively simple:
Assessments are the final word in defining what educators and the community want
students to know and be able to do. Regardless of what anyone says in their standards
documents (or in course outcomes), the assessments define what was really meant. So,
assessments communicate the standards to which school systems, schools, teachers,
and students aspire;
These standards provide focus and direction for teaching and learning;

Results from assessments support important insights on the nature, strengths, and
weaknesses of student progress relative to the standards;
Educators and students can use this feedback to understand and direct their attention to
improving relevant aspects of student learning;
Participating in the assessment itself can be a powerful episode of learning for both
teachers and students; such participation can directly affect instruction and student
achievement.
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The power of assessment to influence teaching and learning isn't always positive. Just
consider some of the negative consequences from past over-reliance on standardized
multiple-choice tests. Under pressure to help students do well on such tests, teachers and
administrators tended to focus their efforts on test content, mimic the tests' multiple-choice
formats in classroom curriculum, and devote more and more time to preparing students to do
well on the tests. The net effect was a narrowing of the curriculum to the basic skills
assessed and a neglect of complex thinking skills and other subject areas which were not
assessed.
This is why assessment is such an important part of the standards-based reform efforts which
are going on across the country. Nearly every state and many, many local districts and
schools are engaged in both setting rigorous standards that define what students should know
and be able to do for future success and developing assessment systems to mirror these high
standards. Through these assessments, states, districts and schools are trying to support and
promote the attainment of their standards.

For a more personal, classroom-based
example, consider these thoughts by
Francine Staytor and Peter Johnston: What
we choose to evaluate and how we choose
to evaluate delivers powerful messages to
students about those things we value.
Students view their learning and their
sense of worth through the lens we help
them construct unless they cannot bear to
look through it. The authors then give
many examples of these messages, such as
focusing on errors rather than on strengths,
focusing on conventions rather than
meaning, and projecting the image that the
teacher is the only one that has the
knowledge and ownership of the correct
response.

Learning From the Past

Reference BOX:
For further reading on the importance o
assessment in education see: .Joan Herman,
Assessing New Assessments: How Do They
easure .Up7,,1990, Los Angeles: UCLA
Graduate School of Education,
(310) 206-1532.
For further reading on the effect of multiplechoice tests on instruction see: H.D. Corbett
and B.L. Wilson, Testing, Reform, and
Rebellion, 1991, Norwood, NJ: Ablex
Publishing.
For further reading on the ways that
classroom assessment can affect students
see: Francine Stayter and Peter Johnston,
"Evaluating the Teaching and Learning of
Literacy," in Timothy Shanahan, (Ed.),
Reading and Writing Together: New
Perspectives for the Classroom, 1990,
Christopher-Gordon Publishers.

If what one gets is what one assesses, then
we all need to make sure that our
assessments truly reflect our standards for
student accomplishment, clearly
communicate the important things we want
students to know and be able to do, and
encourage reflective teaching. Many of
the current trends in assessment (such as more emphasis on alternative forms of
assessmentperformance assessment, senior projects, portfolios) are attempts to do just this.
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Many people believe that the characteristics of alternative assessment reflect current
understanding of how students learn best, and are more able to assess the kinds of student
learnings that we increasingly feel are important to be successful in the 21' century. These
abilities include:

Applying knowledge by creating, designing, producing, and performing
Tapping more complex thinking and problem solving skills
Requiring real life applications

Requiring real people, rather than machines, to judge the quality of student work
If educators have learned anything from the past 60 years of testing, it is this: If we want our
assessments to have positive consequences, we first have to have a clear vision of what we
want our assessments to accomplish and then design the assessment to do it. This sequence
is the essence of quality and is a major theme that will be visited many times throughout
Toolkit98.

Toolkit98, and the Laboratory Network Program that led to its creation, recognizes the
important role assessment plays in the educational improvement process. High quality
assessment targeted at important goals for students supports planning for educational
improvement. On the other hand, assessment that focuses on the wrong goals, models
outmoded instructional practice, or is used for the same old purposes can impede reform.

For all these reasons, educators and educational policymakers are working to change the
assessment of student achievement to reflect changes in the expectations and standards for
students, in the methodologies and purposes of assessment, and in the instruction that
assessment is intended to support. In Toolkit98, we refer to this evolving type of assessment
as alternative assessment. As noted in the Introduction, the definition we rely upon is:
Alternative assessment includes any type of assessment in which students create a
response to a question rather than choose a response from a given list (e.g., multiplechoice, true/false, or matching). Alternative assessments can include short answer
questions, essays, performances, oral presentations, demonstrations, exhibitions, and
portfolios.
Also, as noted in the Introduction, even though Toolkit98 emphasizes alternative assessment,
this does not imply that only alternative assessments are worthwhile and all previous
assessment efforts are worthless. The key to successful decision making is to provide a
comprehensive assessment of important student goals, using the most appropriate
combination of assessment tools to do so.'

* For this reason, multiple sources of assessment information about student achievement, including assessments
that will allow for the evaluation of complex skills, are important. No single type of assessment will provide all
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Rationale for Alternative Assessment
Why do educators need alternative assessments? There are a variety of reasons detailed in
this section.

Changes in Valued Student Outcomes. Standards and assessments of student achievement
are changing because students face a world that will demand new skills and abilities.
Society's knowledge base has grown exponentially over the last few decades, and continues
to do so. With the volume of information
doubling every three years, there are too many

EU Reference

facts to learn.

Given this pace, no one individual can be
expected to keep up with the information flow
in a single discipline, much less across
disciplines. Such a knowledge explosion
makes futile most attempts to have students
memorize and regurgitate large bodies of
facts.

oan Hernian, Pam Aschbacher, and
Lynn Winters, A Practical Guide to

Alternati4Assessment,
Alexandria, VA: Association for
Supervision and Currieulum
Development (ASCD),
(800) 933-2723.

Economic trends also push us away from a
fact-based curriculum. The shift from a
manufacturing- to an information- and
service-based economy requires that individuals have skills in accessing and using
information and in working with people. These changes in the workforce and in the pace
and complexity of modern life suggest that people will need to be flexible, to shift jobs
frequently, and to adapt to change. To prepare students for success in the future, schools
must emphasize how to apply rather than just acquire information. (Herman, et. al, 1992,
p. 14)
In the future, students will need to know how to access the information they need and apply it
to real-life situations. Students will face many situations where there will be no clear-cut
right answer, but where, instead, they will need to analyze the situation and apply their
knowledge and skills to find a solution that will work. Yes, knowledge and facts will still be
important, but they simply are not sufficient to prepare students for future success. Today's
assessments therefore need to measure not only the basics, but also a student's ability to think
critically, analyze, and make inferencesskills found in the "content standards" adopted
recently by a variety of national commissions. In these efforts, expectations for students
reflect an increasing emphasis on critical thinking, problem solving, the ability to monitor
one's own performance, the efficiency with which tasks are accomplished, group
collaboration, and communication skills. Such abilities are difficult to measure in
multiple-choice format; practitioners need alternatives.
the information that teachers need. In this new era of assessment, all of the assessment techniques and
strategies that are available will be needed.

1.07
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In a thinking curriculum,
students develop an in-depth
understanding of the
essential concepts and
processes for dealing with
those concepts, similar to the
approach taken by experts in

tackling their tasks. For
example, students use
original sources to construct
historical accounts; they
design experiments to answer
their questions about natural
phenomena; they use
mathematics to model realworld events and systems;
and they write for real
audiences. (Herman et al.,
1992, p.17)

Changes in Notions of
Competence. Notions of

ID Reference
For a ihmmary and conipilatioif of content
standards across a variety of disciplines see: John
endall and Robert Mnizaho, Content
owledge:;i4 Compenchum of Standards an
enChiniirksfor:IC-12 Edtkation: 1997, McRE
303) 337-0990, http://www.mcrel.org/
,
.

n this cOmpendium;,the authors note, "There is
clearly not a conSensUs across groups is to what
orm 'standards' shoUld.take or how they should
used. The result*is'that the character, scope
.and level of detnil provided in Standards often

,

significantly from (*subject area t
er.

For a history of national standards development
see: Robert Marzano and John Kendall,
'Designing Standards-Based Districts, States,
Schools and ClassrbomS, 1996, Association for
Supervision and Curriculuni Development
(ASCD), (800) 933-2723.

competence and expertise are
also becoming more refined. For
For skill standards uSed in career-technical
example, the definition of what it
education visit: http://www.nssb.org/ossp.html
means to be a good reader has
or click on the STW Links button at
changed over time. Now it is not
http://www.stw.ed.gov/
enough just to be able to convert
symbols on the page to sound.
For those interested in standar& from various
To read at the levels necessary to
-states,
see:
be functionally literate in
http://putwest.boces.org/Standards.htm1#Section3
tomorrow's world, students need
to be able to draw inferences,
relate current information to past
information, have a variety of
efficient reading strategies, know when they are not understanding, and so forth. These skills
are very difficult to measure in fixed-response format because it is not just a matter of testing
separate skills, but also a matter of assessing a student's ability to know how and when to use
a variety of skills collectively to accomplish a reading goal.

Similarly, traditional science courses required students to learn vocabulary and memorize
basic scientific principles. Today, people recognize that memorizing formulas does not
necessarily result in "expertise" and may, in fact, be detrimental to the development of
expertise. Students must understand and be able to apply those scientific principles to reallife problems. More science classrooms today look like laboratories where students are
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learning by doing. Science assessments are beginning to change from mere vocabulary tests
to assessments that enable students to demonstrate their conceptual understanding of the
material.

Changes in Teaching and Learning That Are Communicated by Assessment. Teachers,
parents, and students develop an understanding of what is valued in education by virtue of
what is assessed and how it is assessed. For example, when multiple-choice tests are used
exclusively, it gives the impression that there is only one right answer to every question and
that there is always a right answer. Kober (1993) observes the following messages from
many past multiple-choice, norm-referenced, traditional science tests:
a. Because they have a single right or wrong answer, they reinforce the misleading
conception of science as a static body of facts
b. Because their results rank individual student performance against that of a larger

group, they perpetuate the notion that only a few studentsthe top scorersare smart
enough to pursue science

c. Because they sample a breadth of content in a superficial and unconnected way,
traditional tests actually reward instruction that drills students on low level facts and
vocabulary recognition*
Such "traditional" assessment goes
along with a view that teachers are
providers of knowledge and students are
passive recipients of that knowledge.
Research says, however, that different
instructional approaches are required if
students are to acquire the thinking skills
needed for tomorrow's world. Current
research indicates that good instruction
engages students actively in the learning
process.

For more information on current
knowledge about instruction and the
learning process see: N. Kober, EdTalk:
What We Know ;Mout Science Teaching
and Learning. National Education

Knowledge Industzy Association
NEKIA, (formerly Council for Educational
Development and Research), (202) 429510L

Current evidence makes it clear that
instruction emphasizing structured
drill and practice on isolated facts
and skills does students a major disservice. Insisting that students demonstrate a certain
level of arithmetic mastery before being allowed to enroll in algebra or that they learn
how to write a good paragraph before tackling an essay are examples of this discrete
skills approach. Such learning out of context makes it more difficult to organize and
remember the information being presented Applying taught skills later when solving
real-world problems also becomes more difficult. Students who have trouble mastering
'I We are not saying that all multiple-choice tests have to fall into these traps; in fact, there are many attempts to
make multiple-choice tests that assess knowledge in a more connected fashion.
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decontextualized 'basics' are often put in remedial classes or groups and are not given
the opportunity to tackle complex and meaningful tasks. (Herman et al; 1992, p.15)
Assessment must change to support new directions in instruction. What kind of
reinforcement do teachers receive for making necessary changes in classroom practice if the
outcomes assessed by the tests do not cover the full range of desired outcomes and the
procedures don't correspond to what is known about sound instruction?

Changes in the Purposes of Assessment. Assessment in the past was most frequently used
for sorting students: grading, selection into special programs, assignment to instructional
groups, identification of the highest and lowest performing students, and so forth. Different
skills were expected of students depending on their ability.
In today's information age, all students need to meet high standards in order to succeed in the
world. Educational assessment can no longer primarily play a sorting role. Rather,
assessment must help identify the assets of students on which effective educational programs
can be built. It must also identify the characteristics that are likely to interfere with the
student's learning so that the school or college may help overcome these difficulties.
Today, knowing that one student ranks higher than another is less important than knowing
how both students' performances compare with our ultimate goals for performance. It is
important for assessments to describe student performance well enough so that students and
teachers know how students are progressing toward agreed upon goals. The standard is no
longer "doing better than the rest," but rather meeting a previously agreed upon, rigorous
level of knowledge and skills. In short, the major purposes of assessment are to improve
student learning and inform instruction.

Changes in the Importance of Authenticity. Multiple-choice test results are "stand-ins" or
proxies for the actual performance of interest. For example, educators could use a
multiple-choice test to assess knowledge about how to give an oral presentation. If the
student does well on the knowledge test, we might infer that the student could actually do a
good oral presentation. Performance on the multiple-choice test is therefore a proxy for the
actual performance. However, although students who do well on multiple-choice tests tend
to perform better as well, the correlation does not hold for all students or all occasions. To
use a multiple-choice test as the exclusive measure of a student's ability to give an oral
presentation ignores the need to assess the application of that understanding in an actual
performance task and is likely to constrain instruction to what is on the multiple-choice test.
Now, one might think that giving an oral presentation is a silly exampleof course one
would need to have a student actually do an oral presentation. But the same logic applies to
laboratory skills, writing, and a host of other complex skills we want students to master.
Modern theories of teaching and learning have demonstrated that students know, understand,
and retain more when they learn in the context of real-life situations. They can also
demonstrate the depth of that understanding when the task they are asked to perform mirrors
a real-life situation. Educators recognize the need to give students more realistic tasks to do

110
Toolkit98: Chapter 1 TextStandards-Based AssessmentNurturing Learning

11

on assessments because they want to know if the students can apply their knowledge to more
real-life situations, and because they don't know whether artificial situations really elicit the
full range of what students are able to do.

Changes in the Recognition of the Critical Role of Teachers in Assessment. More
attention is being paid to helping teachers prepare themselves for classroom assessment and
classroom uses of alternative assessment for a number of reasons:
1. Assessment is a frequently occurring activity in the classroom, yet teachers rarely are
given the opportunity to develop the skills they need to assess well and to use
assessment information to improve instruction.

2. Teachers are at the heart of educational improvement. It is they who will administer
and interpret the results of alternative assessments. If teachers don't feel a need for this
information, or don't see how it can be used to improve student learning, their
resistance may result in the same contamination of assessment results that occurs with
more traditional large-scale assessments.
3. Alternative assessment is not magic. Just having an alternative assessment in place
won't automatically improve student achievement. Teachers will need to understand
principles of assessment in order to ensure that new types of assessments are not
misused or under-utilized. We need to build in those features that will make such
assessments useful in the classroom, and then help teachers understand how to use
them to improve the learning of their students. If we don't, the supposed impact of our
alternative assessments may not materialize.
4. Changes that matter occur in classrooms, in the day-to-day interactions between
teachers and students. Properly designed alternative assessments can support changes
in these interactions. Our knowledge of how students learn is increasing. Our
assessments should reflect our
new knowledge about
teaching and learning.
With the increasing demands placed
on teachers, support given through
time and professional development
is critical to the success of any
educational improvement effort.
Toolkit98 is designed to provide one
resource to help ensure that teachers
will receive the support they need to
use assessment in the service of
instructional improvement.

C Related Toolkit93 Chapters an
Activities:

Activities that relate to the rationale for changes
M assessment are: Activity 1.1--TChanging
Assessment Practices:- What Difference Does it
Make for Students?; Activity 1A=Seeing
Wholes; Activity 1.6=A Comparison of
Multiple-Choice and Alternative Assessment; an

Activity 1.12Assessment Principles.
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summary
The rationale for alternative assessment and a description of the way it fits into current efforts
to improve student achievement is summarized very nicely by the following quotation:

The area of achievement assessment has been undergoing major changes during the
past few years. A shift has taken place from what some call a "culture of testing" to a
"culture of assessment." A strong emphasis is put on integrating assessment and
instruction, on assessing process rather than just products and on evaluating
individual progress relative to each student's starting point. The position of the
student...has also been
changing...to that of an
active participant who
shares responsibility in the
process, practices selfenucha Birenbauin and EilitcPonc
evaluation, reflections, and
1996:SAlteinative in ASsessmeni o
collaboration and conducts
AchievementS,Leixniiii Processes and Prior
a continuous dialogue with
Knowledge. Kluwer Academie publishers,
the teachers. The
(781) 871-6600.
[assessment] task is often
interesting, meaningful,
authentic and
challenging....All these changes are part of a school restructuring process, meant to
develop self-motivated and self-regulated learners and intended to make learning a
more mindful and meaningful experience which is responsive to individual differences
among the learners. This shift reflects an "overall assessment prophecy" which holds
that it is no longer possible to consider assessment only as a means of determining
which individuals [can adapt] to mainstream educational practice ....[Noq rather
than requiring individuals to adapt to means of instruction, the desired objective is to
adapt the means of instruction to individuals in order to maximize their potential for
success....The new assessment alternatives being developed enhance the possibilities
for adaptation.... (Birenbaum and Douchy, 1996, p. xiii)

The Need for Quality
Given the important role assessment plays in education (and educational reform efforts), it
behooves everyone to make sure that assessments are of high quality. It's perfectly possible
to design poor quality alternative assessments and use the results for the wrong purposes.
Therefore, we're going to back up a little and talk about what good assessment looks like in
general. We'll consider all forms of assessment, not just alternative forms of assessment.
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Kegs to Quality Student Assessment

Sound assessments at any level from the classroom to the boardroom':

Arise from clear and appropriate student learning targets. What are we, as educators,
trying to assess? We all must clearly and completely define achievement expectations,
and these must be couched in the best current understanding of the discipline. We can't
assess something if we don't have a crystal clear vision of what it is. But, we can have
crystal clear learning targets that aren't enduring or essential. So, we also need
appropriate learning targets for students.
"Student learning targets" are also called many other things: content standards,
benchmarks, learning objectives,
outcomes, learning goals, essential
academic learning requirements. They all
ID Reference Box
attempt to define clear and appropriate
achievement targets for students. The role
For furthei reading on keys to quality
of assessment then is to align with the
assessment at the classroom level, see: Rick
targets.
Stiggins, 1997, Student Centered Classroom
Assessment, pp. 1417. Prentice-Hall,
Serve a focused and appropriate
(201) 236-7000.
purpose. Why are these targets being
assessed? Who will use the results and
For more information on keys to quality
what will they be used for? Purpose
assessment at the large-scale level see: Joan
affects how one assesses. But, one can
Herman, '1996, "Technical Quality Matters,"
have focused purposes for assessment that
in Robert Blum and Judy Arter'(Eds.),
are poor purposes (such as assessing for
Student Performance Assessment in an Era
the sole purpose of tracking students), so
of Restructuring, Section I, Article #7.
one also needs to make sure that purposes
Association for Supervision and Curriculum
are appropriate.
Development (ASCD), (800) 933-2723.
ISBN 0-87120-267-0.

I

These ideas are adapted from the two authors listed in the reference boxi 1 3
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Rely on an appropriate method. How will one assess the achievement targets? Will
these methods accurately reflect the achievement targets and purposes? When is the best
time to use multiple-choice, essay, performance assessments, or portfolios?

Eliminate possible sources of bias and distortion. How good is the assessment? Is
there anything in the way an achievement target is assessed that masks the true ability of
a student or group of students? How much will be collected? Can one be confident that
results really reflect what a student knows and can do? Technical terms for the notion of
reducing bias and distortion are: reliability, validity, fairness, equity, and sampling.
These keys are also shown in Figure 1.1 below. The rest of this section will add a little more
detail to each key. Chapter 3 will expand on these ideas with respect to alternative
assessment.

Good quality assessments:

Key I
Arise from clear and
appropriate learning
targets

Key 2
Serve focused and
appropriate purposes

Key 3
Rely on an appropriate

methodTarget-Method Match

BEST COPY AVAILABLE

Key 4
Eliminate sources of
bias and distortion, including
sampling problems
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Keg 1: Clear and Appropriate Learning Targets
Key 1
Arise from clear and
appropriate learning
targets

Key 2
Serve focused and
appropriate purposes

Key 3
Rely on an appropriate

methodTarget-Method
Match

Key 4
Eliminate sources of
bias and distortion
including sampling
problems
The first key to quality with respect to assessment is to have clear and appropriate learning
targets. One can't assess something if one doesn't know what it is they're trying to assess.

For Key 1, we'll tackle three related topics. The first is "content standards." Standards
setting activities have blitzed the country over the past eight years and are intended to define
the "appropriate" part of the "clear and appropriate student learning targets" equation. So,
educators need to know about them. Secondly, we'll address the "clear" part of the equation.
Then, finally, we'll present a couple of ways to categorize learning targets, and discuss why
we might want to classify them.

Appropriate Targets/Content Standards. As we've mentioned previously in this chapter,
content standards are statements of what should be taught; they specify the "what" of what
students should know and be able to do. Content standards come by many names
benchmarks, outcomes, essential academic learning requirements, skills standards,
competencies, common curriculum goals, and academic student expectations. Here are some
examples:

Oregon, Grades 6-8 Reading Standard: Demonstrates inferential comprehension of a
variety of printed materials. Related grade 8 Benchmark: Identifil relationshIps,
images, patteins or symbols and draw conclusions about their meaning. ("By Grade
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Level Common Curriculum Goals, Grades 6-8 Content and Performance Standards,"
Oregon Department of Education, August, 1996)

Washington, Writing Standard, Grades 4-10: The student writes clearly and
effectively. This standard includes the following "components": develop concept and
design, use style appropriate to the audience and purpose (voice, word choice, and
sentence fluency), and apply writing conventions. (Essential Academic Learning
Requirements, Washington State Commission on Student Learning, January 1997)
National Standards for Business Education, Secondary: Demonstrate interpersonal,
teamwork, and leadership skills necessary to function in multicultural business
settings. (National Standards for Business Education, National Business Education
Association, 1995)
"Nothing new," we hear you thinking, and in a very real sense you're right. The idea of
focusing instruction and assessment on that which is most important and enduring is not new.
The hard part of it is coming to agreement on what is important and enduring. Have you ever
had disagreements with your colleagues on the most important things to emphasize in
instruction? Expand this a thousand-fold as a nationwide effort, and you get the picture.
Some of the efforts to set standards read like soap operas. But this only underscores the
necessity to do it. How can anyone hold students responsible for outcomes for which they
disagree on the meaning? We all owe it to our students and ourselves to be crystal clear on
our goals and expectationsno surprises and no excuses.

Clear Targets. Learning targets for students not only need to be
appropriate, they need to be clear. It's easy to agree on a target
like "communicates well." But, what does this mean? What type
of communication, in what contexts, for which purposes? The
key to effective student learning targets, be they at the national,
state, district, or classroom level, is that they are specific enough
to enable everyone to share the same understanding of what
students need to know and be able to do. When targets are ambiguous, instruction can take
students to vastly different places and assessments can be vastly different. The goal here is
not to standardize instruction; rather, the goal is to aim at the same learning target even if
teachers have different instructional designs.
Learning targets also need,to be clear enough so that the persons who find or write
assessment items and tasks have the same interpretation of what should be covered as the
persons who wrote the target statements. Will future teachers interpret them the same? Are
the interpretations clear enough so that, when the assessment results are used to profile
achievement strengths and weaknesses, users will know what to do about it? For example,
how would one design an assessment for "communicates well?" The assessment could be
anything from writing an essay to observing students on the playground as they informally
communicate with their peers.
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Targets can be unclear for lots of different reasons. In our experience when trying to design
assessments to match ambiguous content standards, we have noted the following sources of
confusion:
1.

Is it clear what cognitive level is being
assessed? Is it recall of facts? Higher-order
thinking? For example, the word "know" in
targets can be interpreted in many ways. How
will students act when they "know?" Rote
recall of facts, like restating definitions? Or is
"understanding" demonstrated through picking
out new examples (or counter examples) of the
principle, restating the principle in one's own
words, or independently using the principle
when engaged in real-life tasks?

e Caution :striking a balance
tween detail and overrestrictiveness can be trickyWant targets clear enough that we
can all agree on what student success
:looks like, but' not so detailed that
theie .10 things" are allVie mean.
Or, even worse, that "these 300
things" are exactly whit we Mean.

2. How will targets fit together across grades? For example, "Writes for various audiences
and purposes." How will this be different in grade 3 than grade 8?
3. How will assessment of targets repeated across subject areas be handled? Common
repeated targets are group skills, oral presentations, critical thinking, study skills,
interpreting and using graphs, etc. Is there a fundamental difference in how these
repeated targets are expressed in different subjects? If so, how will the assessments be
different? If not, how will the assessments be the same? How will instruction and
assessment complement each other to give a full picture of all aspects of repeated targets?
Should repeated targets be assessed as part of subject area assessments, or separately?
4. Are there any holes in the statement of essential learning targets for students? Are there

important targets not covered anywhere? Do targets reflect current thinking about what
expertise looks like? A standards-based assessment can be only as good as the target
statements on which it is based.

Rule of thumb: Is the target clear enough that a group of teachers would agree on the
range of knowledge, skills and performance implied by the target? Would they agree on
what to teach and what to assess?
Tricky? You bet. In fact, Joan Herman and her colleagues state that available evidence
suggests that many states' standards currently are not strong enough to support rigorous
assessment development. But, we believe that it's the attempt to clarifr targets, as much as
having final clear targets in place, that makes a difference. In groups we've worked with, the
general consensus is that everyone who makes the effort ends up with a much more indepth
understanding of what they are trying to accomplish with students.

Types of Learning Targets. There are a million (well, actually maybe a hundred) different
ways to categorize the types of learning targets (achievement goals, outcomes) we've seen for
students. But, hold on, you're saying:why would one even want to "categorize" them? Well,
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this isn't just an outgrowth of compulsiveness on the part of number-crunchers. The process
of categorizing helps to do three things. First, it helps folks to thoroughly think through what
they want students to know and be able to do (in other words, clarify targets). Second, it
helps folks determine if they have a good 'mix' of learning targets. And, finally, it will help
folks, later, to choose the appropriate assessment method.
Here are two different "takes" on how to categorize learning targets for students. The first
thing to remember about these (or any other) categorization schemes is that they are
conveniences made up by someone in order to help people discuss things that are complex.
There is no "truth" out there in the universe that "there are five kinds of student outcomes" or
that "there are two basic kinds of student outcomes, each of which has two variations." Each
scheme has its strengths, weaknesses and interesting aspects. Neither is perfect.

Take One: Bob Marzano. Marzano divides student outcomes into two types: process
skills and content/declarative
knowledge skills. Both process
skills and content knowledge can be
Gil Reference Box
simple or complex. Simple process
skills are short routines that are
For more informatiOn on Bob Marzano's
applied fairly consistently across
categorization Scheme sèë:'l Robert J.
situations, such as long division.
Marzano, 1996, "Understanding the
Complex process skills are those
Complexitiei of Setting 'Performance
that require many decisions and the
Standards," in Robert Blum and Judy Arter
integration of many simple process
(Eds.), Student Performance Assessment in
skills, such as writing or critical
an Era of Restructuring, Section I, Article
thinking. Likewise, simple content
#6. Association for Supervision and
knowledge relates to things like
Curriculum Development (ASCD), (800)
recall of facts, while complex
933-2723. ISBN 0-87120-267-0.
content knowledge relates to
understanding concepts and making
generalizations. Figure 1.2 shows
examples of each of these types of student outcomes.
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Figure 12
Types of Student Learning Targets
Type of Learning Target

Examples

Process Skills: Simple

Long division
Punctuation, grammar
Decoding words

Process Skills: Complex

Problem solving
Writing
Setting up an experiment
Critical thinking
Group cooperation
Lifelong learning
Dance

Content/Declarative Knowledge:
Simple

Recall factse.g., dates, places,

Content/Declarative Knowledge:
Complex

Conceptse.g., democracy
Generalizationse.g., "power

events

corrupts"

Take Two: Rick Stiggins. Rick Stiggins finds that classifying student learning targets into
five categories helps teachers find a good
mix in instruction and assessment:

Knowledge MasteryKnowing
and understanding substantive
subject matter content, including
facts (e.g. "John Kennedy was
assassinated on November 22,
1963"), generalizations (e.g.
"People holding high political
office put their lives in jeopardy"),
and concepts (e.g. "political
assassinations").

Reference Box:
For further reading' On types of targets a la
Rick Stiggins, see: Rick Stiggins, 1997,
Student Centered Classroom Assessment,
Chapter 3. Prentice-Hall, (201) 236-7000.

Reasoning ProficiencyThe ability to use content understanding to reason and solve
problems. Reasoning includes things such as analyzing, comparing, thinking
critically, and decision making.
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SkillsDoing things such as
reading fluently, working
productively in a group,
making an oral presentation,
speaking a foreign language,
or designing an experiment.

Ability to Create

ProductsCreating tangible
products such as an essay, a
research reports, visual art, or
a wood table.

DispositionsStudent
attitudes, including: attitude
toward school, civic
responsibility, selfconfidence, desire to learn,
flexibility, and willingness to
cooperate.

e Caution...

C Relat.ed Toolidt95 Chapters and
*s.rities:

ctivi 1.2".-.7Clear TargetsWhat Types Are
de? :Askink people tO describe what ldnd o
target they ire looking at (knowledge, reasoning,
etc.) is an excellent way to begin,to tease out
'fferencei in whaf is Meant'by targets
statements:

ctivitY 1.6÷A Comparison ofMultiple-Choice
and AltirnativeAssessment. Comparing different
ways to assess a content area provides a means o
exploring what it means to know and understand
a content area.
Activity 1.10L--Clear Targets and Appropriate
MethodThe View From the Classroom. In this
activity,-participants ace asked to self-evaluate the
clarity of their learning targets using a ratin
form.

Activity 2.1Sorting Student Work. Analyzing

Affective targets can be a
red flag in some
communities. If so, the
user can delete any
references to the
affective domain in this
chapter and stick just to
the cognitive domain.

what makes student work effective is an excellent
way of opening up the discussion of what it
means, for example, for a student to write well.

.

BEST COPY AVAILABLE
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Key 2: Focused arid Appropriate Purpose
Key 1
Arise from clear and
appropriate learning
targets

Key 2
Serve focused and
appropriate purposes
,

Key 3
Rely on an appropriate

methodTarget-Method
Match

Key 4
Eliminate sources of
bias and distortion
including sampling
problems

We'll talk about two things in this section. First, we'll address why educators assess
purposes. In other words, who are the users and uses of assessment results? This will
underscore the importance of doing a good job of assessing students. Then, we'll look at "the
rest of the story"how purpose actually affects the way an assessment is designed.
So, why do folks assess student achievement? Who uses the results and what do they use
the results for? Well, just about everybody for just about everything, and assessment activity
seems to get more intense every day. For example:
Teachers assess students day-to-day in the classroom for such purposes as: planning
instruction, evaluating what worked and what didn't, grading, promoting student selfcontrol of progress, and communicating with parents.
Students use the results of assessments to decide what they'll study, how much they'll
study, whether it's even worth studying, what they're good at (or not), their self-worth,
who they might associate with, and how they might earn their living as an adult.
Assessment information can also giVe feedback to students so they can reflect on their
performance and make changes. Ultimately, we want students to understand how they
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learn, evaluate their own performance, and undertake the learning necessary to
improve their performance.

Parents use the results of assessments to determine rewards and punishments for their
.children, apportion family resources (who will go to college?), make judgments of
family self-worth, decide whether to vote for a levy, and pick a place to live.

Principals and other administrators use assessment results to promote and graduate
students, allocate resources, plan professional development, and report to the public
how well the school or district is doing.
State departments of education use assessment results to report to the public, levy
rewards and sanctions for districts, and distribute resources.
Looking at this list reminds one that these are pretty important uses for assessment results
and that we all had better be darned sure that our assessments are of good quality. What
would happen, for example, if an assessment gave an inaccurate picture of student
achievement? What would happen if what was actually assessed
was not really what was thought to be assessed? Or worse yet,
what if users were unsure as to what they were assessing, so they
didn't know what the results really meant? Is everyone positive
that they are accurately assessing the most enduring outcomes
for students so that the decisions made can really serve to guide
learning?
Looking at the list of users and uses also reminds one of the
crucial importance of not only large-scale assessmentsthose
that occur in roughly the same way at roughly the same time

across classroomsbut also classroom assessments. After all,
which assessmentsday-to-day classroom assessments or oncea-year large-scale assessmentmost affect the kinds of
decisions made by teachers, parents, and students? (We would
choose classroom assessment; hopefully readers did too.) What
happens if classroom assessments are not well thought-out and executed?
The point here is not to suggest that teachers should be blamed for lapses in their knowledge
about classroom assessment. (After all, most teachers never had the opportunity to learn
about assessment because most states don't even require an assessment class for certification.
And, even in places where an assessment course is required, there is an evolving
understanding of what teachers really need to know and be able to do to be good classroom
assessors.)

The point is that student assessment is of crucial importance. That's why there is activity on
all fronts to improve it, from clearly defining valued student learning targets at the state level
and rethinking how to best assess them in large-scale assessment, to changing coursework for
pre-service teachers, to assisting teachers to align important learning targets to instruction
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and assessment in the classroom. One of the efforts to assist teachers to fine tune classroom
assessment practice is this Toolkit98!

Now for the second part of this sectionHow does purpose affect how educators assess?
It's probably obvious that an assessment good for one purposefor example, providing
detailed diagnosis of a student's strengths and weaknessesis not necessarily best for other
purposesfor example, determining the strengths and weaknesses of the school's overall
curriculum or whether most students attained the school's grade-level goals for student
performance. Thus, a first major decision to make is deciding one's purpose for assessment.
Just consider the differences in uses of information from large-scale and classroom
assessments. In general, large-scale purposes require more rigorous evidence of technical
quality than do classroom assessments, primarily because important decisions are likely to be
based on them and because it is usually only a single testing episode. In contrast, for
classroom purposes, a teacher has lots of formal and informal evidence upon which to base
decisions, and so the results of any single, faulty assessment are not likely to be given undue
weight.

As other examples of how purpose can
affect assessment design, consider these:
1. A single multiple-choice or short
answer multiplication test may be
perfectly acceptable to determine
whether or not third graders have
learned their multiplication facts, but
would not be appropriate for making
a decision about the overall quality
of the third grade mathematics
program.

2. A short answer or multiple-choice
assessment designed to measure
student knowledge of specific
scientific principles might be useful
for partially determining a student's
grade. Inferring that this assessment
sufficiently measures the student's
ability to perform scientific tasks
that call for an understanding of
these principles would require the
assessors to observe the student
applying that scientific knowledge in
a laboratory setting.

Related Toollcit9eChapters and

Activities
Activity 1.8Sam's Story asks
participants to judge the assessments
they'd trust to give good information for

a particular purposedetermining
proficiency in math for instructional
planning. At the end, it asks whether
other purposes (for example, whether a
student is working up to potential), might
require different assessments.

Activity 1.9Going to School asks
participants to think about different
designs for performance criteria and
which might be most useful for different
purposes.

Chapter 2 addresses various purposes
for classroom assessment and posits
design implications.

123
24

Toolkit98: Chapter 1 TextStandards-Based Assessment, Nurturing Learning

3. Some assessments are used mostly to gather information about students in order to
make decisions about themfor example, grading or certifying competence. Other
assessments are designed more to involve students in their own assessment and thus
serve an instructional function. This distinction between assessment to "monitor" and
assessment to "teach" has implications for assessment design. For example, rubrics
used by teachers to monitor student performance might not need to be as detailed as
rubrics used by students to learn and practice the features of writing that make it
work.

Key 3: Appropriate Methods (Target-Method Match)
Key I

Key 2
Serve focused and
appropriate purposes

Arise from clear and
appropriate learning

Key 3
Rely on an appropriate

methodTarget-Method
Match

Key 4
Eliminate sources of
bias and distortion including
sampling problems

The third Key to Quality with respect to assessment is to match targets and purposes to
methods. We are not of the opinion that the only good assessment is a performance
assessment. Rather, there are times and places for all different forms of assessment. We'll
again take two looks at "target-method-match," one from Bob Marzano and one from Rick
Stiggins.

Take One: Bob Marzano. Figure 1.3 shows Bob Marzano's scheme for matching targets
to methods.
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Performance Assessment

Multiple-Choice,
Short Response

Type of Skills

Process Skills: Simple

Long division
Punctuation, grammar
Decoding words

Process Skills: Complex

Content/Declarative
Knowledge: Simple

Problem solving
Writing
Setting up an experiment
Critical thinking
Group cooperation
Lifelong learning
Dance

Recall factse.g., dates,
places, events

Conceptse.g., democracy
Generalizationse.g., "power

Content/Declarative
Knowledge: Complex

corrupts"

The basic premise is "simple target, simple assessment; complex target, complex
assessment." Multiple-choice, matching, true/false and short answer are perfectly fine to
assess simple processes and simple declarative knowledge. To assess complex procedural
skills, Marzano would set up a task that requires students to use the skills in question and
develop performance criteria to measure different levels of successful performance.

To assess complex declarative knowledge Bob Marzano recommends:
I. If one wants to see how well students understand a concept, say "democracy," one has
to watch them use their knowledge in some way. So, one needs to decide how
students will apply the knowledgewill they compare, classify, evaluate cases,
deduce consequences, construct support, or do something else? For example, if the
goal is to assess student understanding of the concept of "democracy" one could ask
students to analyze casesfor example, they might identify current instances of
countries claiming to be democracies and analyze the extent to which each actually is
a democracy.
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2. Then one needs to decide how students will report the results once they apply the
knowledge in questionwill they write, speak, draw, or something else? For the
democracy example students might write a paper detailing their analysis.
3. Finally, one must develop performance criteria for three things:

a. Content/declarative knowledgehow well does the student know the content? For
the democracy example, what would be indicators of understanding the concept of
"democracy": a sound definition; selection of appropriate countries; attention to the
most telling details?

b. Quality of the producthow well did the student present the work in writing,
speaking, etc. For the democracy example, what is the quality of the paper on
democracy in terms of organization, appropriate voice, word choice, sentence
fluency and conventions? Did these support the purpose (arguing a case) and the
major thesis of the paper?

c. Quality of the applicationhow well did the student execute the knowledge
application process? For our running example, how good was the student analysis
and comparison? What makes a good analysis or comparison? What are the
indicators that good analysis or comparison occurred?

Take Two: Rick Stiggins. Now, for "target-method match" according to Rick Stiggins. He
maintains that, although you can assess most types of student learning targets by most
methods, there are some more and less efficient ways to do it. For example, if all you want to
know is whether students know their multiplication facts, why design performance
assessments? Figure 1.4 shows his recommendations for matching targets to methods. X's
denote a good match; O's denote a partial match.

Performance
Assessment

PersonaVOral
Communication

X

X

X

X

0

X

X

0

0

X

Selected
Response

Essay

Knowledge

X

X

Mastery
Reasoning
Proficiency

0

X

Skills

Products
Dispositions

X

0
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It's simply not efficient to use performance
assessment or personal oral communication
to assess every knowledge outcome
educators have for students. For example,
using performance assessments to see
whether students know all their
multiplication facts could take years. But
we could assess instances of ability to
multiply in the context of a problem
solving performance task.

While it is possible to assess some kinds of
student reasoning skills in, say, multiplechoice format, to really see reasoning in
action one needs a more complex
assessment format. For example, most
standardized, norm-referenced tests have
questions about such things as fact versus
option and "what is most likely to happen
next." But these are usually assessed out
of context as a discrete skill. One would
need a performance assessment to see how
students can use all their reasoning skills
together to address an issue, or to see if
they know when, for example, they need to
identify an opinion.
Knowledge about what it takes to perform
skillfully or to produce a product can be
assessed in multiple-choice format, but to
actually see if a student can do it, one
needs a performance assessment. (For
example, as we discussed earlier in this
chapter, one can assess student knowledge
about how to give a good oral presentation
through an essay, but if one wants to see if
students can apply this knowledge, one has
to have students give an oral presentation.)

C Related 7 oolicit9eChapters and

Activities
ctivitr1.6÷A Comparison o
Multiple=Choiceand Alternative
Assessmeniprovide's participants an
opportunity to compare a traditional
multiple-choide assessment with a
performance assessment and discuss
'when each sbould be used.

ctivity 1.7Target-Method Match
mtroduces assessment methods and gives
9.ipatits practice mrnatchm
1. Methads-to learning tirketi

Activity 1.10-;Clear Targets and
Appropriate MethodThe View FroM
the Classroom asks participants to selfevaluate the eXtent to which they
successfully match assessment methods
to targets.

Chapter 3 covers design options for
alternative assessment and includes
additional discussions of target-method
match. =

Activity 3.2Spectrum of Assessment
Activity looks at how to "open up"
traditional assessment tasks in order to
measure more complex outcomes.

Activity 3.4Assessing Learning: The
Student's Toolbox demonstrates the
relationship between assessment tasks
and the student learning trying to be
assessed.

Selected response questionnaires can tap
student dispositions, but so can open-ended
questions (essays) and personal
communication with students.
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Ke 4: Eliminating Sources of Bias & Distortion
Key 2
Serve focused and
appropriate purposes

Key 1
Arise from clear and
appropriate learning
targets

Key 3
Rely on an appropriate

methodTarget-Method
Match

Key 4
Eliminate sources of
bias and distortion including
sampling problems

Assume that targets are perfectly clear and appropriate, purposes have universal agreement,
and the absolutely best way to assess each target has been picked. Is this all? Unfortunately,
no. It's still possible, even easy, to execute the plan poorly.

In short, things can go wrong in assessment. Have you ever tried to engage students in an
instructional activity and not gotten at all what you expected to? The instructions weren't
clear, or there wasn't enough time, or students didn't have all the prerequisite skills, or the
activity didn't allow students with different learning styles to do their best.
Well, the same thing can happen in assessment. These "things that go wrong" are called
sources of mismeasurement, bias and distortion, or invalidity. The result is that the
information from the assessment doesn't mean what we think it means. What happens if the
ability to read the instructions interferes with a student's ability to demonstrate math skills?
Or, the necessity to write a response interferes with how well a student can demonstrate
ability to set up a scientific experiment?
Then these assessments could really measure reading or writing rather than math or science
these are serious potential sources of bias and distortion. Or, what happens if student writing
competence is judged from only a single piece of writing? Then the judgment of student
writing ability may be biased because not enough samples of student writing were obtained
across audiences, purposes, and content to really determine, in general, writing competence.
Toolkit98: Chapter 1 TextStandards-Based Assessmengr§ring Learning
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If these assessments then form the
basis for a grade or for certifying
competence on a state graduation
test, the result would be unfortunate.
A grade or certification of
competence is only as good as the
assessment upon which it is based.
This, then, is the fourth Key to

Qualityattending to what might go
wrong and fixing it. Since this topic
is handled so completely elsewhere
in Toolkit98, we'll not cover that
ground again here.

Summary of Steps to
Quality

Related 7'oolicit93 Chapters and

Activities:
Eliminating potential gources of bias and
-.distortion is discussed in many ways in many
places in,Toolkit98.: Chapter 3 Contains an indepth discussion of various alternative assessment
designs and the relative merits of each approach.
Much of this discussion relates to,issues of
otential sources of bias and distortion....

Activities that stress the iniportince of quality
include: Activities 1.5=-Clapping Handy
teiitial sources-a bias and-dikortion in
performance assessments); 1.8Sam s Story (the
most valid pieees of information for a particular

purpose); 1.11Assessment Standards; 1.12
Assessment Principles (equity); 3.1

Performance _Taiga, Keys to Succesi''
(characteristics of quality tasics);
We've had a brief excursion into keys
Performance Criteria,Keys to Success
that describe quality assessment in
,
(characteristics of quality criteria); 3.6How to
any context, for any purpose, for all
Critique an Assessment (practice critiquing on all
types of assessment. The remainder
aspects of quality); 3.7--Chickens and Pigs
of Toolkit98 focuses on alternative
(equity); 3.8Questions About Culture and
assessment (particularly performance
Assessment (equity); and 3.9--Tagalog Math
assessment), not because we don't
Problem (equity).
think other forms of assessment are
worthwhile, but because that's the
area in which most people want
assistance right now. So, we'll
summarize our look at the Keys in terms of when each occurs in the alternative assessment
design process. Many of these steps are covered in more detail throughout Toolkit98. We've
noted where in Toolkit98 each is expanded upon. Some topics are beyond the scope of
Toolkit98. (We have noted those that are not addressed in detail.)

1. Clearly define what it is you want to assess. (This is Key 1Clear and Appropriate
Achievement Targets.) In Toolkit98 we focus primarily on those targets most
appropriately assessed by alternative assessment procedures.
2. Clearly state the purpose for the assessment, and don't expect one assessment to work
for other purposes for which it was not designed. (This is Key 2Clear and
Appropriate Purposes.) In Toolkit98 we focus primarily on classroom purposes for
assessment such as monitoring student achievement, planning instruction and engaging
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students in self-assessment. These purposes are expanded on in Chapter 2
Integrating Assessment with Instruction.

3. Match assessment methods to the achievement target(s) and purpose. (This is Key 3
Appropriate Methods.) Developing alternative assessments for classroom assessment
purposes is the topic of Chapters 2Integrating Assessment with Instruction and 3
Designing High Quality Assessments.
4. Specify illustrative tasks (activities, problems) that would require students to
demonstrate the desired skills and accomplishments. Avoid tasks that may only be
interesting activities for students, but may not yield evidence of a student's mastery of
the desired outcomes. (These are Key 3Appropriate Methods and Key 4Avoiding
Potential Sources of Bias and Distortion.) Design options and quality considerations
for tasks is in Chapter 3Designing High Quality Assessments.
5. Specify the criteria and standards of judging student performance on the task selected
in step 4. Be as specific as possible, and provide samples of student work that
exemplify each of the standards. Develop a reliable rating process that would allow
different raters at different points in time to obtain the same, or nearly the same, result.
If used in the classroom by a single teacher, the rating system must allow consistency
across students.

(These are Keys 3Appropriate Methods and 4Avoiding Sources of Bias and
Distortion.) Criteria and development of scoring processes are dealt with extensively
in Chapters 2Integrating Assessment with Instruction and 3Designing High
Quality Assessments.
6. Avoid other pitfalls that can lead to mismeasurement of students. (This is Key 4
Avoid Potential Sources of Bias and Distortion.) A gentle introduction to technical
issues, especially as related to classroom assessment, is found in Activity
Clapping Hands. Equity and other quality issues are explored in Chapter
Designing High Quality Assessments.

1.5

3

7. Collect evidence/data that shows that the assessment is reliable (yields consistent
results) and valid (yields useful data for the decisions being made). For performance
assessments, this might be demonstrated through the level of agreement between
scores given by different assessors for the same student work, and evidence that
students who perform well on the assessment also perform well on other related items
or tasks.
This topic is not covered in detail in Toolkit98.

9. Ensure "consequential validity"the assessment maximizes positive side effects and
minimizes negative ones. For example, the assessment should give teachers and
students the right messages about what is important to learn and to teach; it does not
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restrict the curriculum; it is a useful instructional tool; and the decisions made on the
basis of the assessment results are appropriate.
Consequential validity and the messages our assessments send teachers, students, and

parents are discussed extensively in Chapters 2Integrating Assessment with
Instruction and 3Designing High Quality Assessments.
10. Use test results to refine assessment and improve curriculum and instruction; provide
feedback to students, parents, and the community. Chapters 2 and 3 further discuss

the relationship between assessment and instruction; Chapter 4Grading and
Reporting, A Closer Look addresses grading and reporting issues.

Chapter Summary and Conclusion
This chapter provides the reader with an overview of the reasons changes are being made in
assessment, and with a beginning understanding of the issues assessors must grapple with as
they use (or develop) assessments to make educational decisions about students and
programs. The remaining chapters provide a more indepth discussion of these topics.

Assessment is changing because education is changing. Research shows that what students
need to know and to be able to do, and the way in which knowledge and skills need to be
taught, are often quite different from conditions in the past. This is not an indictment of
schools. Changes in the world are happening at such a rapid pace that few aspects of society
have been able to keep up. But keep up we all must, if our students are to be successful in the
changing world of tomorrow.
Although we present a strong case for alternative assessment in Toolkit98, we neither say that
all assessments need to be of this type nor reject the use of multiple-choice and other forms
of selected-response tests. We do affirm that alternative assessments, when designed well,
offer appealing ways to assess complex thinking and problem-solving skills and, because
they are grounded in realistic problems, are potentially more motivating and reinforcing for
students. However, while alternative assessments may tell us how well and deeply students
can apply their knowledge, selected-response (e.g., multiple-choice tests) may be more
efficient for determining how well students have acquired the basic facts and concepts.
Educators need to choose assessments based on professional information, not on tradition
("that's how I was tested"), personal opinion ("I like them") or trendiness ("Grant Wiggins
says they're great.") A balanced curriculum requires a balanced approach to assessment.

The need for high quality assessment information to make informed decisions about changes
in students and programs will be critical to the success of the educational improvement effort.
There is no single correct method for assessing students, but there are ways in which all
forms of assessment can be used well to help schools make good decisions and meet students'
needs. Keys to quality include: clear and appropriate learning targets; clear and appropriate
purposes; matching method to purpose and target; and avoiding potential sources of bias and
distortion.
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Activity

Changing Assessment actices:
What Difference Does It Make
for Students?

Purposes:
1.

To stimulate thinking and discussion among teachers, parents, and diverse communities
of learners about the practical, learning-centered reasons for changes in assessment
practices

2. To prompt reflection about current practice as a foundation for action

Uses:
This is a good introductory activity for looking at the rationale for changes in assessment. It
can be used to begin a PTA or other family and community session. It is also useful with a
school faculty. It has been used in a large, auditorium-style session with several hundred
participants.

Rationale:
As use of a variety of assessment tools expands, it's essential that educators look together at
assessment practices. As educators rethink and improve the quality of assessment practices
they need to share their growing understanding of the impact of assessment practices on
children's learning, and, more fundamentally, on the belief of children in their ability to learn.
This activity is built around the work of a group of British Columbia educators who
developed a guide to communicate with parents and community members about the impact of
assessment practices on the learning of young children and the rationale for changes
underway in primary classrooms.

,
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Materials:
Overhead projector, screen, blank transparencies, transparency pens

Overheads A1.1,01Changing Assessment Practices, Purposes, A1.1,02Questions
for Parents, and A1.1,03Questions for Educators
Handout A1.1,H1Assessment/Evaluation/Reporting

Time Required:
20-30 minutes

Facilitator's Notes:
1.

(1 minute) Set the stage for reflection and discussion by noting that participants will be
examining and discussing a sheet that shows one group of educators' way of helping
parents understand the specific changes in assessment practice that are taking place in
classrooms and how directly those changes are related to children's learning and academic
self-concept. The sheet shows what this group of educators has come to value and why,
as well as the actions that flow from their understanding. Use Overhead A1.1,01
Changing Assessment Practices, Purposes to describe the purposes of the activity, as
needed.

(5 minutes) Provide copies of Handout A1.1,H1Assessment/Evaluation/Reporting
and ask participants to read it while thinking about the questions on Overhead

A1.1,02Questions for Parents or A1.1,03Questions for Educators.
3.

(10 minutes) Ask participants to find a partner and discuss the handout and their thoughts
about the questions on the overhead. Are there some common questions? Common areas
of agreement?

4. (5 minutes) If time permits, ask for volunteers to report key ideas, issues, and concerns

from their discussions.
5.

(5 minutes) Remind participants that this activity is intended not to present the specific
practices that educators must use (and thus end conversations about our assessments), but
to open or extend ongoing conversations about day-to-day assessment practices and
student learning.
You might close by asking participants to create their own list of reasons for change in

assessment practicesorwrite down one insight they gained from the discussion or one
question they want to learn more about.
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Purposes:
1. To stimulate discussion about the
practical, learning-centered reasons
for changes in assessment practices

2. To prompt reflection about current
practice as a foundation for action

Overhead A1.1,01
'.)
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1.Which changes are ones that leap out as
ones you'd say, "Of course, it really
needs to be this way to work best for our
children?"

2.Are there any that cause you to pause to
think about whether the change is one
you understand and want to see, or
would like to hear more about?
3.Do you have any experiences with the
changes that you can share to help make
them real for other parents? Have your
children brought home things that
illustrate any of these changes?
Overhead A1.1,02
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Read the rows across, noting the sets that stand out for you as
you think about your own or your school's classroom
assessment practices. Circle the practices in the left column
that are in use now in your school or classroom. Put a star
next to the practices in the third column that you are moving
toward or using now.
I. Which of the assessment practices in the third column are
ones that leap out as ones about which you'd say, "Of
course, it really needs to be this way to give our students
the best opportunity to show what they know and can do?"
2. Are there other practices that cause you to pause and think
about whether the practice is one you understand and want
to see, or would like to learn more about?
3. Are there practices in the first column that need to be reexamined? Eliminated in your setting?
4. What experiences can you share to help make the
assessment practices real for others? What are you doing
in your work that illustrates specific changes?
Overhead A1.1,03
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But...
we learned that this focus
undermined the confidence of
many students and that we could
be more supportive of their
accomplishments

So now...
we begin with what students
can do, then consider their
learning needs

Because...

fail students who
did not meet preset expectations
for behavior or
ability to do tasks

we found that some students
doubted their ability to learn and
this increased the probability of
their dropping out of school

teachers give students the
support needed to allow them
to make continuous progress

this maintains their self-esteem
and confidence, thus prompting
further learning by
strengthening the disposition to
learn

use pencil/paper
tasks as the main
way of assessing
and evaluating
students

we now know that this gave a
limited view of what students
could do

we encourage students to
represent their learning in a
variety of ways (show what
they know)

this provides opportunities for
more studentS to demonstrate
their intelligence and to be
successful learners

compare learners
to each other

this made comparisons more
important than the actual
learning

each learner is evaluated on
what he or she can do in
relation to expectations and
skills that are widely held as
being important, continually
refined, and purposefully
applied

this helps each student feel
valued as a learner and builds
on individual strengths, which
encourages a good start toward
lifelong learning

use checklists for
students' report
cards

they gave limited information
about what students could do

we use information from
observations, conferences and
collections of students' work to
develop anecdotal reports

they give more comprehensive
information about what
students can do

use letter grades
for reporting
students' progress

letter grades were dependent on
teacher and parent interpretation
and often focused on surface
knowledge rather than
understanding

we use anecdotal reports to
describe students' learning

they give a more detailed
picture of what students can do
and identify future learning
goals

exclude students
from the
assessment and
evaluation
process

this did not encourage the
development of self-evaluation
skills

students are encouraged to take
a more active role in assessing
and evaluating their own
progress and, with the help of
the teacher, set future learning
goals

as students construct meaning
of the world around them, this
process encourages selfevaluation, independent
learning and a commitment to
further learning

plan conferences
for parents and
teachers to
exchange
information

this often overlooked the people
with the most relevant

teachers are beginning to plan
ways to include students in the
conference with parents

together, they can develop a
shared understanding of
students' abilities, interest and
learning needs, resulting in the
setting of realistic learning
goals

We used to...
place more
emphasis on what

students could not
or should not do

(A. 13. C)

(G.S.NI)

informationthe students as
developing learners

this helps them to develop
confidence and gives a
foundation for building and
further refining skills and
knowledge

Handout A1.1,H1

Program.Province of British
' From: Supporting Learning. Understanding and Assessing the Progress of Children in the Primary

Columbia. Ministry of Education. 1993.,Permission granted for use in training.
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BEST6COPY AVAILABLE

Activity 1.2

Clear argetsWhat TBpes AréThee?

Purposes:
1.

To consider different kinds of learning targets for students

2. To consider what a good mix of learning targets for students might be
3. To become familiar with local content standards
4. To experience how frequently learning targets for students that we thought were clear
really aren't

Uses:
This activity is at the intermediate levelbest used after reading the Chapter 1 text and
doing other context and stage setting activities in this chapter, such as Activity 1.1
Changing Assessment Practices, What Difference Does It Make For Students? or 1.12
Assessment Principles. It develops skill related to Chapter 1, Key 1Clear Targets.

Rationale:
This activity makes several points, so there are several rationales for it.

Rationale #1: State and local content standards are intended to clarify targets so that
instruction across the system is focused on what is important. We've found that it is most
meaningful to teachers to have them list their goals first so that they can see that the state or
district content standards represent what they already value for their students. This activity
relies on this method.

Rationale #2: We are coming to the conclusion more and more that the single biggest
barrier to improving classroom assessment has nothing to do with the physical aspects of
assessment at all (such as selecting the correct assessment method, making sure that there is
only one correct answer, etc.). The biggest barrier is not having clear learning targets for
students. One can't assess (or teach) something if one doesn't know with crystal clarity what
it is they are trying to assess (or teach).

Toolkit98: Chapter 1 Aitivity 1.2Clear Targets
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For example, every set of content standards we've seen includes "critical thinking." Well,
what does that mean? What does a person look like when they are thinking critically? What
does such a person know and what is such a person able to do? Likewise, what is
"communication in math," "quality writing," or "life-long learning?" How do educators
know when students are doing them well? How do educators know when students are
developing adequately toward proficiency? This activity is only the opening gambit on this
issue. Other activities in Toolkit98 are also designed to assist teachers to be masters of the
targets of instruction embodied in content standards.

Rationale #3: One reason that targets tend to be unclear is that, in the past, many teachers
have had an "activities" focus to instruction rather than an "outcomes" focus. What we're
trying to do here is to assist teachers to change their focus from "task" to "targets." This is
not meant to disparage teachers, the importance of change in focusto a standards-based
approach to instructionis only now becoming apparent.

Materials:
Overhead projector, screen, blank transparencies, and transparency pens

Overheads A1.2,01Clear Targets Purposes and A1.2,02Kinds of Achievement
Targets

Handouts A1.2,H1Kinds of Achievement Targets; A1.2,H2Examples of Learning
Targets, and A1.2,H3What Types of Student Learning Targets Are These?

Time Required:
40-60 minutes

Facilitator's Notes:
1.

(2 minutes) Use Overhead A1.2,01Purposes to introduce participants to the activity.
The first step in designing any assessment is to have clear and appropriate learning targets
for students. Educators can't assess something if they don't know what it is. Further, lots
of learning targets for students are unclearteachers disagree on what they mean. This
activity provides an opportunity for participants to experience what "unclarity" is like.

2.

(5-10 minutes) Ask participants to individually list their learning goals for students.
(Use whatever language they are most familiar withstudent learning outcomes, goals,
content standards, or. merely, "What would you like students to know and be able to do
when they leave your class?") Then ask participants to prioritize the top 5.

3. (5 minutes) Make a list of outcomes on a blank transparency or chart pack paper. An

efficient way to do this is to randomly select 15 people and ask them to read the top item
on their list. Then ask if anyone has any other items that must be added.
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4. (5 minutes) Show Overhead A1.2,02Kinds of Achievement Targets and Handout
A1.2,H1Kinds ofAchievement Targets. Describe the various types and show how the

list generated by participants corresponds to the categories.
5.

(15 minutes) Pass out a part of the state/local content standards (or course achievement
targets) on which you'd like to focus. Ask participants to classify several targets. Or, use
Handout A1.2,H2What Types of Student Learning Targets Are These?
Participants will often begin to "quibble" as to the "correct" classification. This occurs
because people interpret the outcome differently; in other words, it is not clear what the
standard means. This actually brings home the message of the entire segmentif
educators don't agree on what targets mean, how can they exert a concerted effort to assist
students to reach them? And, if educators don't agree on what targets mean, assessments
will look quite different.
In every situation where we've asked
participants to look at local content
standards or course outcomes and
explain what they mean, there have
been differences of opinion. Adopted
standards (as well as everyday course
outcomes) are likely to contain
ambiguities. Therefore, district
administrators and teachers have to

come to consensus on their meaning

4* Caution
,

Affective targets may be a red
flag to some community
members. If so, the entire
activity can be done merely with
cognitive targets. Simply remoVe
all mention of the affective
domain on all handouts and
overheads.

to openly discuss various interpretations
to come to agreement on their breath
and depth. Rather than being an
occasion for despair, many educators
have told us that such discussions are invaluable for influencing instruction, helping
teachers feel more in control, and developing the "right" assessment. (Note: If the targets
being clarified are official district or state standards, it is the responsibility of the district
or state administration to clarify them and provide guidance so that a consensus is
reached on what is intended. An individual group of teachers should not have to take on
this responsibility unless requested and empowered to do so.)
6. (15 minutes, optional) If participants are looking at their local or course outcomes, ask

them to decide if they have a good mix of types. What would a good mix look like?
7.

(5 minutes, optional) Show an analysis of the learner targets in a textbook
(Handout A1.2,H3Examples of Learning Targets). Searching through this particular
textbook resulted in only two reasoning targets, and these were in the "expanded"
activities. The point: it was hard to find reasoning and product targets, so if teachers are
counting the textbook to match our important learning outcomes, it could be misplaced
trust.
77.1
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Purposes:
1.

To consider different kinds of
learning targets for students

2.

To consider what a good mix of
learning targets for students might
be

3.

To become familiar with local
content standards

4.

To experience how frequently
learning targets for students that we
thought were clear really aren't
Overhead A1.2,01
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Kiñd of Achievement Tar ets

Master Factual and Procedural
Knowledge
Use Knowledge to Reason and
Solve Problems
Demonstrate Masterlj of Specific

Create QualiN Products
Acquire Pothtive Affect/
Dispositions
Adapted from Rick Stiggins, Assessment Training Institute, Portland, OR, 1995
Overhead A1.2,02
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Kinds of Achievement Targets

Master Factual and Procedural Knowledge
Some to be learned outright
Some to be retrieved using reference materials

Use Knowledge to Reason and Solve Problems
Critical Thinking
Problem Solving
Decision Making
Analytical, comparative, inferential, and/or evaluative reasoning

Demonstrate Mastery of Specific Skills
Speaking a second language
Giving an oral presentation
Working effectively on a team
Science process skills

Create Quality Products
Writing samples
Term projects
Artistic products
Research reports
Shop projects

Acquire Positive Affect/Dispositions
Positive self-concept
Desire to learn/read/think critically, ...
Positive attitude toward school
Good citizenship
Respect toward self and others
Flexibility
Perseverance
Adapted from Rick Stiggins, Assessment Training Institute, Portland, OR, 1995
Handout A1.2,H1
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Taken from the 4th grade Social Studies text Discovering
Central Kitsap School District, Silverdale, WA, 1996.)

Washington.

(From Jan Chappuis,

Knowledge Targets (factual)
Name at least two regions of which Washington is a part.
Tell at least one way that location has affected Washington's history.
Name five main parts of Washington State and describe key land and water forms of
each.
Define the term

natural resources

and give examples of those found in Washington.

Examples of key words: tell, understand, name, describe, list, identify, give examples.

Knowledge Targets (procedural)
How to use map scales to measure distances.
How to use latitude and longitude to locate places on a map or globe.

Examples of key words: how to (followed by some procedure).

Reasoning Targets
4110

Give examples of differences between coastal and plateau cultures and relate these to
differences in the natural environment.
Compare/contrast the pioneer way of life to their own.

Examples of key words:. Classify, compare, contrast, analyze, synthesize, determine,
evaluate, justify, construct support. draw conclusions.

Skill Target
Use map scales to measure distances.

Examples of key words: read, speak. assemble, operate, use, demonstrate

Product Target

Make a relief map of any region of whole state, or make maps of products, points of
interest, or land uses.

Examples of key words: create, design. make, produce, write, draw.
Handout A1.2,H2
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ingtrUCtionS: Match the student learning targets on the right to Rick Stiggins' five types
of learning outcomes on the left. There are no single correct answers, however, some
responses are better than others. The important thing is to explain why you have categorized
the target as you have. This type of matching will be important when we get to Step 2
matching target to assessment method.

Student Learning Targets

Type of Learning Outcome
a.

Knowledge

b. Reasoning/Thinking

1.

Writes effectively for various audiences and purposes

2. Develops knowledge and understanding of how

language is used
c.

Skills/Behaviors

d. Products

e.

Affect/Dispositions

3.

Contributes productively to both large and small groups

4.

Uses historical and contemporary information to
demonstrate cross-cultural understanding

5.

Demonstrates knowledge of melody, rhythm, harmony,
pitch, form, timbre, and tone quality

6. Uses music vocabulary correctly
7.

Exhibits self-confidence, self-discipline, and selfmotivation

8.

Develops a personal wellness plan that recognizes the
impact of nutrition and fitness on personal well-being

9. Chooses and devises appropriate strategies to solve

mathematical problems
10. Views self as capable of using mathematical skills and
knowledge to make sense of new problem situations

Handout A1.2,H3
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Activity 13

PotitTM Notes

Purposes:
1.

To expand or review understanding of assessment language

2. To develop a common language on which later activities can build

Uses:
Use in Chapter 1 as a mixer and to review assessment terminology. It is a good introductory
activity.

Rationale:
It's important to acknowledge the realities of the evolving vocabulary for assessmentand to
point out the importance of crafting shared meaning in order to move forward.

Materials:
Overhead projector, screen, blank transparencies, transparency pens

Overhead: A1.3,O1__PostitTM Notes Purposes
Handouts: Small pieces of paper or PostitTM notes containing definitions and terms (one
possible set is included as Handout A1.3,H1Definitions/Terms); the Glossary in
Appendix E could be used as a handout
Chart paper and marking pens (useful, but not necessary)
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Time Require&
20 minutes

Facilitator's Notes:
1.

(5 minutes) In this warm-up activity, participants examine assessment-related definitions
and key terms. Each participant receives either a definition or a term. Their task is to
find the partner who has the matching definition/term. (Slips of paper with definitions or
terms can be made by cutting apart Handout A1.3,H1. If possible, one color paper could
be used for definitions and another for terms.)
The definition slips can be handed out individually as an opportunity for the facilitator to
greet participants before the formal opening of the session, or can be included in
individual packets of session materials.

2.

(10 minutes) Once participants have connected with the individuals they believe are their
partners, ask each pair to place their term and definition on a chart until all terms and
definitions are on the chart. With a large group, you can divide into smaller groups and
have a chart for each group. With a relatively small group, review the intended matches,
and clarify, solicit challenges, and refine meaning. With larger groups, you can have a
walk-about in which participants seek confirmation of their choices in the work of other
groups.

3.

(5 minutes) Close this brief activity with a summary of terms and, if appropriate, offer
the opportunity for participants to write questions that still remain on a chart which will
remain posted throughout the session. These questions often prompt significant thinking
and give the facilitator some guidance about how to stretch following activities to take in
the concerns of participants.

The Glossary in Appendix E could be used as a handout to summarize these and other
important definitions.
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Purposes:
1. To expand or review
understanding of assessment
language

2. To develop a common language
on which later activities can
build
Overhead A1.3,01

14a
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Definitions

An assessment that is given and scored in
the same way for all.

Standardized
Assessment

A question or task in which students must
choose what they believe is the best or
correct answer from a list of provided
possibilities.

SelectedResponse

A question or task in which students must
create an answer or response themselves,
but there is a specific correct answer or
set of information that is expected.

OpenResponse

Scoring performance as a whole; based
on criteria, but not giving feedback on
specific qualities of the student's work;
giving a single score.

A guide for scoring student performance;
rules for scoring; sometimes includes
descriptions of key characteristics of
varying levels of performance.

149
4

Holistic Scoring

Rubric

Handout A1.3,H1, p.1
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Terms

Definitions
Scoring performance on several different
dimensions; giving more than one score.

A purposeful collection of student work
to show effort, progress, or degree of
proficiency.

A question or task that has many correct
or excellent responses, intended to
promote thinking and application of ideas
and information. There is no single,
specific correct answer.

Analytical
Trait
Scoring

Portfolio

OpenEnded

Statements of what students should know
and be able to do.

Content
Standards

Pre-established levels of proficiency to
show mastery of content or skills.

Performance
Standards

An assessment designed to reveal how an
individual's performance compares to
other similar students.

Norm-Referenced
Assessment

Handout A1.3,H1, p. 2
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Definitions

Terms

The key qualities or dimensions of an
effective performance.

Performance
Criteria

Short- or long-term activities, projects, or
questions that serve as assessment
opportunities.

Performance
Tasks

An assessment designed to reveal what a
student knows or can do in relation to a
specific skill or body of knowledge.

Standards-Based
Assessment

Assessment that is based on observation
and judgment of student created products
and/or performances; intended to provide
a rich portrait of student learning.

Performance
Assessment

Assessment tasks that resemble "real life"
as closely as possible, are engaging for
students, and reflect good teaching
strategies.

Authentic
Assessment
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Purpose:
To examine the connections among assessment, instruction and curriculum

Uses:
This activity is good as an opener (or brief reminder) in the early stages of a multi-activity
professional development session to build a view of the rationale for changes in assessment,
as described in Chapter 1.
It can be used with other activities (e.g., Activity l.3__PostitTM Notes and Activity 1.6A
Comparison of Multiple Choice and Alternative Assessment) to construct understanding
about, and shared language for, alternative assessment.

Rationale:
Making clear connections between instruction and assessment is an essential part of the
development and use of alternative assessments that will be used for ongoing communication
with students and parents. In this activity, participants bring their own perspectives to a
definition that could equally be attached to assessment, instruction or curriculum. This
activity also tends to surface assessment issues.

Materials:
Overhead projector, screen, blank transparencies, transparency pens

Overheads A1.4,01Seeing Wholes Purpose, and A1.4,02A Round of Jeopardy

* Developed by Dr. Joan Bycoff Baron at PACE, Harvard University, and used with permission.
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Time Required:
10-20 minutes

Facilitator's Notes:
1.

Use Overhead A1.4,01Seeing Wholes Purpose, as needed, to describe the goal of the
activity.

2.

(10 minutes) Show Overhead A1.4,02A Round of Jeopardy and have participants ask
a question for which the statement is an answer. Write responses on an overhead.
Here's an example of recently generated responses:
What is life?
What is a performance task?
What is curriculum?
What is ongoing assessment?
What is a system of coherent assessments?

3.

What is a portfolio?
What is a good unit?
What is peer review?
What is education?
What is performance assessment?

(5-10 minutes) Points made by Dr. Baron to link the responses back to the concept of
integrated curriculum and assessment:
A good assessment system is the curriculum!

A good set of assessment tasks has these features: they are coordinated, there is a
sequence to them, kids learn the criteria, they become the owners of what quality work
is, the act of learning the criteria is the curriculum. Learning events are the midwifery.
Good curriculum is good assessment if criteria are specified.
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Purpose:
To examine connections between
assessment, instmction, and curriculum

*Developed by Dr. Joan Bycoff Baron at PACE, Harvard University, and used with permission.
Overhead A1.4,01
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Round of JeoparcN

Answer:
A coordinated sequence of engaging
and important learning events
through which all children come to
understand what high quality work
looks like and how to produce it.

What is it?
Overhead A1.4,02
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Activity 1S

lapping }Ian

Purposes:
1. To develop guidelines for high quality performance assessments

2. To explore the importance of qualitythe impact of our assessments on students

Uses:
This activity is at an early elementary level of difficulty. It can be used with Chapters 1 or 3
to illustrate features of quality alternative assessment. It provides a gentle introduction to
quality issues. It should be used prior to the more detailed quality activities in Chapter
Activities 3.1, 3.3, and 3.6. In Chapter 3 the activity can also be used to illustrate design
options and the effects these can have on teachers and students.

3

Rationale:
Assessment is a deeply affective thing. It is about success and failure, about deeply held
feelings, and about our sense of self-esteem. This activity is designed to show the impact of
assessment both on performance and on the feelings at the receiving and rating ends of the
process. It provides a graphic demonstration of the unintended consequences of how

performance assessments are designed. It also results in a set of guidelinesdo's and
don'tsfor performance assessment.
We have successfully used this activity with teachers in all grades levels (K-12), and with
both community college instructors and college of education faculty.

Materials:
Overhead projector, screen, blank transparencies and pens; or chart paper; or chalkboard

With thanks to Ruth Sutton for a demonstration of the activity and approval to use it. Contact Ms. Sutton at
29 Nevile Court, Nevile Road, Salford, M7 OPS, England, UK. And, with thanks to Jay McTighe and other
members of the Maryland Assessment Consortium for ideas on involving the whole group in the activity.

cf

Toolkit98: Chapter 1 Activity 1.5Clapping Hands

1

156

Ten volunteers from the group (7 if the group is small)

Eleven chairs arranged in semi-circle--facilitator in center (8 chairs if the group is

small)see the diagrams below

Overheads: A1.5,01Clapping Hands Purposes; A1.5,02Clapping Institute
Criteria
Handouts: A1.5,H1The Meaning of Quality Summary Sheet (1 for each person)
A1.5,H2Performance AssessmentThe Meaning of Ouality (1 for each person);
A1.5,H3 Clapping Institute Award Certificate (1 per group)

Optional Overheads: A1.5,03Equity Discussion Questions and A1.5,04Special
Education Discussion Questions

Time Required:
60-90 minutes

Facilitator's Notes:
A. Set-Up (10-15 minutes)
The activity is experientialit asks participants to commit and invest themselves in the
process. As such, it might make some participants uncomfortable. Therefore, it is
extremely essential to manage the activity well. Keep it light-hearted.
Once this exercise has been done with a group, it can't be done again with the same
group. The complete exercise requires at least 15 people. (You can get by with 11
instructions for "small group" are included where needed.)

The presenter's outline below is set up for ease of use (list style; questions to participants
in bold, etc.). Typical comments made by participants at various steps of the process are
included at the end.
1.

Facilitator needs: paper and pencil, 1 copy of the award certificate (Handout
A1.5,H3Clapping Institute Award Certificate), and this outline.

2. Arrange 11 chairs (8 if the group is small) in a semi-circle. (See diagram below.)
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Regular Group

1

3

3

4
1

Facilitator

Assessors

Assessees

Small Group

1

2

3
3

2

4

1

Assessors

3.

Facilitator

Assessees

Introduce the exercise using Overhead A1.5,01Clapping Hands Purposes, as
needed. Then:
Five people (4 if the group is small) will be asked to do a simple performance
task, and five other people (3 if the group is small) will assess the
performances. At the end everyone will be asked to describe how it felt to be
in the position they took The audience will participate at the end by
questioning the volunteers on their feelings and adding their own
observations.

4. Ask for 10 volunteers (7 if the group is small) to come up and sit in the 10 (or 7)

chairs arranged in a semi-circle. (Facilitator sits in the center chairsee diagram.)
5.

Note names of volunteers on a seating chart

6. Point to participants to your right as the "assessees"they will do a simple

performance task
7.

Point to particiPp0 to your left as the "dssessors"they will evaluate the quality of
performance on ilie'task.

BEST COPY AVAILABLE
Toolkit98: Chapter 1 Activity 1.5Clapping Hands
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8. Tell the volunteers:

This activity was developed to explore the consequences of being treated in
different ways; it was developed to elicit thoughts and feelings, so please be
alert to them as the exercise progresses.
9. Optional ways to get more people actively involved:
a.

Ask the audience to "mirror" the paneleach person picks one volunteer and
considers how they would react in the same situation.

b. Select 1-2 math people to compute the average scores given by the assessors.
c.

After the assessors give their scores, have audience "vote" on scores with their
fingers.

B. Assessment Task Administration (10-15 minutes)
1.

Assessee #1 (fifth person to your right; fourth person if the group is small)

(Name), please clap for us.
(clap)
Thank you, (name).
(Give no verbal or non-verbal feedback.)
2. Assessee #2 (fourth person to your right; skip this step if the group is small)

(Name), please clap for us.
(clap)
(Name), please leave the room and come back when asked.
(Designate a "hall monitor" to ask the person to come back in when asked and to
make sure the person can't hear the discussion.)

Assessors please assess (name)'s clapping on a scale of 1-5, with 1 being low
and 5 being high.
(Record each rater's score beginning with the person on your immediate left; compute
average; report to panel. Ask the participant to return, but give NO feedback.)
3. Assessee #3 (third person to your right)

(Name), please clap for us.
(clap)
(Name), please leave the room and return when called.

4
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Assessors please assess (name)'s clapping on a scale of 1-5, with 1 being low and
5 being high.
(Record each rater's score beginning with the 2nd person to your left; compute average;
report to panel. Ask the assessee to return.)

OK, (name), you got a score of

.

I hope you find this information useful.

4. Assessee #4 (second person to your right)

(Name), clap for us.
clap)
(Name), please leave the room and return when called.
After the assessee leaves the room, turn to the assessors:

I have good news and bad news. The good news is that I have heard from the
International Clapping Institute. As you know, that's the organization that is
developing the international standards for clapping that all our students
must meet by the year 2000. They have begun a handbook on how to
conduct the assessment. From now on they want us to assess all clapping
performances on three traitsvolume, appropriateness, and creativity.
(Overhead A1.5,02)
The bad news is that they haven't yet finished the handbook, so they really
can't give any more guidance than that. So we just have to do the best we
can. So, from now on we'll assess performance on each of the three traits,
where 1 is low and 5 is high.
(Record the score for each traitvolume, appropriateness and creativity. Begin with
a different assessor each time; for example, start with the 3rd person on your left for
volume and the 4th person for appropriateness. Average the scores for each trait and
prepare the certificateA1.5,H3Clapping Institute Award Certificate. Ask the
assessee to come back, give hirn/her the certificate, and shake his/her hand.)

(Name), here are your scores. I hope you find them useful.
5.

Assessee #5 (first person to your right): This participant gets special treatment. Ask
these questions:

(Name), tell me about your previous clapping experience. In what kinds of
situations do you find yourself clapping?
You've obviously had some experience clapping. What do you feel are your
strengths as a clapper?
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Is there anything in your clapping you would like to improve? Anything
you'd like the panel to give feedback on?
Is there any guidance that you'd like to give the assessors?
To Assessors:

You're the experts on clapping; that's why you are here. Is there anything
you want (name) to know that you'll be looking for when he/she claps?
Do you want to discuss the criteria given to us by the Clapping Institute?
Is there anything you want (name) to know is important to be effective?
Anything in particular you'll be looking for in the clap?
To Assessee #5:

Would you like to describe the setting in which you'd use the clap you are
about to demonstrate?

What do you want to accomplish with this clap?

Are you ready? Any more discussion prior to the clap?
(Name), please clap for us.
(clap)

Do you want to leave the room or stay? Do you want feedback verbally,
numerically, or both?
Assessors provide feedback as requested.

C. Debriefing (15 minutes)
1.

Each person will have the chance to describe how he or she felt during this
process and the thoughts and realizations he or she had. After each individual
has had a chance to talk, the floor will be open to the audience to ask questions
or provide observations.
Optional ways to get more people involved:
a.

Have 2-3 recorders note key comments on chart paper during the discussion (e.g.,
"lacked clarity," "wanted to try again," etc.).

b.

Have people "buzz" (discuss) their thoughts/feelings as mirrors before the panel
reports.
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2. Ask Assessee #1 (5th to your right; 4th if the group is small):

What thoughts or feelings did you have?
How did you feel when we came down the line and other people got other
kinds of preparation or feedback?

How did you feel about getting no preparation or feedback?
3. Ask Assessee #2 (4th to your right; skip this step if the group is small):

What thoughts or feelings did you have?
How did you feel when you were asked to go out of the room?

How did you feel about getting no feedback?
4. Ask Assessors (move these questions to step 6 if the group is small):

How did you feel about rating the second person and not the first?
How did you feel about having no criteria?
Did anyone give any "protest" votes? (E.g., "I'm going to give everyone a '3' or
a '5' because I was not given any guidance on what to do.")

Did anyone have the thought, "I better give myself some wiggle room by not
giving the first person higher than a '3'."
5.

Ask Assessee #3 (3rd to your right):

What thoughts or feelings did you have?
How did you feel when you were sent out of the room?

When you got your score, was the feedback useful?
6.

Ask Assessors:

Did it bother you that I asked you to give (name-#3) his/her scores but didn't
ask you to give (name-#2) his/her scores?
Did you compare (name-#3) with (name-#2) and (name #1)?

(Implication: when we are given no criteria to make criterion-referenced
comparisons, we start comparing students to each othernorm-referenced
comparisons)
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7. Ask Assessee #4 (2nd to your right):

What thoughts or feelings did you have?
How did you feel when you came back in and got your certificate? Was the
feedback useful?
Could you hear people laughing while you waited outside? What did you
think was going on?
Did this method bother you? How did you feel about being assessed on traits
you knew nothing about?
Did you focus on any particular scores (like the lowest)?
8. Ask Assessors:

What were your reactions when I gave you criteria categories with no further
directions?
Were these criteria useful?
9. Ask Assessee #5 (1st to your right):

What thoughts or feelings did you have?

Did you like the extra attention and information?
Did you feel uncomfortable being treated differently?
10. Ask Assessors:

Was the extra discussion useful?
In general, did hearing other people's scores affect your scores?
11. Ask Assessees:

Would any of you like to clap again? Why or why not?
12. Ask the audience:

Would anyone like to make an observation about what happened or ask the
volunteers questions? (Don't let this stretch on too long.)
Has anyone been in the position of any of the assessees or assessors? Please
indicate the person and relate what happened. (Keep it to 3 or 4 people.)
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D. Activity "So-What." (15 minutes) (This part of the activity is essential. We want
participants to be critical consumers of the performance assessments they see.)
1. Ask participants to use Handout A1.5,H1The Meaning of Quality Summary Sheet
to write what they learned from this activity about things to pay attention to when:
Designing tasks
Designing performance criteria

Training raters
Preparing students
Reporting results
Considering potential sources of bias and distortion
[Participants will probably need "bias and distortion" defined. These are things that
can mask achievement; things that can go wrong and result in drawing an incorrect
conclusion about the quality of a student's work, skills, or knowledge. For example,
(a) a high reading load on a math test, (b) student cultural background, or (c) student

personality. See A1.5,H2Performance AssessmentThe Meaning of Quality for
more examples. Note that these things don't always mess up the results. For
example, if the purpose of the assessment is to assess reading comprehension, the
length or difficulty of the passages is not a source of bias and distortion because that's
what you're assessing. But if the amount of reading gets in the way of a student being
able to demonstrate his/her math problem-solving ability, that's a source of bias and
distortion.]

Give participants 5-10 minutes to make individual notes on Handout A1.5,H1.
2.

(5 minutes) Ask participants to note several points of agreement in table groups.

3. Make a complete list in the whole group. This list comprises criteria by which to
judge the quality of performance assessments. It is the beginning of a rubric for
judging quality. (Listing quality statements on chart paper enables the facilitator to
post the "criteria for quality alternative assessments" to refer or add to later.)
4.

Pass out Handout A1.5,H2Performance AssessmentThe Meaning of Quality to
summarize what other groups have listed as important quality considerations.

Typical Responses (During Step CDebriefmg):
Assessee #1: Apprehension because I was given no guidance; every time I asked for
clarification I was told, "We'll get back to you." I didn't know what was expected. I was
confused. I kept wanting to try again after the criteria came out because I was sure I
could do better. But, toward the end I actually felt glad I went first because by then the
pressure was on. I felt it was increasingly unfair. I got angry. I felt disengaged from the
process and "off the hook." It didn't matter how I did because the task was so unclear I
had a good excuse.
1.
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Assessee #2: I had to guess at the criteria, so I fell back on general knowledge of what is
expected in this type of situation. Therefore, personality, cultural background, and
gender all might have an effect when things are unclear. I didn't know what was expected
so I just tried to outdo the first person. I felt I was sent out of the room because I had
done something wrong.

Assessee #3: A low score reinforced my self-judgment that I am a klutz. I was angry that I
was given no rationale for my score and no opportunity to improve it. A number with no
rationale or scale is not useful. A gratuitous "5" from the judge rebelling because she
didn't know the criteria was not useful; it felt condescending. I would have my "folks"
come in and complain to the principal. I felt uncomfortable that the first person got no
score at all and the second didn't find out what his score was; it wasn't fair.
Assessee #4: I was embarrassed that I was being treated differently. I was embarrassed that
some of my scores were low. I had a mental discussion with myself complaining about
the exercise. I focused primarily on the low scores. I wanted to argue with the assessors.
If I had known what the criteria were I could have done better. I heard people laughing
and thought they were laughing at me. I was out of the room longer than anyone else so I
figured I had done something wrong.

Assessee #5: The pressure was on. How could I be better than the previous ones? Knowing
I would be scrutinized by my peers made me nervous. The previous people had no
guidance and so could be excused for poor performance, I had no such excuse. I was
embarrassed that I was treated differently. I was afraid that if I got better scores, the other
"students" would be angry with me because they were treated differently. I wanted to not
do a good job so that I wouldn't stand out. I appreciated the extra discussion; it made me
feel more confident. Because of all the extra help, there was no excuse for not doing
well.
Assessors: I was unsure of the criteria so I was afraid of giving a high score. I was angry
with not having any criteria so decided to give everyone a "5". I was uncomfortable that
we were asked to rate the second person and not the first. I didn't have any criteria so I
was only able to rate the second performance in relationship to the first. I felt sorry for
the assessees and was glad I was not one of them. I wouldn't give the first person higher
than a '3' because I didn't know what the other performances would be like. Hearing the
others give their scores affected my scores.

The scoring areas (traits) helped some. I'm not sure what "appropriate" or "creative"
means so I made up my own idea of what each meant. I wanted to rate other things
besides these three. The three categories did not capture all the relevant dimensions of
performance. Not all three categories would be appropriate to assess in all contexts.
Since we knew more about the person [person #5], we held her to a higher standard than
the others. Even though I specified my criteria for success, I still felt she should go
beyond them to get a high score. I didn't want the assessee in the room while we gave
scores because she might challenge my judgment.

1.8
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Someone: One of the points invariably made is whether the clapping activity measures skills
that are worth taking this much time to assess. The answer is probably "no." Clapping is
just a familiar context in which to raise important points about assessment. If people
have the reactions they do in this contrived situation, think about what happens in a real
assessment. But, be sure to recognize that the point about "is this worth the time devoted
to it" is a question we should ask of all assessments.

Variation 1: Teacher Education Faculty
A variation on the activity is to have teachers (or teacher education faculty) play the role of
assessees (those being assessed) and student teachers (or students) play the role of assessors
(those judging the performance). (Comment from Jamie Foster, Eisenhower Math/Science
Consortium, Charleston, WV: "I did the activity immediately prior to lunch and participants
discussed the activity and what they learned during lunch....The emotions that came from the
teacher education faculty were insightful.")

Variation 2: Equity Enhancement
This activity brings to life with humor what is often in reality a major issue: are the
assessments we use to gain portraits of student learning fair? Equitable? Do all students
have the best opportunity we can provide to show their learning? Here are some additional
ideas for increasing emphasis in this session on equity in assessment.

A. Culture, Language, and Assessment. Present the task to one of the "assessees" in a
language other than English. Question the "assessee" during the debrief about how this
treatment affected his/her sense of competence (not just fairness). Elicit from the
observers their reactions to this unexpected switch to instructions in a language which
may be completely unfamiliar, or which they might be not quite fluent in. Or prompt
reflection and discussion with the question, "How does a mismatch between the language
of the student and the assessment affect the quality and accuracy of the assessment?"
(See the first question on Overhead A1.5,03Equity Discussion Questions)
Depending on the audience, this extension might include opportunities for several
participants to recall similar or related assessment problems from their own experience.

Continue the discussion with the following questions on Overhead A1.5,03Equity
Discussion Questions:
Is this a task that is likely to draw upon experiences that ALL of your students have
had? (Is clapping something that is common across cultures?)
Are ways of clapping to communicate specific emotions the same across cultures?
Do all cultures signal approval, victory, appreciation in the same ways?
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Do you think it's possible to misinterpret a student's clapping because of cultural
differences?

Obviously, we don't really want to assess clapping. It was used just to illustrate a
point. However, similar things happen during real assessments. In your experience,
what similar things have happened to you?

B. Special Education Students and Assessment. This is an assessment issue that raises
strong feelings and conflicting solutions. Some people believe that students with
physical, educational, or emotional challenges should be exempted from assessments
especially high-stakes assessments. Others argue that setting lower standards for some
students reduces their opportunities to learn and succeed. Special educators often feel left
out of professional development assessment experiences.
Select the questions below that best meet the assessment quality concerns that you wish

to emphasize (Overhead A1.5,04Special Education Discussion Questions). (Remind
the group that this activity is intended to activate and deepen their awareness of
assessment quality issues that will be more fully addressed in other activities.)
Is the clapping task one you'd use with deaf students or students with limited
mobility? Why? Why not?
Would you raise the standards for excellent clapping for students considered.gifted?
Why? Why not?

Should some students be exempted from certain assessments? Why? Why not?
Can you change the task and still assess the same learning target? What is that
target anyway? Is it clapping? Could it really be about something bigger than
clapping?
Obviously, we don't really want to assess clapping. It was used just to illustrate a
point. However, similar things happen during real assessments. In your experience,
give some examples.
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Purposes:
1. To develop guidelines for high
quality performance assessment

2. To explore the importance of high

qualitythe impact of our
assessments on students

Overhead A1.5,01

16a
Toolkit98: Chapter 1 Activity 1.5Clapping Hands

13

Volume

Appropriateness
Creativity
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Overhead A1.5,02
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How does a mismatch between the language of
the student and the assessment affect the quality
and accuracy of the assessment?
Is this a task that is likely to draw upon
experiences that ALL of your students have had?
(Is clapping something that is common across
cultures?)
Are ways of clapping to communicate specific
emotions the same across cultures? Do all
cultures signal approval, delight, victory,
appreciation in the same ways?

Do you think it's possible to misinterpret a
student's clapping because of cultural
differences?
What similar things have happened to you
during real assessments that would cause ability
to be mismeasured?
Overhead A1.5,03

Toolk1t98: Chapter 1 Activity 1.5Clapping Hands

170

15

ecial Education Discussion

I

Is the clapping task one you'd use with deaf
students or students with limited mobility?
Why? Why not?
Would you raise the standards for excellent
clapping for students considered gifted?
Why? Why not?
Should some students be exempted from
certain assessments? Why? Why not?

Can you change the task and still assess the
same learning target? What is that target
anyway? Is it clapping? Could it really be
about something bigger than clapping?
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The Meaning of Quality Summary Sheet
Task Design

Performance Criteria

Preparing Raters

Preparing Students

Reporting

Potential Sources of
Bias and Distortion

Handout A1.5,H1
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Performance AssessmentThe Meaning of Quality
Things to Pay Attention to When:
Designing Tasks: be careful of public performances; treat all students the same; put the
performance into a realistic context; be specific on instructions; open-ended tasks; tasks
have to be meaningful to students; consider how to handle diversity and differences (e.g.,
special education, cultures, gender, learning styles); the task itself is a learning
experience; nonthreatening; matched to valued outcomes; equity; enough time; proper
resources and equipment; can be approached by the student in a variety of ways;
responses can be given in a variety of ways.

Designing Performance Criteria: matched to valued outcomes; clear definitions;
elaboration on how to assign points; agreement on what the criteria should be;
models/examples; need rater buy-in; match performance criteria to task; range of score
points; covers only the important stuff.
Preparing Raters: practice and discussion are essential; sample performances are essential;
have the raters do the assessment themselves; need consistency across sites; have raters
explain their ratings; calibrate the raters; practice and check consistency over time.
Preparing Students: share criteria well ahead; give students the opportunity to add to
criteria; train students on what the criteria mean and how it looks when performance is
good or poor; use models; do formative assessments with feedback; make the assessment
purpose clear; students must have prerequisite skills; students need to trust the raters;
self-assessment using the criteria is useful.
Reporting Results: make sure the scores have meaning; treat students the same; be specific
and descriptive; provide evidence; allow time for discussion; emphasize what students
can do, not what they can't do; nonthreatening; meaningful to students.

Avoid Bias and Distortion:
Bias in tasks, criteria or administration; criteria that don't cover the right "stuff"; poor
training of raters; poor student preparation; tasks that don't elicit the right performance;
sampling inadequacy; student personality; embarrassment with regard to being compared
to others; changing criteria; scheduling the assessment at bad times; fatigue of raters or
students; poor student or rater motivation; lack of teacher or student buy-in; rater bias;
developmentally inappropriate tasks or criteria; the tendency for raters to score toward the
center of the scale; examinee manipulation of the situation or raters; testwiseness;
students not knowing the criteria for success; student anxiety; too much teacher help;
negative teacher attitude toward the assessment; readability of assessment materials;
distractions during assessment; lack of rater buy-in; cultural inappropriateness of tasks.

1 73
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CLAPPING INSTITUTE

Certificate for:

Volume:
Appropriateness:

Creativity:
Ara

Handout A1.5,H3
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Activity 1.6

Comparison of Multiple -Choice and

Alternative Assessment

Purposes:
1. To discuss the rationale for alternative assessment
2. To compare and contrast a traditional multiple-choice assessment with a performance
assessment and discuss when each should be used
3. To think through and clarify some of the achievement targets held for students and how
they match with assessment methods

'Uses:
This activity is designed for those beginning their study of assessment. It can be used in
Chapter 1 to illustrate the rationale for alternative assessment and two Keys to Quality
Assessment: Key 2Clear Targets and Key 3Target-Method Match.

Rationale:
Alternative assessments are not meant to totally replace multiple-choice tests. Rather, each
has its own advantages and disadvantages, strengths and uses. This activity is intended to
enable participants to construct their own interpretation of these issues. It is also a good way
to begin a general discussion about assessment. Frequently it will stimulate the questions
that participants have on their minds about assessment and so serves as a needs assessment.
It also often results in a discussion of the rationale for alternative assessment.

Materials:
Overhead projector, screen, blank transparencies, transparency pens
Flip chart paper and colored markers
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Overheads A1.6,01Comparison of Multiple-Choice and Alternative Assessment

Purposes, A1.6,02Summary
Handouts A1.6,H1Mathematical Applications Test (modeled after, but not taken from,
any current norm-referenced, standardized tests; you could substitute a page from the 5thgrade standardized test used in your district), A1.6,H2Name the Graph, A1.6,H3
Comparison of Multiple Choice and Alternative Assessment # 1, and A1.6,H4
Comparison of Multiple Choice and Alternative Assessment #2
Chapter 1 content to use as a handout (pp. 5-13)
This exercise could also be done with other grade levels and subject matter areas. Take a
page from a standardized achievement test for the grade level and subject matter of interest.
Then find a performance assessment with the following characteristics:
A task that is relatively quick to read
Generalized performance criteria that have detailed descriptions

Suggestions are provided in the Activity 1.6 Sampler Index (Appendix A).

Time Required:
30-60 minutes

Facilitator's Notes:
1.

Use Overhead A1.6,01Purposes to review the purposes of the activity, as needed

2. (10-15 minutes) Give participants the multiple choice (A1.6,H1Mathematical

Applications Test) and alternative assessment (A1.6,H2Name the Graph) examples. In
small groups have them analyze their similarities and differences, and their relative
advantages and disadvantages. You could have groups make two columns on a sheet of
flip chart paper. In one column, have them list advantages and disadvantages (strengths
and weaknesses) of the multiple-choice format; in the other, list advantages and
disadvantages (strengths and weaknesses) for the performance assessment format. Have
groups post their sheets.
3. (15-30 minutes) Large group discussion on the same topics. Ask participants to look at

the chart pack pages posted by other groups and note similarities and differences.
Summarize major points of agreement on a transparency or flip chart page (see Overhead

A1.6,02Summary).
)

(Handout A1.6,H3 comes from a discussion with teachers, administrators, curriculum
coordinators, and education assessors. A1.6,H4 comes from a discussion of toolkit
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developers. They are included to illustrate the types of considerations that arise in these
discussions. These can be used to assist in summarizing results or can be used as
handouts.)
4. (5 minutes) The "so what" part of the activityMake sure the following major points are

made:

We should not totally abandon more traditional forms of assessment in favor of
alternative assessment.
High quality assessment means having a clear notion of what we want to assess and
then matching the assessment method to it.

Toolkii98: Chapter 1 Activity 1.6A C:oniPi.iiison of Multiple-Choice...
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Purposes:
1. To discuss the rationale for
alternative assessment

2. To compare and contrast a
traditional multiple-choice
assessment with a performance
assessment
3. To think through achievement
targets for students and how they
match with the assessment method
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Summanj
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Mathematical Applications Test
1: John and Sue are going to the movies. If
they spend $12.00 for tickets, $3.50 for
popcorn and $2.50 for drinks, how much
money will they have left from a $20.00
bill?

3. Quan Soo and Eddie have 9 baseball cards
and 15 basketball cards. Eddie bought 6
more baseball cards. Which of the
following statements is true?
a. There are more baseball cards than

basketball cards.

a. $12.00

b. There are more basketball cards than

b. $8.00

baseball cards.

c. $6.00
c. There is an equal number of basketball

d. $2.00

and baseball cards.

2. An advertisement states, "Of doctors
surveyed, 90 percent rate no other brand
of sleeping aid better than Baye's."
Which of the following could you
conclude from this statement?
a. Baye's sleeping pills may or may not be
better than other brands.

4. How many more eighth graders are there
at Carson School than at Lane as shown
on the graph below?
Grade 6

Grade 7

b. Baye's sleeping pills are the best.
c. Almost all the doctors in the country
prefer Baye's sleeping pills.

Grade 8

25

d. Baye's is probably worse than other
brands because advertisements always
lie.

50

75

Carson

a.

100

125

150

175

ED Lane

50 students

b. 100 students

c.

150 students

d. 200 students
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NAME THE GRAPH

1. What do you think this might be the graph of? Put names and
numbers on the graph to show what you mean.

2. Write down everything you know from your graph.

Handout A1.6,H2
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Comparison of Multiple Choice and Alternative
Assessment #1
Multiple Choice

Performance

Areas assessed
Individual process skills (e.g., interpreting graphs, addition,
subtraction)

Yes

Yes

Recall of facts

Yes

Sampling of skills and facts

Broad range

Can assess
knowledge but
not good for
assessing the
total range of
knowledge for a
course

Understanding

Limited

Yes

Higher-order thinking skills (e.g., critical thinking)

Limited

By design''

Application of skills to solve real-world problems

Limited

By design*

Time to administer

Short to long

Usually long

Cost-benefit

Inexpensive

More expensive

Time and ease of scoring

Quick and easy

Slow, difficult

Objectivity of scoring

Objective

Subjective

Scoring criteria

Right/wrong

Rubrics

High

Possibly low

Parental acceptance

High

Possibly low

Comparisons of students

Within and across
classes

Usually no
norms

Accommodation of multiple learning styles

No

By design*

Integration with school grading scheme

Maybe

By design*

Administrative considerations

Teacher confidence in scoring

,

*"By design" means that this is true to the extent that it is designed into the assessment.

Handout A1.6,H3, p. 1
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Comparison of Multiple Choice and Alternative
Assessment #1continued
Multiple Choice

Performance

What is communicated by the assessment
Importance of communication as a process skill

No

Yes

Importance of problem-solving skills

May or may not

Yes

Math and science as a fluid process rather than a
static body of facts

No

Yes

Good reading skills

Required

Required

Creativity

Discouraged

Encouraged

Generation of answers

By teacher or
publisher

By student

Type of questions

Closed

Open ended

Multiple responses

Discouraged

Encouraged

Room for explanation

Not allowed

Encouraged

Choice of answers

Limited;
encourages
guessing

No limit;
guessing more
difficult

One best answer

Implied or
required

By design*

Realistic or relevant tasks

Can be

By design*

Evidence of subject matter interconnections

Single-subject
focus

By design*

Instructs as well as assesses

No

By design*

Appearance on paper

Intimidating

White space less
intimidating

Student concerns

*"By design" means that this is true to the extent that it is designed into the assessment.

Handout A1.6,H3, p. 2

18 3
Toolkit98: Chapter 1 Activity 1.6A Comparison of Multiple-Choice...

9

Multiple-choice advantages: quick; good for assessing individual skills (e.g., problem
solving, critical thinking) in isolation; good for assessing knowledge of facts; can sample a
wide range of skills quickly; broad but not deep; cheap.
Multiple-choice disadvantages: only one right answer; no opportunity for explanation; hard
to measure process skills; doesn't measure ability to use skills to actually solve a real-world
problem; assesses skills in isolation; might contribute to the notion that content learning is
the memorization of a static body of knowledge; norm-referenced judgments of success.

Performance assessment advantages: tasks can be more realistic and holistic; can see
process as well as outcome; rubric can promote understanding of the target that transcends
this particular problem; the task can be an instructional episode in and of itself; can fit better
into a vision of assessment as a tool for learning; can assess skills and abilities hard to assess
in multiple-choice format; communicates that problem solving is important; communicates
that math is more than the learning of a static body of facts; communicates that math
communication is important; criterion-referenced judgments of success.
Performance assessment disadvantages: can't sample as easily; more labor intensive; takes
longer; more expensive; scoring is more judgmental.

Handout A1.6,H4
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Purposes:
1.

To examine the variety of assessment options, including various examples of alternative
assessment

2. To practice matching assessment methods to the various types of learning targets we have
for students
3. To realize that alternative assessment comprises many useful methods, but that there is a
time and a place for more traditional methods as well

Uses:
This is an intermediate level activity that builds skills relating to Chapter 1, Key 3TargetMethod Match. Prerequisites for this activity are either (a) reading and discussing Toolkit98
Chapter 1, or (b) Activity 1.2Clear Targets, What Types are These? Before participants
can match learning targets to methods, they need to be familiar with the various targets.

Rationale:
Sometimes the alternative assessment beacon becomes so bright that educators can't keep a
balanced perspective on assessment. Good assessment doesn't mean using alternatives for
everything; good assessment means having a clear idea of what one wants to assess (the
learning targets we have for students, many times stated in local content standards) and using
the method that best assesses it. This message is especially important for Toolkit98, which
focuses on alternative assessments. We want to be clear that this focus does not imply that
we recommend alternative assessments as the sole method to use.
But, Toolkit98 aside, there may sometimes be pressure to use only alternative assessments.
One sometimes gets the feeling that anyone using multiple-choice, for example, is evil. We
advocate a more balanced approach. The key is to know when to use the various methods.

Toolkit98: Chapter 1 Activity 1.7Target-Method Match

Materials:
Overhead projector, screen, blank transparencies, transparency pens

Overheads A1.7,01Target-Method Match Purposes; A1.7,02Possible Assessment
Methods; A1.7,03Activity: Target-Method Match; A1.7,04Target Method Match
Summary Table

Handouts A1.7,1EExamples of Assessment Methods; A1.7,H2Target-Method
Match; A1.7,H3Which Assessment Method Is Best?

Time Require&
60-90 minutes

Facilitator's Notes:
1.

(5 minutes) Use Overhead A1.7,01Target-Method Match Purposes to introduce the
activity. Good assessment means having a clear idea of what is to be assessed and then
finding the best way to assess it. Sometimes multiple choice is best, sometimes
performance assessment. No single method is inherently better than any other method;
the goal is to match methods to targets.

2. (15-30 minutes) Use Overhead A1.7,02Possible Assessment Methods and Handout

A1.7,H1Examples of Assessment Methods to show the types of assessment methods.
You don't usually need to discuss "selected response." Show/discuss examples of
"essay," "performance assessment," and "personal oral communication," as needed.
(Personal oral communication is especially important to mention because we are giving
teachers permission to assess in all sorts of ways. However, the assessment, regardless of
method, must be of good qualityif personal oral communication is used, it must adhere
to the standards of quality described in detail in several places in Toolkit98, (e.g.,

Chapter 3, Activity 13Clapping Hands,
and Activity 1.11Assessment Standards.)
3.

(15-30 minutes) Break participants into
groups and do the target-method match
activity (as described in Handout A1.7,H2
Target-Method Match and Overhead

A1.7,03Activity: Target-Method Match).
Each group can complete a different row in
the table.

Ask each group to report their choices and
why they made the choices they did. (One
way to do this is by setting up a panel in

Caution
Affective targets are a red flag in
some communities. If so in yours,
you can do the whole activity
using only the cognitive targets
(knowledge, reasoning, skills and
products) by removing the
affective information from all
overheads and handouts.
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front of the group made up of a volunteer from each "learning target" group. Place X's
and O's on the overhead chart [Overhead A1.7,04Matching Achievement Targets and
Assessmendas each volunteer reports their group's work. After each "learning target,"
stop and discuss the similarities and differences of the responses from other groups
having the same learning target.)

The completed figure should look similar to that below. (This also appears in the
Chapter 1 text.) Handout A1.7,H2Target-Method Match summarizes the matches.

(Note: There is a fine line between "essay" and "performance assessments" that require a
student to write an extended response. I like to think of "essay" as the traditional questions
on tests designed to get students to elaborate on their knowledge, while "performance
assessment" is based on observation and judgement. But, don't let participants get hung up
on details. Sure, a writing assessment is a performance assessment based on a student essay.
That's why there's an "0" on the chart in the Product/Essay cell. The important thing is that
participants have a feel for how to match.)

Aligning Achievement Targets and Assessment Methods

Knowledge

Selected
Response
X

Essay
X

0

X

Performance
Assessment

PersonaVOral
Communication

X

X

0

Mastery
Reasoning
Proficiency

X

Skills

0
0

Products

Dispositions/

X

X

0

X

Affect

4. (15-30 minutes) Optional challenge round: Matching quiz (Handout

A1.7,H3Which

Assessment Method Is Best?). This quiz can be used for practice, to surface issues, or as a
device to assess the extent of understanding of the group. (It is also fun to point out that
being able to match targets to methods requires knowledge and application skills on the
part of the teacher; we are assessing their knowledge with this matching quiz.)
;
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Suggested answers are below. Remember there are no single correct answers; however,
some answers are better than others. The reason that particiiiants might disagree on the
method to use for a target is that they disagree on what the target means (a major issue for
assessment development, as pointed out in Chapter 1, Key 1Clear Targets and
Activity 1.2.) If this occurs, you might have participants generate as many meanings as
they can for each target and then identify assessment methods for each.

(1) c, d, e, f. Assessing writing requires students to write; it's a skill. Writing can occur
in the context of any of c-f. Portfolios (f) would be the best choice to assess the
ability to write for a range of audiences and purposes.

(2) a, b, c, d, e, f, g. The method depends on which aspect of the skill is being assessed
knowledge (a, b, c) or understanding (c, d, e, f, g). Understanding could be
demonstrated through an essay or through application. The important point here is
that we need to be clear about what we mean by this target before we can choose the
appropriate assessment method.
(3) d, e, f, g. To see whether students can contribute to groups you need to watch them
do it (g); this is a skills target. Such observation can bein the context of an ondemand performance assessment or a project (d, e). The skill can be documented in a
portfolio (f).

(4) a, b, c, d, e, f, g. See (2).
(5) b, d, f, g. "Demonstrates" is the key word here. The goal is not demonstrating
"knowledge about" these things, but actually doing them, so it sounds more like skills
and application of knowledge. Students could demonstrate understanding through a
short answer (e.g., clap the rhythm) or in the context of a longer performance
assessment.
(6) a. b. This seems to be at the knowledge end of the continuum; the goal is to assess
prerequisite knowledge.

(7) g. These are affective outcomes. We pretty much have to watch and see this one.

(8) e. This is a product targetan extended project culminating in a written report.
(9) d, e, f, g. This is a reasoning target. Some parts of this might be assessed in selected
response or short answer format, but if we really want to see whether students can
bring all their skills to bear to solve problems, we need to use a performance
assessment. Again, we need to be crystal clear about what we mean by the target in
order to pick a best method.
(10) a, g. Here's another affective target. There are some selected response and shortanswer assessments designed to get at this target. However, estimates of selfconfidence can be made through watching students.
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Purposes:
1. To examine the variety of
assessment options, including
various examples of alternative
assessment

2. To practice matching assessment
methods to the various types of
learning targets we have for students
3. To realize that alternative assessment
comprises many useful methods, but
that there is a time and a place for
more traditional methods as well
Overhead A1.7,01
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Possible Assessment Methods
G.)

:

"")

1)05 e.,:j\

_1?

Selected Response
Multiple-Choice
True/False
Matching

Short Answer
Fill in the blank
Label a Diagram
A few sentences

Essa
Several paragraphs
Concept map

Performance Assessments
On-demand
Projects
Portfolios

Personal Oral Communication
Adapted from Rick Stiggins, Assessment Training Institute, Portland OR, 1995
Overhead A1.7,02
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Instructions:
1. Read the scenario(s) assigned to your
group and answer the four questions.

2. Based on your discussion, put a large
"X" in the boxes that represent the
best fit of method to target type. Put
an "0" in the boxes that represent a
partial fit.
3. Compare your responses to those of
previous groups. Agree? Disagree?
There are no single correct answers, however
some answers are better than others. The
important thing is to have good reasons for your
choices.
Overhead A1.7,03
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Target-Method Match Summanj
Table

Selected
Response
and Short
Answer

Essay

Performance
Assessment

Personal Oral
Communication

Knowledge

Reasoning

Skills

Products

Affect/
Dispositions
Overhead A1.7,04
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Sample Multiple-Choice (Selected Response) Questions
#1 (Grade 5) See Math Applications Test on the next page. This shows the typical kind of
questions on the math applications subtest of a standardized test. (Questions 1, 3, and 4
are knowledge, question 2 is reasoning.
#2 (Grade 5) See Going To School that comes after the Math Applications Test. (This
represents an attempt to assess reasoning using a multiple-choice format.)

Sample Short Answer Questions
#1 (Grade 3) Students have been taught how to make an anemometer and how to read a
thermometer. The task is: "Each day for the next five days go outside to make your
individual weather observations including temperature and wind speed and then record
them on your chart." (Knowledge)

#2 (Grade 5) Find the average of 19, 21, 23, 25 and 27. (Knowledge)
#3 (Grade 6) "What is probability of getting a star when you spin the wheel?" (Knowledge)
#4 (Grade 9) "Use your ruler to measure the sides of the triangle that is shown. Label each
of its sides with your measurements. Then draw a rectangle that has the same perimeter
as the triangle. Label the sides of the rectangle that you draw." (Knowledge)

Sample Essay Questions
#1 (Grades 5-12) "Write a letterto a fourth grader describing how to do long division."
(Knowledgeunderstanding)
#2 (Grades 6+) Describe the effect of the development of the assembly line on American

society. (Knowledgeunderstanding)
#3 (Grade 9) "R, T, W, and Z represent whole numbers, and each has a different value. Use
the following information to find values for R, T, W, and Z. Explain your reasoning.
R+T = R; (W)(Z) = Z; (2)(R) = (T)(R); Z+W (5)(R)." (Knowledgeunderstanding)
Handout A1.7,H1, p. 1
4
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BEST COPY AVAILABLE

Mathematical Applications Test
1.

3. Quan Soo and Eddie have 9 baseball cards
and 15 basketball cards. Eddie bought 6
more baseball cards. Which of the
following statements is true?

John and Sue are going to the movies. If
they spend $12.00 for tickets, $3.50 for
popcorn and $2.50 for drinks, how much
money will they have left from a $20.00
bill?

a. There are more baseball cards than

basketball cards.

a. $12.00

b. There are more basketball cards than

b. $8.00

baseball cards.

c. $6.00
c.

d. $2.00
2. An advertisement states, "Of doctors
surveyed, 90 percent rate no other brand of
sleeping aid better than Baye's." Which of
the following could you conclude from this
statement?
a. Baye's sleeping pills may or may not be
better than other brands.

There is an equal number of basketball
and baseball cards.

4. How many more eighth graders are there at
Carson School than at Lane as shown on
the graph below?
Grade 6

Grade 7

b. Baye's sleeping pills are the best.

c. Almost all the doctors in the country
prefer Baye's sleeping pills.

Grade 8

25

d. Baye's is probably worse than other
brands because advertisements always
lie.

50

75

Carson

100

125

150

175

200

Lane

a. 50 students
b. 100 students
c. 150 students

d. 200 students

Handout A1.7,H1, p. 2
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Jane, Graham, Susan, Paul and Peter all travel to school along the same country
road every morning. Peter goes in his dad's car, Jane rides her bicycle and
Susan walks. The other two children vary how they travel from day to day
sometimes walking, sometimes bicycling, and sometimes going in a car. The
map shows where each person lives.

2

1
I

1

3
I

Scale (miles)

Graham

School

Paul

Jane

Susan

Peter

Handout A1.7,H1 p. 3
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Date:

Name:

Going to School
1.

Who lives farthest from school?

A. Graham
B.
C.
D.
2.

Susan
Paul
Jane

About how far does Susan live from school?
A. 1 mile
B. 2 miles
C. 3 miles

D. 4 miles
3.

About how far does Jane live from school?
A. 1 mile
B. 2 miles
C. 3 miles

D. 4 miles
4.

How does Peter get to school each day?

A. He walks.
B.
C.

He rides in his dad's car.
He rides his bicycle.
"How Students Got to School Last Monday"

5.

On the graph of how students got to school
last Monday, who is at point A?
A

A. Graham
B.
C.
D.
E.

3

Jane
Paul
Peter
Susan

2

1

6.

fa

On the graph of how students got to school
last Monday, who is at point C?
A. Graham
B. Jane
C. Paul
D. Peter
E. Susan

411.

0
10

20

Time taken to travel to school (minutes)
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7.

8.

If Paul and Susan both walked to school and left their houses at the same time, whom do
you think would get to school first?
A. Paul
B. Susan
C. They would get there at the same time.

On Monday, it took Jane 20 minutes to ride her bike to school. It took Susan 20 minutes
to walk to school. It took Peter 10 minutes to get to school in his father's car, and Paul
got to school in 10 minutes. How do you think Paul got to school?

A. He walked.
B. He rode his bike.
C. He got a ride in his father's car.
9.

On Monday, it took Susan 20 minutes to walk to school. It took Peter 10 minutes to ride
to school with his dad. Graham got to school in 10 minutes. Which of the following is
probably true?
A. Graham walks up hill and Susan walks down hill.
B. Graham rode his bike.
C. Graham got a ride with his dad.
D. Graham got lost on his way to school.

10. If it takes Susan 20 minutes to walk to school and Graham gets to school in 3 minutes,
what might you conclude?
A. Graham walked to school.
B. Graham rode his bike to school.
C. Graham rode to school in his father's car.
D. It's impossible for Graham to get to school in three minutes.

From Linda Elman, Central Kitsap District. Silverdale WA, 1996.
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Performance Assessment A: Sample On-Demand Tasks
#1 (Grades 3-12) Students are given a bar graph with bars onlyno labels. The question to
answer is: "What might this be a graph of? Label your graph and describe why you
chose what you did." (Reasoning; Skillscommunication)
#2 (Grade 4) Students did stage setting activities such as estimating the number of buttons
in their classroom. In groups they are asked to: "Estimate the number of buttons in the

whole school." (Reasoningproblem solving; Skillscommunication)
#3 (Grades 5-12) In groups of five, students do the following tasks:
Part I: "Using only the streamer, find and display the average height of your group."
Part II: "Discuss your strategy so that you can describe it to others. Pick one person to
be the spokesperson for your group."
Part III: "After each group shares their strategy, discuss the likelihood that their strategy
would come up with the average height of the group."
Part IV: "What might your group have done differently to truly determine average

height?" (Knowledgeunderstanding; Reasoningproblem solving; Skills
communication)

#4 (Grade 6) Students are given a table of movie ticket prices and asked: "Look at the
schedule to find the price of movie tickets. Rodney is 13 years old, and both Mina and
Lisa are 11. If they attend a bargain show instead of a regular show, how much money
will the three children save all together? Show your work in the space below and explain
your reasoning. Write your answer on the line." (Reasoning; Skillscommunication)
#5 (Grades 5-12) Write about your most memorable teacher in such a way that the reader
understands what makes him or her so memorable. (Product)
#6 (Grades 7-12) "A group of three to six students are seated in front of the class to discuss
and solve a problem in a given period of time. Students are scored on strategies applied
and communication skills exhibited, not on whether a solution is determined."

(Reasoningproblem solving; Skillscommunication and group)
#7 (Grade 9) Students circulate to six tables, each of which has a hands-on task to perform.
One of the six is: "You should have a large bucket filled with beans, a small cup, magic
markers, and a tray. Using any estimating strategy or population sampling techniques,
estimate the number of beans in the bucket." Responses are scored on problem solving

and communication in math. (Reasoningproblem solving; Skillscommunication)
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Performance Assessment B: Sample Assessment Projects
#1 (Grade 9) The task is: "Using only a tape measure and a stop watch, determine the
amount of speeding that occurs in front of the school." Students are given stage setting
instruction, and time to plan their strategy, carry out their experiments over several days,
write up the results, and give an oral presentation. Students work in groups.
(Knowledgeunderstanding; Skillsscience process, group and communication;

Productreport)

Performance Assessment C: Sample Assessment Portfolios
#1 (Grade I) The purpose for the portfolio is to assist students to take control of their own
learning. Students assemble their portfolios to tell a story about who they are
mathematically. Students keep potential portfolio entries (computer printouts, real-world
uses of math, journals, etc.) in a folder. About once a week students look through the
folder to see what they might want to place in their portfolio. Students write why they
selected each piece, how they solved a problem, reflect on what they have learned about
specific topics, and use portfolios for student-led parent conferences. The portfolios are
assessed on the degree to which students have presented a coherent view of themselves as
learners. (Product; Skillsself-reflection)
#2 (Grades 4 and 8) Students select 10-20 items for their portfolios to demonstrate their
ability to solve mathematical problems. They include 5-7 best pieces including 1 puzzle,
I investigation, and 1 application. Other than this, they are free to choose any work in or
out of school. They cannot select any more than 2 pieces of group work. They write a
letter to the evaluator explaining why they choose the pieces they did and what they show
about themselves as problem solvers. Portfolios are scored for problem solving and

communication in math. (Reasoningproblem solving; Skillscommunication)
#3 (Grades 10-12) The portfolio is used as one piece of information in deciding on an
advanced endorsement in science on high school diplomas in California. During a year
of science (biology, chemistry, physics. etc.) students assemble their portfolios which
must contain three pieces: a problem solving investigation; a creative expression of
understanding of a science concept (model, game, video, art, poetry, etc.); and growth
through writing (written demonstrations over time showing how learning on a topic has
evolved). Each piece is accompanied by a written self-reflection explaining why it was
selected. Rubrics for evaluating the quality of each piece are included. (Knowledge
understanding; Reasoningconnections; Productsportfolio, research report, creative
expression; Skillsscience process, communication group)

Handout A1.7,H1, p. 7
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Personal Oral Comimmication
#1 (Any grade level) Teachers ask students questions and listen to the quality of their
responses. (Know/edgeunderstanding; Reasoning)

#2 (Any grade level) Teachers conference with students about their written work.
(Knowledgeunderstanding; Reasoning; Product)

#3 (Any grade level) Teachers listen to students during group work. (Knowledge
understanding; Reasoning; Skillgroup)
#4 (Any grade level) Oral student presentations. (Ski//communication)

Handout A1.7,H1, p. 8
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Target-Method Match Actwi
Instructions:
1.

Attached are five scenarios, each relating to a different type of student learning target:
content knowledge, skills, reasoning, products, and affect (dispositions). Read
through the scenario(s) assigned to your group and answer the four questions.

2. Based on your discussion, put a large "X" in the boxes that represent the best fit of,

method to target type. Put an "0" in the boxes that represent a partial fit.
3.

Compare your responses to those elaborated by previous groups. Where do you
agree? Disagree?

There are no single correct answers, however some answers are better than others. The
important thing is to have good reasons for your choices.

Selected
Response Esr

Short
Answer

Essay

Performance
Assessment

Personal Oral
Communication

Knowledge

Reasoning

Skills

Products

Affect/
Dispositions
Handout A1.7,H2, p. 1
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Scenario: Assume you want your students to master some specific subject matter knowledge

because it represents an important foundation for later work. To reach this goal, you plan a
series of instructional activities to help your students master this required material. Now you
want to assess to be sure they've got it. In this particular case, you want them to know the
material outright, not through the use of reference materials.

Question #1: Should you assess mastery of this material using selected response or short
answer modes of assessment, such as multiple choice, true-false, or matching exercises? Yes
or No. Please briefly explain your response.

Question #2: Should you assess your students' mastery of this material using an essay form

of assessment. Why or why not? Please write a brief defense.
Question #3: If you wanted to assess students' mastery of content knowledge as specified

above, should you use a performance assessment? Yes or No. Defend your answer.
Question #4: Do you think the personal oral communication form of assessmentfor

example. by oral exam, interview, conference, or discussioncould provide you with a
viable assessment of your students' mastery of this content knowledge? Why or why not?

Adapted from Rick Stigeins, Assessment Training Institute, Portland Oregon, 1995

202
18

Handout A1.7,H2, p. 2

Toolki198: Chapter 1 Activity 1.7Target-Method Match

Check Your Responses to the
Content Knowledge Mastery Scenario
Question #1: If you answered, "Yes," to the query about assessing mastery of content targets using
selected-response or short answer assessment formats, you were correct. These kinds of test items
can sample student mastery of knowledge very effectively and efficiently. But remember, they tend
to focus on mastery of individual concepts and facts and typically pay less attention to student
mastery of the relationships among elements of knowledge.

Question #2: The match between knowledge targets and the use of the essay form of assessment can
be a strong one, too. Further, this match permits a careful analysis of the learner's mastery of the
relationships among the parts. But remember, since it takes far more time to respond to each
exercise, we can include fewer essay questions than selected response items in the same amount of
testing time. So the scope of the coverage is narrowed.

Question #3: The performance assessment option is far trickier in assessing knowledge mastery as a
distinct target. In one sense, it appears that performance assessment could provide a quality match.
If we give students a performance exercise that requires the creation of a complex product and the
performer does an outstanding job, we have in hand compelling evidence that the student has
(a) mastered the requisite knowledge, (b) reasoned productively, and (c) performed required steps in

a skillful mannerall building blocks of the product development competence demonstrated. "Well,
then," you may be saying, "that means there is a strong match between the knowledge target and the
performance assessment method." Not necessarily.
The problem with using performance assessment to assess knowledge mastery becomes apparent in
those instances in which the student fails to perform adequately on the complex performance
assessment. When this happens, all we can see is the inadequate product. But we don't know why
the performer failed. Was it due to a lack of knowledge, a failure to reason, or a failure to carry out
steps in a skillful manner? We cannot know the answer to this question unless and until we use one
of the other three assessment methods in a follow-up assessment to determine if the prerequisite
knowledge is present or absent. So, if our goal was to assess mastery of that knowledge, why not
simply start with one of those other methods? Why waste time on the performance assessment?
Also, each performance assessment takes longer. Covering all important content using a series of
performance assessments is not efficient.

With this kind of target, performance assessment is just too complex. We can choose from three
better options, each of which is more focused and more efficient.

Question #4: Yes, we can assess mastery of content knowledge using personal oral
communicationwe can ask content questions and listen to the respondent's answers. While this
might not be the most efficient way to assess mastery of content, it is an option.
Adapted from Rick Stiggins, Assessment Training Institute, Portland Oregon, 1995
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Assessing Mastery of Skills
Scenario: Although assessing reasoning proficiency is next on our list, let's hold on to that
for just a bit and focus instead on skills outcomes. This will permit us to return to reasoning
targets from a more informed perspective in Scenario #3.
In this scenario, assume that you teach French and wish to assess your students' skill at
communicating in that language in a conversational situation. So the skill of oral language
proficiency is your target.

Question #1: Can you assess oral language proficiency in a conversational context using a

selected response or short answer mode of assessment? Why or why not? Defend your
answer.
Question #2: Can you assess these skills using an essay form of assessment? Yes or No.

Why?
Question #3: Will performance assessment work as a basis for assessing the foreign

language speaking proficiency of your students? Why?
Question #4: Can you use personal oral communication as a basis for assessing

conversational skill in a second language? Defend your response.

Adapted from Rick Stiggins, Assessment Training Institute, Portland Oregon, 1995
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Check Your Responses to the
Skill Mastery Scenario
Question #1: If the objective is to assess ability to demonstrate the actual skill, we cannot do
it with a selected response or short answer method of assessment. Remember, we are dealing
with speaking and listening competence here. Reading and writing are not going to work.
But don't overlook the fact that we can use the selected response or short answer methods to
assess: (1) student mastery of some of the prerequisites of effective communication, such as
vocabulary; or even (2) knowledge about important things to remember when, say, giving an
oral presentation.

Question #2: In this case, the same is true of the essay method of assessment. We can't
assess speaking and listening competence with a written assessment, but we can get at some
of the important prerequisites.
Question #3: Here is where we begin to find the good matches between assessment method
and target. Yes, we can use performance assessment to reflect conversational skill in a
second language. For example, we can have two students converse, observe, and listen to the
interaction. To make this work, we must have clear criteria in mindwhat does
"conversational skill" look like? What are the features you'll look for? This is required in
order to make dependable judgments about proficiency.

Question #4: We get a similarly strong match when we use personal oral communication
assessment methods in cases such as this, when oral communication proficiency is the target.
Of course, you realize that this works best when you, the teacher, know the language too!
And, you'll need high quality performance criteria.

Adapted from Rick Stiggins, Assessment Training Institute, Portland Oregon, 1995
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Assessing Reasoning Proficiency
Scenario: Now let's turn to reasoning targets, evaluating matches with various kinds of
assessment methods. In this case, you are a teacher who has seen to it that your students are
able to access important knowledge when required. Now you want to see if they can use that
knowledge productively to solve relevant problems. You want to see if they can reason
analytically (think about the parts of things) and comparatively (think in terms of similarities
and differences), draw inferences, and think critically (take and defend a position on an issue,
for example).
Question #1: Can you get at these things with selected response or short answer
assessments? Explain why or why not.
Question #2: Does the essay method of assessment work in contexts where we seek to assess
reasoning proficiency? Why or why not?
Question #3: Is performance assessment a viable alternative when assessing reasoning
proficiency? What do you think? Why or why not?
Question #4: Can we use personal oral communication as an assessment method to probe a
student's ability to use knowledge to reason effectively and solve problems? Defend your
response.

Application Question: Let's say you want to assess your students' ability to use a certain
knowledge base to reason productively, but you are not sure all of the students have had a
chance to master that important knowledge. Could you still assess their reasoning
proficiency in this context or would you have to abandon your assessment? Under what
conditions, if any, could you proceed?

Adapted from Rick Stiggins, Assessment Training Institute, Portland Oregon, 1995
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Check Your Responses to the
Assesthng Reasoning Scenario
Question #1: Can you use selected response or short answer for assessing reasoning targets? You
betbut not for all kinds of reasoning. We can pose multiple choice questions, for example, that ask
students to select the best analysis from among several, identify an important similarity or difference,
or make the correct inference from among several possibilities.
But to make this work, three critical conditions must be satisfied. The assessor must (1) start with a
clear sense of the kinds of reasoning to be assessed (analytical, comparative, etc.), (2) know which of
these valued targets can be translated into selected response methods of assessment (some cannot),
and (3) know how to write test questions that tap different kinds of reasoning and result in only one
correct answer. Also remember that using selected response assesses reasoning skills in isolation. If
you want to know whether students know when to use a skill, or how to use skills together to actually
do something, another format is required. So, selected response and short answer are partial
matches.
Question #2: The essay mode of assessment can work very well for assessing reasoning when
students are asked to describe their reasoning processes in their responses. But to make this method
work, there is a condition to be satisfied. We must evaluate student essays using scoring criteria that
include a focus on effective reasoning. For instance, if students are to write a comparative essay in
response to an exercise, what does a good comparison look like? What are the active ingredients?
These need to be reflected in the scoring criteria.

Question #3: Yes, performance assessment can work too. We can present students with an exercise
that asks them to demonstrate the skillful performance of reasoningfor instance, designing a
science experiment. Or we can ask them to create a complex achievement-related product such as a
comprehensive laboratory research report, and we can apply evaluative criteria reflective of proper
reasoning as we evaluate that work. But again, a clear set of reasoning targets, sound exercises, and
appropriate criteria are all essential.
Question #4: This makes four for four! Personal oral communication can work well for assessing
reasoning. And one of the great strengths of this option is the fact that we can ask follow-up
questions to examine more carefully the kinds of reasoning that underpin student responses to our
problem-solving challenges. Of course, appropriate criteria for judging reasoning are essential.
Application Question: We can proceed in the absence of assurance that all examinees have had
access to the prerequisite knowledge if we give them that knowledge and then ask them to use it.
One way to do this is to offer an open-book test. Another is to provide a map, chart, or brief passage
of material along with the assessment exercises and then ask respondents to use this material to
answer the questions. A third way is to have students work in groups to share or generate important
prerequisite knowledge before individually attempting the reasoning task.
Adapted from Rick Stiggins, Assessment Training Institute, Portland Oregon, 1995

Handout A1.7,H2, p. 7

207
Toolkit98: Chapter 1 Activity 1.7Target-Method Match

23

Assessing the Ability to Create Quality Products
Scenario: You want your students to be able to create quality productsproducts that meet
certain specified standards. They might be samples of writing, term papers, technology
products, craft products, artistic creations, or others. Your instruction has centered on
helping students learn the differences between products that are of high and low quality. You
have provided practice in developing products that meet your standards. Now it is time to
assess the students' achievement to see if your instruction was effective.

Question #1: Can you assess the ability to create these kinds of products using selected
response or short answer modes of assessment? Why or why not?

Question #2: Will essay assessment work for evaluating this kind of achievement? Explain.

Question #3: Can performance assessment provide the evidence of proficiency needed to
evaluate this kind of achievement target? Defend your response.

Question #4: Is personal oral communication a viable way to assess when products serve as
the source of evidence of proficiency? Yes or no. Why?

Adapted from Rick Stiggins, Assessment Training institute, Portland Oregon, 1995
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Check Your Responses to the
Product Development Scenario
Questions 1-4: Of the four, only one method can work in this case: performance

assessment. Students must create the actual product for observation and evaluation. But that
does not mean that there is no role for the other three in contexts in which learners are
striving to become proficient at creating such products. Selected response, essay, and
personal communication methods can help us to determine if students are mastering the
knowledge that is a prerequisite to such creation. This might include knowledge of the
attributes of quality products or of the steps to be taken to produce quality products.
Here again, there must be clear and appropriate performance criteria for judging the quality
of the resulting products.

Adapted from Rick Stiggins, Assessment Training Institute, Portland Oregon, 1995
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Assessing Affect and Dispositions,
Scenario: Now let's turn to affective targets. In this case, you are a teacher who has seen to

it that your students are able to access important knowledge when required; you've
determined that they possess the knowledge and skills needed to do quality work. Now you
want to see if they have certain habits of mind and other organization skills that will enable
them to want to use what they know when it's needed. Such affective and dispositional skills
include: attitude toward school or a specific subject area; self-confidence; perseverance; and
motivation.
Question #1: Can you get at these things with selected response or short answer

assessments? Explain why or why not.
Question #2: Does the essay method of assessment work in contexts where we seek to assess

affect? Why or why not?
Question #3: Is performance assessment a viable alternative when assessing affect? What

do you think? Why or why not?
Question #4: Can we use personal oral communication as an assessment method to probe a

student's dispositions? Defend your response.

Adapted from Rick Stiggins, Assessment Training Institute, Portland Oregon, 1995
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Check Your Responses to the
Assesthng Affect/Dispositions Scenario
Question #I: Can you use selected response or short answer for assessing affective targets?
You betthere are many surveys and self-rating forms for looking at dispositions.
Remember, though, that these are all self-reportthe student is answering for him or herself;
and sometimes students answer in ways that are socially acceptable or that they think the
assessor wants to hear.
Question #2: The essay mode of assessment can work for assessing dispositions. In this
case students can write about, for example, their attitude toward reading. Remember,
however, that the assessor will have to interpret what the student says to draw conclusions
about affect; so criteria for desirable responses must be developed. In other words, what do
responses from highly motivated students look like?
Question #3: Yes, performance assessment can work too. We can engage a student in a task
and look for evidence of perseverance, attitude, etc. But again, appropriate criteria for
judging performance are essential. What does it look like when a student is self-confidently
pursuing a task?
Question #4: This makes four for four! Personal oral communication can work well for
assessing affect. And one of the great strengths of this option is the fact that we can ask
follow-up questions to clarify what students are telling us. Here, again, we need criteria for
judging and interpreting what students say.
Caution: As everyone is well aware, the affective domain represents student learning targets
that are very sensitive. In fact, some states and districts leave affective targets out of official
content standards. We must be very clear that what we assess is achievement related and that
everyone agrees on the importance and definition of the target. We must also be very careful
that how we assess such targets is non-invasive.

Adapted from Rick Stiggins, Assessment Training Institute, Portland Oregon, 1995
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Can only tap ability to
describe the attributes of a
quality product, unless the
product being assessed
includes writing.

Can only test for
prerequisite
knowledge of the
attributes of quality
products

PRODUCTS

212

assess (a) proficiency in
carrying out the steps
required to create a
quality product, and (b)
the product itself

Strong matchcan

observe and evaluate
skills as demonstrated
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Adapted from Rick Stiggins, Assessment Training Institute, Portland Oregon, 1995

A strong match when the
skill is oral communication
proficiency; can ask student
to describe and discuss
complex "how to"
procedural knowledge

Strong matchcan

Can ask students to
describe complex "how
to" procedural knowledge.
Good match if the skill
being assessed is writing.

Can only test for
mastery of simple
prerequisite procedural
knowledge

SKILLS
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Can probe procedural
knowledge and/or
knowledge of attributes of
a quality product

Can ask student to "think
out loud" to examine
reasoning proficiency

Strong matchproducts

Can provide a window
into reasoning

Can be an excellent
way to assess some
kinds of reasoning in
isolation

REASONING

or performances can be
observed for reasoning

Can assess small domains
of knowledge when shortterm record keeping is
required

Cannot be used as
efficiently as the other
three methods

Can serve to assess
student mastery of
complex structures of
knowledge

Can be used to assess
content knowledge

MASTERY OF
KNOWLEDGE

Essay

Achievement Target

Personal Oral
Communication

Selected Response
Short Answer

Performance
Assessment

Matching Achievement Targets and Assessment Methods

Which Assessment Method Is Best?
IngtrUCtionS: Match the learning targets on the right to the assessment method on the
left. There are no single correct answers, however, some responses are better than others.
The important thing is to explain why you made the match you did.

Student Learning Targets

Assessment Method
a.

Selected response (multiplechoice, matching, true-false)

I. Writes effectively for various audiences and purposes

2.

Develops knowledge and understanding of how
language is used

c. Essay

3.

Contributes productively to both large and small groups

d. On-demand performance
assessment

4. Uses historical and contemporary information to

b. Short answer (fill in blank, a

few sentences, label diagram, )

e.

Performance assessment

demonstrate cross-cultural understanding
5.

Demonstrates knowledge of melody, rhythm, harmony,
pitch, form, timbre, and tone quality

6.

Uses music vocabulary correctly

7.

Exhibits self-confidence, self-discipline, and selfmotivation

8.

Develops a personal wellness plan that recognizes the
impact of nutrition and fitness on personal well-being

9.

Chooses and devises appropriate strategies to solve
mathematical problems

project
f.

Performance assessment
portfolio

g. Personal oral communication

10. Views self as capable of using mathematical skills and
knowledge to make sense of new problem situations.

Handout A1.7,H3
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Activity 1Z

Sam s Story: ornprehensive

sessrneri

beat
workaL
Purposes:
1.

To understand the importance of using multiple measures to get a more complete picture
of a student

2. To understand that each form of assessment has strengths and weaknesses
3. To understand the need for alignment of outcomes, instruction, and assessments (we must
match student achievement targets to assessment methods)

4. To understand the concepts of "sampling,"target-method match," matching purposes to
assessment plans, and "validity"

Uses:
This is a good introductory activity to use in Chapters 1 or 3 to illustrate the ideas of
"sampling," "validity" (bias and distortion), "target-method match," and alignment between
assessment and instruction.

Rationale:
Participants may have heard rhetoric that suggests that one form of assessment is better than
another in all circumstances and for all purposes, and that a single assessment should yield all
the information needed. Actually, no single type of assessment can yield all the information
needed for all users and uses. And, different types of assessment methods are better suited to
gather information about different types of student achievement targets (see Chapter 1, Key

3Target-Method Match) or for different purposes (see Key 2Clear and Appropriate
Purposes). In this activity, participants will gain perspective on the strengths and weaknesses
of various types of assessments.

e Based on an activity by Carol Perlman, Chicago Public Schools
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Chapter 1 Activity 1.8Sam's Stoty: Comprehensive Assessment

1

Materials:
Overhead projector, screen, blank transparencies, and transparency pens; or a flip chart
and pen

Overheads A1.8,01--Sam's Story Purposes and A1.8,02Sam's Story Summary Chart
Handout A1.8,H1Sam's Story for each participant

Time Require&
40-60 minutes

Facilitators Notes:
1. As needed, use A1.8,01Sam's Story Purposes to introduce the activity.
2. (5-10 minutes) Ask participants to read the handout (A1.8,H1Sam's Story) and

complete the chart individually. This task requires participants to rate how much they
would trust each piece of assessment evidence as:
A sole measure
One of several highly relevant measures
Not directly relevant, but might be useful
Wouldn't tell much that's useful
Ask participants to note the reasons for their choices.
3.

(5 minutes) When participants are done, reassemble the group. For each of the 10 items,
ask participants to hold up their hands to indicate how they'd trust each item. Record
numbers in each box. This helps to illustrate the variability of opinion based on
knowledge and experience.

Indicate participant responses on the Overhead A1.8,02Sam's Story Summary Chart by
drawing a line though the category(ies) that represent the majority of responses.
4.

(10 minutes) After going through all 10 items, point out (if the case) that there's nothing
they'd trust as a sole measure of Sam's performance. Why is that? (Answers may
include: need to know what each assessment is measuring, need to know how the
assessment relates to the class curriculum, need more examples of Sam's work in math,
the different tests may be measuring different things.)
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Look at the measures that were rated the best. What do these have in common? (Possible
answers: they're all closely related to the target that we were making a decision about;
they include multiple samples of work; they are "authentic.")
Look at the measures that were rated the lowest. Why did they get such low ratings?
(Possible answers: they may be biased, marginally relevant to the decision at hand, not
"authentic" enough, or not comprehensive enough.)
5.

(20 minutes) Note that appropriate educational decisions depend on the accuracy and
comprehensiveness of educational assessment. Inaccurate or partial information may
cause harm. Ask participants for examples of how inaccurate or partial information may
cause harm to students.

Tie to the concept of sampling (Chapter 1, Key 4Bias and Distortion): When we try to
determine Sam's performance in math, it's obviously impractical to see how well he can
solve every possible problem there is. Nonetheless, you as a teacher want to get an
accurate idea of how well Sam can handle the full array of possible tasks that Sam might
be expected to encounter. That full array of possible tasks is called a "domain of
knowledge."

Since it's impossible to see how well Sam can perform on the entire range of math
problems, we have to select a "sample" of math problems from the entire assessment
domain. We try to sample the contents of a domain in a representative fashion so that,
based on how well students do on the sample, we can make inferences about the students'
status with respect to the entire domain.

Ask participants which items on the list "sample" best. (Answers: in-class math tests,
portfolio.)

Tie to the concept of validity (Chapter 1, Key 4Eliminating Sources of Bias and
Distortion): Validity has to do with the extent to which we can make good decisions
such as:

Are we looking at the right information?
Are we measuring the right thing?
Are we paying attention to things that aren't really relevant?
Are we inadvertently measuring something else?
Ask participants which items on the list they feel are the most valid for the purpose of
making a mastery decision? Why?

Tie to the concept of matching method to purpose (Chapter 2, Key 2Clear and
Appropriate Purposes): Note that the reason the teacher wanted information about Sam
was to "decide about Sam's mastery of the content and to design an instructional plan."
Ask teachers if one's decisions about which evidence to trust would be different if the
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purpose were different, for example, to decide if Sam were working up to potential? In
that case, what measures might be best?
6.

(10 minutes) Conclude the discussion by asking the following questions of the group. To
make a decision about Sam's mastery of math and to design an instructional plan for him,
what additional information do you need to know:
About Sam?

About his last math teacher and that teacher's course content, instructional strategies,
and grading criteria?
About the tests used to provide these results?
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Purposes:
1. To understand the importance of
using multiple measures to get a
more complete picture of a student
2. To understand that each form of
assessment has strengths and
weaknesses
3. To understand the need for
alignment of outcomes, instruction,
and assessments
4. To understand the concepts of:
sampling, validity and target-method
match
219
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5

J

In-class math tests from last year

6
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Would trust
as a sole
measure

Would trust
as one of
several
relevant
measures
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9. Sam's teacher's assessment of his
performance in math
10.Sam's parents' assessment of his
performance in math

8'. Self-report on performance in math

7. Portfolio of work in math

S. One example of problem-solving ability on
a math word problem
6. Psychological assessment results

4. State criterion-referenced test of
mathematical skills

test

3. Norm-referenced, multiple choice math

2. IQ score

1.

beat,_ ,
wortc.i

iler',N
tilj

'\

r

Sam's Story Summary Chart

Overhead AI.8,02

useful

much that's

Wouldn't
tell me
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Not directly
relevant, but
information
might be
useful

You are Sam's new teacher for the coming school year and are trying to determine Sam's level of
proficiency in math. You are interested in making a decision about Sam's mastery of the
mathematics content taught and to design an instructional plan for him. How much faith would
you place in each of the following sources of information?

Not directly

Would trust
as a sole
measure
1.

Sam's math scores on his inclass math tests from last year

2.

Sam's IQ score

Would trust as
one of several
highly
relevant
measures

relevant
but
information
might be
useful

Wouldn't
tell much

that's
useful

Sam's math scores on a normreferenced, multiple choice
test
4. Sam's math scores on a state
criterion-referenced test of
mathematical skills
5. One example of Sam's
problem-solving ability on a
math word problem
3.

6.

Sam's psychological
assessment results

7.

A portfolio of Sam's work in
math

8.

Sam's self-report on his
performance in math

9.

Sam's teacher's assessment of
his performance in math

10. Sam's parents' assessment of
his performance in math
Handout A1.8,H1
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Activity 19

Going to Schoo

Purposes:
1.

To understand the importance of clearly defined and well thought-out performance
criteria

2. To understand different types of performance criteria
3. To discuss the relative advantages and disadvantages of different types of performance
criteria

Uses:
Part A of this activity can be used in Chapters 1 or 2 to illustrate the importance of
performance criteria as one of two parts of an alternative assessment. Part A is an
intermediate level activity. Prerequisites might be: Activities 1.1Changing Assessment
Practices, What Difference Does it Make For Students? or 1.12Assessment Principles;

and Activity 1.5Clapping Hands.
In Chapter 3, Parts B and C can be used to illustrate types of performance criteria and
discuss the advantages and disadvantages of each kind. Parts B and C address advanced
topics. Prerequisites, in addition to those listed above, might be: Chapter 2 text and
Activity 2.1Sorting Student Work.

Rationale:
Participants frequently need help in defining "performance criteria," understanding why they
are important, seeing the difference between tasks and criteria, understanding the role of
performance criteria in instruction and assessment, and understanding the differences
between types of criteria and their advantages and disadvantages. This activity is designed as
a hands-on way to explore these topics.

Toolkit98: Chapter I Activity 1.9Going to School
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Ivlaterials:
Overhead projector, screen, blank transparencies, transparency pens

Overheads: A1.9,01Going to School Purposes, A1.9,02Overhead of Graph,
A1.9,03Holistic/Analytical Trait, A1.9,04Generalizedifask Specific, A1.9,05
Quote on General Criteria, A1.9,06Rubric's Cube

Handouts: A1.9,H1Going to School, A1.9,H2Devon and Mickie, A1.9,H3Task
Specific Scoring Rubric, A1.9,H4Task Specific Scoring Guide #2, and A1.9,H5
Generalized Scoring RubricRelative Quality. Add to this two other rubrics from the
Sampler in Appendix A. Suggestions are provided in the Activity 1.9 Index in
Appendix A.
Extra assessment samples if Part C is donesee the Activity 1.9 Index in the
Appendix A Sampler for suggestions.

Time Required:
1 VI to 2 hours

Facilitator's Notes:
Use Overhead A1.9,01 to describe the purposes of the activity.

A. Importance of Performance Criteria (30-45 minutes)
1. (10 minutes) Hand out the Going to School (A1.9,H1) problem and have participants
solve it in small groups

Use A1.9,02Overhead of Graph to elicit and show the right answer.
(Note: If participants come up with odd answers or say they couldn't figure it out
because the problem was incomplete or confusing, use this as an opportunity to
critique the task. Reinforce the notion of "sources of bias and distortion" (Chapter 1,
Key 4) by pointing out that confusing tasks may mask student ability to demonstrate
that they can problem solve. Ask participants how they would make the task better.)

2. (5-10 minutes) Hand out the two student solutions (A1.9,H2) and ask participants to
"grade them" or "score them" individually. Participants might ask questions like, "Do
you want us to use A-F?" "Do we use a four-point scale?" "Do we take spelling into
account?" etc. Just tell them to use their usual procedure. When individuals are done,
ask small groups to discuss the various procedures used and any problems they ran
into.
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3. (5-10 minutes). Reconvene the whole group and ask 4-5 individuals from various
small groups to discuss the difficulties they encountered. Their comments will
illustrate: (a) the random noise or error that can affect scoring when clear criteria are
not in place, and (b) without a definition of how and what to score, it is hard to
interpret what the grades or scores mean.

4. (5 minutes) Pass out the criteria packet (A1.9,113; A1.9,H4; A1.9,H5; plus two
samples from Appendix A). Ask the participants to score the student response with
A1.9,H3 and one sample from Appendix A.
5. (5-10 minutes) Ask small groups to discuss the extent to which scoring was easier and
more consistent when they had performance criteria to use. Make sure the following
points are made. Rubrics are needed to do the following:
a. Make it clear to students what it takes to be successful
b. Make it clear to raters how to assign scores in a consistent manner

B. Optional ActivityDifferent Types of Performance Criteria (45-60 minutes)
1. '(5-10 minutes) Ask participants to score the student responses with the various rubrics
in this activity and those chosen from Appendix A. Begin with "holistic, skimpy" and
progress to "analytical trait, detailed." Otherwise, experience with more detailed
schemes will influence the skimpier versions. This procedure also illustrates how
more detail in a rubric can lead to more accurate scoring.

2. (15 minutes) For each rubric, have participants identify the following.

a. Task-specific or general (they should get this rightit's stated on the top of each
rubric); A1.9,H3 and H4 are "task-specific." The others are general. Ask
participants to describe to each other the difference between task-specific and
general criteria.

b. Analytical trait (more than 1 score) or holistic (1 score). A1.9,H3 and A1.9,H5 are
holistic; A1.9,H4 is analytical trait. One of your examples from Appendix A is
holistic; the other is analytical trait. Ask participants to describe to each other the
differences.

c. Detailed or skimpy. A1.9,H5 is skimpyterms are not defined well. Discuss the
impact of skimpiness on consistency in scoring between raters and the ability of
criteria to communicate to students what it takes to be successful. Both samples
from Appendix A are detailed. Ask participants if detail would help students selfassess.
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3. (20-30 minutes) Ask participants to find examples in Appendix ASampler of the
following types of performance criteria (a single sample may illustrate several
features):
Holistic
Analytical trait
General
Task specific
Skimpy
Detailed

Participants can use the "Rubrics Cube" (Overhead A1.9,06) to classify the samples
they find.
C.

Optional ActivityAdvantages and Disadvantages of Different Types of
Performance Criteria (20-30 minutes)

Note: Don't do this part of the exercise if you don't feel you can explain when to use
each type of rubric/criteria.
1. (20-30 minutes) Discuss the relative advantages and disadvantages of the different
typessmall group and then large group. Advantages and disadvantages of each
method are summarized on A1.9,03 and A1.9,04. Ask participants to add to or
clarify what's on the overheads. Participants can also use the "Rubrics Cube"
(Overhead A1.9,06) to list the strengths and weaknesses of each type of rubric.

2. (5-10 minutes) Bottom lineanalytical trait, general criteria are better for
instruction. The quote on A1.9,05 is from a major national study of the impact of
performance assessment on teaching and learning. Ask participants to explain to
each other why general criteria are better instructionally.
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Purposes:
1.

To understand the importance of clearly
defined and well thought-out
performance criteria

2. To understand different types of
performance criteria
3. To stimulate discussion about the

relative advantages and disadvantages of
different types of performance criteria

Overhead A1.9,01
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Length of journey
to school (miles)

4

2

0

20

40

Time taken to travel to school (minutes)

228
Overhead A1.9,02

6

Toolkit98: Chapter 1 Activity 1.9Going to School

Analytical Trait

Holistic
Definition: A single
overall score is
assigned to a student
performance or
product

Definition: More than
one dimensions or traits
of a student
performance or product
are scored

+ Easy to train raters

-

+ Quick scoring
process

Slower scoring
process

+/- Assesses overall
student performance

+ Shows the relative
strengths and
weaknesses of student
work: this helps both
teachers and students

Two students can get
the same score for
different reasons

+ Reasons for
differences in scores
are more readily
apparent

Harder to train raters

-

Overhead A1.9,03
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Generalized
Definition: Criteria can be used
across tasks

Task Specific
Definition: Criteria refer to a
specific task

+ Direct judgment of skill level - Have to infer skill level from
total scorecriteria do not define
criteria define what is being
what is being assessed
assessed
+ Same rubric usable for different - Rubrics must be rewritten for
each task
tasks (especially useful for
portfolios)
+ Best for "big" student
outcomes, e.g., problem solving
or critical thinking
-

Harder to score

+ Good for assessing knowledge
and conceptual understanding

+ Quicker to score

-Harder to get rater agreement,
especially at first

+ Easy to get rater agreement

+ Easier to score "non-typical"
responses

Easy to mis-score "non-typical"
responses

+ Good student instructional tool

- Poor instructional tool

Overhead A1.9,04
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The influencing of
instructional practices to

date has been served most
powerfulN by generic
rubrics.

Studies of Assessment Reform:
Assessment of Student Performance
OERI, 1997, p. xx

Overhead A1.9,05
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Holistic

/Analyfical Trait
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Overhead A1.9,06
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Jane, Graham, Susan, Paul and Peter all travel to school along the same country
road every morning. Peter goes in his dad's car, Jane rides her bicycle and
Susan walks. The other two children vary how they travel from day to day
sometimes walking, sometimes bicycling, and sometimes going in a car. The
map shows where each person lives.

3

0
I

Scale (miles)

Graham

School

Paul

Jane

Susan

Peter

Handout A1.9,H1 p. 1
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This graph describes each pupil's journey to school last Monday.

6

Length of journey
to school (miles)

4

2

0

40

20

Time taken to travel to school (minutes)

1.

Label each point on the graph with the name of the person it
represents.

2. How do you think Paul and Graham traveled to school on Monday-walking, bicycle, or car?

3.

Describe how you decided on your answer in question 2.

Handout A1.9,H1, p. 2
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Devon
This graph describes each pupil's journey to school last Monday.

0
Peter

6

Length of journey
to school (miles)

Jane

4

Paul
2

Graham

20

Susan

40

Time taken to travel to school (minutes)

1.

Label each point on the graph with the name of the person it represents.

2.

How do you think Paul and Graham traveled to school on Mondaywalking, bicycle, or car?

I think Graham rode his bike
I think Paul rode his bike
3.

Describe how you decided on your answer in question 2.

Paul was 14 miles away from school and it took him about 30

min, so it wouldn't be a car because cars are faster and it
couldn1 be walking be because walking is to slow.
Graham was 2 miles from school and it took him 20 min.to
get there. So it couldn't be walking because it is to slow.
Driving is to fast, so it must be bike riding.

Handout A1.9,H2, p. 1
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Mickie
This graph describes each pupil's journey to school last Monday.

6

Peter

Jane

Length of journey
to school (miles)

4

Paul
2

o

co

Susan

Graham

0

40

20

Time taken to travel to school (minutes)

1.

Label each point on the graph with the name of the person it represents.

2.

How do you think Paul and Graham traveled to school on Mondaywalking, bicycle, or car?

Graham rode his bike
3.

Paul walked

Describe how you decided on your answer in question 2.

Graham lives closer to the school than Peter. And Peter rode
in his dad's car. 14e probly rode his bike. Paul is in the midel
and he could probly walk.

Handout A1.9,H2, p.2
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1 Point: Shows no understanding of the requirements of the problem. Is unable to
label the graph or give a reasonable answer about how Graham and Paul travel
to school.
2 Points: Labels one or two points on the graph correctly. Provides an answer to the
type of transportation taken by Graham and/or Paul, although it may be
incorrect. Provides some sort of rationale for the answer, although it might
include faulty reasoning. For example: "Paul lives between Susan and Jane so
he probably rides a bike since Jane does," or "Graham lives the same ways away
as Susan so he walks."
3 Points: Has three points on the graph labeled correctly. Has identified "bicycle" as
the means of transportation for either Graham or Paul. Provides a reasonable
rationale for the choice of answer, although it may not be complete. For
example, "Graham is faster than Susan so he takes a bike."
4 Points: Has all or most of the graph labeled correctly (4 out of 5). Has identified
"bicycle" as the means of transportation for Graham and Paul. Has an
explanation for choice of "bicycle" that shows understanding, but requires some
interpretation on the part of the rater. For example, "Paul was in the middle and
it took him about 30 minutes. Cars are faster and walking is slower."
5 Points: Has labeled the graph correctly. Has identified "bicycle" as the means of
transportation for Graham and Paul and is able to explain how the answer was
determined. An example of an excellent explanation is: "Susan lives the same
distance away as Graham, and Susan walks. If Graham walked it would
probably take about the same time. Since it doesn't take as long he probably
rides a bike or in a car. Peter takes a car, but goes a lot further in the same
amount of time. Therefore. Graham probably doesn't take a car. So, he takes a
bike." The response doesn't necessarily have to have this level of detail to be a
"5", but the general line of reasoning needs to be there.
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Task-Specific Scoring Guide #2
"Going to School"
Points for Various Features
Graph: 1 point for each point labeled correctly (5 points
possible)

Graham and Paul: 1 point for correctly identifying that
each ride their bike (2 points possible)

Rationale: (4 points possible)

4 points: Excellent rationaleincludes accurate
comparison to other students

3 points: Good rationaleincludes comparison to other
students, but some parts might be hard to follow or
incorrect

2 points: Fair rationaleProvides a rationale, but
includes fairly faulty reasoning

1 point: Poor rationaleshows no understanding of the
problem

Handout A1.9,H4
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eneralized Scoring Rubric
e ative Quality--No Explanations
1 Point: Shows no understanding of the requirements of the
problem.

2 Points: Shows a little understanding of the requirements
of the problem.

3 Points: Shows partial understanding of the requirements
of the problem.

4 Points: Shows considerable understanding of the
requirements of the problem.

5 Points: Shows complete understanding of the
requirements of the problem.

Handout A1.9,H5
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Activity 1.10

Clear Targets and Appropriate Methods
The View From the Classroom

Purposes:
1.

To understand what it looks like when teachers have clear and appropriate student
learning targets and when targets and purposes for assessment are matched to assessment
methods

2. To self-assess one's own current level of understanding of these two important
assessment quality ideas

Rationale:
The self-rating forms in this activity are an attempt by Toolkit98 authors to practice what we
preach. Just as we suggest that teachers need to have "clear and appropriate learning targets"
for their students, we need to have "clear and appropriate learning targets" for the users of
Toolkit98 that describe what teachers need to know and be able to do with respect to high
quality assessment. In other words, if a teacher were "skilled" at classroom assessment, what
would he or she know and be able to do? The two rating forms in this activity focus on the
skills of "clear and appropriate learning targets" and "aligning targets with assessment
methods."

Uses:
This activity builds skills relating to Chapter 1 Key 1Clear Targets and Key 3TargetMethod Match. It is best used after reading the chapter text on characteristics of quality
assessment or after doing Activities 1.2Clear Targets, What Types are These? and
Activity 1.7Target-Method Match. It is an intermediate level activity.

Materials:

40

Overhead projector, screen, transparency pens, chart pack paper and pens
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Overheads A1.10,01Developmental Continuums Purposes and A1.10,02
Discussion Questions

Handouts A1.10,H1Clear and Appropriate Student Learning Targets Self-Evaluation
Form and/or A1.10,H2Appropriately Matching Mathods to Targets and Purposes SelfEvaluation Form

Time Required:
30-45 minutes

Facilitator's Nates:
1.

(5 minutes) Use Overhead A1.10,01Developmental Continuums Purposes to go over
the goals of this activity as needed.

2. (10 minutes) Ask participants, in small groups, to brainstorm the answers to these

questions (see Overhead A1.10,02Discussion Questions):

3.

a.

(For clear and appropriate learning targets): What would a classroom look like that
had clear and appropriate learning targets. What would be good answers to the
question, "What are your learning goals for students?" What would a teacher know
and be able to do if he or she were a master of the targets of instruction?

b.

(For target-method match): What would a teacher know and be able to do if he or she
were a master of matching assessment methods to student learning targets?

(5-10 minutes) Ask participants 'to compare their list to Handout A1.10,H1Clear and
Appropriate Student Learning Targets Self-Evaluation Form and/or A1.10,H2
Appropriately Matching Assessment Method to Targets and Purposes Self-Evaluation
Form.

4. (5 minutes) Ask participants to self-evaluate using the two rating forms.
5.

(10-15 minutes) Ask participants to discuss what they learned from this activity.
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Appropriate Metho
Purposes:
1. To understand what it looks like
when teachers have clear and
appropriate student learning targets
and when targets and purposes for
assessment are matched to
assessment methods
2. To self-assess one's own current
level of understanding of these two
important assessment quality ideas

Overhead A1.10,0i
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Clear and appropriate learning
targets:
What would a master of clear and
appropriate learning targets for students
know and be able to do?
What would be good answers to the
question, "What are your learning goals for
students?"

Target-method match:
What would a master of matching
assessment methods to student learning
targets know and be able to do?
243
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A person who is skilled at setting clear and appropriate learning targets knows and can
easily articulate the skills and knowledges important for students to learn. Actions typical of
such educators include such things as:

Knows local definitions of such terms as content standards, performance standards,
and benchmarks; can provide examples; and can compare classroom/local standards to
state/national standards.

Can, without hesitating, answer the question, "What are your learning goals for
students?" For example, "I have a body of knowledge I want to impart to students, but I
also want them to be strong problem solvers, good critical thinkers, have strong
communication skills, and be able to work collaboratively."

Has good learning targets for studentsfor example, "I emphasize five types of
outcomes with my students: knowledge, reasoning, skills, products, and affect, and here
are examples of these in the unit of instruction I am currently teaching." Responses
demonstrate a good "mix" of learning targets from knowledge to thinking skills. The
educator can state why these are outcomes of enduring importance.

Provides thorough descriptive details about the student knowledge, skill or ability
associated with the learning targets. For example, if the learning target is becoming a
fluent reader, a person who is skilled would be able to define what a fluent reader knows
and is able to do. If the learning target is math problem solving, a skilled educator would
be able to define and describe what good math problem solvers know and can do.

Explains to students, parents, and others, in terms they can understand, which learning
targets they hope to achieve in their instruction. They can spell it out so that students,
parents, and others can accurately explain it back in their own words.

Describes the various levels of student development toward the learning targetfor
example, the stages of development in becoming a fluent reader or a strong math problem
solver. He or she can describe the appropriate level(s) for the grade he or she teaches.
Identifies, in student work or actions, these different levels of development toward the
target. For example, a skilled educator knows the specific student words or actions that
would indicate their level of reading fluency or their sophistication as a math problem
solver. The skilled person can explain how he or she will know if students have
accomplished the learning.
Handout A1.10,H1, p. 1
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Models the skills that students are to master.
Without hesitating Shows specifically where during instruction each learning target is
addressed and how a sequence of instructional activities develops the required
knowledges and skills over time.

Begins with learner targets and plans instruction to achieve them, rather than
planning interesting instructional activities and then going back, if asked, to identify
which learning targets were emphasized.

Links level of student mastery to an instructional plan and explains how/why the
instructional plan will improve achievement on the target. For example, what
instructional experiences would one plan for a student to facilitate, in the most efficient
manner possible, improvements in reading fluency or in the ability to solve math
problems?
Has students who can use precise and common terminology to describe the quality of
their work, articulate the criteria for success, explain what the teacher expects them to
learn, and describe how the work they're doing is applicable to their lives.

Has posted performance criteria for things like writing, group skills, and critical
thinking.
Teaches students how to use performance criteria to self-assess and improve work.

A person who is practiced at having clear and appropriate learning targets knows what it
takes to be a master of the targets of instruction, and can do many of things listed above with
some help. Actions typical of such a person are:

Cannot readily define words like content standard, performance standard, and
benchmark, but can identify examples when the terms are defined for them.

Readily lists goals for students, but sometimes mixes up goals with instructional
activitiesfor example, saying that a goal for students is "literature" rather than saying,
"Through the study of literature I want students to know x, y, and z, and be able to do a,
b, and c." Or saying that a goal for students is "the research report on the Civil War,"
rather than saying, "Through doing the research report on the Civil War I want students to
know d, e, and f, and be able to do m, n, and o."
Tries to explain to students, parents. and others, which learning targets they hope to
achieve in their instruction, but either needs to stop and think about how to best explain it
so that students, parents, and others can accurately explain it back in their own words, or
sometimes is not entirely successful .at the explanation.
Handout A1.10,H1, p. 2
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Links specific learning targets to instructional activities in general terms, but needs to
stop and think about specifically where, in an instructional sequence, different learning
targets are emphasized.

Plans instruction by identifying activities that would be engaging for students and
then goes back to identify which learning targets were emphasized.

Lists features of a quality performance, but needs assistance to distinguish levels of
performance. For example, a practiced educator states that a piece of writing needs to
have voice, but needs assistance to articulate what strong or weak voice looks like.

States in broad terms the characteristics of strong or weak performance (or levels of
development), but needs assistance with the specifics and identifying instances and
examples of student work or behaviorfor example, needs assistance in identifying
examples of strong and weak voice in student work, or identifying samples of student
work that illustrate strong or weak critical thinking.

Uses checklists or other criteria to judge the quality of student work, but has aspects of
the process that sometimes don't work well. For example, consider a teacher who has as a
criterion for a paper that it has a beginning, middle and end. Then any beginning, middle,
and end should get the same credit. We've heard the following, for example: "I put a C
on this paper, but the student convinced me it should be an A because after all she did
have a beginning, middle, and end. I think it should be a C, but I really don't know why."
In this case the teacher is emphasizing the presence or absence of a feature rather than
recognizing the need for describing levels of quality of a feature.
A person with an awareness of clear and appropriate learning targets for students knows
that it is important to be clear on student learning targets, and that it is important to have a
good "mix" of learning targets, but is not sure where to begin or what needs to be done.
He or she would need to be guided to do the following:

Clearly state learning targets for students.
Relate goals for students to instructional activities.

Differentiate between goals for students and the instructional activities designed to
achieve them.
Describe characteristics of strong performance on a learning target.
Distinguish between levels of quality (or levels of development), and identify those
student words or actions that indicate level.
Handout A1.10,H1,p. 3
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Describe typical (or ideal) student performance on a learning target at the grade level
the teacher teaches.
Develop clear criteria for student success that go beyond "10 references, at least two
pages, and neat."

A person with a pre-awareness level of knowledge about clear and appropriate student
learning targets does not see the necessity to have clear learning targets, needs to develop a
better sense of when a learning target is "clear," or does not have a good 'mix' of learning
targets. Several of the following might be true:

Counts on the textbook, or a series of prepackaged instructional materials, to address and
define the important learning targets for students. The educator might say, "This is a
reputable text book company so they must have a clear idea of which skills they want to
develop in students and the best way to develop them."

Has students who have difficulty explaining why they get the grades they do, selfassessing, and describing what quality works looks like (or, who describe quality in terms
of superficial features of work, such as: "It has to be two pages," or "I put my name on
it").

Has difficulty listing local learning targets for students. When asked about his or her
learning targets for students, the person might say things like, "I'm not sure, I'll know as I
go along," "What exactly do you mean by outcomes or targets?" "Here are the units I
teach," and "Do we really need to pay attention to this stuff?"

Lists (or emphasizes in instruction) targets that are mostly at the knowledge level or
that have little long term learning importance.
Makes statements like, "I emphasize these outcomes because I like to teach them," "I
emphasize these outcomes because it is what I have always done," or "My goal is to get
through the book."

Handout A1.10,H1,p. 4

247
8

Toolkit98: Chapter I Activity 1.10Developmental Continuums

410

Appropriate y Matching Assessment Method to Tar ets and
PurposesSelf-Evaluation Form
An educator who is skilled at matching assessment methods to learning targets and
purposes can describe the broad range of assessment options and when to use each. Skilled
performance is characterized by:
Use of all types of assessment methods (multiple-choice, matching, short answer,
essay, performance assessment, personal communication) in the classroom.
Test blueprints that indicate how each learning target will be assessed and its relative
importance.

Matching method to purpose and target. Matching is indicated by such comments
as: "I modified my assessment methods because the first time I didn't get what I
wanted from students," "The verbs in my outcome statements match the verbs in the
assessment approach, e.g., active verbs in an outcome imply performance assessment,"
"I considered performance assessment, but that wasn't practical, so I compromised by
using an essay," and "I don't use short answer conceptual questions because of student
lack of experience with this format."

Ability to articulate when to use each assessment methodfor example, a person
who is skilled can describe a variety of strategies to check for understanding and the
advantages and disadvantages of each.

Ability to describe each assessment method and show examples. For example, a
skilled person can provide a reasonable definition for "performance assessment" and
show some examples.

Students who tell you that the assessment really "got at" what was taught, and the
content of the assessment reflects what the teacher said was important.

An educator who is practiced at matching assessment methods to learning targets and
purposes is trying many different types of assessments, but would like to fine-tune. A
proficient person is characterized by one or more of the following:
Can pretty much list various assessment methods, but might have some trouble
defining them, or sometimes is inconsistent in identifying examples.
Uses various assessment methods, but has difficulty sometimes explaining why.

Sometimes overuses one form of assessment, say performance assessment or
portfolios.
Handout A1.10,H2,p. 1
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Is somewhat afraid of using "traditional" assessment methods because of the
recent hype about performance assessment.

An educator who is aware of the need to match assessment methods to learning targets and
purposes has the desire to be more intentional about selecting assessment methods, but
doesn't know what needs to be done or where to start. Such a person is characterized by:
Has the nagging feeling that assessment could be done better, but has trouble
articulating what to do differently.
Wants to try more performance assessments, but doesn't know how.
Doesn't realize that he or she is already using performance assessments.
Notes problems in prepackaged assessments, but is not real sure what to do about it.

An educator who is at a pre-awareness level in matching assessment methods to
learning targets and purposes doesn't realize that matching needs to occur. Several of the
following might be true:

Uses mostly prepackaged assessments that come with instructional materials without
questioning their quality or match to learning targets.

Has little variation in the assessment method used.
Justifies assessment methods by saying things like: "I assess this way because it
matches the CTBS," "I like to use just one assessment method so it is consistent all
year long," "This is what I've done for the last 25 years," "It's easiest to correct," "If I
had better students I could assess differently." "I don't use teacher observation as an
assessment tool because it's not on the report card." "I do it this way because the other
teacher does it this way." and "The publisher provides this test and it must match
instruction because I use the publisher's book."
Has students who tell you that the content of the assessment didn't match what was
taught, or didn't emphasize what the teacher said was important to learn.

Has assessments that almost always emphasize knowledge level targets.

Has a rigid approach to assessment

249
Handout A I.10,H2,p. 2
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Activity 1.11

sessment Stan

Purposes:
1.

To review ideas found in the mathematics and science assessment standards and consider
how some ideas about assessment have changed

2. To experience an assessment task and relate it to issues surrounding national assessment
standards

Uses:
This activity can be used in Chapter 1 to develop understanding of the national assessment
standards or introduce the rationale for changes in assessment. It touches on Chapter 1, Key

1Clear and Appropriate Targets, Key 2Clear and Appropriate Purposes, and Key 4
Bias and Distortion. The activity might also provide an introduction to characteristics of
quality assessment that would be expanded on in Chapter 3. This is an intermediate activity.

Rationale:
It is important to consider how assessment has changed as a result of the development of
national assessment standards. An understanding of national assessment standards can
support decisions that affect student experiences, classroom instruction, educational policy,
and the development and use of state and classroom assessments.

Materials:
Overhead projector, screen, transparency pens, blank transparencies, blank chart paper
and pens

Overheads A1.11,01Assessment Standards Purposes, and A1.11,02Possible Focus
Group Questions

2 50
Toolkit98: Chapter I Activity 1.11Assessment Standards

1

Handouts A1.11,H1Chickens and Pigs, A1.11,H2Plant in a Sealed Glass Jar,
A1.11,H3Mathematics Assessment Standards; and A1.11,H4Science Assessment
Standards

Time Required:
90-120 minutes

Facilitator's Notes:
Use Overhead A1.11,01Assessment Standards Purposes to introduce the activity as

1.

needed.
2. (5-10 minutes) Divide participants into two sub-groups. These groups need not be

divided by grade level of students or subjects taught. (There should be one facilitator for
each sub-group.) Pass out the Handouts A1.11,H1-2, printed double-sided with math on
one side and science on the other). One group will do the mathematics assessment task
and the other the science assessment task.
For the mathematics task, allow 5 minutes to work the problem. Instruct participants to
attempt to solve the problem in as many different ways as possible. They may work
individually, in pairs, or in small groups. Possible answers:
Pigs

14

13

12

11

10

9

8

...

1

Chickens

1

3

5

7

9

11

13

...

27

For the science task. allow 5 minutes to work and instruct participants to think first about
their prediction and then write as thorough an explanation of their prediction as time
allows. They may work individually, in pairs, or in small groups.
3.

(5-10 minutes) In sub-groups. have participants share three or more different ways of
approaching the problem. Chart paper could be used.

4. (5 minutes) As a way to use assessment vocabulary and have everyone start at the same

place, have each sub-group brainstorm a list of facts (see below) about the assessment
they just worked on. Record these facts on chart paper. Remind the sub-group that this
is not a discussionlisting the facts will be a beginning point for a discussion that
follows.

Based on work from Betz Frederick, Grand Canyon University, AZ
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Facts are statements that can be made about what is known directly from the assessment
and not what can be inferred about it. Some examples of facts include:
The assessment asks for an open-ended response.

The assessment asks students to solve a problem or make a prediction.
Students are required to write.
5. (5 minutes) As a bridge between the activity and a discussion about the national

assessment standards, briefly introduce the national standards (mathematics or science),
provide a little background information (see below) about their development, and orient
folks to Handouts A1.11,H3-4.

Background for Mathematics
The National Council of Teachers of
Mathematics (NCTM) has produced
three key documents: Curriculum
and Evaluation Standards for School
Mathematics (1989), Professional
Standards for Teaching Mathematics
(1991) and finally, the Assessment
Standards for School Mathematics
(1995).

gi Reference 13oic'
The NationaLAssociation of Test Directors
(NATD) has also established standards for
quality assessment that could be used in this
activity. For more information, contact
Dr. Joe Hansen, Colorado Springs School
District No. 11, 1115 N..E1 Paso St.;
Colorado Springs, CO '80903,
(719) 520-2077, e-mail:jhansen@cssd11.k12.co.us

The Mathematics Assessment
Standards were developed because
assessment needs to reflect the
reform vision of school mathematics. They are based on the premises that:

All students are capable of learning mathematics, and their learning can be assessed.
Assessment procedures must no longer be used to deny students the opportunity to
learn important mathematics. Instead, assessment should be a means of fostering
growth toward high expectations.

Teachers are in the best position to judge students' progress.

Background for ScienceThe National Science Education Standards (1995) were
developed as a contribution to the national goal of achieving science literacy for all
students. The Standards are directed to all who have interests, concerns, and investments
in improving science, education, schools, and society in the United States.
6. (10 minutes) Ask participants to familiarize themselves with the standards by silently

reading through the handouts. When finished reading, they can write down some
questions or issues they would be interested in exploring with their subgroup.

?5a
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7. (20-30 minutes) Divide into groups of 4-6 and ask the participants to discuss one or more

of the focus questions provided below (Overhead A1.11,02) and/or other questions that
they came up with. After the discussion, each small group will be given 3 minutes to
share with the entire group of people (mathematics and science). They should prepare a
summary of their conversation on chart paper.
Possible focus group questions:
In what ways does the sample assessment address what is recommended in the
national assessment standards? For example, does the assessment promote equity
and allow students to reach high levels of accomplishment?
In what ways does the sample assessment fall short?
What would you know about students based on their responses to the sample
assessment?
What information could this assessment provide that would be useful in making
decisions about what is taught and how it is taught?
Are there other questions or issues?
8.

(20 minutes maximum) Each small group will share a summary of their conversation
with the entire large group-3-5 minutes per group. In this way, the science folks will
have a chance to hear about some of the issues in the mathematics assessment standards
and visa versa. The facilitator can prime the group for the closing activity by asking them
to listen for issues discussed by other groups that also applied to their subject's
(mathematics or science) assessment standards.

9.

(10 minutes) In closing, have participants briefly compare those issues that seemed to be
cross-cutting and applied to the assessment standards for both mathematics and science,
as well as issues that differed. A note keeper can record these on two pieces of chart
paper titled, "Similarities' and "Differences."
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sessment Standar
Purposes:
1. To look at math and science assessment
standards and explore how ideas about
assessment have changed

2. To relate assessment tasks to issues
surrounding national assessment
standards

Overhead A1.11,01
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Possible Focus Group Qüèiiàric

In what ways does the sample assessment
address what is recommended in the national
assessment standards? For example, does the
assessment promote equity and allow students
to reach high levels of accomplishment?
In what ways does the assessment fall short?

What would you know about students based
on their responses to the sample assessment?
What information could this assessment
provide that would be useful in making
decisions about instruction?
Are there other questions or issues?
255
6

Overhead A1.11,02
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Tom and Sue visited their
grandparents' farm. In the barnyard
there were some chickens and pigs.
Tom said, "I see 18 animals in all."
Sue answered, "Yes, and altogether
they have 58 legs." How many
chickens and how many pigs were in
the barnyard? Show your thinking.

Handout A1.11,H1
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Some moist soil is placed inside a clear glass jar. A
healthy green plant is planted in the soil. The cover is
screwed on tightly. The jar is located in a window
where it receives sunlight. Its temperature stays
between 600 and 80° F. How long do you predict the
plant will live?

Directions:
Use relevant ideas from one or more of the life,
physical, and earth sciences to make a prediction. If
you are unsure of your prediction, your explanation
should state that, and tell what information you would
need to make a better prediction. There is no single
right prediction.
Write your prediction and an explanation supporting
your prediction. You may include drawirigs as part of
your explanation.

257
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The National Council of Teachers of Mathematics (NCTM) has produced three key documents:
Curriculum and Evaluation Standards for School Mathematics (1989), Professional Standards for Teaching
Mathematics (1991) and, most recently, Assessment Standards for School Mathematics (1995).

The first draft of the Assessment Standards for School Mathematics was completed in August 1993.
During the 1993-94 school year, critiques and comments were received from more than two thousand
reviewers. During summer, fall and winter, 1994-1995, the document was revised and produced.

The Assessment Standards were developed because assessment needs to reflect the reform vision of
school mathematics:
All students are capable of learning mathematics, and their learning can be assessed.

Assessment should be a means of fostering growth toward high expectations.

Assessment procedures must no longer be used to deny students the opportunity to learn
important mathematics.
Teachers are in the best position to judge students' progress.

The following key points, made in the Evaluation Standards, are expanded upon in the Assessment
Standards:

Student assessment should be aligned with and integral to instruction;
Multiple sources of assessment information should be used;
Assessment methods must be appropriate for their purposes;
Instruction and curriculum should be considered equally in judging the quality of a program.

NCTM defines assessment:
ASSESSMENT IS THE PROCESS OF GATHERING EVIDENCE ABOUT A STUDENT'S KNOWLEDGE
OF, ABILITY TO USE, AND DISPOSITION TOWARD, MATHEMATICS AND OF MAKING
INFERENCES FROM THAT EVIDENCE FOR A VARIETY OF PURPOSES.

If the NCTM's vision is to be realized, all aspects of school mathematicscontent, teaching and
assessment need to change on a systemic basis. This includes a shift in the following:
SHIFT IN CONTENT: Toward a rich variety of mathematical topics and problem
situations. Away from just arithmetic.
SHIFT IN LEARNING: Toward investigating problems. Away front memorizing and
repeating.
SHIFT IN TEACHING: Toward questioning and listening. Away .from telling.

SHIFT IN EVALUATION: Toward evidence from several sources judged by teachers. Away
from a single test judged externally.
SHIFT IN EXPECTATIONS: Toward using concepts and procedures to solve problems. Away
from just mastering isolated concepts and procedures.
Adapted from Assessment Standards for School Mathematics. NCTM 1995, by Betz Frederick.

Handout A1.11,H3, p. I
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ASSESSMENT STANDARDS FOR SCHOOL MATHEMATICS
Six ASSESSMENT STANDARDS provide criteria for judging the quality of mathematics assessments.
They apply to all mathematics assessments.

ASSESSMENT SHOULD REFLECT THE MATHEMATICS
THAT ALL STUDENTS NEED TO KNOW AND BE ABLE TO DO.
Assessment should match the current vision of school mathematics and involve activities that are
based on significant and correct mathematics. These activities should provide all students with
opportunities to formulate problems, reason mathematically, make connections among mathematical
ideas, and communicate about mathematics. Skills, procedural knowledge, and factual knowledge are
best assessed in the same way they are used, as tools for performing mathematically significant
tasks.

ASSESSMENT SHOULD ENHANCE MATHEMATICS LEARNING.

Assessment that enhances mathematics learning becomes a routine part of ongoing classroom
activity rather than an interruption. Assessment does not simply mark the end of a learning cycle.
Rather, it is an integral part of instruction that encourages and supports further learning. Opportunities
for informal assessment occur naturally in every lesson. They include listening to students, observing
them, and making sense of what they say and do.

ASSESSMENT SHOULD PROMOTE EQUITY.
In an equitable assessment, each student has an opportunity to demonstrate his or her mathematical
power and reach high levels of accomplishments. Because different students show what they know
and can do in different ways, assessments should allow for multiple approaches. When students have
special needs, provision is made to ensure that they can demonstrate their understanding.
Assessment is equitable when students with special needs or talents have access to the same
accommodations and modifications they receive in instruction.
ASSESSMENT SHOULD BE AN OPEN PROCESS.
Openness in the process of assessment can be assured in several ways. Firstly, information about
the process is made available to those affected by it. Secondly, an open assessment process honors
professional involvement and teachers are active participants in all phases. Thirdly, the assessment
process is open to scrutiny and modification. Assessments are continually examined for flaws and
continually revised to be in harmony with other reforms. Openness in assessment includes informing
the public [parents, policy-makers, business and industry leaders, members of the mathematics
community, and interested citizens] about the process.

ASSESSMENT SHOULD PROMOTE VALID INFERENCES ABOUT
MATHEMATICS LEARNING.
An inference about learning is a conclusion about a student's cognitive processes that cannot be
observed directly. The conclusion has to be based instead on the student's performance. Using
multiple sources of evidence can improve the validity of the inferences made about students' learning.
Mathematics assessment includes evidence from observations, interviews, open-ended tasks,
extended problem situations, and portfolios as well as more traditional instruments such as multiple-

choice and short-answer tests. The use of multiple sources allows strengths in one source to
compensate for weaknesses in others. It also helps teachers judge the consistency of students'
mathematical work.
ASSESSMENT SHOULD BE A COHERENT PROCESS.

A coherent mathematics assessment system assures that assessors will develop activities and
performance criteria tailored to the purposes of each assessment. Coherence in assessment involves
three types of agreement. Firstly, the assessment process forms a coherent whole; the phases fit

together. Secondly, the assessment matches the purposes for which it is being done. When the
design, evidence-gathering, evidence-interpreting, and action phases of the assessment process are

consistent with one another and with the purposes of the assessment, it has educational value.
Thirdly, the assessment is aligned with the curriculum and with instruction. Students' learning
Handout A1.11,H3, p.2
connects with their assessment experiences.
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MAJOR SHIM'S IN Asap...swan' PRAcncss
TOWARD

AWAY FROM

Assessing students' full mathematical
power

Assessing only students' knowledge of
specific facts and isolated skills

Comparing students' performance with
established criteria

Comparing students' performance with
that of other students

Giving support to teachers and credence to
their informed judgment

Designing "teacherproof' assessment

Making the assessment process public,
participatory, and dynamic

Making the assessment process secret,
exclusive, and fixed

Giving students multiple opportunities to
demonstrate their full mathematical power

Restricting students to a single way of
demonstrating their mathematical
knowledge

Developing a shared vision of what to
assess and how to do it

Developing assessment by oneself

Using assessment results to ensure that all
students have the opportunity to achieve
their potential

Using assessment to filter and select
students out of the opportunities to
learn mathematics

Aligning assessment with curriculum and
instruction

Treating assessment as independent of
curriculum or instruction

Basing inferences on multiple sources of
evidence

Basing inferences on restricted or
single sources of evidence

Viewing students as active participants in
the assessment process

Viewing students as the objects of
assessment

Regarding assessment as continual and
recursive

Regarding assessment as sporadic and
conclusive

Holding all concerned with mathematical
learning accountable for assessment result

Holding only a few accountable for
assessment results

systems

Handout AI.11,H3, p. 3
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SCIENCE ASSESSMENT STANDARDSIN BRIEF

National Research Council
Background: The final version of the National Science Education Standards, which includes a
section on assessment standards, was completed in December 1995.
The National Science Education Standards were developed as a contribution to the national goal
of achieving science literacy for all students.
The Standards are directed to all who have interests, concerns, and investments in improving
science, education, schools, and society in the United States.
NRC has proposed the following five standards:

A. Coordination with Intended Purposes: Assessments are consistent with the decisions they
are designed to inform.
Assessments are deliberately designed. (Science educational data profoundly influence
students and those who have responsibility for science education. Therefore, assessments
must be well conceptualized and well documented.)
Assessments have explicitly stated purposes.
The relationship between the decisions and the data should be clear.

Assessment procedures are internally consistent. (For example, if the effectiveness of a
program is to be measured, then assessments of students' achievement are needed, plus an
evaluation of the management system and measurements of teachers' actual increased
responsibilities.)

B. Measuring Student Achievement and Opportunity to Learn: Both achievement and
opportunity to learn science must be assessed.
Achievement data collected focuses on the science content that is most important for
students to learn. (The content parts of the NRC standards portray the aims of science
education as rich and varied, encompassing: understanding scientific facts, concepts,
principles, laws, and theories: the capacity to reason scientifically; the ability to inquire; the
capacity to use scientific principles to make personal decisions and to take positions on
societal issues; and the ability to communicate effectively about science.)

Opportunities-to-learn data collected focus on the most powerful indicators of the students'
opportunity to learn. (Such indicators include: teachers' content knowledge and professional
skills; the degree to which content, teaching, professional development, and assessment are
coordinated; the availability of equipment for student inquiry; and the quality of educational
material available.)
Equal attention must be given to the assessment of opportunity to learn and the assessment
of student achievement.
Adapted from the November 1994 DRAFT of National Science Education Standards, NRC 1994
Handout A1.11,H4, p. 1
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C. Matching Technical Quality of Data with Consequences: The technical quality thi ata
collected is well matched to the consequences of the decisions and actions taken on the basis
gifts interpretation.
The feature that is claimed to be measured is actually measured.
Assessment tasks are authentic.

An individual student's performance is the same on two or more tasks that claim to measure
the same aspect of student achievement. (For example, a student's ability to pose
appropriate questions is consistent in both physidal science and life science given that the
tasks are consistent.)

Students have adequate opportunity to demonstrate their achievements. (This means that the
assessment tasks are developmentally appropriate, set in contexts that are familiar to the
students, do not require reading skills or vocabulary which are inappropriate to the students'
grade level, and are free from bias).
Assessment tasks and methods of presenting them provide data that are sufficiently stable to
lead to the same decisions if used at different times.

D. Avoiding Bias: Assessment practices must be fair.
Assessment tasks must be reviewed for the use of stereotypes, for assumptions that reflect
the perspectives or experiences of a particular group, for language that might be offensive to
a particular group, and for other features that might distract students from the intended task.
Large-scale assessments must use statistical techniques to identify differential performance
among subgroups that signal potential bias.
Assessment tasks must be appropriately modified to accommodate the needs of students with
physical disabilities, learning disabilities or limited English proficiency.
Assessment tasks must be set in a variety of contexts, engaging to students with different
interests and experiences and must not assume the perspectives or experiences of a particular
gender, racial, or ethnic group.

E. Making Sound Inferences: The inferences made from assessments about student
achievement and opportunity to learn must be sound.
When making inferences from assessment data about student achievement and opportunities
to learn science, explicit reference needs to be made to assumptions on which the inferences
are based.

Handout A1.11,H4, p. 2
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MAJOR SHIFTS IN SCIENCE ASSESSMENT PRACTICES

(as a result of science education changes in measurement theory and
_ ractice)
AWAY FROM

TOWARD

Using a variety of new methods of data
collection, such as performance
assessments and portfolios

Using conventional paper-and-pencil tests
almost exclusively

An understanding that assessment and
learning are two sides of the same coin, i.e.
students learn from assessment exercises

A sense that assessment and instruction are
independent operations which require
being addressed separately

Greater confidence in assessment
procedures that sample an assortment of
variables using diverse data-collection
methods

Sampling one variable by a single method

Assessing all aspects of science

Assessing a narrow portion of science

achievementability to inquire, scientific

achievementfactual knowledge and

understanding of the natural world,
understanding of the nature and utility of
science

application of those facts

"Authentic assessment" or exercises that
closely approximate situations like those
encountered in the world outside of the
classroom and how scientists work

Assessments that measure students'
achievement in a format that does not
mirror situations encountered beyond the
classroom, such as using a multiple choice
test to assess science process skills

Greater emphasis on measuring students'
opportunities to learn science

A disproportionate emphasis on assessing
student achievement

Contextualizing student achievement in
light of the quality of programs they have
experienced

Interpreting student achievement without
considering differences in their
experiences

Assessments that are locally developed and
may differ in procedures and

Using parallel forms of the same test for
national comparisons

instrumentsyet they have common
meaning and value in terms of the national
standards

263
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Activity 1.12 ,

sessrnent Principles
What Bell
uide Our Assessment Decisions?

Purposes:
1. To examine underlying beliefs that influence decisions made about assessment

2. To explore equity issues in assessment

Uses:
This activity can be used in Chapter 1 when a group first begins to examine assessmentas
an opportunity to reflect about how previously encountered assessment ideas and information
fit, to challenge the beliefs that individuals and groups hold, or as a way to begin a discussion
on the rationale for changes in assessment.
Individual principles or clusters of principles can be used as conversation starters for
discussion of grading in Chapter 4.

Some principles lend themselves readily to discussions of equity in Chapter 3.

Rationale:
It's important to surface the varying beliefs about assessment that participants bring to their
discussions of alternatives. This activity is intended to help participants look beyond the
specific "how to" information and share their thoughts about how assessment should
contribute to learning. The set of principles included in this activity was crafted by educators
intent on reaching decisions across schools and states. They are not intended to be accepted
as is, but to function as a prompt for articulating and challenging beliefs.
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Materials:
Overhead projector, screen, blank transparencies and pens, or chart paper

Overhead A1.12,01Assessment Principles Purposes, Overhead A1.12,02
Reflecting on Principles

Handout A1.12,H1Assessment Principles'

Time Require&
20-35 minutes

Facilitator's Notes:
1.

(5 minutes) Use Overhead A1.12,01Assessment Principles Purposes to present the
purpose of the activity. Make the point that the principles they will be viewing come
from one group of educators and may or may not match their own beliefs and
experiences. We are not necessarily endorsing them; we present them for discussion.

2.

(10 minutes) Pass out Handout A1.12,H1Assessment Principles and ask participants
to group themselves into sets of 3-4. Use Overhead A1.12,02Reflecting on Principles
to prompt participants to look at the match between their beliefs and those expressed in
the handout.

3.

(10-20 minutes) Invite groups to comment on principles that don't quite jibe with their
experience; or that raise questions about current practices. Where you think it's
appropriate, add your thoughts about some of the underlying issues that are raised by
specific principles.

VariationDigging Deeper: Assessment Principles and Equity
Time:
30-50 minutes

The Assessment Principles were developed by Pacific educators in the Federated States of Micronesia (FSM)
as part of an FSM-Australia Science Education project titled FASE in 1993. Australian consultants were Jim
Hawes and Lee Lee Au Goh of Vital Years.
I
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"Uses:
As you use the assessment principles with groups of teachers, parents, administrators, and
others who are dedicated to success for all learners, there are some follow-up questions that
can focus attention on some of the complexities of equity in assessment.

Facilitator Notes:
1.

(10-15 minutes) You may want to begin with the general questions:
Are there any principles here that raise equity issues for you?
What are your questions or concerns about these principles?
Ask participants to think about these issues individually and then discuss ideas in small
groups.

2. (10-20 minutes) Below are selected principles and related equity questions that come

from people in many locations. You can use this list to summarize the small group
discussions or to stimulate group thinking. There are far more questions for each
principle than you are likely to use in a session; they are possibilities to select among.

Equity Question(s)

Assessment Principle
A2: The main purpose of assessment is to
help students learn. When students are
assessed well and given feedback about their
performance, they find out what they have
learned successfully and what they have not.
Any weaknesses can then be reduced.

.

A2: Are there differences in how feedback is
given and received in the cultures represented
in your classroom?
What kinds of feedback work (for which
students)?
individual? group? positive? critical?
in writing? orally?
by teacher only? by peers?

What should feedback focus on? (Errors?
Strengths? Movement toward standards?)

A3: Assessment tasks should be designed so
that most children in a group do well in most
tasks. This takes the threat out of being
assessed, and allows children to be motivated

A3: Does this principle encourage "dumbing
down" in the curriculum?
If most students should do well in most tasks,
will we avoid really challenging tasks? Will
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3

Equity Question(s)

Assessment Principle
to learn by the regular experience of success
and praise.

students with high ability be limited?

A4: Design/selection of assessment tasks
requires a clear idea of the curriculum
objectives. Children should only be assessed
on knowledge, skills, and attitudes their
teachers have given them opportunities to
develop, and each task should be well within
the capabilities of most students.

A4: Does this principle assume that
everything of importance is learned only in
school?

Is praise always a positive force in student
learning? (Does it encourage and motivate
all students?

Does it, too, give permission to dumb down
tasks for some students? To limit our
expectations for them?

What are the unique perspectives, ways of
knowing and showing learning that students
come to school with? How can we build
them into our assessments?

A7: The language of assessment must match
the language of instruction. If not, then
assessment produces unfair and invalid
results. Children must be fluent in the
language in which they are to be assessed and
the level of language used must match their
stage of development.

A7: What are the language(s) in which our
students can best express their learning?
How do we assess learners whose language
skills in their first language are limited as
well as their second language skills?

Will it be equitable if we translate? Will it
be quality assessment?
Will it be equitable if we give students more
time? Is that good assessment?

A9: Assessment should focus on each
student's achievements, independently of
how other students are doing. Constant
comparison/competition with classmates can
damage the self-esteem and self-confidence
of many students.

3.

A9: Isn't competition a vital part of success
in our nation?
If students don't know how they are doing in
relation to others, what will be the measure
of excellence? (This one can lead into
discussion of standards-based assessment.)

(10-15minutes) Invite participants to propose rewordings, deletions or additions to the
principles to more fully deal with the essential need for equity in assessment.
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Purposes:
1. To examine underlying beliefs
that influence decisions that are
made about alternative
assessment

2. To explore equity issues in
assessment

Overhead A1.12,01
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Reflecting on Pririciple

1. Which principles affirm your own
beliefs?

2. Are there any that challenge your
beliefs or experience? What
concerns do you have?
3. What are implications of each
principle for classroom action and
decisionmaking?
Overhead A1.12,02
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Assessment Principles
Al

A2

Learners need to find out
often how well they are
doing and teachers need
to find out how
successfully they are
teaching. Therefore,
regular assessment of
student progress and
achievement is part of
good teaching.

The main purpose of
assessment is to help
students learn. When
students are assessed well
and given feedback about
their performance, they
find out what they have
learned successfully and
what they have not. Any
weaknesses can then be
reduced.

A4
Design/selection of
assessment tasks requires
a clear idea of the
curriculum objectives.
Children should only be
assessed on knowledge,
skills and attitudes their
teacher has given them
opportunities to develop,
and each task should be
well within the
capabilities of most
students.

A5

A7

The language of
assessment must match
the language of
instruction. If not, then
assessment produces
unfair and invalid results.
Children must be fluent in
the language in which
they are to be assessed
and the level of language
used must match their
stage of development.

No single method of
assessment can give
information about
achievement of the full
range of learning
objectives. Therefore a
combination of different
methods is vital if we are
to get a balanced picture
of student development.

A8
The teacher's unbiased

judgments are important
in assessment, but
students themselves can
often be asked to assess
their own level of
achievement and the
achievements of their
classmates. They can be
(surprisingly) accurate
and honest.
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A3
Assessment tasks should
be designed so that most
children in a group do

well on most tasks. This
takes the threat out of
being assessed, and
allows children to be
motivated to learn by the
regular experience of
success and praise.

A6
Assessment tasks must be
presented in a way so that
the student is perfectly
clear about what is
expected, and grades or
marks awarded so that the
student feels s/he has
been fairly treated.

A9
Assessment should focus
on each student's
achievements,
independently of how
other students are doing.
Constant comparison/
competition with
classmates can damage
the self-esteem and selfconfidence of many
students.
Handout A1.12,H1
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What's in This Chapter?
Have you ever said, "This test sends the wrong messages to students about what is
important to know and be able to do," or "This test narrows the curriculum to what's on
the test?" If you've ever said such a thing, then you may have experienced a test that
does not have "consequential validity." This is the technical term for an assessment that
has positive influences on teachers, students, and instruction, and avoids negative side
effects. Criticisms of past multiple-choice tests, for example include narrowing
instruction and reinforcing the notion that everything has a single "right" answer and
there is only one right answer. Such tests would not have "consequential validity."
Nothing about alternative assessment automatically ensures "consequential validity."
Negative unintended side effects can still occur. Alternative assessments can also do
such things as narrow the curriculum if instruction is focused on the small number of
performance tasks on the assessment. This chapter considers the ways assessment can
influence teachers, instruction, and students. Understanding these influences can help
educators build assessment systems that accomplish what is wanted and avoid
undesirable side effectsin short assessment systems that are "consequentially valid."

Chapter Goals
1. Present different conceptions of what it means to integrate assessment and
instruction

2. Discuss various ways that assessrTitan influence teachers and students
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3. Assist the readers to build a vision of what they would like assessment to
accomplish
4. Discuss the assessment design implications of various visions

Chapter Content
A Readings
What Does It Mean to Integrate Assessment and Instruction9

Page 4

The first section discusses various ways that alternative assessment
can influence curriculum, instruction, teachers, and students. It
assists the reader in developing a vision of what he or she would like
assessment to accomplish and in understanding why having such a
vision for assessment is essential in designing assessment systems.

Integrating Assessment and Instruction: Continuous Monitoring

Page 10

The second section expands on one of the views in the first sectionthe
notion of assessment being a tool for continuously monitoring student
achievement so that instruction can be rationally planned.

Integrating Assessment and Instruction: Using Assessment
as a Tool for Learning

Page 19

The third section expands on another idea voiced in the first section
that alternative assessments offer more than just a way for tracking
student progress. If designed properly, they can also be tools for
student learning. That is, student achievement can be enhanced by the
process of assessing and being assessed.

B. Activities in This Chapter
Activity 2.1

Sorting Student Work

This activity is at an intermediate level of difficulty and involves sorting samples
of student work into three stacks representing "strong," "medium," and "weak"
responses to a performance task. Participants have the opportunity to describe and
discuss the characteristics of work that differentiate these stacks. This is an
exercise in developing performance criteria, but it also demonstrates how
developing performance criteria can help sharpen understanding of the goals held
for students, increase teacher expertise, and assist students with understanding how
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to produce high quality work. The activity includes a description of the steps for
developing performance criteria, using self-reflection letters as a running example.
The activity uses samples of student work in Appendix B, and sample assessments
from Appendix A. Time: 75-120 minutes

Activity 2.2

How Can We Know They're Learning?

This beginning level activity is an adaptation for parents of Activity 2.1. Parents
have the opportunity to sort student work and distinguish for themselves the
characteristics that make it more or less strong. The activity also helps parents
understand changes in assessment and why they are occurring. It uses sample
assessments from Appendix A. Time: Part A, 75-90 minutes; Part B, 30-40
minutes

Activity 2.3

Ms. Toliver's Mathematics Class

In this activity, using a video, a teacher demonstrates how she conducts continuous
monitoring of student achievement and implements standards-based assessment. It
is designed for educators at an intermediate level in their study of assessment.
Time: 11/2 to 21/2 hours

Activity 2.4

Is Less More?

Participants experience an integrated, interactive, standards-based mathematics and
science lesson and consider the implications of such a lesson for student
assessment. It is designed for educators at an intermediate level in their study of
assessment. Time: 2 hours

Activity 2.5

How Knowledge of Performance Criteria Affects Performance

This activity illustrates the importance of performance criteria in helping students
understand the requirements of an assignment or task, and illustrates what can
happen when criteria for judging success are not clearly understood by students. It
is designed for educators at an intermediate level in their study of assessment.
Time: 30-45 minutes
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What Does It Mean to Integrate Assessment
with Instruction?

Integrating assessment and instruction sounds good if one says it fast. But, what does it
actually look like day-to-day in the classroom? This section discusses various ways that
alternative assessment has the potential to influence instruction, teachers, and students.
It's essential to develop a vision of what assessment is to accomplish because the vision
informs how assessments will be designed. First we'll look at four possible meanings of
"integrating assessment and instruction""continuous monitoring," "pushing
instruction," "assessment development," and "tools for learning." Then we'll expand on
the two of these over which teachers have most control"continuous monitoring" and
"tools for learning."
Please understand, we're not saying teachers don't currently integrate assessment and
instruction; many teachers have this down to a fine art. We're simply proposing some
ideas as a springboard for examining one's practice.

Assessment as "Continuous Monitoring" (View #1)
Assessment can be part of an instructional feedback loop that helps educators monitor
student progress toward those goals we've set for them. The monitoring notion applies
equally to both large-scale and classroom assessment. At the large-scale level,
monitoring is used for making decisions about the quality of the education students are
receiving. At the classroom level, teachers need information about the status of student
progress toward goals in order to effectively plan the next instructional steps. The
teacher who continuously monitors contrasts with the teacher who presents an entire unit
and only then assesses, rarely uses assessment results to plan further instruction, and
mostly uses assessment results to grade.
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Continuous monitoring, itself, is not a new concept. Many teachers already do this very
well. What might be new are: (1) the types of student learning targets on which to
monitor progress (more emphasis on process skills and the "big" learning targets of
collaboration, critical thinking, taking control of learning, etc.); (2) the type of
assessments needed for monitoring progress on these kinds of outcomes (more
performance-based); and (3) the need, at the classroom level, to collect information more
systematically (intuition is no longer
enough).
The notion that assessment provides the
information that powers instructional
decision-making is illustrated nicely in
the second section of this chapter. The
section describes new thinking about
instruction (using science and math as an
example) and provides examples of how
alternative assessment information fits
into the instructional cycle at the
classroom level.

Assessment as a Tool to Push Instruction in a Desired
Direction (View #2)
This view of integrating assessment
and instruction holds that large-scale
assessment communicates to teachers
what and how to teach. Therefore, if
large-scale assessments are designed
correctly, instruction will go in the
desired direction. In one study done in
science classrooms, performance
assesSment tasks were explicitly
designed to model currently known

Brian Gong, R. VeneZky, and D.
Mioduser, "Instructional
Assessments: Lever for Systemic
Change in Science Education
Classrooms,". Journal of Science
Education and Technology, Vol. 1,
`1992,,pp. 157-176.

aspects of good instructionlong-term

Richard Shavelson and Gail Baxter,projects, clear outcomes, emphasis on
"What We've Learned Abont
the process of science, and student
Assessing Handg-cin Sdience;
collaboration. The researchers argued
Educationall.eadership, Vol. 49(8),
that such modeling is necessary
1994.13i3:29-2
because many teachers don't know how
to teach science so that students can
attain the learning targets currently
proposed for them. The researchers
found that teachers changed in their (1) perception of what science is, (2) knowledge of
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science content, (3) awareness of student knowledge needs and attitudes, (4) teaching
styles and methods, and (5) professional
interaction with colleagues. (Gong, et al, 1992)
A second group of researchers concurs, arguing
that current knowledge of how students learn,
coupled with the changing nature of learning
targets for students, require different instructional
techniques, classroom configuration, and
assessment. Since teachers tend to "teach to the
test," if certain features are incorporated into
assessments, teachers will have to alter their
instruction if only to ensure that their students do
well on the test. (Shavelson and Baxter, 1992)

View #2 of integrating assessment and instruction
emphasizes the impact of assessment tasks on
instruction. The idea is that teachers model
subsequent instructional activities on the activities
and tasks in the assessment. For example, once
teachers see how to incorporate collaboration into
an assessment activity, they can apply what they've
learned to later instructional activities.

Cautio
Building certain features into
arge-scale assessment tasks may
not be enough;however to change

lassroom instruction Based on
experiseices in Kentucky, Thomas
Guskeyrelates that "teachers did
not know how to teach to the
performance-based assessments,:
nor did they' belieii&that they could
dO so within their current time
nstraints."

Thomas Guskey, 1996; "What You
.Assess May Not Be What You
Get, in Robert Blum and Judy
Arier (Eds.), Student Performance
Assessment in an Era of.
Restructuring, Section Iy, Article
#9.' Association for Supervision
and Curriculum Development
(ASCD), (800) 933-2723; ISBN 087120-267-02
,

Assessment Development as a
Strategy to Change Instruction
(View #3)

This view is similar to the previous one, except
that it is the development of the assessment (in
addition to the use of the assessment) that changes
instructional practice. When writing about their efforts to develop meaningful alternative
assessments, author after author observes that the process of developing an assessment is
at least as useful as having it in place at the end. The following statements are typical:
The desired outcome is fully realized only when the participants
themselves work through the issues critical to achieving it. The
processes of exploration and search [in assessment development] are
important components in changing educational practice; it is not enough
to pass on the wisdom of others' experience. (Murphy & Smith, 1990)
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The dialogue that is
happening among teachers is
one of the most exciting
things happening from this.
Portfolio [design] may
actually bring us together
more than ever before so we
begin to define our criteria
much more precisely.
(Sugarman, 1989)
The benefits of portfolios lie
as much in the discussions
they generate among

QIL Reference
Costa and Bena Kallick,
eassessing Assessment: Seven
Issues Facing Rencassance
c oolsi m-R: BluM & J.
.), Student Performance
sse.isment in an Era of ,
estructUring,1996; Association
or.Supervision'and Curriculum
Development (ASCD),
00) 933-27

stmeEvant,

teachersand between
teachers and studentsas in
the wealth of information
they provide. (Murphy and
Smith, 1990)

Ookif Student WOr
Educational Leaderihip150(5),
4,91; pp.:71=72

andra MulPhy and Mary Ann
mith, "Talking MOM Portfohos,"
The Quarterly of the National
Writing Pioject,:October 1990..
'University' of CaliforniaLL
Berkeley: Center for the Study of
-Writing, (510) 642=5570.

To our surprise, the [model
student papers we chose to
illustrate points on the
scoring guide] were just one
benefit of this entire process.
More important, we felt,
were the discussion and
Jay Sugarman, "Portfolios Useful
negotiation that occurred
Assessment Tool," Edueation USA,
that afternoon. In addition
November 27, 1989, p. 101.
to learning about student
writing, we valued the
opportunity to talk to one
another about the work we
do. That sense of being a community of learners continued for the entire
year. (Evans, 1993)
Developing a meaningful alternative assessment, requires expertise in the content area to
be assessed, in how learning occurs, and in assessment. The person who develops the
assessment develops the expertise. Why not make teachers these developers, so they can
take this increased expertise back to the classroom? Costa and Kallick (1996) are very
clear on this point. If meaningful change in assessment is to occur, teachers and students
must have the power to assess progress. To accomplish this, schools need to be
supported in becoming learning organizations to put teachers back in control of
developing assessments.
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In View #3 of integrating assessment and instruction, developing both the performance
criteria and tasks enhances teaching expertise.

Assessment as a Tool for Learning (View #4)
A fourth view of integrating assessment and instruction sees assessment activities
themselves as directly influencing studentsfor better or worse. In this view, assessment
is not just an episode of collecting information (as in View #1), nor is it merely a way of
influencing future instruction by teachers (as in Views #2 and #3). Rather, assessment, if
designed properly, not only monitors student progress toward learning targets, but can
actually help students achieve the learning targets.

One view of this influence is nicely presented by Stayter and Johnston (1990). They
detail the many messages students get from

our assessmentswhat to study, who has
control of judging quality, the relative
importance of learning facts and applying
knowledge, the student role in the classroom,
etc. The authors also provide specific
examples of how to design assessments to
send productive messages. Although their
examples come from the area of literacy
assessment, their comments apply to other
content areas as well.

Francine Stayter and Peter
Johnston, Evaluating the Teaching
,and Learning of Literacy, in T. .
Shanahan (Ed.);' Reading anclWriting Together: New
Perspectives for the Classroom,
,
; 1990; Norwood, MA:
Christopher-Gordon Publishers,
Inc.

Another slant on the direct influence of
assessment on students is articulated in the
third section in this chapter, which uses
mathematics examples to show that clearly
articulated performance criteria can promote
student learning. In this view, assessments are learning episodes when they help teachers
and students clarify the expected outcomes of instruction and promote student selfevaluation and reflection. Thus, it is the performance criteria rather than the assessment
activities themselves that create learning.
,

A third way that assessments can directly influence students is illustrated by Gong et al.
(1992) who describe how the tasks used in their assessment were instructionalstudents
learned from the extended projects that were the basis for the assessment.

In summary, alternative assessments can have a direct impact on student learning (View
#4 of integrating assessment and instruCtion) through the messages they send, through
appropriate use of performance criteria that define quality work, and by the instructional
value of the assessment task itself.
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Implications for Assessment Design and Development
"Hum," the reader might be saying, "this is interesting, but why do I need to know this?"
We feel it's imperative to think about one's philosophy and unstated assumptions about
"integration" because it will affect how to design and develop alternative assessments.
For example, if one would like
assessment to push instruction in a new
direction (View #2), then not only must
C Related Toolicit9
one enlist teachers in the development,
;Aties
but one must have a clear idea of the
specific instructional changes needed so
that they can be designed into the
e inipacfpn learnMg o
assessment.
PTcotivilnifiale:e

Likewise, if one wants assessment to
function as a tool for learning (View
#4), one must design certain features
into it. For example, one way to
increase the instructional usefulness of
alternative assessments is to have
performance criteria that can be

generalized across tasksthey can be

FrOrk,
w'Carnk KnOw They're

arning?, and 23How
owledge of Performance Criteria
ect Per ormance..
amPlie A.25

Appendix

,Basis Wovidei in exaMple of ati
used to judge, for example, all student
assessment task that is also
writing and not just the current writing
instructional
assignment. If we design our scoring
procedures to relate only to the current
task, students will not be as likely to be
able to generalize them to the next task.
There is, in fact, research to support the notion that general criteria are most useful
instructionally. A 1997 national study of the impact of alternative assessment on
teaching and learning concludes that:
The influencing of instructional
practices to date has been served
most powerfully by generic rubrics.
In requiring teachers to design and
use assessment tasks that elicit the
skills and competency outcomes
articulated in the generic scoring
rubrics, states, including Kentucky
and Vermont have communicated
and promoted the educational
outcomes valued by the state.
(Khattri et al., 1997)

Ea Reference Box
idlii Khattri Alison L: Reeve,
ehecca J. Adamson, 1997,

Studies of Education Reform
,

2

sessment
of Student
.

Performance. United States
ffice_of Educational,Research
.
and Improvement (OERI),
-800-USA-LEARN.
-
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Take some time to think about your philosophy on integrating assessment and instruction.
Do you choose View #1, 2, 3, or 4? A combination? Keeping your intent in mind will
make assessment design decisions much easier. The two following sections elaborate on
two of the approaches. These, plus Chapter 3, will assist in the process of aligning intent
with design.

Integrating Assessment and Instruction:
Continuous Monitoring

Wily Monitor Continuously?
Current understanding of how learning best takes place suggests the importance of
constantly monitoring student learning. Students
learn best when instruction is:
generative (guided by student questioning),
inclusive (attentive to student diversity), and
constructivist (building on student's prior
knowledge).
Good instruction establishes links between new
and prior knOwledge and supports active,
experiential learning. It fosters collaboration and
takes into account individual learning styles and
stages of cognitive development.

Reference Box
B. Spector, 1993, "Order Out of
Chaos: Restructuring Schooling
to Reflect Society's Paradigm
Shift,"in School Science and
Mathematics,Tol. 93(1),
PP. 9-19.

Assessment must support such instruction. Rather than rewarding only correct responses,
for example, assessment must inquire into the reasons behind incorrect responses.
Students need multiple forms of assessment for determining learning. And, assessment
should stimulate inquiry and foster cooperative learning.
Effective implementation of standards-based education also requires continuous
monitoring of student knowledge and skills. If our goal is to make sure all students attain
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a certain level of competency on well-defined outcomes, it would be foolish to wait for
the year-end test to see how successful individual students have been.
Continuous monitoring of student learning means that lines between assessment and
instruction fade. The student may be completely unaware of being assessed, instruction
modified on the spot, and of further cycles of
assessment, instruction, and modification.

ED ReferenCi
Such ongoing assessment activity is designed to
create an optimal learning situation for students.
Tor additional detail on
It results in continual evaluation and adjustment
continuous momtonng;" see V.
by the teacher. For example, when students are
.Perrone (Ed.), 19944xpanding
asked to explain how they arrived at their
-Ikudeitt
Assaiment. Aisoeiation
of
answer to a problem calling for a comparison
'for Supervi"STon and Curriculum
the area of a field to its perimeter, the teacher
Development'(ASCD), (800
can assess student understanding of the concepts
of area and perimeter, ratio, computation, as
well as other skills such as reading
comprehension. If a student is not successful in
solving the problem because of misconceptions
about the meaning of ratio, the teacher can provide experiences that enable the student to
master that concept. Conversely, if the teacher determines through this informal
assessment that students have already mastered a concept that was planned for a future
lesson, he or she can eliminate that instruction.
Here's another example of continuous monitoring using writing assessment. What if
students could compare any or all writing to well-defined standards and have feedback
instantaneously because they, themselves were doing the assessing? In this situation,
students and teachers don't have to wait until the end of the year to see if writing
instruction has been successfulperformance would be continuously monitored against
the standard throughout the year. This is the role of assessment in standards-based
classrooms.
In these examples, assessment plays a
much larger role than just determining
grades. It's a means of planning instruction
and tracking student progress toward
valued learning targets without having to
wait for the unit or year-end "test."
Effective instruction depends upon
continuous monitoring. To not do so
means continuing to lose those students
who have traditionally not performed

wellthose "at risk."
214,1;
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What Is Integration of Assessment and Instruction When
Viewed as Continuous Monitoring?
There are basically two key characteristics of effective continuous monitoring: first,
integrated assessment must be a process of inquiry about the reasons for student
performance, and second, the assessment must impact the instructional process and, thus,
contribute to learning. Following are five instructional situations that provide
opportunities for continuous monitoring.
In each of the following examples, key words have been highlighted to indicate
approaches that have been successfully employed to integrate assessment and instruction
as a continuous monitoring tool: student-as-teacher, self-assessment, peer assessment,

cognitively guided instruction, manipulation of objects to assist in making mental
connections, application of new technologies for integrating assessment and
instruction, and rubrics/criteria.

A roadblock in the sequence of development of mature problem solutions is the use of symbols.
Consider how Ms. Miller helped her children to develop their own understanding of the complex
process of writing number sentences.

The children in Ms. Miller's class could solve 'joint result-unknown" problems and "separate
result-unknown" problems quite well. Some children used direct modeling or counting on, and a
few, derived facts. Some children recalled facts with small numbers. No one used written
symbols. Ms. Miller asked a small group to join her near the blackboard and asked them to
solve a 'joint result-unknown." Ms. Miller then showed the children how that problem looked
when represented by symbols and asked the children to explain the symbols. One of the children
gave the following explanation for transferring what she did with her counters to the number
sentence. "Numbers show the same things the counters show" Ms. Miller continued to have the
children solve problems and to write the number sentences on the board. She always asked the
children to relate their solution to the number sentence.
Ms. Miller decided that this group was ready to move on to using symbols. For the next several
months, she carefully monitored their understanding of the relationships between strategies such
as direct modeling and the writing of symbols. She never expected children to perform
operations with symbols that they could not perform readily by direct modeling or counting
strategies. She continually pointed out the relationship of symbols to their less mature strategies.
She believed that the children would eventually construct the relationship between symbols and
other strategies and thus come to use the symbols with understanding.
Fennema, Carpenter, and Peterson, 1989. Pp. 195-225
(permission to use granted by Fennema)
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Note in this example that the
assessment is a continual process aimed
at identifying the students' cognitive
level so that instruction can be modified
accordingly. Without the continuous
assessment, the instructor would not
know whether students were cognitively
ready to move on to the next stage of
understanding. The cognitively guided
instruction model has both of the key
characteristics of integrated assessment

IA-Reference
.Fetha.T.iCaenter, and P.
eterson, 1989, "Learning Mathematics
With Understanding: Cognitiyely
uided
Instruction,7 Advances
in s,
.
esearch on TeaChin g'Vol 1 'JAI Press
203) 661=760

easiirini

Prototypes or°

athematics Assessment, 1993. National
cademy Press, 800) ,624-6242.

and instructionit is a circular process
of inquiry used to modify instruction.

In one student-as-teacher integrated assessment/instruction task developed by a high
school teacher, senior physics students used an inflatable portable planetarium to
learn and teach basic astronomy facts. In pairs, they researched and prepared an
astronomy teaching presentation for one or more science classes in the school. A
teacher-developed test was used to determine whether students had enough astronomy
content knowledge to feel comfortable teaching basic astronomy facts to others. If
not, basic concepts were re-taught. Using various teacher-developed rubrics,
students were also continually assessed on their research and collaborative skills.
During planetarium presentations, students were further assessed on their responses to
questions from the audience and adaptations of their presentation to the audience
skills particularly enhanced by content knowledge and understanding.

In another student-as-teacher approach that also combined self- and peerassessment, a team of high school science teachers developed an integrated
assessment and instruction activity in which pairs of students prepared chemistry
demonstrations focusing on selected biological and chemical processes. They then
performed the demonstrations for younger students in other science classes,
responding to their questions, while class members videotaped the productions. Class
members subsequently critiqued their own and each other's performances using the
videotapes and criteria developed jointly by the students and teacher.
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The Mathematical Sciences Education Board provides prototypes of integrated
instructional/assessment activities that support the NCTM Standards. In the
prototype "Bridges," elementary students are provided with manipulatives and
student worksheets with the following instructions:

You are an engineer who wants to build different kinds of bridges. The bridges will
be made of colored rods. The first bridge you are to build is a I-span bridge made
with one yellow rod and two red rods... The yellow rod is called a span and the red
rods are called supports. Since the yellow rod is 5 cm long, the length of the bridge is
5 cm... As you build bridges in the following activities, think of a way to keep track of
the number of rods of different colors you use. Your goal is to find out how many
rods of each color you would need to build a bridge of any size. ("Measuring Up,"
1993, p. 44)
Students then proceed to work through the activity. They are encouraged to monitor
their own understanding and to "decide for themselves what they need to do to
understand the situation" (p. 49). The task, while focusing on "the generation and
identification of patterns in a numerical setting...is designed so that a variety of
approaches to the computations are feasible.... More important than the computation
itself, however, are the students' decisions about what computations are appropriate,
and the connection between the computation and the dimensions of the bridge" (p.
49). It is these ongoing decisions that must be monitored with ongoing assessment.

The advent of new technologies has the potential to further expand our ability to
integrate assessment and instruction. An example of a prototype instrument currently
under development is the Multimedia-Based Assessment Sampler which uses a
computer linked to a video disc player to simultaneously instruct and assess student
process skills. In the task "The Fox Rot" (see Figures 2.1, 2.2, and 2.3), students
observe photos of a fox decomposing, place them in chronological order, and explain
reasons for their ordering. Students may then view a short movie sequence as a form
of self-evaluation, after which they can modify their responses. Responses may either
be elicited verbally by the teacher, or they can be entered into a CLARIS Works
program for printing or electronic network access by the teacher. Thus, assessment is
by the student and/or teacher, with immediate feedback and modification of
instruction readily administered.
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Performance TaskThe Fox Rot

Part 1: Field Research

PROMPT: Observe the 4 photos of a fox decomposing. Place the photos in
order from start of decomposition (top) to end of decomposition (bottom). List the
observations that you make to support the order in which you place each photo.
Be sure to compare data from each photo.

RUBRICObserving/Inferring:
TX Essential Element 2 (B, C, D)Acquire data through senses.
TX Essential Element 4 (B, D)Communicate data and information.
TX Essential Element 6 (B)Draw logical inferences.
POINTS

CHARACTERISTICS

4

Observes/infers properties of the fox (which may include its
surrounding environment) for all four photos.

3

Observes/infers properties of the fox (which may include its
surrounding environment) for three photos.

2

Observes/infers properties of the fox (which may include its
surrounding environment) for two photos.

1

0

Observes/infers properties of the fox (which may include its
surrounding environment) for one photo.
Makes no observations/inferences.

Courtesy of AOP Hub/Midwestern State University Assessment Consortium,
"Multimedia-Based Assessment Sampler," (Work in progress. Video footage
from Optical Data's "Windows on Science," Texas Edition, 1990).

285
Toolkit98: Chapter 2 TextIntegrating Assessment With Instruction

15

My Fox Story

I think that this is the beginning of the fox
rotting. It pretty much looks like the fox
might be alive but just sleeping. There are
no signs of it decomposing yet.
Here you can see how the fox is changing.
It is kind of puffed up. I've seen dead
animals in the neighborhood and on the
side of the road that are all swollen after
being dead awhile...especially if its in the
summer. All the green plants around the
fox make me think it is summer.

Really gross!!! The fox's body is covered in
maggots. They must be eating it because a
lot of the fox is missing. Or, I guess some
scavenger might have come along and
eaten part of it before the maggots got
there.

Its almost all gone now. There's lots more
maggots too. If you didn't know it was a fox
at the start you almost couldn't tell now.
_

The End.

Courtesy of AOP Hub/Midwestern State University Assessment Consortium,
"Multimedia-Based Assessment Sampler," (Work in progress. Video footage
from Optical Data's "Windows on Science," Texas Edition, 1990).
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Figure 2
erification Prompt and Rubrics
Part 2: Verification
PROMPT: View the time lapse sequence of a fox decomposing. You may view
it as often as you like. Compare the sequence of photos you made in Part 1 with
the time lapse sequence. Does your photo order match the time lapse
sequence? Explain your answer using observations to support your conclusion.

RUBRICConclusions:
TX Essential Element 4 (F)Interpret the arrangement of data on...visuals.
TX Essential Element 6 (D)Draw conclusions from the observed data.
POINTS
4

CHARACTERISTICS
Draws conclusion. Bases conclusion on observations comparing
all still photos of the fox with the time lapse segment.

3

Draws conclusion. Bases conclusion on observations comparing
three still photos of the fox with the time lapse segment.

2

Draws conclusion. Bases conclusion on observations comparing
two still photos of the fox with the time lapse segment.

1

0

Draws conclusion. Bases conclusion on observations comparing
one still photos of the fox with the time lapse segment.
Draws no conclusion.

RUBRICSequencing:
TX Essential Elements 3 (A)Classify; order, and sequence data.

3

CHARACTERISTICS
Sequences all 4 photos to match actual sequence.

2

Sequences 2 of 4 photos to match actual sequence.

1

Sequences 1 of 4 photos to match actual sequence.

0

Sequences none of 4 photos to match actual sequence.

POINTS

Courtesy of AOP Hub/Midwestern State University Assessment Consortium,
"Multimedia-Based Assessment Sampler," (Work in progress. Video footage
from Optical Data's "Windows on Science," Texas Edition, 1990).
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The approaches highlighted in the above examples
by no means constitute a comprehensive list of
instructional and assessment techniques that
incorporate the two essential components of
continuous monitoring. Other approaches include:
Observation of students during regular
instructional activities

Verbal interactions with students
interviews, informal oral questioning, oral
examinations

Written text recordsessays, stories,
descriptions of processes

LI Reference Box
. Land and T. Peters (in progress ).
Multimedia Based Assessment
Sampler AOP Hub/Midwestern State
'Uniyersiti Assessment Consortium,
Midwestern State University,
DiVision of Education, Wichita Falls,
Texas, (800) 842-1922.

N. Kober, 1993. EdTalk'What We
Know About Science Teaching and
Learnini,NatiOnal EduCation
.

,

Drawings and illustrationsdiagrams,

Knowledge Industry Association

conceptual maps and webs, graphs,
sketches, detailed drawings

NEKIA:(forinerly Council for
ducational Development and
Research), (202) 429-5101.

Demonstration of skillsdramatic

.

,

responses, successful experiments, use of
manipulatives
Any of these tasks can serve, either singly or in
combination, as vehicles for continuous monitoring.
They need only be applied with the purpose of
inquiring about the status and/or process of student
learning, with the intention of modifying instruction
based on that assessment, in a continuous fashion.

Some researchers and educators look forward to
the day when there will be a "seamless web" of
instruction and assessment in which assessment
is no longer a distinct activity but is built into
students' regular learning experiences, virtually
indistinguishable from instruction. In this vision,
students and teachers receive ongoing feedback
as needed during the instructional process.
Assessment for classroom purposes (as opposed
to external monitoring purposes) is a routine,
non-threatening process. This vision calls upon
students, teachers, and administrators to look at
assessment in a different way. Teachers must

though any of these methods
could be used to continuously
monitor student achievement, at least
two things must be true to be
successful. First, the method must
be.consciously chosen to match the
skill,being assessed, as stressed in
Chapter 1. Second, the teacher and
students need to have a clear idea of

what to look for in the workin
short, criteria7to judge when
understanding has occurred, progress
made, or quality demonstrated.
Tasks such as those described in this
section are, by themselves, not
.',enough to continuously monitor.
progress.
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understand that the primary information will not be quantitative, but will provide a
rich portrait of student strengths and weaknesses. In addition, assessment to inform
instruction does not have to compare students to one another, which means that student
approaches and responses to a
problem may look very different
and still be correct... [Such
assessment] should measure the
processes students use as well as
the answers they reach. It should
e theme of continuous monitoring
measure all of the goals of the
'is
illuttated
in Activity 2.3Ms.
curriculum, not just a few. It
olzver'Mathemat:cs Class an
should address both group
Activity
2AIs.Less More?,,activities and individual ones. It
should be developed by, or with
ample input from, teachers and
should include teacher
professional observation and judgment. Perhaps most importantly, it should draw
upon information from multiple assessment sources, including but certainly not limited
to tests.... Finally, it should have a strong self-evaluation component for both students
and teachers. (Kober, 1993, p. 62)

Integrating Assessment and Instruction:
Using Assessment as a Tool for Learning

Can There RealN Be Assessments That Promote Learning?
Mention the word "assessment" to most students and teachers and they will immediately
respond with the concept of "tests"the kind used to monitor and track student
performance. TESTSthe type given to produce grades, select students for special
programs, and report to the Board of Education. Wouldn't it be exciting, however, if the
word "assessment" was associated not with traditional testing, but with a different
processone that not only provides an opportunity for teachers and students to
thoughtfully examine what has been learned, how we know it has been learned, and what
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needs to happen next to reach a new level of learning, but also is an episode of learning in
and of itself?
The following performance assessment in mathematics is an example of such an
assessment. It illustrates how assessment and instruction can be integrated as a "tool for
learning."

Performance Assessment Mathematics
Performance assessment is "assessment based on observation and judgment" (Stiggins,
1994); we observe a behavior or examine a work product and judge its quality. This is
frequently done in the classroom by teachers, and is a common occurrence in daily life as
welljust think of the Olympics, job performance reviews, and the driver's test. These
kinds of judgments can be very subjective. The goal is to make these essentially
subjective judgments as objective as possible. This is done through the development of
performance criteria that clearly define characteristics and indicators of quality student
work.
The criteria developed to judge the quality of student work are also critical to making
performance assessment a powerful tool for learning because the criteria clearly
communicate what is valued in the workwhat it takes to be successful. These criteria
for quality are teachable to students, allowing them access to the "secrets" of success. (In
fact, students can be full partners in the development of the criteria for success.)

Thoughtfully written and teachable criteria support standards-based teaching. When
students and teachers begin to share the same vision of success, they quickly develop a
vocabulary for discussing this vision. All are working toward the same clear and
identifiable standard. This improves student
achievement.
To see how this works, we'll use a mathematics
assessment example. Let's begin with analyzing
samples of student work. Look at the two student
solutions in Figure 2.4 and take a moment to jot
down your reactions to them. What did you notice?
Are there any obvious strengths? Weaknesses? What
features did you respond to? Which solution did you
think was the best? Why?

Richard Stiggins, Student
Centered Classroom Assessment,
rd Ed, 1997, Columbus, OH:
Macmillan.
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Problem: A family of six orders 13 hot dogs. Nine hot dogs have mustard, three have
catsup, eight have relish. Explain to the clerk how many hot dogs have no mustard, relish
or catsup. You may use drawings in your explanation.

First student response:
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Most teachers and students examining solutions such as these tend to like and dislike the
same sorts of things. Typical comments for the first solution include: vague, may not
have understood the problem fully, and had to read a lot into the solution in order to
understand what the student did. Typical comments for the second solution include:
understood the problem fully, clear solution, communicated well in pictures and words,
logical, detailed, organized, insightful, correct answer, explained thinking, used all
relevant information, distinguished relevant information from irrelevant information,
used data accurately, correct process, on topic, creative, focused, showed process, used
pictures correctly, good explanation, and went beyond the minimum. How did your list
of comments compare to these?
Comparing solutions to mathematics problems helps us all sort through the complexity of
features that make solutions successful. Such exercises can help teachers and students
explore what makes a solution work. In fact, the same sets of features recur on
brainstormed lists from teachers across the
country. They form the basis for performance
criteria for mathematics applications problems

in many places. For example, Sample A.18
Mathematics Problem Solving (in the Sampler
in Appendix A) shows a "four-trait" model for
assessing such problems. There are four traits
because teachers in Oregon felt that their list
of comments tended to fall into four major
areas: conceptual understanding, procedural
knowledge, problem-solving strategies, and
communication. Look at the features other
teachers tend to place under each trait (Figure
2.5). Do the comments you made on the work
in Figure 2.4 fit in the same way?

C, Related Toolkit9
Activities and Cha

APpendix A=Samplir contains
several othei.rubriCi/criteria for
judging solutions to Math prOblems.
Compare iheni.. Do the-sarne sets of

features tend to moil,
A

e

Activities 2.1Sorting Student
Work, 2.2HOW Can We Know
They're Learning? involve sorting
student work, generating lists of
desirable features, and beginning the
process of developing performance
criteria.

The four-trait model for analyzing
mathematics applications is, thus, basically an
attempt to systematically write down what we,
as educators, already value so we can be
consistent in our vision of success across
students, across assignments, and across time.
And, equally importantly, so students can
share in the vision of success and not have it constantly shifting in unknown ways
between teachers or assignments.

292
22

Toolkit98: Chapter 2 TextIntegrating Assessment With Instruction

Conceptual Understanding

Procedural Knowledge

Used all relevant information
Distinguished irrelevant information
Understood the problem
Creative
Used data accurately

Used pictures correctly
Correct answer

Problem-Solving Strategies

Communication

Logical
Correct process
On-topic
Insightful
Beyond the minimum
Focused

Detailed
Organized
Good explanation
Communicated well in pictures and
words
Clear solution
Showed process
Explained thinking

Value of Criteria to Teachers. Have you ever been nervous grading students' openended mathematics problems? Those who have rated or scored mathematics during a
direct mathematics assessment using criteria such as the four traits unanimously agree
that the very process of assessing teaches a great deal about what makes mathematics
solutions successful. Raters have to internalize a set of criteria so thoroughly that they
can be consistent both with themselves over time and with other raters. During the
process of scoring hundreds of papers, raters get to see lots of examples of what good and
poor mathematics actually looks like and to analyze it systematically to determine why it
is good or poor. These teachers return to the classroom much more confident in
commenting on student work and helping students understand what it takes to produce
sound, efficient, and understandable solutions to mathematics problems.
Great! As teachers become more consistent in their analysis of student math work, they
gain the confidence to share their insights with students. If assessing brings about a
shared vocabulary and a deeper sense of what it takes to solve mathematics problems
well, then wouldn't students also benefit from the same process? The answer is YES.

Value of Criteria to Students. Students can also learn to analyze sample work and
develop a systematic vocabulary for describing quality so they can develop their own
sense of what it means to present a good solution. Consider the following quotes from
the area of writing assessment and think of how they might also apply to mathematics
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problem solving, science process skills, group collaboration skills, and other complex
goals we have for students.

I want (students) to see evaluation in its best sensea source to inform teaching
and learning. To that end we develop a vocabulary for commenting on the
admirable and problematic aspects of writing....The more we examine samples, the
richer and more helpful this language of evaluation becomes. (Erikson, 1992)
Winning points may be the final goal of classroom work as it is of the sports
endeavor, but the grade, like the final score of the game, never taught anyone how
to win again, or why they lost. For the truly successful contenders, playing the
game is always about learning the game...however often it seems to be about
scoring more wins than losses. (Lucas, 1992)

Scales, criteria, and specific questions which students apply to their own or others'
writing also have a powerful effect on enhancing quality. Through using the
criteria systematically, students appear to internalize them and bring them to bear
in generating new material even when
they do not have the criteria in front of
them. (Hillocks, 1986)

1:13 Reference

The goal of assessment should not be only to
earn grades. The goal of assessment should
be to help students know "how to win again."
Clear performance criteria have this effect.

This is instructional assessment. Students
learn something in the process of assessing
and being assessed. They learn about
mathematics problem solving and how to
apply this knowledge to their own and others'
works. They learn what effective
mathematics solutions look like and what to
do to make their own mathematics skills
stronger.

v

G. Hillocks, Jr., 1986. Research on
Written Composition. National Council
,of Teachers of English, (800) 369-6283.

C.-Lucas, 1992: "Introduction: Writing
PortfoliosChanges and Challenges," i
K. Yancey (Ed.). Portfolios in the
Writing Classroom, pp. -1-11. National
Council of Teachers of Mathematics,
(703) 620-9840.
M. Erikson, 1992. "Developing Student
Confidence to Evaluate Writing,' in
QUarterly of the National Writing Project
& The Center for the Study of Writing and
Litei.acy; Vol.14, pp: 7-9.
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Beyond Mathematics Assessment
The point here is that good performance criteria can be more than just a tool for teachers
(or districts or states) to monitor student ability to write, problem solve, be good
collaborators, or be critical thinkers. They also help both teachers and students
conceptualize and define standards, especially in hard-to-define areas such as critical
thinking, problem solving, collaborative learning, and communication. They provide a
vocabulary for discussing features of work or behavior that have, in the past, been subtle
and ill-defined.

Good performance criteria help teachers answer such questions as: What is expected?
What are our standards? What does good performance look like? What do I want to
accomplish? What kind of feedback do I give to improve student work next time? They
help students to answer similar questions: What is expected? What does good
performance look like? How will I know when I'm successful? Why did I win? How can
I win again?
There are three essential features to make it work: (1) having a clear picture in our own
heads of the criteria for success, (2) making sure the criteria are rightthey really do
describe the important features of quality, and (3) letting students "in on it."

1. Having a clear picture in our own heads. Criteria are, in effect, the final and
most complete definition of district and
teacher goals for students. Notice that it is the
performance criteria and not the
performance task that have this function. It
is the performance criteria that define what we
value in student work, define our targets and
standards, and are useful in determining when
we meet standards.
In many discussions of integrating assessment
and instruction, criteria are left out. There is a
lot of talk about the tasks that should be given
to students and how one must watch
performance on these tasks to monitor where
students are. But the question is: "What,
exactly, do you watch for?" to determine
progress, know when students are ready to move on to the next topic, or determine
when mastery has occurred? Criteria tell us what to look for. Overt and public
criteriaarrived at through discussion and collaborative learning and accessible to
teachers, students, and parentsbring judgmental assessment from the realm of
individualistic itheressions to the realm of systematic and generalizable
documentation of learning. They also result in assessment that promotes learning.
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How does one know when criteria are clear enough?
Everyone can list the criteria
Everyone gives the same definitions for features listed in the criteria
Everyone can identify the same samples of strong and weak student
performance
Everyone can use the same words for describing why the samples are strong or
weak

2. Making sure the criteria are right. Is handwriting a
telling and important feature of math problem solving?
Is neatness the most telling and important feature of
writing? Do all the sentences in writing have to be
complete, or is sentence quality more determined by the
flow of the sentences than whether they are complete or
sentence fragments? Should setting up the problem
correctly be as important as calculating the right answer? A two-minute speech
might be desirable, but it that the most telling feature of a quality oral
presentation?

Nf°

These are the types of decisions that have to be made when developing criteria.
The criteria have to describe what everyone really means by quality or they won't
help anybody. If a teacher or student believes that an essential component of
quality has been left out or that an unimportant component of quality is
prominently in the criteria, there will be no buy-in. If criteria leave out an
important feature of quality, like voice in writing, teachers might not teach voice.
What they see is what you'll get, so criteria have to embody the real indicators of a
sound performance and leave out that which is not important.

How does one know when criteria are the right ones?
No performance that is weak has to be judged strong using the criteria.
No performance that is strong has to be judged weak using the criteria.
After repeated use, one can't think of anything else that needs to be included or
left out.
The research literature supports the features included.
Teachers, students, and parents consistently reproduce the criteria when asked to
sort work for quality and describe the reasons for their judgments.
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3. Letting students in on itor

C Related Toolkit93
Activities and Cha

students must be involved in
assessing. Students learn to the
extent that they are the ones doing
the judging.

ot all perfdrmtance'criteria-are
created equ'illy-TtheY MaY not all be
able io have die' instructional effect

By encouraging students to
engage in self- and peer
escnbed in this section. There-may
evaluation teachers empower
e certain design features that make
students to take control of their
them more or less useful as
own learning. When students
-instructional tools. -These features are
help determine the criteria for
timed in Chapter 2 and ,
assessment they can make
ctivities 3.3=-:-Pedbrmance
reasonable decisions about the
riteria-KeYito Success and
quality of their own work By
oing to SchooL
engaging in self-assessments,
students learn they are ultimately
responsible for their own
learning. It is in this area that
portfolios are so powerful. (Tierney, et al . 1991, p.59)
_

To be successful, students must
learn how to evaluate rather than
how to be evaluated...Evaluation is
routine, something to be done at
every step of the way as they
examine decisions, observations,
data, ideas and outcomes....[When]
evaluation is a key process, and one
over which students have
considerable control, they are truly
critical thinkers. (Penick, 1989)

111 Reference Box
-Penick, J., 1989, Issues-Based
EdUcationA Need and Rationale,"
in Education and Urban Society,
22(1), pp. 3-8.

.

Robert Tierney, M. Carter, & L.
Demi, 1991, Porffolio Assessment in
the Reading-Writing Classroom, ,
Christopher dordon, Publishers, Inc.,
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Relationship Between Classroom
Performance Assessment and
Large-Scale Assessment
So far, it may seem that we are only discussing
classroom performance assessment. But, in reality,
the whole enterprise is much more powerful if
large-scale and classroom assessment are
considered together as a unit. Consider the
following points:
1.

What if performance criteria for large-scale
assessment (which have to be developed
anyway) were to be developed by teachers with
classroom uses in mind? In order to develop
performance criteria, teachers have to engage in
the discussions and do the research necessary to
develop a common vision of what it means for
students to be successful. The effort that goes
into large-scale assessment development,
therefore, also serves as staff development and
contributes to development of instructional
materials.

C Related Toolkit.93
Activities and Chapters

ctivitiei 2.1Sorting Student rWork:2.27HoW Can ,We Know
They're Learning2 inrolvi sorting
kudent work, generating lists of
4.
desirable features, and beginning the
rocess of developing peiformance
,

Activity 2.5-7-How:Knowledge of
Performance'Criteria Affeet
= Performance illustrates the power of
'rubrics in assisiing students to
understand the reqmrements of a
task.
,

2. What if the performance criteria were uniform
across teachers, so that regardless of which teacher observes a student performance,
the judgment would be the same? Then assessment credibility improvesand
students get the same message across all teachers and grades. Large-scale assessment
development can take performance assessment out of the realm of individual
interpretation and can promote essential dialogue about what, in fact, constitutes our
vision of success for studentsour standards.
3. The way we do large-scale assessment sends messages to teachers about what to teach

and how to teach it. If large-scale assessment is designed with the instructional end
user in mind, there is much more opportunity to influence instruction in desirable and
controllable ways.
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Purposes:
1.

To become masters of the targets of instruction (Key 2: Clear Targets) through
examining student work for characteristics of quality

2. To experience where criteria come from by "reconstructing" a scoring guide; to see that
performance assessment is "do-able"
3. To experience the usefulness, both as staff development and as an instructional tool for
students, of the process of developing generalized scoring criteria

4. To illustrate the integration of assessment and instructiondeveloping performance
criteria also increases mastery of targets
5. To motivate teachers to want to pursue activities that increase their mastery of learning
targets by showing that it will make instruction faster, easier and better

Uses:
This is an intermediate level activity that can be used in Chapter 2 to illustrate how
development of criteria can help teachers clarify the targets they have for students. The
activity can also be used with students for the same purpose. The activity can also be used in
Chapter 3 to demonstrate how to develop generalized criteria, to demonstrate characteristics
of quality criteria, and to demonstrate "consequential validity." Prerequisites might include a

general stage setting activity (like Activity 1.1Changing Assessment Practices, 1.4
Seeing Wholes, or 1.12Assessment Principles), a defintional activity (like Activity 1.3
Post-itTm Notes), and a general introduction to the need for performance criteria (such as

Activity 1.5Clapping Hands, or 1.4Assessment Standards).

Rationale:
Although overtly about developing scoring criteria, this activity is really about becoming a
master of the targets of instruction. This activity develops participants' ability to define
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essential learning targets for students and identify work that exemplifies different levels of
skill on the targets. Teachers nearly unanimously agree that such activities are extremely
helpful to them to become better teachers.

Materials:
Overhead projector, screen, blank transparencies, transparency pens

Overhead A2.1,01Sorting Student Work Purposes
Set of student work. Several sets are provided in Appendix BStudent Work Samples.
These cover various skills, content areas, and grade levels. Pick the set of most interest to
participants. Copy one set (single-sided) for each participant.

Handouts A2.1,H1Log Sheet; A2.1,H2When Teachers Look at Student Work',
A2.1,H3The Horse Before the Cart: Assessing for Understanding2; A2.1,H4Build
Your Own Performance Criteria (one copy for each participant). Also pick performance
criteria that correspond to the work samples being sorted. For example, if you are sorting
math work, you might use the criteria from Kansas (Sample A.43) or Illinois (Sample
A.8) in Appendix ASampler. (Other ideas are provided in the Activity 2.1 Index in

Appendix ASampler.)
Plenty of copies of the local content standards document for the content area being sorted

Time Required:
75-120 minutes

Facilitator's Notes:
1.

(5 minutes) Explain the purposes of the activity using Overhead A2.1,01Sorting
Student Work Purposes and the rationale presented above.

2. (10 minutes) Have participants work in groups of two or three. Pass out the set of

student work. First, ask each group to do the performance task themselvessolve the
problem, read the passage and answer the questions, sort the fish, etc. (depending on the
work samples chosen from Appendix B.) If participants are sorting writing, don't ask
them to write essays; it takes too long. If the task has a right answer (e.g., math), come to
a group (all tables) consensus on what it is. Discuss questions or concerns about the task.

1 Educational Leadership, February 1993, pp. 71-72. Reprinted with permission of the author.
2 Educational Leadership, February 1993, pp. 22-23. Reprinted with permission of the author.
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3. (15-30 minutes) Participants should put the student work into three piles based on its

"quality." Describe this task in ways that cue what to do. For example, you can frame
the task in terms of grading if it will help participants understand what to do: Put papers
into stacks by what grade you would give to them. Or, if the use of grading wouldn't
appeal to the group, the three stacks could represent levels of student sophistication.
As participants sort the work, have them write down the comments they say to themselves

as they place a work sample into one stack or another. (Use Handout A2.1,H2Log
Sheet.) Some examples of typical comments for math are:
High: I can tell exactly what the student did at every step. Concise and to the
point. Correct answer. Logical and sequential. Good explanation. Precise.
Correct labels. Explains thought process. Supports reasoning. Correct answer.
Appropriate use of pictures, diagrams, and symbols. Used the right numbers in the
right order. Sequencing was purposeful. Evidence that the answer was checked for
reasonableness. I could tell exactly what the student did and why he or she did it.
Medium: Right idea, but computational errors. Forgot a step, but the rest is OK.
Didn't go far enough. Didn't clarify. One has to make some inferences as to what
the student did. Doesn't show all the steps. Used correct data, but incorrect
process. Used correct process, but incorrect data.
Low: I couldn't follow the sequence. The answer doesn't look reasonable. Used
wrong numbers. Used the wrong process. Mixed processes. Shooting in the dark.
Illogical. Unclear. No explanation of answer. I had to make a lot of inferences as
to what the student did. I was confused by the explanation.
(Note 1: This level of detail is very helpful both to remind teachers what they meant,
and to develop student-friendly versions of the criteria.
Note 2: Sometimes this procedure leads to very negative phrases at the low end of the
scale, such as "clueless," and "totally wrong." One way to avoid this is to suggest that
participants think about the comments they would actually make to students when they
handed back workmake "I" statements. "I was confused as to what you did," and "I
would like to know more about why you used the numbers you did."
Note 3: Asking participants to place work in stacks to represent "grades" has an added
benefitit clarifies the connection between grades and the features of student work
that earns the grade, thereby removing some of the subjectivity from grading.)
4. Circulate and remind participants that the goal is not necessarily to place each paper into

the correct pile; the goal is to come up with a good list of reasons for why each paper was
sorted as it was. It's the specific comments such as "the student started out well, but
seemed to get lost in the middle," rather than the general comments such as, "logical" that
will be most helpful. Continually ask participants to "tell me more about that" or "what
'specific things done by the student were cues that the student used a logical process?"

Qnl
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Continually challenge teachers to think beyond general words such as "voice,"
"perceptive," and "good communication." Students don't understand what is meant by
those words. Since the criteria are supposed to increase student understanding of the
features of quality, we need to be clear on the indicators in the work that cue our
judgments of quality. Also, challenging teachers to "tell me what indicators in the
student work made you judge it logical" causes them to refine their own understanding of
what they mean by these terms.
5. (20-30 minutes) When participants are pretty much done, summarize comments on an

overhead made from Handout A2.1,H2Log Sheet. Write down comments exactly as
stated, unless there seems to be a misleading choice of words. In this case write down
better wording and ask, "Does this capture it for you?" As groups report out, again
challenge participants to think past general terms like "logical" or "understands the
problem" to the specific indicators in the work that cued the decision that the response
was "logical" or that the student "understood the problem." Emphasize the importance of
students knowing what teachers mean by the terms in the criteria.
6. The sorting process used thus far in this exercise is "holistic." Participants end up with a

list of comments for high, medium and low performance; any single paper gets only one
overall score. Usually during the listing of comments someone will say something to the
effect that, "I had trouble placing this paper into one stack or another because it was
strong on reasoning but weak on communication." This provides an excellent teachable

moment to bring up the reasons for analytical trait scoring systemsscoring each
student work sample along more than one dimension. The reasons are: (a) it better shows
a profile of student strengths and weaknesses, (b) it assists students to be better able to
discuss their own work, (c) novices often can't improve all parts of the performance at
one timethis helps break the performance down into teachable segments.
To develop "traits" (important dimensions of performance), you can ask participants to
identify comments on the list that seem to go together, and indicate which comments
relate to each trait at the high, middle and low levels. For example, people frequently see
the traits of communication, problem solving/reasoning, mathematical understanding, and
correct computation when sorting math work. Number these traits 1, 2, 3, 4. Then go
through the comments they generated and ask them into which category each comment
fits. Put the trait number next to each comment.

For example, the trait of communication (#1) would include, at the high level: I can tell
exactly what the student did at every step; good explanation; clearly explains thought
process; I had to make very few inferences about what the student did and why he or she
did it, etc. I usually color code the trait numbers so that participants can easily see which
comments go under each trait.
7.

(15-30 minutes) The "so what" discussion. Use this sequence:
a. Ask participants to compare their list of valued features to local or state content
standards that correspond to the type of work sorted. Ask them, "What similarities do

4
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you find?" (They always find lots.) This assists participants to see (1) how the content
standards are represented in the daily work of students, and (2) that the content
standards represent what they already value as outcomes for students; it's not new.
b. Ask participants to look at similarities between their list of valued qualities and the
statements in a set of criteria you previously selected from Appendix ASampler that
correspond to the content being sorted. There are always many similarities, because,
after all, how different can lists of quality criteria be? This enables participants to see
that if done well, scoring criteria were not pulled out of a hat; they represent what we
all already value in student work; someone has just taken the time to write it down.
Point out the alignment between (1) what they value in student work, (2) the content
standards, and (3) the way the content standards are being assessed.
c. Ask participants whether they think this would be a useful activity for them to do with
their colleagues. (They always answer, "Yes!" because: "It helps to be consistent in
grading. It makes me more confident in teaching these skills. It helps us rethink what
we really value. It makes us more consistent in instruction. It helps us understand
what good work looks like. It helps me focus instruction on what is really important.")
The paper Handout A2.1,H2When Teachers Look.. describes the value to teachers
of the process we just completed. (In this paper, the focus was sorting portfolios.)
d. Ask participants whether they think this would be a useful activity for them to do with
their students. (They always answer, "Yes!" for the same reasons as above.) The
paper Handout A2.1,H3The Horse Before the Cart: Assessing For Understanding
describes the instructional value of having students help develop criteria for quality.
e. Discuss how the same process can be used for other skills listed in local or state
standards such as critical thinking, writing, and reading fluency. Sample scripts:

Reading fluency. Ask teachers to tape students reading over the course of the year.
At the end of the year, have teachers place these tapes into 4-5 levels of fluency.
Ask them to write down what they are saying to themselves as they place the tapes
into piles. They can compare their comments to content standards in reading and a
sample reading development continuumfor suggestions see the Activity 2.1

Index in Appendix ASampler.
Critical thinking. Ask teachers to choose samples of student work that illustrate
different levels of ability to think critically. For each content area, sort the samples
into three stacks and write down reasons. Then compare the lists from the various
disciplines to determine whether the same criteria might be used across disciplines.
You can also try to find where in the content standards critical thinking comes in
and compare their lists to sample criteria. Sample criteria are suggested in the

Activity 2.1 Index in Appendix ASampler.
f. Refer participants to Handout A2.1,H4Build Your Own Performance Criteria to
review the steps they went through when developing their scoring criteria.
Toolkit98: Chapter 2 Activity 2:1L-Sorting Student Work
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Purposes:
1. To increase knowledge of local or national
student learning targets by articulating
characteristics of student performance that
indicate quality

2. To see where criteria come from by
"reconstructing" a scoring guide; to see that
performance assessment is "do-able

,

3. To experience the usefulness of building
generalized scoring criteria
4. To illustrate the integration of assessment and
instruction
Overhead A2.1,01
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Sample Numbers:

Ligt reasons why:

Sample Numbers:

List reasons why:
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When Teachers Look
at Student Work
Christine Sobray Evans

In California schools, more and more teachers
are relying on portfolios to put authentic
student work at the center of education.
When I started teaching 17

years ago, I would look at
student work only to give it a
grade and check it off. I relied on
publishers to test my students and
to tell me what to teach. I would
start at Chapter 1 and hope to
finish the text before the end of
June. In those days, my focus was

on memy plans, my lessons, my
teaching. It embarrasses me now
to confess this. I would like to call
all of my early students and
apologize for my selfishness.
Since that time, a revolution
has taken place in my classroom
and in classrooms like mine across
the state. In California, we have
moved beyond a skill-based
curriculum, which has to do with
teaching, to a meaning-centered
curriculum which has to do with
learning. Because of this shift,
student work has become the
center of education. Teachers no
longer follow the guidelines of
publishers but, instead, look at
their students to determine what
must happen next.
The Power of Portfolios

A portfolio is one strategy teachers
can use to focus on student work.
In Poway, we've been using
Language Arts portfolios for
almost three years now. That
might seem like a long time in
education, but we are just

beginning to reach new
understandings.
At first, we coped with the
physical problems of portfolios.
Who should keep them? Where to
keep them? How often should we
look at them? What should go
inside? Since our new report card
stated that "grades" were based on
a collection of work, portfolios
appeared in some form in almost
every elementary classroom.
That first year, portfolios were
much like the work folders that
teachers had traditionally kept for
students. Teachers, rather than
students, made most of the
selections. The portfolios were
organized storage bins, where
work went in but never came out.
Then at the end of the year, the

portfolios were sent homemuch
like a scrapbook for the year.
In a few places, however,
some exciting things were done
with portfolios. At Los
Penasquitos Elementary School,
the 3 grade team met in a tiny

storage roomportfolios in
handto look more closely at the
3' grade language arts program.
All the portfolios were shuffled
and dealt out like a deck of cards.
We then spent about 45 minutes,
silently reading and making notes.
The first surprise was how
accurately the portfolios portrayed
our students. I remember reading
through one folder saying, "Mary,

Sarah appears to be struggling
with writing. All of her pieces are
short and done just to complete the
assignment. Her reading list
shows that she enjoys reading
grade-level books."
"That's right," Mary replied,
surprised that I knew so much
about a student I had never met.
This interchange was repeated
time and time again. It gave us
great confidence that portfolios
could provide an undistorted
image of student effort and
achievement.
When we look at the
collection of portfolios as a whole,
we made some important
discoveries, too. Worksheets and
formula writings were much less
informative than student-generated
topics. Our 3' grade team decided
to spend less time on formula
writing assignments that asked

students to fill in the gapsand
more time teaching young writers
to focus on one topic. So,
although we were really looking at
student learning, we learned a
tremendous amount about our
students and our 3' grade
program.
Developing Models and Rubrics

The power of looking directly at
student work as a team cannot be
overstated. Real student work
gives teachers a starting point
Handout A2.1,H2, p. I
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conversations that get to the
essence of what happens in
elvassrooms. Samples of student
ork are concrete demonstrations
of what is known and what is not
known. They also provide
teachers with signposts that mark
how far we've come and point us
in the direction we must follow.
At Los Penasquitos, the
principal provided released time
for the grade level teams to get
together. However, in schools
where there is staff interest,
teachers can still meet. Bernardo
Heights Middle School is a perfect
example. Last fall teachers on the
7th and 8th grade teams decided to

establish schoolwide standards in
writing. Using a prompt from the
California Assessment Program
(CAP) handbook, we asked every
7th and r grader to write about a
school-related experience.
Students completed these essays
erring a 45-minute class period11 were first draft pieces.

That afternoon we met to
select examples of student writing
to serve as models for our 6-point
rubric. Papers were shuffled about
from stack to stack. We placed
pieces that showed promise in the
high pile, papers that looked like
typical responses in the middle
pile, and papers that raised
concerns into the lower pile.
In the high pile, we hoped to
find "outstanding" examples that
would rate a 6 and "good" ones
that would rate a 5. On the
chalkboard, we listed
characteristics that put a paper into
the top category: selecting a
dramatic topic, using precise
vocabulary, and creating sentence
variety, to name a few.
"I think this might be a 5,"
said Kathy. She read it to our tiny

roup and then argued for it: "It

has more sophisticated sentence
structure than we normally see.
The vocabulary is strong, and the
details paint a clear picture. I

know it's not a 'wow,' but it's
clearly a 5."

In California, we have
moved beyond a skillbased curriculum,
which has to do with
teaching, to a
meaning-centered
curriculum, which has
to do with learning.
Our dialogue continued until
we had models for each point and
had annotated each piece with
information for future references.
Each teacher in the group received
copies of the models and
annotations, and we've shared
them with students and parents.
We wanted everyone to have a
clear understanding of how we
look at student writing.
Spotlight on Students' Work

To our surprise, the models were
just one benefit of this entire
process. More important, we felt,
were the discussion and
negotiation that occurred that
afternoon. In addition to learning
about student writing, we valued
the opportunity to talk to one
another about the work we do.
That sense of being a community
of learners continued for the entire
year.
Our "community of learners"
has since expanded to students and
their parents. We use our models
and rubrics to train young writers
to examine their own work and
that of their peers:
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Can you find examples of
precise vocabulary?
Can you play a videotape in
your head and see the action?
Here is a paper written last
year.
You said it was a 3. Can you work
with your group to make it a 4?
Questions like these help us to
zero in on the elements that make
writing come alive for the reader.
Parents have shown their
support by attending evening
workshops so that they, too, can
learn to look at student work
through a new lens. "This is not
easy," one mom wrote after a
training session on rubrics.
"However, I think that I Can help
my daughter better now."

Teachers, students, parents
we are all focusing on real work to
give us insights about learning.
Sometimes, though, these insights
make us uncomfortable. "I'm
going to have to re-do mine," Tom
confided to me, "I just didn't know
what good looked like!"
The portfolios that fill our
crates and cabinets, and sometimes
cover my dining room table, are no
longer scrapbooks of completed
assignments. Instead they are
showcases for the best work a
student can do. They allow young
people, like Tom, a chance to
reflect, revise, and re-start, if
necessary, in order to paint a
portrait of themselves as learners.
Portfolios also give me, the
teacher, the same opportunity to
reflect, revise, and re-start. I no
longer look to publishers to tell me
what to do next. My students
show me the way..
Christine Sobray Evans is a teacher
at Bernardo Heights Middle School,
12990 Paseo Lucido, San Diego, CA
92128.

Handout A2.1,H2, p. 2

9

Educational Leadership 51, 5: 22-23.

The Horse Before the Cart:
Assessing for Understanding

Reprinted with permission of the
Association for Supervision and
Cuniculum Development Copyright
1994. All rights reserved.

Rebecca Simmons

If students are to develop
understanding, assessment must
be an ongoing part of
instruction.
nderstanding is a tricky thing
to get one's mind around.
We want students to be able to
employ knowledge in flexible and
novel ways, to develop coherent
networks of concepts, to use what
they learn in school to understand
the world around them, and to
develop an interest in lifelong
intellectual pursuits. But to help
students achieve such
understanding is no mean feat.
To teach for understanding
requires that we attend closely to
assessment. We cannot assume
that because we have taught a
lesson "well." students have
understood it. Rather, we have to
seek evidence of understanding
through student performance.
Going to the heart of the matter,
one science teacher said that he
could do amazing things in the
science classroom all year long
and, at the end of the year, his
students would have seen amazing
things. Beyond that, without
clear-cut student demonstrations
of understanding, he could not be
sure what students had gained
from his class.
Assessment is not something
that we tack onto learning; it is an
essential ongoing component of
instruction that guides the process
of learning. Ongoing assessment
uses exhibitions, student
explanations of concepts, the
writing of a poem or a song, or
any number of other thoughtdemanding performances to
evaluate
and reflect on students' work.
From the beginning of our

U

curriculum planning, we need to
identify these understanding

performancesthe ways in which
we expect students to demonstrate
their understanding. In a sense,
ongoing assessment is the horse
that leads the cart of
understanding.
Using Assessment to Build
Understanding

One teacher who collaborated on
the Teaching for Understanding
Project at the Harvard Graduate
School of Education designed
several understanding
performances that provided the
basis for ongoing assessment for a
high school literature unit. Based
on the generative topic, "Trials
and Literature: Who Determines
Justice and How?" the unit
included works of literature such
as Mutiny on the Bounty, To Kill a
Mockingbird, Inherit the Wind,
and Twelve Angry Men.

As students studied each
piece of literature, they kept charts
in their notebooks to identify
where justice-related themes were
introduced and how those themes
were developed. Students shared
these charts to compare
viewpoints and evidence for
arguments. The charts also
formed the foundation for more
formal debates about the outcomes
of particular trials.
In addition to the charts,
students kept journals in which
they recorded their responses to
and questions about their reading.
Later, in large-group discussions,
the teacher encouraged students to
wrestle not only with the answers
to their questions but to think
through how they were answering
them. Which questions could be
answered definitively? Which
might have several answers?

Were some answers better than
others? As a culminating work,
students wrote papers in which
they chose one aspect of justice
and used two or three of the texts
they had to read to defend their
thesis.
This example illustrates
several important points
concerning the methods and utility
of ongoing assessment. First, the
teacher helped students to
understand from the outset the
standards by which their work
would be judged. For example,
throughout the discussions,
journal writing, debates, and
papers, students knew that they
needed to use evidence from the
text to support arguments, rather
than arguing from personal
opinion. Where possible, they
were to use metaphorical evidence
as well as literal evidence from the
text, a challenging but critical task
in developing a deep
understanding of literature.
Second, students kept track
of their work throughout the
course of the unit. This "record of
understanding" served a variety of
assessment purposes. It provided
concrete evidence of work,
evidence that formed the basis for
ongoing feedback to students
about their understanding.
Students used their work-inprogress as a springboard for selfassessment and reflection on their
products and processes. They also
used their record to give and
receive peer critique. Informal
peer critique occurred during
discussions arising from the
student journals and as students
shared their notebook charts.
More formal peer critique took
place in the small group debates.

Handout A2.1,H3, p. 1
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In addition, the record of
understanding enabled the teacher
to adjust the curriculum to better
meet student needs as well as
provide students with ongoing
individual feedback and
evaluation.
Third, students came to
understand through the constant
process of performance and
feedback that some questions are
not easily answered, but must be
grappled with as best one can.

Finally, the culminating
papers on justice served as an
elaboration of the understanding
performances the students had
been building, demonstrating, and

consolidating throughout the unit.
No More Surprises

Making the standards for good
work clear to all is implicit in a
classroom where students and
teachers take time to reflect on
and assess understanding
performances. Students should
know from the start the standards
they are working toward. Equally
important, various benchmarks of
good performance can help
students gauge their own
understanding. Students should
not be surprised by the grades
they earn.
In addition, students cannot
achieve deep understanding if
they receive evaluation passively.
Taking time and energy to reflect
on and improve one's work are
essential to the understanding
process itself.
Both teachers and students
are often wary of making criteria
for good work public and
involving students in assessing
their own and their peers' work.
In our research we have found that
some teachers and students fear
that students do not have the
ability to assess themselves.
Some students are reluctant to
engage in peer- and selfassessment because they feel that

such activities are the teacher's
the expert'sjob and that their
own work will ultimately suffer
from their own or their peers'
assessment. Yet, we have seen in
our work that when students and

teachers set forth criteria and use
them as a basis for reflection on
student work, both groups are
often surprised at the positive
outcomes.
One of our teachercollaborators experimented with

using public criteria in a unit he
developed on global warming. He
made the criteria for evaluation an
integral part of the instruction,
giving students guide sheets and
discussing them with the students.
These criteria included accuracy
in carrying out and reporting
one's work, clarity in scientific
discussion and writing,
appropriate use of scientific
vocabulary, appropriate scientific
methodology, and sound
reasoning based on data and
coherent arguments.

At the end of the unit, the
teacher was pleased and somewhat
surprised at the students' attention

to the criteria. Students kept the
guide sheets with them as they
worked through all activities,
often referring to the criteria to see
if their work was meeting the
proper standards. The criteria
were seen as a useful tool for
thinking through the quality of
their work, rather than as a
burden.
The public airing of criteria
also empowers students. As
students begin to see that they do
have the capability for peer- and
self-assessment, they feel a new
sense of control over their work.
As teachers begin to see that
students can engage in peer- and
self-assessment, they, too, become
excited by what students can
accomplish. They may also feel
relieved of the burden of being
responsible for every aspect of
ongoing assessment in the
classroom.
Back on Track
Ongoing assessment is also useful

in getting students back on track
when they have problems with a
performance. In a geometry unit,
students were to design the floor
plan of a hypothetical community
center as a means of exploring the
area of geometrical constructions.
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Early in the project, student
groups presented their progress.
Much to the surprise (and chagrin)
of the teacher and researcher who
had co-constructed the unit, some
groups were using the formula for
perimeter rather than area in their
calculations. They had gone back

to the familiarperimeter----and
had forged ahead enthusiastically
in the wrong direction.
One might be tempted to
dismiss this as a trivial error, but
this sort of error happens all the
time, especially in mathematics
and science where rote
memorization of formulas is often

the norm. Uncovering this glitch
through ongoing assessment
provided the teacher with an

important teaching opportunity,
the chance to make sure that
students in the class were not just

using formulas by rote, but were
thinking through what they
needed to do and why. By
discussing this error early on, the
students were able to progress in
their work and ultimately succeed
in their projects.
This back-and-forth between
performance and ongoing
assessment illustrates the essence

of understanding; it is not the
smooth all-or-nothing ride that
students often consider it to be.
Rather, developing understanding
involves a series of bumps and
starts that emphasizes the
importance of the processes and
the developing products of
understanding rather than the
importance of any one grade.

Rebecca Simmons is a Research

Associate for Harvard Project
Zero and the Project Manger for
the Teaching for Understanding
Project, Harvard Graduate School
of Education, 323 Longfellow
Hall, Appian Way, Cambridge,

MA 02138
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Here's how you build generalized performance criteria. I will illustrate the steps using
student self-reflection as an example. Remember, we are not developing these performance
criteria so we can "grade" student self-reflections. We are doing it as an exercise in clear
thinking about what good self-reflection looks like.

Step 1: Gather samples of student performance
Gather samples of student performance that you feel illustrate the skill or behavior in
question. In our case we are trying to assess student self-reflection skills, so we might collect
things that students have written in answer to questions like: "Select a piece of work that you
feel illustrates your best effort. Why did you select this piece?" "What does the piece you
selected show about you as a
?" (The blank would be filled by: writer, math
problem solver, life-long learner, or whatever skill students are self-reflecting about.) Other
questions that might elicit student self-reflection might be: "How have you changed this year
in your ability to
?" or "What do you currently understand about
? What
do you still need to understand?"

Step 2: Sort student work into stacks; write down reasons
Place the samples of student work into three piles: strong, middle and weak. For our
example we might have three piles that illustrate levels of sophistication with respect to selfreflection. As you sort the student work, write down your reasons for placing pieces in the
various stacks. In other words, if you place a piece in the "sophisticated" pile, why? What
cues you that the work is sophisticated? What are you saying to yourself as you place a piece
of work into a pile? What might you say to a student as you return this work? These reveal
criteria.
Keep sorting work until you are not adding anything new to your list of attributes. Try to
create as large and diverse a list as possible. Recent lists have included such things as:
High: detailed, many things covered, insightful, self-revelation, examples provided, the student
seemed motivated, sets goals for the future, looks at more than one thing, considers content as
well as process, takes risks, accurate, discussion is related to criteria, growth supported with
examples, organized well, sincere, honest, there are comparisons over time, shares feelings,
looks at both strengths and weaknesses, there is depth to the analysis, there are good reasons
and explanations, revealing, voice, easy to read, looks at skill improvement, there is
ownership, there is a personal reaction, it is specific, it looks ahead, it is thorough, ideas are
synthesized, it is readable, it is neat, ...
Handout A2.1,H4, p.1
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Middle: shows then hides, beginning of ownership, two-dimensional, some specifics, describes
performance but leaves a lot out, few insights, focuses on only a few things, considers content
or process but not both, is somewhat accurate, doesn't seem completely honest, there are
descriptions of individual pieces of work but no comparisons over time, I have to make some
inferences as to what the student meant, ...
Low: Vague, simple restatements, mechanical, focuses mainly on surface features, obvious,
same old same old, no examples, purposeless, I like it/I don't like it, one-dimensional,
superficial, does not seem to be aware of the need to set goals, takes no risks, doesn't seem
honest, is not accurate, there seems to be no ownership, I can't follow what the student is
trying to say, hard to read, not organized well

Step 3: Cluster the reasons into "traits" or important
dimensions of performance
Cluster similar attributes together and begin to form important "traits" or "dimensions" of
self-reflection. For example, the above attributes might be clustered into the traits of:
SKILL ANALYSIS, SINCERITY, GOAL SETTING, and PRESENTATION. Number
each trait and place next to each comment in the high, middle, and low categories the number
of the trait to which it relates.

4111

Make sure that your "traits" cover everything of importance. For example, SKILL
ANALYSIS at the HIGH level might include: detailed, many things covered, insightful,
examples provided, looks at more than one thing, considers content as well as process,
accurate, discussion related to criteria, growth supported with examples, looks at both
strengths and weaknesses, depth of analysis, revealing, specific, thorough, and synthesized
ideas.
Be prepared for frequent changes, at least at the initial stages of building the criteria. Ideas
have to have time to gel. We get new perspectives and insights as we attempt to "make
sense" of our criteria.

Step 4: Write a value-neutral definition of each trait
Write a definition of each trait. For example:

Sincerity reflects how serious the student is about the self-reflection process. It is the
degree of ownership, effort and honesty in the self-reflection. It is the degree to which
the student makes a real effort to self-analyze.
Handout A2.1,H4, p. 2
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These definitions should be "value neutral"they describe what the trait is about, not what
good performance looks like. (Descriptions of good performance on the trait are left to the
"high" rating.) Here is an example of the definition above converted to a statement that is not
value-neutral: Sincerity is taking ownership for work, really trying hard and being very
honest; the student has made a sincere effort to self-reflect.

I

Step S: Find samples of student performance that illustrate
each score point on each trait
Find samples of student work which are good examples of strong, weak and mid range
performance on each trait. Be sure to have several sets representing typical ranges of
performance at each level of: early elementary, late elementary, middle school, and high
school. These can be used to illustrate to students what to do and what "good" looks like.

Step 6: Make it better
Criteria evolve with use. Try them out. You'll probably find some parts of the criteria that
work fine and some that don't. Add and modify descriptions so that they communicate better.
Choose better sample papers that illustrate what you mean. Revise traits if you need to. Let
students helpthis is a tool for learning.

o

Handout A2.1,H4, p. 3
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Activity 2

ow Can We Know The 're Learn

Purposes:
1.

To learn a technique (examining samples of student work) for examining valued learning
targets for students

2. To broaden understanding of the importance of clear criteria for quality assessment
3. To contribute to the criteria that can be used to assess students' work

4. To broaden understanding of assessment techniques

Uses:
This introductory activity for parents and community members can be used in Chapter 1 as
an introduction to changes in assessment and instruction or to illustrate valued learning
targets for students. In Chapter 2 it can be used to show how assessment can integrate with
instruction. In Chapter 3 it can be used to demonstrate how criteria are developed.
It has been used as part of a series of sessions with parents over time that builds a common
understanding using "neutral" student work, and then gradually moves to examination of
anonymous samples from the same school, and finally to examination of the work of their
own children once the language of assessment has been established, and agreement on
qualities to look for in the work are clear. The sessions often include teachers and students.

Rationale:
This activity, an adaptation of Activity 2.1Sorting Student Work, is intended for parents
and is centered on the question "How can we know they're learning?" As schools and
classrooms expand the use of alternative and performance assessments, it is vitally important
that parents are invited to become an integral part of the conversations about student learning.
In the past, such conversations have focused on brief, often numeric, summary information
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that does not provide parents with insights into the richness of learningthe expanding
knowledge, skills, and capabilities of children.

Using the student math work in Appendix B (Sample B.4Camping Trip), this activity
provides an opportunity for parents and family members to expand their knowledge of
alternative assessment and to become involved more fully in rich and valuable conversations
about children's learning. In addition, this activity includes responses from a mathematics
educator to enable parents to look inside the reasoning that teachers use when assessing
student work.

Materials:
Overhead projector, screen, blank transparencies, transparency pens, or chart paper and
pens

Eight to 10 samples of student math work representing different levels of

sophisticationthe set is provided in Appendix BStudent Work Samples (Sample

B.4Camping Trip)
Overheads A2.2,01How Can We Know They're Learning Purposes; A2.2,02
Assessment Is About...; and A2.2,03Holistic and Analytical Trait Scoring

Handouts A2.2,H1The Redwoods, A2.2,H2Fox, and A2.2,H3Waialae's Draft
Standards and Indicators for Creative Problem-Solving (one set per group of two-three
participants); other generalized math problem-solving scoring guides could also be used
(see suggestions in the Activity 2.2 Index in Appendix ASampler)

Time Require&
Part A: 1 V$ to 1 1/2 hours; Part B: 30-40 minutes

Facilitator's Notes:
A. Basic Activity
1. (2 minutes) Introduce the purpose of the activity, as needed, with Overhead
A2.2,01How Can We Know They're Learning Purposes.

2. (3 minutes) Open the session with Overhead A2.2,02Assessment Is About... and
use it to set the context for the activity: There are other, more important purposes for
assessing student achievement than merely to grade. Assessment of student
achievement is most productive when.it is used as a tool to communicate about student
achievement and to plan further instruction.
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3. (20 minutes) Provide a mini-practice that emphasizes how to describe the qualities of

student work. This mini-practice uses samples of student writing because most
parents feel comfortable with their ability to comment about the quality of writing.
a. Begin with the piece that represents a relatively strong piece of student writing
(Handout A2.2,H2Fox). Read the paper aloud because writing plays to the ear
differently than it might to the eye. Ask the group to review the piece and identify
its strengths; key qualities that make it work. Give them time to think about this
individually and then in small groups.
Bring the whole group back together and record participant responses on one side of
a blank transparency.

b. Then read and discuss Handout A2.2,H1The Redwoods, a weaker piece of
writing, in the same manner as above. In the whole group, record participant
comments on key qualities on the other side of the transparency.
c. Summary: We've done this activity with thousands of parents, teachers and
students and they all come up with pretty much the same list of characteristics that
make writing work We tend to value the quality of the ideas in a piece of writing
(indicate the statements they made that relate to the quality of ideas); how well the
ideas are organized (again indicate their comments that relate to the trait of
organization), the appropriateness of the style for the audience and purpose
(indicate comments that relate to voice), the words that are chosen to convey
thoughts (indicate comments that relate to word choice), the fluency and correctness
of the sentences (indicate comments that relate to sentence fluency), and the
correctness of the grammar, spelling, punctuation, capitalization and paragraphing
(indicate comments that relate to conventions).
(If you need assistance relating parent comments to the traits listed above, see Sample

A.10Six Trait Model in Appendix ASampler.)
4. (5 minutes) Now you'll ask participants to do the same thing for mathlook at
samples of student math solutions and list characteristics of the solutions that make
them work. Bridge to math problem solving by noting that teachers, too, are engaging
in conversations about the quality of student work in areas besides writing; they are
especially looking at the big ideas that are central to learning for all childrenlike
problem solving. (If there is a school vision in place, note the connections between the
vision and students' becoming effective problem solvers.) If one purpose of this
activity is to connect assessment and national standards, identify the NCTM
mathematics problem-solving standard as one which cuts across ages and grades.
Have participants move to groups of two or three. You might, for example, have
parents add the ages of their children/grandchildren and find two other people close to
their own total.
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5. (10-20 minutes) Pass out the student math solutions (from Appendix B, Sample B.5).
Ask parents to place this work into three piles based on the "quality" of the solution.
Describe this task in ways that cue what to do. For example you can frame the task as
dividing the work into levels of sophistication, using language such as "beginning
work", "developing work that shows both strengths and weaknesses", and "strong
work." Or it might be helpful to cast participants as those responsible for grading:
"Put papers into stacks by what grade you would give them." (Note that using grading
as the prompt often results in questions and discussion of current grading practices;
this is great when it's intended, but needs to be anticipated so that the activity doesn't
lose its focus.)
As participants sort the solutions, they should write down the basis on which they
placed papers in each stack. You thought the papers in this stack were better than the
papers in this other stack Why? What features of the work did you like? Not like?
What makes the work in this stack different from the work in that stack? One strategy
is to designate a person to be the observer/recorder for each group whose responsibility
is to capture the evaluative language used, and the reasons cited for placement. (When
there are teachers present, this is often their role so that parents do not defer to their
judgment and limit their own discussion.)
The goal is not to score or "grade" all the papers, but to articulate reasons for placing
samples into stacks. Therefore, participants only continue sorting and discussing until
all their reasons are listed. Remind each group of this as they work.

6. (10 minutes) Put up a clean overhead transparency (or use chart paper) with three
columns labeled "Strong, developing, and beginning" or "high, middle, and low."
(Use whatever titles will appeal to the group.) Have groups tell you the placement of
each paper. Start a fourth column with a "?" heading. If there is a disagreement about
placement, write the paper number under the "?" heading.
There is no "right" answer for this sorting. The goal is for participants to articulate
what they value, come to consensus, and be able to justify their judgments using
consistent terminology.
List all the criteria the parents gave for their sorting.

7. (5-10 minutes) Try to resolve placement of the "?" papers. Have the various groups
describe their rationale for placement. Add their reasons to the criteria list. The goal
is to have a rich and elaborated list of criteria that cover many features of what is
valued.
Depending on time, you can use disagreements as an opportunity for parents to clarify
and articulate what they saw in particular papers. This is also an opportunity to point
out that while it is possible and important for educators to come to agreement on key
qualities of student problem solving, there are also differences among what individual
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teachers value. The point can be made that making what is valued overt and clear to
students is critical to quality assessment.

8. (5-10 minutes) Using Handout A2.2,H3Waialae's Draft Standards and Indicators
for Creative Problem-Solving, ask parents to look for similarities between their list and
the list in the handout. For most groups, their own careful look at student work
resulted in the identification of quite similar key dimensions or traits of quality. (Also
look at some actual performance criteria used to score open-ended math work.
Suggestions are given in the Activity 2.2 Index in Appendix ASampler.) Points to
make:
a. Ideas of what to look for in student work to judge its quality are quite similar across
the country; teachers, parents, and students tend to agree on the features that make
solutions to math problems work. This is true for other student skills as well, such
as writing, oral presentations, and how to do science experiments.
b. The process they have used is one that professional educators also engage in as they
seek to clearly define assessment targets and clearly articulate characteristics of
quality work.

c. This careful examination of work is the basis for performance assessment; some of
the learning targets we have for students require humans to carefully examine
student work and judge its quality. The processes we have just gone through help
make this judgment process consistent across teachers.
9. (5-10 minutes) Close with oral or written parent reflections. Some prompts might be:

What insights did you gain?
What questions remain?

B. Extensions
1. (20 minutes) The session can be extended to provide awareness of the benefits and
drawbacks of different kinds of scoring. You might pose the question, Did you see
some quality or qualities in a work that made you want to place it in one stack, and
then other qualities that seemed to place it in a different stack? What were they? How
do you feel about the forced choice of one stack or the other? Note that the forced
choice that they used echoes holistic scoring in which the overall impression of the
work guides scoring.
Show parents sample holistic and analytical trait performance criteria (rubrics).
Suggestions are provided in the Activity 2.2 Index in Appendix ASampler. First
have them verify that the list of qualities assessed in these rubrics are the same as those
identified in Part A of this activity.
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Use Overhead 2.2,03Holistic vs. Analytical Trait Scoring to clarify the distinction
between holistic and analytical trait scoring. Ask the groups to discuss when each
kind of scoring would be useful. What are the positives for parents and students if
student work is scored analytically? What are the positives for parents and students if
student work is scored holistically? What are the negatives of each?
This can also lead into discussion of what kinds of reporting helps parents understand
their children's learning and gives them some pointers about what's worth praising in
their child's work and what areas need more attention.

2. (10-20 minutes) Another extension is to try scoring student work Take one or two
new solutions to the same problem, or a sample of student responses to another
problem solving task, and try to score it analytically with a math rubric from
Appendix A. (Suggestions are provided in the Sample 2.2 Index of Appendix A
Sampler.) As before, parents should justify their judgments using phrases or
descriptors from the scoring guide.
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Purposes:
1. To use samples of student work to
examine valued learning targets for
students
2. To broaden understanding of the
importance of clear criteria for quality
assessment
3. To contribute to criteria used to assess
student work
4. To broaden understanding of
assessment techniques
Overhead A2.2,01
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sessment
change of Information
Assessment is about:
Providing direction for next steps in learning
Exchanging information with students and
parents about student achievement &
progress

Describing where students' work is now, on
the way toward important learning targets
Helping students set learning goals and plan
next steps toward the targets

Assessment is not about:
Saying to students, "Bad luck;
you got it wrong."

Punishing students

Labeling students and limiting their
Overhead A2.2,02
expectations of themselves
321
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Scoring that responds to a student's
work as a whole; assigning a single
score or description of quality based on
clearly defined criteria.

Scoring that responds separately to
each of the key qualities or dimensions
of the student's work; assigning
individual scores or quality
descriptions for each dimension. These
dimensions are called traits.
Overhead A2.2,03
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Last year, we went on a vacation and we had
a wonderful time. The weather was sunny and
warm and there was lots to do, so we were
never bored.

My parents visited friends and took pictures
for their friends back home. My brother and I
swam and also hiked in the woods. When we
got tired of that, we just ate and had a
wonderful time.
It was exciting and fun to be together as a
family and to do things together. I love my
family and this is a time that I will remember
for a long time. I hope we will go back again
next year for more fun and an even better time
than we had this year.

Handout A2.2,H1
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I don't get along with people to good, and sometimes I am alone for a long time. When I am
alone, I like to walk to forests and places where only me and the animals are. My best friend
is God, but when I don't believe he's around sometime's, my dog stands in. We do every
thing together. Hunt, fish, walk, eat and sleep logether. My dog's name is Fox, 'cause he
looks like an Arctic Fox. Fox and I used to live in this house with a pond behind. That pond
was our property. The only thing allowed on it (that we allowed) was ducks & fish. If
another person or dog would even look like going near that place, Fox and I would run them
off in a frenzy. There was a lot of rocks around, so I would build forts and traps for any body
even daring to come near. The pond had a bridge that was shaded by willows, so on a hot
day me and Fox would sit on that bridge & soak our feet, well, I would soak my feet, Fox just
kinda jumped in.

At night, the pond was alive with frogs, so I would invite this kid over, (he was a guy like
me) and catch frogs. After we had a couple each, we would pick the best looking one out of
our group and race them. The winner gets the other guys frog.
In the winter, the pond would freeze over, and I got my iceskates out. The pond was now an
ice skating rink. Fox would chase me as I went round & round the pond.
After about a year, I was riding my bike patroling the area around the pond. With Fox at my
side, I raced downhill toward the pond. I tried to stop, but my back tire went into a skid. I
went face first into murky, shadowy waters. When I went down, a minute later I felt
something pull on my shirt, I grabbed it, not knowing what to think, when I hit the surface, I
saw that it was Fox, pulling on my shirt as if he was trying to save me. He was to little to
save me if I was really drowning, but it was the thought that counts, I owe him one.

Another year passed. One day my mom got home from the store, and she bought me a rubber
raft. It was just a cheap one, but it was mine. I blew it up with a tire pump. It was just the
right size for me & Fox. Out of respect for Fox, I named it the USS Fox and christened it
right in the pond.
On sunny days, I would take the raft out & lay in the sun with Fox on my legs. One day,
when I was asleep in the raft, the wind blew pretty hard and blew my raft right into a bunch
of sticks and rocks, the USS Fox was given a sad salute, and then was no more.

Another year passed, and this would be our last year by the pond. I admired and respected
that pond more than I ever did that year. But, at long last, all good things must come to an
end, we moved to another town. Fox & I still visit the pond, but it'll never be like them 3
years when she was mine.
Handout A2.2,H2
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Waialae School
raft Standards and Indicators for Creative Problem Solving
Draft #3

Definition of Creative Problem Solving
Creative problem solving includes the ability to understand the problem, build solutions and follow
through, and produce an outcome which addresses or solves the problem. It includes an element of
creativity which requires that children extend beyond their own limit in the problem solving process
or outcome and involves the ability to see a multitude of possibilities. Creative problem solving is
developed through continuous opportunities to perform authentic tasks and involves children being
able to construct meaning or find connections within the larger context of real world
situations/problems.

Standard #1:

Understands Problem

Distinguishes between relevant and irrelevant information and factors in the problem
Links experience and prior knowledge to problem
States the problem in a question or series of questions
Reflects on possible multiple approaches to arrive at outcomes and/or possible multiple
outcomes for the problem
Relates problem to real world situations and contexts
Makes meaning of the problem in personal, social or community sense
Interprets problems from other points of view and multiple perspectives

Standard #2:

Building Solutions and Following Through

Making a Plan

* Draws on and applies past knowledge
* Identifies information and resources
* Evaluates multiple approaches
* Selects appropriate, feasible, efficient, simplest solution strategy
* Describes plan of action
Following Through
Accesses and gathers appropriate materials and data
* Takes risks by trying ideas that are new or original for the child
* Evaluates appropriateness of strategy
* Adjusts strategy based on evaluation
* Explains and describes what worked and did not work during process to create final product
*
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Standard #3:

Outcomes

Originality
Product is a stretch of child's limits
* Product is unique for child
* Uses alternative resources/materials
*

Quality
*
*
*
*
*
*

Product is clear and coherent
Product is accurate
Product is refined and polished
Product is organized
Demonstrates effort
Demonstrates persistence

Appropriateness
*

Product/process is related/connected to problem or task

Reflection
*

Evaluates product and makes suggestions for improvement

Standard #4: Creativitv
Flexibility in Thinking
*

Generates multiple approaches

Transfer in Thinking
Applies problem-solving approaches to new situations and contexts
* Communicates verbally and nonverbally about application of concepts to new or real world
situation
*

Originality
*
*
*

Demonstrates divergent thoughts and approaches which are different from past thoughts and
practices for that child
Demonstrates divergent thoughts and approaches which are unique for all
Reflects on the uniqueness of thoughts and approaches

Handout A2.2,H3, p. 2
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Activity 23

diver s Mathematics Class

Purposes:
1.

To discuss and examine what makes assessment effective in the classroom

2. To illustrate the term "authentic" assessment
3. To think about assessment beliefs and principles
4. To observe a teacher who models good assessment practices

Uses:
This activity is at an intermediate level. It can be used in Chapters 1, 2, or 3 to illustrate
terminology, illustrate continuous monitoring of student achievement, demonstrate good
quality assessment tasks that are integrated with instruction, or stimulate teacher reflections
on effective classroom assessment. Prerequisites might be Activity 1.12Assessment

Principles, and 15Clapping Hands or 1.11Assessment Standards.

Rationale:
This activity will help participants view assessment more as a process over time than as an
activity or test given to students at the end of instruction. Teachers need to see examples of
how it looks in the classroom when a teacher is engaged in continuous and standards-based
instruction and assessment. On this video, Kay Toliver is featured interacting with students
at East Harlem Tech in New York City. After watching the video, discussion groups are
formed to look at the "big picture" of effective classroom assessment practices.
This activity can be used to bring many aspects of the classroom together and to emphasize
assessment as a vital part of instruction and learning. Good instruction requires knowing:
The destination (targets) of what students know and are able to do
How to provide multiple and various opportunities for student practice
How to create authentic instructional experiences for students
How to provide good feedback to students so they know what to do next to continue
to improve their academic achievement
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One's own beliefs or principles guide assessment practices

Materials:
Video, Kay To liver and the Students of East
Harlem Tech

Overheads A2.3,01Ms. Toliver
Purposes, A2.3,02What Makes
Assessment Effective in the Classroom?,

A2.3,03What Is "Authentic
Assessment?", A2.3,04Authentic
Assessments Can Include Many Formats,

A2.3,05A Question Might Be,
A2.3,06A Closer Look at Assessment
Principles

Handouts A2.3,H1What Makes
Assessment Effective in the Classroom?,

A2.3,H2Assessment Principles

Time Required:
to 23 hours

Reference Box
Good Morning Ms. Toliver is a
Peabody Award-winning video,
VHS, color, stereo, 27 minutes
long.-The program is underwritten
by the National Science
Foundation, ARCO, the U.S.
Department of Energy; and the
Corporation for Public
Broadcasting. It is available for
$24.95 plus $6.50 UPS shipping
(1997 prices) from FASE
Productions, 4801 Wilshire Blvd.,
Suite 215, Los Angeles, California
90010, (800) 404-3273, fax: (213)
937-7440, e-mail:
inquiries asenet.org

Facilitator's Notes:
1.

(10-15 minutes) Go over the purposes for the activity (Overhead A2.3,01Ms Toliver
Purposes) and give a pre-video overview using Overheads A2.3,02 to A2.3,06.
a. Using Overhead A2.3,02What Makes Assessment Effective in the Classroom?,

describe effective classroom assessment practices:

Knowing the destination (learning targets) for students. This means more than
just being able to say, "I want my students to be critical readers, good writers, and
know how to work well with others." A teachers knows the destination when, for
example, he or she can define what critical reading is and identify examples of
different levels of sophistication in the day to day performance of students. A
teacher is a master of the targets of instruction when his/her students can also
define the outcome and identify examples of different levels of sophistication and
their own progress toward it.
Providing opportunities for practice on these learning targets.
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Having clear purposes for the assessment that go beyond grading. Most
classroom assessment should be for the purpose of providing feedback on
progress toward our clearly defined targets. The most effective assessment is
student self-assessment; but only if students understand the nature of quality and
how to systematically apply criteria of quality to their own work.
Ask participants for other practices.

b. Ask participants to compare and contrast "authentic" and "alternative assessment."
Participants often get authentic and alternative definitions confused. Alternative
assessment is anything other than selected response (multiple-choice, matching,
true/false). Use Overhead A2.3,03What is "Authentic Assessment?" to give a
definition of authentic assessment.

c. Ask participants what types of assessments could be "authentic." Place
Overhead 2.3,03Authentic Assessment Can Take Many Forms on the overhead
projector, and ask participants if they agree and if their state or local assessments
includes such authentic approaches.
d. An example of an authentic assessment in chemistry might be:
i.

The state chemistry or physical science curriculum instructs a teacher to teach
students about acid/base reactions.

ii. Part of acid/base reactions studies would include neutralization reactions. An acid

(like HC1) or a base (like Na0H) alone could melt the flesh off the body. When
the two are mixed, the neutralization reaction will always produce a salt (usually
harmless to flesh) plus water (that one could potentially drink). In some cases,
carbonic acid which is very unstable is produced and quickly breaks down into
water and carbon dioxide. These are simple chemical reactions that occur naturally
in the body.
iii. It is the job of the teacher to take what must be taught like a chemical reaction and
teach it so that students could easily interpret and answer a question similar to the
one on Overhead A2.3,05A Question Might Be. This would be an authentic
assessment that the students would never forget (they will forget memorizing
chemicals like NaOH and HC1).
iv. To explain the answer: Stomach acid is dilute HC1 (hydrochloric acid) and Mom
has acid indigestion, which is an acid build-up. The Tums TM tablet contains a base,
CaCO, (calcium carbonate) to neutralize the acid. The acid and base produce salt
CaC12 (calcium chloride, which is flushed out through the feces or used by the
body) and H,CO, (carbonic acid). She burps because the carbonic acid is unstable
and breaks down into H20 (water) and CO, (carbon dioxide), a gas which leaves
the body as a burp. Students need to know why Turns TM is taken and be able to
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relate the chemistry behind the possible reaction. This, then, is a more familiar
approach to learning about neutralization reactions.
2. (5 minutes) Tell participants that the video they are going to see illustrates the principles

discussed aboveassessment tasks that are related to everyday experience, and
assessment that is continuous and embedded in instruction.
Reference the information about Ms. To liver from the video cover. Some points you
might mention about this video:

a. When teachers view the video, sometimes they comment: "Gee, if I only had the
number of students she has, I could teach like her." The original number of students in
Ms. Toliver's classroom was over thirty, this was too many to tape, so student names
were put in a box and randomly pulled for participation.
b. When teachers view the video sometimes they comment: "I don't have the time or
energy to teach like that everyday." Listen at the beginning of the video when the
students comment, "Sometimes she's the great pumpkin, etc., but most of the time she
is just Ms. Toliver." Ms. Toliver does not conduct her lessons in this format everyday
and besides, she is a 30+ year pro who has had numerous years to build her teaching
style and material reserve.
c. Most of the time, teachers will go wild over this video and will want to purchase it to
show at their schools. (Ordering information is on p. 2 of this activity.)
3.

(60-70 minutes) Watch and discuss the video.

a. (5 minutes) Form small groups and pass out Handout A2.3,H1What Makes
Assessment Effective in the Classroom? Give each group one of the questions to
watch for in the video and discuss when it's done.

b. (30 minutes) Show the video.
c. (10-15 minutes) Have groups discuss their question and think about what they do in
their own classrooms.
d. (15-20 minutes) Have each group share their question and a summary of their
comments with the whole group.

Opti nal Extengtion-45-60 minutes to prompt more discussion
1.

Ask participants to share what they think were Ms. Toliver's strongest beliefs or
principles about student assessment.

2. Give participants Handout A2.3,H2Assessment Principles. (Note that these principles

were designed by a group of educators to help guide their own practice. They are meant
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as discussion starters, not a model that everyone should use. Emphasize that it is okay
not to agree with each and every point and that some principles might need clarification.
Since these points are made as part of Activity 1.12Assessment Princples, it is a good
idea to do that activity first.)

Ask participants to respond to the questions on Overhead A2.3,06A Closer Look at
Assessment Principles:
a. Which principles seemed to be illustrated by Ms. To liver?

b. Find two of the principles that might be the easiest to implement.
c. Find one of the principles that might be the hardest to implement.

3. Give each participant two stick-it dots of the same color and one stick-it dot of a different
color. Ask participants to post their dots on the chart paper graph that has sections for
each of the principles. See example:

A

4. Review the posted chart and discuss which principles the group decided were the easiest
to implement and why. Discuss the principles that the group decided were the hardest to
implement and why.
5. Tell participants to use this list to reflect on and guide their own growth in changing or

improving on assessment practices in their own classroom.
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Purposes:
1. To discuss and examine what makes
assessment effective in the
classroom

2. To illustrate the term "authentic"
assessment
3. To think about assessment beliefs
and principles
4. To observe a teacher who models
good assessment practices

Overhead A2.3,01
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.Knowing the destination (Learning
Targets)
- Clear beliefs or principles on what is
important for students to know and be
able to do
- Crystal clear understanding of each
learning target
Letting students "in on it"

Providing opportunities for practice

-Creating "authentic" scenarios

.Providing good feedback on progress
-Oral, written, rubrics, tests

-Student self and peer assessment
Overhead A2.3,02
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Authentic assessment tasks
elicit demonstrations of
knowledge and skills in ways
that resemble "real life" as
closely as possible.
These tasks engage students
in the activity, and reflect
sound instructional practice.
334
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The assessments can be:
questions

performance tasks
oral assignments
written assignments, etc.
Overhead A2.3,04
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Your mother took a
TUMSTM tablet last night

for acid indigestion. Why?
Trace the TUMSTM through
her system describing the
correct chemical reactions.
Why did she burp?
336
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sessMerit

Look at the Assessment Principles
on the Handout
a. What principles were illustrated by

Ms. To liver?

b. What are the two principles that
would be the easiest for you or other
teachers to implement?

c. What one principle would be the
hardest for you or other teachers to
implement?
Overhead A2.3,06
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Wbat;Makes Assessment Effective in the Classroom?
Group 1
Effective assessment practices include "knowing the destination (learning targets)," in other
words, "knowing where you are going with learning and being able to explain why."
How did Ms. To liver let her students know the destination (learning targets) and were her
students clear about her reasons?

Group 2
Effective assessment practices provide opportunities for practice and improvement.
How did Ms. To liver create a classroom climate that promotes student practice and
improvement?

Group 3
Effective assessment practices provide opportunities for good feedback (i.e., oral, written,
rubrics, grades). Research shows that students prefer oral and written feedback more than a
numerical grade.

What was the major feedback mechanism used in Ms. To liver's class? Was her method
effective? Do you think her students were more concerned about their numerical grades or
more curious about their learning?

Group 4
It is sometimes hard to separate good practices of assessment from instruction and curriculum.
Research shows that all three must be considered together for each to be effective.

Could you separate assessment, curriculum, and instructional practices in Ms. Toliver's class?
Give specific examples of each and explain why Ms. Toliver's teaching strategies seemed to
work so well.

Group 5
"Authentic assessments" (real world) are assessment tasks that produce evidence of knowledge
and skills in "real life" situations (or as closely as possible). These tasks not only engage
students in the activity, but reflect sound instructional practices. Research shows that students
respond best when conducting hands-on activities in "real life" scenarios.

After watching Ms. Toliver, give specific examples of "authentic" practices utilized in her
classroom. How did her students respond to each? Are all alternative assessments
"authentic?" Explain.

Group 6
What were Ms. Toliver's teaching beliefs or principles based on what she had her children do?
How closely related are her principles and practices to your own?
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1

'

Assessment Principles

Al

A2

Learners need to find out
often how well they are
doing and teachers need
to find out how
successfully they are
teaching. Therefore,
regular assessment of
student progress and
achievement is part of
good teaching.

The main purpose of
assessment is to help
students learn. When
students are assessed well
and given feedback about
their performance, they
find out what they have
learned successfully and
what they have not. Any
weaknesses can then be
reduced.

A4
Design/selection of
assessment tasks requires
a clear idea of the
curriculum objectives.
Children should only be
assessed on knowledge,
skills and attitudes their
teacher has given them
opportunities to develop,
and each task should be
well within the
capabilities of most
students.

A5
No single method of
assessment can give
information about
achievement of the full
range of learning

A7
The language of
assessment must match
the language of
instruction. If not, then
assessment produces
unfair and invalid results.
Children must be fluent in
the language in which
they are to be assessed
and the level of language
used must match their
stage of development.

A8
The teacher's unbiased

objectives. Therefore a
combination of different
methods is vital if we are
to get a balanced picture
of student development.

judgments are important
in assessment, but
students themselves can
often be asked to assess
their own level of
achievement and the
achievements of their
classmates. They can be
(surprisingly) accurate
and honest.

339
Toolkit98: Chapter 2 Activity 2.3Ms. Toliver's Mathematics Class

A3
Assessment tasks should
be designed so that most
children in a group do

well on most tasks. This
takes the threat out of
being assessed, and
allows children to be
motivated to learn by the
regular experience of
success and praise.

A6
Assessment tasks must be
presented in a way so that
the student is perfectly
clear about what is
expected, and grades or
marks awarded so that the
student feels s/he has
been fairly treated.

A9

Assessment should focus
on each student's
achievements,
independently of how
other students are doing.
Constant comparison/
competition with
classmates can damage
the self-esteem and selfconfidence of many
students.
Handout A2.3,H2
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Activity 2.4

ss More

Purpose:
To consider the interrelations between classroom learning and assessment

Uses:
This is an intermediate level activity. It can be used in Chapter 2 to illustrate integration of
assessment and instruction and in Chapter 3 to practice task and criteria development.
Prerequisites might be Activities 1.3Post-itTM Notes (definitions), 1.1Changing
Assessment Practices or 1.12Assessment Principles (to look at changes in assessment and
reasons for them), 13Clapping Hands, or 1.11Assessment Standards (to begin a
discussion on quality) and 1.9Going to School or 2.5How Knowledge....(to illustrate the
importance of performance criteria).

Rationale:
While there has been much talk about integrating assessment and instruction, the mechanics
of how that is done can still be baffling. This activity models one approach. It involves
students in self-assessment and weaves instruction and assessment together in an integrated
lesson.

Materials:
Overhead projector, screen, blank transparencies, transparency pens
Flip chart and colored markers
This activity is based on a classroom activity written by Ann Anderson, entitled "Mathematics in Context:
Measurement, Packaging and Caring for Our Environment." Published in the March 1994 issue of School
Science and Mathematics (Volume 94, Number 3, pp. 146-150), it is used with permission of the editors.
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Overheads: A2.4,01Is Less More Purposes, A2.4,02Creating a Concept Web,
A2.4,03Company Directive, A2.4,04Assessment of the Task, A2.4,05Some
Questions

Handouts: A2.4,H1Is Less More?, A2.4,H2Design Task, A2.4,H3Problems
(Note: Before making copies of Handout A2.4,H3, you will need to find the population
of your city/town and enter this value in the appropriate blank.)
One per group of 3-4 people
50-pack box of artificial sweetener
Rulers
Centimeter graph paper
Scissors
Markers and chart paper
Calculator
One per 2-3 groups

Centimeter t4e
Masking tape
White glue
Clear tape

Balance: electronic or with gram weights
Purse or briefcase containing several small packages (e.g., mints, tissues, snacks),
including at least one package within a package (e.g., chewing gum)

Time Required:
Part A: 35 minutes; Part B: 90 minutes

Facilitator's Notes:
Part A: (35 minutes) Concept Web
A1.(5 minutes) Introduction:
a. Facilitators introduce themselves, display Overhead A2.4,01Is Less More
Purposes, and give a brief overview of session:
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We will experience an example of a mathematics and science lesson that might be
typical of today's standards-based classroom and consider the implications of such a
lesson for student assessment.

b. Divide participants into groups of 3-4.

c. Give each person Handout A2.4,H1Is Less More? Read the lesson objectives as
participants follow along. Then tell participants:
Try to be aware during the activity of when you think you personally have met each of
the lesson objectives. Feel free to make notes on the handout to help you remember
the context in which the objective was met.

A2.(10 minutes) Hook
a. Display packaged items at appropriate times while saying:

I was cleaning out my purse (or briefcase) the other day and was really surprised at
all the different packages that I carry around And then I started thinking about how
some things are even packages within packages.
Demonstrate by removing stick of gum from outer gum packaging.
When I went grocery shopping later that day, I found that I was suddenly very aware
of all the packages within packages that I purchase.
Hold up a box of artificial sweetener and ask:

Do any ofyou purchase this product or one like it? Here we have 50 little packets
holding the sugar substitute and then packed inside a larger box.

b. Give each small group a box of the artificial sweetener packages. Caution them not
to open the boxes yet. Ask groups to shake the box up and down and ask what they
notice. Elicit from participants the idea that the box is not full. Then ask:
Do you think we could make the box smaller and still have it hold 50 packets of sugar
substitute

Participants should say "yes" or "probably." Then ask:
Why might we want to use a smaller box?

Take a few responses from participants. Responses may include environmental,
marketing, or economic concerns. If you want to stress science as a focus, and
environmental coricerns are not raised, you may want to suggest them. Then state:
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Given that there may be some good reasons for making a smaller box, I wonder why
the company has chosen to make the box this size.

A3. (10 minutes) Concept Web

a. Use Overhead A2.4,02Creating A Concept Web to guide groups in exploring
factors that may have influenced the design of the box. Have each group draw the box
in the center of the chart paper, brainstorm factors that might have influenced the
design of this package, and draw a concept web depicting the influences.
(Note: A sample concept web generated in a recent workshop follows.)

Applications
(uses)

Attractiveness

Health
Issues

of Box

Color Scheme

Sweetener
Box

belin

Concis

Biodegradable

A4.(10 minutes) Large Group Sharing:
Call on one person from each group to briefly describe the group's concept web. Allow
about 2 minutes per group and ask for comments or questions.

Part B: (90 minutes) Design Task
Bl. (10 minutes) Company Directive
a. Tell participants that you understand that the artificial sweetener company is interested
in designing a smaller box to hold the 50 packets. Display the Company Directive
(Overhead A2.4,03). Explain that each group will be given the opportunity to meet
the Company Directive. Groups are going to take on the role of designers and attempt
to help the company with this task by trying to design a smaller box.

b. Ask participants to look at their box again. Pose the following question:
If I asked you to design a box that used less material and to prove mathematically that
it used less, what would you have to know or be able to do?

343

4

Toolkit98: Chapter 2 Activity 2.4Is Less More?

Capture their responses on a blank transparency. Be sure to elicit from participants
that one thing they would have to know is how to find out how much paperboard there
is in the original box and in the new box. Give groups 5 minutes to discuss how they
would determine how much material is in the box. Call on one person to share ideas
from each group. Be certain participants know what materials are available (e.g.,
rulers, tape, glue, the triple beam balance). Important: Check to see that everyone
understands the different ideas before going further.

c. The Design Task: Distribute (one per group) Handout A2.4,H2Design Task and
explain the Design Task that addresses the Company Directive. Participants will
design (and if desired, use the existing box to build) a smaller box that can still hold all
50 packets of the sweetener. They will record all measurements and computations,
and compute the percentage reduction in paperboard of the new box. DO NOT
ALLOW PARTICIPANTS TO BEGIN THE DESIGN TASK YET!

B2. (10 minutes) Assessing the Task
a.

Use Overhead A2.4,04Assessment of the Task to tell participants that before they
work on the design task, they need to consider how they might assess successful
completion of the task. Remember that the task is designed to practice working
cooperatively as well as to practice problem solving and application of knowledge.

b.

Allow 8-10 minutes for groups to develop criteria/strategies for assessing the quality
of performance on the design task, including the actual package design. Stress the
importance of writing value-neutral statements that encompass each important
objective of the activity and can easily be assessed. Be sure each group has included
a strategy for assessing mathematical and/or science skills, concepts, and group skills.
Make sure chart papers are easy to read and visibly posted.

B3.(30 minutes) The Design Task
a. Tell participants they will have 25 minutes to re-design the box and complete the
design task. Point out the variety of materials available on the supply table for their
use. Tell participants they should keep in mind the assessment strategies/criteria
that are posted around the room as they complete the design task.

b. Pass out the problems on Handout A2.4,H3Problems. The problems cannot be
completed until they know the percentage reduction in paperboard of the new box.

As participants work, the facilitator should move around the room with notepad
in hand. Refer to each group's posted criteria and jot down notes about your
perception of the extent to which each group is meeting their criteria. Be careful
not to compare groups.

4110

c. Ask groups to prepare a display of their completed boxes, problems, and summary
paragraph at their tables.
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B4.(5-10 minutes) Round Robin Sharing. Have groups rotate from table to table to
quickly examine each group's finished product. Allow no more than 1 minute per station.
(Or, see Optional Extension.)

B5.(10 minutes) Assessing Student Performance and Lesson Objectives
Point out that performance on the activity was assessed using a variety of strategies for a
variety of purposes. On flip chart sheets, have small groups prepare a list of different
strategies that were used, along with the purpose of each. You may need to stimulate the
discussion further by providing any of the following examples:

a. To assess individuals' attainment of lesson objectives: self-reflection, confirmation (or
not) by peers, teacher observation during group work
b. To assess group performance: group reflection on how it met its own criteria,
production of a product that met specifications, self or teacher examination of problem
sheets, and summary paragraph
You may also wish to say that in an ideal classroom setting, the facilitator would later
collect and review each group's written calculations, summary paragraph, and
problems. S/he would then meet with each group for a consultation to compare the
instructor's assessment of the task with the group's assessment. Together, they would
then identify areas for additional study and develop suitable activities for building
strengths and enhancing learning of specific skills and knowledge.

B6.(15 minutes) Closure
Referring to the list of assessment strategies generated above, use Overhead A2.4,05
Some Questions to facilitate a discussion about the following questions:
Are these assessment ideas and strategies different from traditional assessment
approaches? If so, how are they different?
What are practical realities of using these kinds of assessment strategies in the
classroom?

What are some implications for teachers, parents, course grade, etc.?
Close by acknowledging that there are a variety of assessment approaches that can be
integrated into instructional lessons. Each provides a different kind of information about
the students. Traditional assessments allow limited approaches to assessing students. By
incorporating a wide variety of assessment strategies into classroom teaching, different
student and teacher learning and teaching styles can be accommodated.
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Optional Extension-60 minutes
After groups have viewed each other's displays, have them select one of their criteria and
generate an expanded description of what might be considered an excellent response. After
sharing these with the large group, facilitate a discussion about how samples of student work
allow refinement of the criteria.
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Purposes:
1.

To stimulate discussion about the
relationship of classroom learning
and assessment

2. To experience an integrated,
interactive standards-based
mathematics and science lesson and
consider the implications of such a
lesson for student assessment
Overhead A2.4,01
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1. Sketch the box in the center of the
chart paper.

2. Brainstorm different factors that
might have influenced the design of
the box.
3. Use lines to connect the box with
words, phrases, or sketches derived
from your list of factors.

4. The resulting diagram is a concept
web that shows the different
influences on the design of the box.

Overhead A2.4,02

BEST COPY AVAOLABLE
Toolkit98: Chapter 2 Activity 2.4-1s Less More?
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With increased pressure from
environmentalists, the company has
decided to solicit assistance in redesigning their box. Groups are
invited to:
Submit a design and/or model for a
box that uses less of the same kind of
material.

Submit mathematical proof that the
new design uses less material than the
current design.
Overhead A2.4,03
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How might the Design Task be
assessed?

1. Develop criteria for assessing the
quality of performance on the task.
Include criteria for assessing
mathematical/science skills,
conceptual knowledge, and group
skills.

2. Write these on flip chart sheets (big)
and post the sheets next to your
work station.

3. Write a summary paragraph that
states how well your group thinks it
met the criteria it established.
Overhead A2.4,04
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Are these assessment ideas and strategies
different from traditional assessment
approaches? If so, how are they different?
What are practical realities of using these
kinds of assessment strategies in the
classroom?
What are some implications for teachers,
parents, course grade, etc.?

How does the use of tasks like this one
illustrate "less is more" in teaching and
learning?
What do we give up when we engage
students in integrated tasks with embedded
assessment? What do we gain?
Overhead A2.4,05
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"Paper production has grown rapidly throughout the twentieth century,
increasing its output twenty fold since 1913. Rising literacy around the
world accounts for some of this growth, but the largest share of paper and
paperboard is used in industrial countries as boxes and other forms of
packaging." (From State of the World 1994 by Lester R. Brown, et al.)

During this lesson, participants will:

1. Increase awareness of issues related to packaging consumer products
2. Explore multiple designs for a box of sugar substitute
3. Apply measurement and computation skills in a real world setting
4. Work cooperatively to produce a group product
5. Identify a variety of assessment strategies

Handout A2.4,H1
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Work cooperatively to design (and build) a smaller box that
still contains all 50 packets of sugar substitute.
Record all of your measurements (with units) and show
computations.
Compute the percentage reduction in paperboard from
producing your new box instead of the original box.

Be sure all members of your group understand the group's
work well enough to explain it to others.

Handout A2.4,H2
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Consider the original source of the paperboard in a non-recycled box: a tree. On the average, a
70 foot (21 m) tall tree that is 10 inches (25 cm) in diameter provides about 200 pounds (90 kg) of
paper.

PROBLEM #1: If one artificial sweetener box has a mass of 20 grams, how many boxes can be
produced from one tree? (Hint: 1000 grams = 1 kilogram)

PROBLEM #2: The population of

is approximately
people. Assume that 10% of consumers purchase this brand of artificial
sweetener at a rate of 3 boxes per month. How many trees must be cut in one year to produce
these boxes to satisfy your city's consumers?

PROBLEM #3: How many trees could be saved in one year if these consumers purchased
your new smaller box of sweetener?

Handout A2.4,H3

Toolkit98: Chapter 2 Activity 2.4Is LeSs More?

354

35

Activity 2.5

of Pe
cts Performance
or Bowling Scor s

Purposes:
1. To illustrate the importance of performance criteria for helping students understand the
requirements of an assignment or task
2. To illustrate what can happen when criteria for judging success are not clear
3. To illustrate that performance criteria are really part of the task description
4. To illustrate the required match between performance criteria and tasks

Uses:
This is an intermediate level activity. It can be used in Chapter 2 to illustrate the importance of
criteria as a tool for communication and learning in the classroom. It could also be used as a
follow-up to activity 1.5Clapping Hands to remind folks of the importance of up-front criteria
to give to students. In Chapter 3 it can be used to demonstrate how performance criteria help
define the task. A prerequisite would be Activity 1.3_PostitTM Notes (definitions).

Rationale:
Many times teachers don't realize the extent to which a task might be confusing or misleading for
students. This activity is designed to illustrate how, without clearly stated criteria, students
might not approach an activity in the way intended by the teacher. Stated another way, having
clearly stated criteria for success on an activity assists students in knowing what to do.

Note: Although the Robot Arm handouts (A2.5,H1 and A2.5,H2) are a science task and Bowling
handouts (A2.5,H3 and A2.5,H4) are a mathematics task, this activity emphasizes both student
process skills and student knowledge of science or mathematics content, so it can be used in
many contexts.
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Materials:
Overhead projector, screen, blank transparencies and pens or flip chart pens

Overheads A2.5,01How Knowledge...Purpose, and A2.5,02Discussion Questions
Copies of either Handout A2.5,H1Tube and Tendon Robotic Arm and Handout
A2.5,H2Tube and Tendon Robotic Arm Criteria, or Handout A2.5,H3Bowling and

Handout A2.5,H4Bowling Criteria
For Robot Arm you will need (for each 6 people): scissors, string, straight pins, straws,
and masking tape

Time Required:
30-45 minutes

Facilitator's Notes:
1.

(5 minutes) Introduction
Distribute handouts for either Tube and Tendon Robotic Arm (A2.5,H1) or Bowling
(A2.5,H3). For Robotic Arm, divide the participants into groups of about 6 and give one set
of materials to each group. For Bowling, you may wish to have a small volunteer group of
about 6 participants solve the problem aloud in front of other participants. (This is a
"fishbowl" technique.)

2. (5-10 minutes) Do the task.

a. Start groups working on the assigned task (without telling them what the criteria are).
b. After about 5 minutes, stop the groups and ask them what they think the criteria are for
success. For Robot Arm, participants usually judge success by the extent to which the
robotic arm "works." For Bowling, participants usually judge success by how close the
group feels they are to getting the right answer.
3. (5 minutes) Tell participants the teacher's intended criteria for success on the task using

Handouts A2.5,H2Tube and Tendon Robotic Arm Criteria or A2.5,H4Bowling
Criteria. These handouts illustrate the difference between what participants originally
thought were the criteria for success and other possibilities for criteria.
4. (5-10 minutes) Ask groups to alter their course (as needed) to match the criteria.
5. (5-10 minutes) Discuss the questions on Overhead A5.2,02Discussion Questions.
6.

(5-10 minutes) Summarize with Overhead A2.5,01Purposes.
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Purposes:
1. To illustrate the importance of performance
criteria for helping students understand the
requirements of an assignment

2. To illustrate what can happen when criteria
for judging success are not clear

3. To illustrate that performance criteria are
really part of the task description

4. To illustrate the required match between
performance criteria and tasks
Overhead A2.5,01
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1. How did your actions change once you
knew the criteria?
2. How would you have felt if you had gotten
the criteria after you completed the task?

3. What are the advantages of having the
criteria "up front"?
4. What work do your students do now for
which it would be prudent to give them
criteria in advance?
358
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Materials:
Straws
String
Masking tape
Scissors
Straight pins

The Challenge:
With your group, design a robotic arm that can bend
in two or more places. Show in your design how you
will cause the arm to bend and to flex straight again.

The Steps:
Design your arm on paper (prototype).
Engineer a prototype, using your materials.
lest the prototype, and record how well it works.
Revise your design based on results of your test.
Ask, 'Is there any device in the real world like
yours?'
Ask, 'How could somebody use this?'
Activtty prompted by concepts in Susan Dunn and Rob Larson, Design Tec.hnology: Children's
engineering. New York: The Falmer Press, FRO.
Handout A2.5,H1
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What the students PERCEIVED to be the

criteria:
To design a robotic arm that would actually

workthat would flex in two or more places,
then extend again
The teacher's ACTUAL criteria:
Effective, cooperative group work: EVERY

member participates
Careful design of prototype
Perseverance: Willingness to try again (and
again)
Inventiveness in redesigning the original
prototype
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The tables below show some bowling scores. A higher number indicates a better game.

Bill's Scores

Dave's Scores
152

138

210

105

138

141

105

105

141

141

118

118

144

144

131

131

141

152

105

210

158

158

215

215

Both Dave and Bill are trying out for the bowling team. As the coach, you must decide which
one should be picked to join the team.
Examine the data and use it to justify your choice.
Explain to Dave and Bill how you came to your decision.
Use charts or drawings if it helps you to explain more clearly.

Handout A2.5,H3
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What the students perceived the criteria to be:
How close are we to solving the problem?

The teacher's ACTUAL criteria:
Demonstrate understanding of central
tendency and spread of data
Effective, cooperative group work EVERY
member participates
Perseverance willingness to keep trying

Problem solving
Communication in math
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What's in This Chapter?
While Chapters 1 and 2 strive to help users develop an overall vision of the role of
assessment in instruction and explain how purposes affect assessment design, Chapter 3
begins a detailed examination of design options and related quality considerations. What do
some of the current assessments look like? When should various design options be used?
How do assessment purposes relate to design options? What do high quality alternative
assessments look like? These questions, relevant to both large-scale and classroom
assessment, are addressed in this chapter.

Chapter Goals
1.

Illustrate design options for alternative assessments

2. Expand expertise in developing alternative assessments
3. Present guidelines for assessing the quality and appropriateness of alternative

assessments for particular purposes and contexts

4. Provide experience in choosing high quality assessments
5. Examine issues of equity, fairness, bias, and unintended consequences of assessment
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Chapter Content
A. Readings
Background Information

.Page 4

This section sets up the rest of the chapter by specifying the two
required parts of an alternative assessment (tasks and criteria) and the
need for quality.

Performance TasksDesign Options and Quality Considerations

Page 7

The first required element of an alternative assessment are tasks
activities for students to do. This section describes design alternatives
for tasks, provides advice on when to use various designs, and
discusses quality issues that must be addressed when designing tasks.

Performance CriteriaDesign Options and Quality Considerations ....Page 20
The second required part of an alternative assessment are criteria that
specify the basis on which the quality of student performance on the
task(s) will be judged. This section describes design alternatives for
criteria, provides advice on when to use various designs, and
discusses quality issues that must be addressed when designing
criteria.

QualityThe Rest of the Story

Page 32

This section discusses quality issues that go beyond those for tasks
and criteriaadequate content and skill coverage, fairness and bias,
consequences of assessment, and cost/efficiency.

Conclusion

Page 39

Summary Rating Form

Page 40

The quality issues described in this chapter are summarized in a rating
form that can be used to review alternative assessments for quality.

B. Activities in This Chapter
Activity 3.1

Performance TasksKeys to Success

This-advanced level activity illustrates the dimensions along which performance tasks
differ and discusses the advantages and disadvantages of different approaches. It uses
example assessments from Appendix A. Time: 60 to 90 minutes
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Activity 3.2

Spectrum ofAssessment Activity

Part A of this activity asks participants to review Bloom's Taxonomy and develop
assessment questions and tasks that tap different levels. In Part B, participants review
a variety of short, related assessment tasks and rank them according to the type of
skills and knowledge each might elicit from students. The goal is to design tasks that
really assess desired learning targets. This is an advanced level activity. Time: Part
A, 90 minutes to 2 hours; Part B, 90 minutes

Activity 3.3

Performance CriteriaKeys to Success

This advanced level activity illustrates the characteristics of sound performance
criteria. It uses assessment samples from Appendix A. Time: 60-90 minutes

Activity 3.4

Assessing Learning: The Student's Toolbox

This intermediate activity illustrates the relationship between different ways to design
assessment tasks and the student learning to be assessed. Time: 20-30 minutes
(variation takes 45-60 minutes)

Activity 3.5

Performance Tasks. and Criteria: A Mini-Development Activity

In this advanced level activity, participants discuss how good assessment equals good
instruction and the issues in using and designing performance assessments.
Participants use assessment samples from Appendix A. Time: 2-3 hours

Activity 3.6

How to Critique an Assessment

In this advanced level activity, participants practice aligning assessment and
instruction and evaluating a performance assessment for quality. Time: 1-2 hours

Activity 3.7

Chickens and Pigs: Language and Assessment

This introductory level activity emphasizes the critical role that language plays in
effective and equitable assessments. Time: 10-20 minutes

Activity 3.8

Questions About Culture and Assessment

This introductory level activity increases awareness of the relationship between culture
and assessment by demonstrating how cultural factors can affect student ability to
show what they know and can do. Time: 90 minutes

Activity 3.9

Tagalog Math Problem

This introductory level activity illustrates how lack of knowledge of a language can
affect performance on skills that have nothing to do with language understanding (like
math). Time: 20-30 minutes
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Tasks and CriteriaOverview
Tasks and Performance CriteriaYou Need Bath to Have an
Assessment
We've looked at hundreds of alternative
assessments in order to discover how they
are being designed and why they are being
designed that way. Since we wanted to get
lots of ideas, we used a fairly broad

definition of alternative assessmentsee
the box. We did, however, have one
requirementto count as an "assessment"
the instrument, technique, or procedure had
to have two parts:

1. Specification of tasks. The task is the
activity or assignment the students are
asked to do. Student responses to the
task are what is assessed. Tasks can be
separate exercises or problems given
to students at the end of instruction just
to assess achievement. But, tasks can
also be regular classroom activities
during which teachers collect
information (for example, noting

4

Defmition
Assessment terms are used differently by
different people. Here is how we've agreed
to define "alternative assessment."

Alternative assessment includes any type of
assessment in which students create a
response to a question rather than choose a
response from a given list (e.g., multiplechoice, true/false, or matching). Alternative
assessments can include short answer
questions, essays, performances, oral
presentations, demonstrations, exhibitions,
and portfolios.
Some people also call these types of
assessments "constructed response."
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communication ability during class discussions). But, in either case, for us to include the
assessment, the task had to be described.

2. Performance criteriaa specified method of evaluating student performance on the tasks.
Methods could include: assignment of points for the "correctness" of responses, checklists
of response features, and rating scales requiring professional judgment.
It is not assessment if these two components are not present.
A common tendency for those just starting out
with alternative assessment is to focus on the
task to the exclusion of the criteria. Many
think of assessment as only the tasks given to
students to do. This is a holdover from past
experience with tests. On multiple-choice
tests, for example, since scoring is
right/wrong, the problem or question given the
students is the major consideration. If the
student gets the question correct, it is assumed
that he or she knows whatever content or skill
the question covered.

C Related Toollcit946 Chapters

and Activities
*Activity 1.5ClappingsHands discusses
'quality considerations for taski and
criteria as two important parts of an
alternative assessment.

Activity.1.9Going to School

.

.

However, with alternative assessments the

illuStrates the imPortance 'of perforinance
criteria when making consiStent

manner of scoringthe performance criteria

1 judgments about studenti.',..*:.:.

is as important as the tasks. The criteria
actually define what is assessed more than the
task does. Consider the situation in which the
performance criteria for a math task emphasize
conceptual understanding. It doesn't matter if
the task requires problem solving, making a
presentation, collaboration, or anything else
only conceptual understanding is assessed.

Activity 2.5How-Knowledge o
Performance Criteria Affects
Petformance illustrates the importance
of criteria in helping to define the task.

Or, consider an assessment in which students have to estimate the number of beans in a
bucket using a cup, ruler and scale. What this task actually assesses depends more on the
criteria used to judge success than on the task itself. If it were scored right/wrong (with the
student getting it "right" if his or her estimate were close to the real number of beans) then
one might assume that the test measured ability to estimate. However, the actual criteria for
success in this case focus on problem solving and communication. A high score is given not
for getting the right answer, but for using good problem-solving strategies and adequately
communicating what was done. The task of estimating is just the context for assessing
problem solving and communication. What is assessed is specified by the criteria, not the
task.

Yet, it is not uncommon for those who are just beginning to develop or choose alternative
assessments to attend only to development of the tasks. One might hear, for example, a
Toolkit98: Chapter 3 TextDesigning High Qlity
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teacher saying, "I do alternative assessment; I have students write journals," or "I do
alternative assessment; I have students do computer simulations." But, the question remains,
What do you look for in those journal entries or in the response to the simulation that will
tell you whether you are accomplishing your learning goals for students? What will you
assess? How will you know when performance is good enough? These questions are
answered by the performance criteria, not by the task.

Alternative Assessment Doesn't Automatically Ensure High Quality
Assessment
Just because an assessment looks "interesting" or "authentic" does not mean it is high quality.
It's perfectly possible to do a poor performance assessment, poorly conceive and execute a
portfolio system, or produce assessment activities that do not address valued student learning
targets. Two important terms used when discussing the quality of assessments are "validity"
and "reliability."

Validity. A valid assessment measures what it is intended to measure and permits the
user to draw accurate and fair conclusions about students' performance. For example,
if an assessment is intended to be used to draw conclusions about an individual
student's mastery of writing skills, the assessment is valid to the extent that it really
does allow one to draw that conclusion. Or, if an assessment is
intended to diagnose student strengths and needs in reading, the
assessment is valid to the extent that it allows one to do that.
An assessment valid for one use may not be valid for another
use. An assessment that is valid hits the right target.
Now, this is very easy to say, but how does one actually
determine whether an assessment hits its mark? Against what do you compare it?
Well, one way is to look at the content and see if it looks like it covers the right stuff
or represents things students have to do in real life. Assessment folks call this "content
validity," "ecological validity," or "face validity" (really!). Another way is to see
whether students who do well on other, similar tasks also do well on this task.
Assessment folks call this "concurrent validity" or "predictive validity." A third way
is to try and determine whether the assessment corresponds to theories about learning
or cognition. For example, does the task distinguish between experts and novices?
Assessment folks call this type of validity "construct validity." A fourth way is to try
and determine the unintended consequences of an assessment. If good things happen
as the result of an assessment, it has "consequential validity."

Reliability refers to how repeatable the scores are. Would the conclusions drawn
about student ability be the same regardless of when in the school day the assessment
was given, which form of the assessment the student received, or which rater happened
to score the work? Do equal scores indicate equivalent performance across students,
raters, and days? How comfortable would you feel, if the same student work received
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vastly different scores from two different raters, or from the same rater on two
different days? Obviously, if an assessment is not reliable, it cannot
be valid.

The target pictured above illustrates validity and reliabilityeach
individual arrow hits the same place regardless of who fired it, when
it was fired or which bow was used. The target to the right illustrates
an assessment that is reliable, but not validthe arrows consistently
hit the same place, just not the right place.
Although the formal terms "reliability" and "validity" are not used very
much in this chapter, they're really what this chapter js all aboutthinking about the
reliability and validity concerns of alternative assessment. Familiarity with these issues is
important for both classroom or large-scale assessment. Assuring the validity of assessment
is easier said than done. It requires consideration of a number of assessment features, which
are described throughout this chapter.

Chapter Organization
First we'll consider design options and quality considerations for performance tasks. Then
we'll consider design options and quality considerations for performance criteria. Finally
we'll review quality considerations that span tasks, criteria, and the context in which the
assessment will occur. Finally, we'll summarize it all in a rating form that can be used to
evaluate the quality of alternative assessments.

Performance TasksDethgn Options and Quality
Conthderations

Task Design Options
Performance tasks are the exercises or assignments given students to do; it is student
performance on the task that is assessed. There are differences in how tasks are designed.
These differences reflect one's belief about education and philosophy of instruction.
Therefore, it is useful to discuss some of the variations, so that the reader can relate the
possibilities to his or her own instructional philosophy and goals for students.
Toolkit98: Chapter 3 TextDesigning High Quality Assessmera G 9
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Open-Response vs. Open-Ended Tasks

In Toolkit98 the term "open-response" refers to
problems or tasks for which the student generates an answer, but there is still only one right,
or a few best, answers. So, even though tasks may be complicated and require equipment or
manipulatives, and even though we might assess student performance on the problem-solving
process as well as getting the right answer, there is still only one right, or a few best, answers.
All the examples in Figure 3.1 are open-response questions. (Additional examples are
.

provided in Appendix AAlternative Assessment Sampler.)

Figure 3.1
Examples of Open-Response Tasks
umbered samples can be found in Appendix ASampler.

A.

145 + 28 + 3767 + 90405 =

B.

"Estimate the number of beans in the bucket." (Students are given a
large bucket of beans, magic markers, a tray and a small cupBucket
of Beans; see Sample A.34Performance Assessment in
Mathematics, Alberta.)

C.

"Draw a picture of what the weather looks like today in the 'window'
on the top half of the page. Make your picture as complete as you

(Arithmetic Problem)

can." (See Sample A.7Weathercaster's Helper.)
D.

"Examine the items in the garbage can. Sort the items into the
following categories: paper, metal, food waste, plastic, yard waste,
glass, other. Count and record the number of items in each category.
List the categories in order from least number of items to greatest
number of items." (The purpose of the exercise is to see whether
students can classify different types of solid waste. This is openresponse because all students are given a garbage can with the same
trash in it and there is only one "right" way to sort it. See Sample

A.16Solid Waste.)
E.

"Do sow bugs prefer it where it is light or where it is dark?" (Students
are given experimental equipment. See Sample A.23Sow Bugs.)

F.

"Your task is to determine the location of specific features of the
simulated ocean floor...Produce a graph which represents a profile of
the ocean floor." (Students are given a black box with a simulated
ocean floor and scale, and a height finder with a sliding ring. See

Sample A.32Mapping the Blue Part.)

370
8

Toolkit98: Chapter 3 TextDesigning High Quality Assessments

In Toolkit98 the term open-ended refers to problems or tasks for which there is no single
correct answer; students could generate any number of acceptable responses. Consider the
tasks in Figure 3.2.

G.

"Your class will be getting a 30-gallon aquarium. The class will have
$25.00 to spend on fish. You will plan which fish to buy. Use the Choosing
Fish for Your Aquarium brochure to help you choose the fish. The brochure
tells you things you must know about the size of the fish, how much they
cost and their special needs. Choose as many different kinds of fish as you
can. Then write a letter to me explaining which fish you choose. In your
letter tell me how many of each kind of fish to buy, give the reasons you
chose those fish, and show that you are not overspending and that the fish
will not be too crowded in the aquarium." (Aquarium; see Sample A.15
Aquarium Problem.)

H.

Students produce a mechanized vehicle that produces at least two
simultaneous motions in different directions to accomplish a set of actions.
For example, a dump truck or an oscillating fan. (Mechanized Vehicle; see

Sample A.44High School Physics.)
I.

"Develop and write a tall tale or fable." (Tall Tale; see Sample A.9Tall
Tales & Fables.)

J.

"What could you do to reduce the amount of solid waste in this garbage

can?" (This is the final part to example D shown above, Sample A.16
Solid Waste.)

K.

"What do you think this might be the graph of? Put names and numbers on
the graph to show what you mean." (Students are given a graph with no

labelsGraph Problem. See Sample A.18Mathematics Problem Solving,
Oregon.)

L.

Students use primary and secondary source materials to explore an historical
issue. After reading and discussing documents, groups decide on a positions
to take and individuals write a position paper. (History Paper; see Sample

A.38Historical Investigations, California.)
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M.

Students prepare a science portfolio in which they select one problemsolving investigation, one piece of work that demonstrates creative
expression, and one piece of work that demonstrates growth through

writing. They explain why each piece was chosen. (See Sample A.42
Science Pon-folio.)

We have found many examples of both types of tasks. One approach is not necessarily
better than another. Open-response tasks seem to be associated with the attempt to
measure knowledge of specific pieces of information or the ability to apply specific
concepts to new situations, while open-ended tasks seem to be associated with the attempt
to measure problem solving, group process, critical thinking, or science process skills. It
stands to reason that tasks having many possible correct responses might be more useful in
assessing skills like decision making.

This doesn't mean that's what you should do. There are also assessments in which
students are given open-response tasks, and student work is scored for problem solving as
well as the correct answer. What you should do is start with a clear idea of what you want
to measure and a well-articulated instructional philosophy and approach (see Chapter 2),
then choose or design tasks that will fit your instructional philosophy and elicit the desired
behavior on the part of students.
How Students Perform Tasks. There seem to be two major ways that students perform
taskswith and without the use of manipulatives or equipment. In Toolkit98 the use of
manipulatives or equipment is called "hands-on." Hands-on tasks contrast with assessments
that are done only with paper and pencil, in which students may manipulate symbols, draw
pictures, or do calculations, but all on paper. See Figure 3.3 for examples of each type.

Figure 33
Examples of Hand.s-On and Paper and Pencil Tasks
Hands-On

All Paper and Pencil

BBucket of Beans
DSolid Waste

AArithmetic Problem
CWeathercaster's Helper

ESow Bugs

GAquarium
ITall Tale

FMapping the Blue Part
HMechanized Vehicle

KGraph Problem

Both approaches (with and without the use of equipment and manipulatives) have been used
to assess all kinds of outcomes: knowledge, skills, conceptual understanding, and "big"
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outcomes such as problem solving, communication, group process skills, and critical
thinking. Again, one procedure is not necessarily better than another. Each technique has
advantages and disadvantages. Users need to balance the following factors:

Purpose for the assessment. If the purpose is to quickly gather information on many
students (large-scale assessment), it's more efficient if the tasks are paper and pencil.
The skills measured. Some skills, such as science process skills, require hands-on
materials.
Developmental level of students. Younger students need more hands-on activities.

Instructional philosophy. If instruction emphasizes manipulatives, it would be a
good idea to also use them on the assessment. On the other hand, we must not fall into
the trap of blindly using hands-on tasks because kids like them. There has to be a good
pedagogical reason to use a hands-on task.
What the assessment communicates to teachers and students about what is
important. If we say that teachers should do hands-on activities, but assessment is
always paper and pencil, it sends a message about what is important.
Practical necessity. Sometimes the logistics of a hands-on assessment are too
overwhelming to contemplate.
Response Mode. Assessments we've looked at also differ in how students are asked to
respond. Most student responses are written, some are oral, and some require a physical
response or creation of a product (see Figure 3.4). Note that responses could be various,
such as example H, in which students produce a product and present an oral report about it.

Figure 3.4
Response Mode of Tasks
Written Response

Oral Response

HMechanized Vehicle
AArithmetic Problem
LHistory Paper
BBucket of Beans
CWeathercaster's Helper

Phythcal Response/
Product

ESow Bugs
HMechanized Vehicle

DSolid Waste
FMapping the Blue Part

GAquarium
ITall Tale
KGraph Problem
LHistory Paper
MScience Portfolio

L
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Written responses are more practical and produce a permanent record. That's why they're
used so much. Producing products also is fairly permanent although bulkier and might be a
better way to assess some outcomesfor example, if one wants to really see if a student can
do something and not just talk about doing it. Oral responses might be more appropriate for
younger students, students with poor writing skills, and students for whom English is a
second language. Care must be taken that a student's writing ability does not mask the actual
student skill being assessed

Length/Complexity. We're beginning to hear about "three P's"on-demand Performance
assessment, Projects, and Portfolios. On-demand performance assessments are relatively
short tasks (spanning one to three class periods) that students do at more or less the same
time in more or less the same manner. (That is, they tend to be more standardized.) Some
authors distinguish "short answer" on-demand tasks from "on-demand performance
assessments." Between the two, on-demand performance assessments tend to require longer
responses.

Projects are longer term activities that can take the
place of other instructional activities and are
embedded in classroom work. Projects used for
assessment are frequently indistinguishable from
projects used for instruction. In fact, projects used for
assessment should model good instruction. A good
discussion of this can be found in Gong et al. (1992).
Portfolios are collections of student work that are
assembled over fairly long periods of time and are
even more instructionally embedded. We use this
definition for portfolios:

Ea Reference Box
Brian Gong, R. Venezky, and
D. Mioduser, 1992.
"Instructional Assessments:
Level for Systemic Change in
Science Education
Classrooms," Journal of
Science Education and
Technology, Vol. 1, pp. 157-

A portfolio is a purposeful, integrated
176.
collection of student work showing effort,
progress, or degree of proficiency. The
assessment potential and instruction usefulness
of portfolios are enhanced by clear learning
targets that focus content, criteria that define quality, and student involvement to
make learning active.
Samples in portfolios are frequently chosen by students to demonstrate what they know and
can do. Thus, portfolios tend to look very individual. Standardization, when it occurs, tends
to concentrate on the categories of items students must submit for their portfolios (clear
learning targets in the definition above) and in the criteria used to define quality, rather than
mandating particular work or performances for inclusion.

See Figure 3.5 for examples of on-demand performance assessments, projects, and
portfolios.
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Short Answer On-Demand

Project

Portfolio

AArithmetic

HMechanized

MScience

Vehicle

Portfolio

Problem

BBucket of Beans
CWeathercaster's Helper
DSolid Waste

LHistory Paper

ESow Bugs
FMapping the Blue Part

GAquarium
ITall Tale

Individual Work

Group Work

Both

AArithmetic Problem
BBucket of Beans
CWeathercaster's Helper

FMapping the Blue Part
HMechanized Vehicle

LHistory Paper

DSolid Waste
ESow Bugs
GAquarium

ITall Tale
KGraph Problem
MScience Portfolio

375
Toolkit98: Chapter 3 TextDesigning High Quality Assessments

13

Which options to select depends on what
learning targets are to be assessed and the
purposes for assessing them. For example,
if one needs to make high-stakes decisions
about individual students, one needs to
gather sufficient evidence to be sure that the
estimation of student ability is valid. Since
some of the skills on which we want to
judge competence require complex
behaviors, a portfolio might be called for. A
portfolio allows the collection of multiple
examples of complex performances over
time. No single on-demand performance
assessment allows this. A perfect example
of the need for portfolios is the current
Certificate of Mastery reform effort in
several states, with students having to
demonstrate mastery of complex abilities
such as writing, math problem solving and
oral presentations to receive an endorsement
on their diploma. Adequate documentation
of student ability requires several samples of
work from different content areas and
assignments. Portfolios seem a logical
answer.
Our point here is that task type should not
be chosen just because it's faddish or sounds
like a good idea. Tasks must be crafted to
accomplish what is desired. If the purpose
is a quick, overall estimate of how a group
of students is doing on math problem
solving, for example, an on-demand
performance assessment of five problems
randomly distributed among students (so
that any single student only gets one
problem) might be the best choice. If the
purpose is to make high-stakes decisions
about individual students, a combination of
approaches might be necessary.

C Related Toolkit
and Activities

Chapters

Activity 3.1Performance TasksKeys
to Success, Activity 3.2Spectrum of
Assessment Activity, and Activity 3.4
Assessing Learning: The Student's
Toolbox, and 3.5Performance Tasks and
Criteria..., give participants the
opportunity to look at different task types
and discuss their advantages and
disadvantages based on the considerations
outlined in this section.

Activity 3.5Performance Tasks and
Criteria: A Mini-Development Activity
gives participants practice in designing
tasks.

Activity 1.5Clapping Hands is a
compelling way to have participants
generate conclusions about how tasks
should be designed.

Activity 1.6A Comparison of Multiple
Choice and Alternative Assessment
illustates two task types (multiple choice
and performance assessment) and asks
participants to discuss their advantages
and disadvantages.

Activity 2.3Ms. Toliver's Math Class
demonstrates tasks that are embedded in
instruction.

Appendix A has many more examples of
tasks.

Group Work. Some tasks are done
individually, some are done in groups, and some require a combination of the two (see
Figure 3.6).
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Group work is usually incorporated into tasks if:

1. The student skill to be assessed is group collaboration. It's silly to design a separate
task just to assess group collaboration. It is best done in the context of other tasks.
2. It's important to send a message that group collaboration is important.
3. Students need to engage in group work to "level the playing field." For example, let's
say one wishes to assess ability to write. If the chosen task is one for which some
students have more prior knowledge than others, not all students have an equal
opportunity to shine. Group work allows for sharing background information that all
students can then use to craft their essays. This technique was used in example L
History Paper.
4. Students need to interact in order to gather information needed for a subsequent
individual task. For example, students might individually analyze survey data that is
collected by the group.

ConclusionTasks. Tasks must be crafted to accomplish a plan. This plan outlines what
you want to assess, the reason you are assessing it, the instructional message you want to
send to teachers and students, the relationship you see between assessment and instruction,
and your instructional philosophy. A summary of task design decisions is provided in
Figure 3.7.

Figure 37
Summary of Task Design Decisions
Open-Response (one correct answer) or Open-Ended (many possible
correct responses)?
Hands-On or Paper and Pencil?
Written, Oral or Product response?
Short Answer, On-Demand Performance Assessment, Project, or
Portfolio?

Group Work?
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Ensuring High Quality TasksorReliability and Validity Made
Easy
Overall Quality Considerations for Tasks. The central question in evaluating tasks is the
extent to which the task elicits evidence of the intended skills or abilities. Did you ever give
students an activity that didn't work out as expected? For example, you wanted students to
write an Aesop's fable on how camels came to have humps, but instead they wrote
informational pieces on the functions of humps. The point is a skill can't be assessed if the
students don't use it. For example:
If the goal is to assess problem solving, will the task on understanding the water cycle
result instead in problem solving or regurgitation
of memorized knowledge?
C*3

Does the graphing problem give so many hints that
students don't have to problem solve?

4c1)

r_K

'05"

Is the task on determining the amount of speeding
near the school so novel that students really wi//
have to employ experimental skills rather than
test-taking skills or memorized algorithms?

In short, does one get what one wants?
Since most of the skills assessed using an alternative assessment are fairly complex (such as
critical thinking, problem solving, communication, and group collaboration), tasks have to be
"meaty." And since this type of task is usually complex and time-consuming, they should be
worth the time and effort of students and teachersmeaningful, worthwhile, interesting, and
examples of the best current thinking about educational theory. This set of overall quality
considerations for tasks is summarized below:
1.

Will the task(s) given to the student likely elicit the desired performances? Do you get
what you think you're getting?

2. What is the extent to which the task recreates an "authentic" context for performance? Is
the task of importance to the students? Do they find it interesting? Will it elicit "real" vs.
"artificial" performance? Will assessment tasks engage and motivate students to perform
to the best of their ability?
3. Are the tasks consistent with current educational theory and best practice? Is the task

instructionally sound? Does it fit well with instructional goals and practices?

4. Have tasks actually been reviewed by content experts to judge content quality and
authenticity?

5. Have tasks been pilot tested to shake out the bugs?
16
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Sampling, Representativeness, and Generalizability
Considerations for Tasks. Let's say that one wants to
make a decision on how well a friend fishes. So he or
she goes out with her on a beautiful sunny day about 3:00
p.m. to a lake of her choice. The friend catches no fish;
the conclusion is that she is no good as a fisherman. Is
this judgment valid?
Of course, we're hoping you'll say, "No!" because that
3 p.m. experience was only one sample of a very complex skill. To really make a
determination of fishing ability one would need to sample his or her friend's fishing skills
under different weather conditions, in different types of water, with various types of fish and
equipment, and at different times of day.

Now, an educational example. Let's say that the goal of an assessment is to make judgments
about individual student's ability to problem solve in mathematics. So, teachers develop ten
tasks that they believe require problem solving and randomly distribute them in classrooms,
with each student doing only one of the tasks. Can the results of this assessment be used to
draw conclusions about the problem solving ability of individual students? Once again, we
hope you're shouting, "No, of course not." Results on any single problem might be the result
of a fluke; for example, the student might just have happened to be given a very similar
problem last week in mathematics class.
Could the teachers, however, draw conclusions about the group of students as a whole?
(That is, could they average performance together across all the students to see how they are
doing as a group?) Maybe. It's unlikely that every single performance of all students is due
to a fluke. Any fluke that results in a higher score is likely to be balanced out by a fluke that
results in a lower score. The real issue in this case is not so much errors in assessing any
individual student but whether the sample of ten problems adequately covers what the
teachers mean by "problem-solving skills" and whether the math content of the problems
adequately covers the content students should know. The question to ask to determine
"adequate sampling" is: "If students are given five different, but similar, problems, would
conclusions about their problem-solving ability be the same?"

This scenario illustrates the issues of sampling, representativeness, and generalizability. Is
there a good enough range of tasks to justifiably draw a conclusion? Would student
performance on other possible problems be similar to the performance on the particular set of
tasks on the current assessmentin other words, could the teachers generalize from the
current set of tasks to the whole domain of problem solving?

This is not a trivial issue. It is hard to predict from a student's performance on one task how
he or she will do on a second task. For example, a student might develop a good design for
one science experiment, but have less success with another.
Of course, if all that is wanted , is to make a statement about how well students do on the tasks
on the current test, issues of generalizability are not important. Just say, "On this test
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students did thus and so." Generalizability becomes an issue only when the goal is to
generalize a conclusion based on a test. For example, one might want to say, "Based on this
test, I judge that Alex is a competent problem solver." In this case generalizability is of
paramount importance. The issue of generalizability is especially important when the
conclusions one draws about students result in high-stakes decisionsfor example, "Sevu
has not shown competence in problem solving, therefore, he will not receive a high school
diploma." In this case, we want to make very sure that the sample of problems upon which
this decision is made represents the whole range (domain) of problem-solving skills and that
there are enough problems to rule out flukes.

In the final analysis, issues of generalizability can only be answered by pilot testingtrying
out the assessment and actually seeing how well performance generalizes to similar tasks and
to other measures of the same skill. However, one should always be thinking about this issue
when selecting or designing alternative assessments. Always ask, "What's my best
estimate of whether this set of tasks represents the domain well?" and "What's my best
guess as to whether performance on this set of tasks allows me to draw the conclusions I

want to draw?"
The following questions summarize these quality considerations for sampling and the
representativeness and generalizability of tasks:

1. How well do the tasks cover the skill area (domain)? Do they cover what is really
important in the area of interest? What evidence exists to show that performance on
these tasks is generalizable to other similar tasks and representative of the desired
behavior?
2. Are enough samples of performance or displays of knowledge/skills/ behaviors
collected to say with confidence that results adequately show
what a student can do.

Bias and Distortion Considerations for Tasks. Bias and distortion
occurs when there is something in the assessment that hinders the
ability of students to demonstrate what they know and can do with
respect to the skill or knowledge being assessed. Some of these
things affect only individual students while others affect whole
groups of students. In this section we'll deal with things that affect
individual students. Features that can affect entire groups of students
relate to serious equity issues and will be dealt with separately later
under the general heading of "fairness."
Here are examples of features of performance tasks that might distort
the picture we get of individual student achievement:
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What if a performance assessment
requires role-playing, even though
the ability to play a role has
nothing to do with the ability or
knowledge being assessed? In this
case, the necessity of playing a
role might inhibit the ability of a
student to demonstrate the real
skill being assessed, critical
thinking, for instance.
There might be a great deal of
reading necessary to set up an
assessment task, so much so that a
student who doesn't read well might
not understand the directions and,
therefore, would be unable to do the
task.

C, Related Toolkit94'
Activities and Chapters
Activity 1.5Clapping Hands provides
a hands-on experience during which
participants generate for themselves
many of the same quality guidelines as
presented in this section.

Activities 3.1Petfonnance Tasks,
Keys to Success and 3.6How to
Critique an Assessment provide
experience with friendly critiques of
performance tasks using the guidelines
outlined in this section.

Activities 3.7Chickens and Pigs,
3.8Questions About Culture and
Assessment, and 3.9Tagalog Math

An even more subtle type of bias
distortion can occur when the
performance requires knowledge
Problem illustrate bias and distortion
extraneous to what is being
issues that can stem from student
assessed. For example, suppose
backgrounds and cultures.
students are asked to design a dogrun with a specified square footage.
The rating form at the end of this
The goal is to demonstrate
chapter summarizes these quality
knowledge of the relationship
issues.
between perimeter and area, yet in
order to design a reasonable run,
Chapter 1 also discusses quality issues
students need to know that an
with respect to all assessments
acceptable run has to be wide
alternative or not. Remember the
enough for a dog (i.e., six inches
"bubbles" on "sampling" and "bias and
wide is not adequate) and large
distortion?"
enough to provide exercise. Some
students may not know this
additional information. So, they
might design dog runs that are
technically correct, but not practical . Do they get scored down for that?

The following question summarizes quality considerations for tasks relating to bias and
distortion:

Are there thingseither irrelevant or not critical to the skill actually being assessedthat
might get in the way of student being able to demonstrate what they know and can do?"
Toolkit98: Chapter 3 TextDesigning High Quality Assessments
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Examples of such extraneous factors might include:
Ability to read, write, or role play
Ability to understand the context in which activities or tasks do or do not occur
Personality (shyness, fear of public speaking, etc.)
Extraneous background information required to do the task
Physical limitations or conditions that interfere with performance
Determining individual student ability through a group task

Performance CriteriaDesign Options and
Quality Considerations

Performance Criteria Design Options
We've looked at the first half of the performance assessment equationtasks. Now, for the
second halfperformance criteria. Performance criteria are the methods given for evaluating
the quality of student response to the task given them to do. Performance criteria are also
called scoring guides or rubrics. There are several ways that performance criteria can be
designed. This section outlines what we've found.

Task Specific vs. Generalized Criteria. Probably the major distinction between criteria
types is the degree to which they are task-specific. Task-specific criteria means that the
scoring guide can only be used for one, specific task because the rater looks for certain
specific features in order to award points. For example:
Scoring for D (Solid Waste)

Sorting: 7 points for all correct. Subtract 1 point for each incorrect
response. Sequencing: 1 point for ordering items correctly; 0 points
for incorrect order. (See Sample A.16 in Appendix ASampler.)
Or, task-specific scoring can be based on features of responses, as in the example below:
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Scoring for How Many Buttons?

Students work together to estimate the number of buttons on people's
clothing in the school. A preliminary activity had students estimate
the number of buttons in their classroom. In a high quality response
the student takes into "consideration the following aspects of the
problem: (a) the data collected from the day before; (b) some estimate
of the number of children per classroom; (c) the number of classes in
the school; (d) variation of buttons among children of various ages;
and (e) adults' buttons. Reasonable justifications are given for how
each numerical value was chosen. Numerical values are put together
with appropriate arithmetic processes. Steps are clearly detailed."

(See Sample A.14 in Appendix ASampler.)
Neither of these scoring guides could be used for a different task. For example, one couldn't
use the scoring guide for the first example to score the student responses in the second.

Generalized criteria, on the other hand, can be used across similar tasks. Consider the
following:
Scoring for Mathematics Problem Solving
Performance is scored using rubrics having four dimensions:
conceptual understanding, procedural knowledge, problem
solving/strategies, and communication. The same scoring guide is
used for all problems given to students in grades 3, 5, 8, and 11. (See

Sample A.18 in Appendix ASampler.)
Scoring for Mechanized Vehicle

Performance is scored for thinking skills (conceptual understanding,
creativity, and critical thinking), group collaboration, and
communication skills (speaking and writing). These same criteria

could be used for any group project. (See Sample A.44High School
Physics.)
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This difference in the design of performance criteria relates to the degree to which one infers
competence indirectly from performance on a task versus judging it directly. "Who cares?"
you might be thinking. Although the importance of this distinction may not be entirely clear
at first, it really does have far-reaching implications for how one views and uses alternative
assessment. As an illustration, let's assume that one is
designing an alternative assessment to measure mathematics
problem solving.

Approach 1: Indirect inference. First, one would develop a
math problem for students to solve. Then one would decide
what a strong or weak performance would look like and assign
points for these features. For example, getting a particular
answer might get 3 points, having a particular graph with
particular labels might warrant a point for each correct label,
using particular descriptive phrases might warrant a point for
each phrase used, and so forth with particular pictures, using
particular measuring instruments in particular ways, etc. Here,
problem-solving ability is not judged directly, but inferred from the number of points the
student receives. For example, a high score on Sample GAquarium Problem is taken as
evidence of problem-solving ability.
This is essentially the same logic as in multiple-choice tests.

Approach 2: Direct judgment. Contrast this to direct judgment of the skill being
assessed, in this example, problem
solving. In this approach one would
design tasks to elicit problem solving, but
then, instead of scoring the response
right/wrong or assigning points for
correctness or specific features, one would
directly judge the quality of the problem

solving using generalized criteria. For
example, to get a high score, a response
might have to be clear and focused, have
used a good strategy, be insightful, be
complete, include relevant diagrams or
examples when appropriate, focus on all
important parts of the problem, etc. The
criteria don't require any specific strategy
but, instead, sound thinking regardless of
the strategy used. Likewise, the criteria
don't require any specific diagram, only
that if a diagram is used, it helps and is
correct. In this case, the same criteria are
applied to all problems solved by students

C Related Toolkit93
Activities and Chapters
See Activities 2.1Sorting Student
Work, 2.2How Can We Know They're
Learning? and 2.5How Knowledge
of Performance Criteria Affects
Poformance for demonstrations of the
power of generalized criteria to sharpen
our notion of the outcomes we have for
students and pmvide a vOcabulary for
discussing features of quality
performance that can be used in the
classroom for instruction and student
self-assessment
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and problem solving is judged directly by the rater.
This difference is important because it relates to our vision of how alternative assessment fits
into the educational enterprise. For example, the indirect approach (emphasizing taskspecific scoring) is more reliable and faster for large-scale assessment because raters don't
have to analyze each student's work for evidence of problem solving; all they have to do is
look for specific diagrams, calculation or explanations, and give points for their presence.
All the judgment work has already been donesomeone else has already decided that on
problem #A, good problem solvers would have a particular diagram, calculation, or
explanations.
The more direct approach (emphasizing generalized scoring procedures) has important
advantages for instructional use in the classroom because it forces assessors to do the
analysis themselves. Making judgments about the qualities that make a performance
successful helps assessors internalize the criteria for success. This becomes especially
powerful if the assessors are teachers and
students.
The following sentiments explain the link
to instruction.

Scales, criteria and specific
questions which students apply to
their own or others' writing also
have a powerful effect on
enhancing quality. Through using
the criteria systematically, students
appear to internalize them and
bring them to bear in generating
new materials even when they do
not have the criteria in _front of
them. [This procedure is] two
times more effective than [other]
techniques.
(Hillocks, 1986)
Winning points may be the final
goal of classroom work as it is of
the sports endeavor, but the grade,
like the final score of the game,
never taught anyone how to win

G. Hillocki, Research on,Written
Compositions, 1986, Urbana, IL:
National Council of Teachers of
English.
C. Lucas, Introduction: Writing

PoroliosChanges and Challenges,
in K. Yancey (Ed.), Porolios in the
Writing Classroom, 1992 Reston, VA:
National Council of Teachers of
Mathematics.

Nidhi Khattri, Alison Reeve, an
Rebecca Adamson, Studies of
Education Reform, Assessment o
Student Performance, U.S.
Department of Education, 1997.

again, or why they lost. For the
truly successful contenders, playing
the game is always about learning the game...however often it seems to be about
scoring more wins than losses. (Lucas, 1992)
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In other words, making direct judgments of the skill being assessed helps teachers and
students conceptualize "what good looks like" across situations. When scoring is instead
done for specific features of tasks, raters only get to know what "good" looks like on a single
problem; they don't have to generalize, transfer or apply knowledge to a new situation.
Therefore, direct rating of performance using generalized criteria is better as an instructional
tool. In fact a new national study makes this very point:
The influencing of instructional practices to date has been served most powerfully by generic
rubrics. (OERI, 1997, p.

Of course, life is never black and white. What has been described are two ends of a
continuum:

Right/Wrong

Points for Features

Generalized Scoring
Applied to Task

Holistic or
Analytical
Trait Systems

Directly Judging Performance

Inferring Performance

In actuality, alternative assessment approaches fall all along this continuum. One "happy
medium" can occur in cases where a general set of scoring guidelines is developed and then
systematically applied to each task to develop specific scoring guides based on points. This
approach can actually help teachers and students generalize so that eventually they aren't
dependent on specific scoring guides. Such an approach is used by several states.
To be successful as an instructional tool, however, the link between the specific example
(e.g., "has a picture showing a whole cut into four equal parts") and the general criterion
(e.g., "uses appropriate graphic representations") has to be clear, and the ultimate goal has to
be understanding the general criteria and applying them to new situations.
Now, let's just focus on the general criteria for awhile; forget all about task specific criteria.
Within the broader category of generalized criteria, there are several other decisions to be
made: holistic or analytical trait, number of score points, quantity or quality descriptions of
score points, and the amount of detail to use. These are depicted in Figure 3.8. (Some of
these might also apply to task specific criteria but, in this chapter, we're more concerned with
general criteria because of their superior instructional value.)
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Figure 315

cithons About Performance Criteria

Performance Criteria
Generalized

Task Specific

HolisticOne

Analytical Trait

overall score

Several dimensions
scored separately

Content Coverage

Number of score points

Quantity or Quality

Amount of Detail

Holistic vs. Analytical Trait Generalized Scoring. Holistic
scoring entails giving one overall judgment about the quality of
the response as a whole. Analytical trait scoring entails giving
separate scores for various important dimensions of
performance. (This would be similar to assessing how well each
of the parts in the machine to the right works. Each of the parts
is essential to the whole, but the gears might work better than the
whistle.) A good example of analytical trait criteria is the Six-

rait Model (Sample A.10 in Appendix ASampler), which
assesses six essential as pects of successful writingideas,
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voice, word choice, sentence fluency, and
conventions. Each dimension, or trait, would get a separate
score, showing a profile of strengths and weaknesses. By
contrast, a holistic rubric for writing would have the rater lump all of these together to come
up with a single, overall score.
1/4
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The advantage of holistic scoring is that it is quicker. Therefore, it is used in large-scale
assessment when the main goal is to get a relatively quick overview of student performance.
The advantage of analytical trait scoring is that it is more diagnostic. Therefore, it is used
when the goal is either to provide diagnostic information to teachers for planning instruction
or when the goal is to use criteria as a way for students to understand the nature of quality
and to self-assess.

Content Coverage. What do the criteria define as important features of a strong
performance? What are indicators of quality? What should teachers not take into account
when judging quality? These features make up the content of the criteria.
Content is important for two reasons. First, since performance criteria provide the basis on
which student responses will be judged, they should cover all the most important dimensions
of performance. What sense would it make, for example, to judge the quality of a student's
problem solving skills only by whether he or she arrived at the right answer? Judgments of
the quality of a student response might also need to include the sophistication of the approach
taken, the efficiency of the procedures chosen, evidence of checking to make sure the answer
is correct, etc. Ultimately, students need to come up with reasonable answers, but they also
need to do it efficiently.
The second reason content of criteria is important is that teachers and students,
understandably, concentrate their efforts on what is included. What
students and teachers see is what will be taught and learned. Therefore,
it's important that criteria deal with all the valued dimensions of
performance, not just those that are easy to define and score. For
example, consider communication in mathematics. What instructional
messages are sent to teachers and students if criteria leave out the
student's ability to clearly communicate what he or she did? If
communication isn't assessed, teachers might not emphasize it in
instruction and students won't know that it's important to learn.

Assessment in writing offers another example. Conventions in writing
are essential. If one can't decipher a piece of writing, one can't judge it's
quality in other ways. But, conversely, conventions aren't everything.
Most teachers also value strong ideas, organization that supports the
point being make, voice that sets the appropriate tone and style for the
writing, words that precisely convey what is meant, and sentences that are not only correct
but add to the flavor of the piece. What might happen to writing performance if any of these
were left out of the criteria for judging writing quality?
Just as it's essential to include the more important dimensions of performance, it's equally
important to leave out the trivial. A two-minute speech might be desirable, but what happens
if a student gives an oral presentation that is fantastic, but only 90 second long?
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The content of the performance criteria provides the final definition of local content
standards. What gets assessed is the de facto definition, so we all better be really sure that
the criteria adequately cover all that is important and only that which is important.

Nature of the Scoring ScaleNumber of Score Points. Once one has decided on the
major approach to scoring (task-specific or generalized) and decided
to have one score for a student performance or several, one needs to
decide how points will be awarded. Will there be a four-point scale
(or 2, 3, 5, 6, 7, 8, or whatever)? And then, what will constitute a
score of 4, 3, 2, or 1?

1

First, the number of score points. In the scoring schemes we've seen,
rubrics have from 4 to eight levels. More than that makes it hard for
raters to distinguish between levels. ("Remind me again what's the
difference between a 57 and a 58.") Fewer than four levels and there
is little leeway to show progress. Some people like an odd number of
points (so that there is a middle balance point of strengths and
weaknesses), and others favor an even number of points to force an overall judgment of "on
the better side" or "on the worse side." Personally we favor five- or six-point scales as a
balance between the need to have many points to show progress and not so many points that
teachers have difficulty distinguishing differences in quality.

11 1!

Nature of the Scoring ScaleQuantity or Quality. Now, on to deciding the features that
will distinguish levels. Believe it or not, there are variations in the philosophy behind how to
define each level of the trait(s) to be scored. Here are two:

Scoring Based on Quantity
In some assessments, a score depends on the number of some feature

that is present. For example, one assessment in the Appendix A
Sampler has four traits (Sample A.41Writing in Chemistry)
concepts, argumentation, use of references to the text, and
misconceptions. Three of these are based on "counts." That is, you
count up the number of misconceptions, concepts used, or proportion
of text detail used, and the score depends on the number you find.
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Scoring Based on Quality
In other assessments, judgments are based on the quality of the
responses. For example, one feature of a high performance might be
that "the student successfully proposes an explanation which clearly
shows a relationship between data and final conclusions." The
corresponding feature of a weak performance is that "the final
conclusion is unrelated to the tasks performed." It doesn't matter how
many conclusions the student comes to as long as the conclusions
drawn are good ones.

In general, rating scales based on quantity should be avoided because they very easily
can become arbitrary and might send the wrong messages about what is important. For
example, one way to distinguish between levels in performance is to count the number of
errors, or number of resources used, or some other attribute of the performance. This could
lead to unintended negative consequences such as students using easier words to avoid
spelling mistakes, or loading a report with references, whether they are most relevant or not.
After all, one good conclusion should be worth more than 10 poor conclusions.
Amount of Descriptive Detail. Another way criteria can differ is with respect to the amount
of detail provided to help define each level.

Scoring with Sketchy Descriptions of Terms
In Solid Waste (Sample. A.16), to get a high score, the student must

give a "strong, workable solution." The raterteacher or student
receives no assistance in understanding what it means to have a strong,
workable solution. What does a strong, workable solution look like?

Scoring with Some Descriptions of Terms
In Sample A.18Math Problem Solving, Oregon, to get a high score
on "Procedural Knowledge," the student "uses principles efficiently
while justifying the solution, uses appropriate mathematical terms and
strategies, solves and verifies the problem, and uses mathematical
principles and language precisely." While still not completely
definitive, this provides the rater with greater assistance in knowing
what to look for in the response.
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Scoring with More Complete Descriptions of Terms
The Six-Trait Model (Sample A.10) was developed to be used with
students and, so, attempts to carefully define both what is meant by
each trait scored and what performance looks like at various levels of
quality. For example, the trait of "voice" is defined as: "the writer
coming through the words, the sense that a real person is speaking to
us and cares about the message. It is the heart and soul of the writing,
the magic, the wit, the feeling, the life and breath. When the writer is
engaged personally with the topic, he/she imparts a personal tone and
flavor to the piece that is unmistakably his/hers alone. And it is that

individual somethingdifferent from the mark of all other writers
that we call voice."
Strong voice occurs "when the writer speaks directly to the reader in a
way that is individualistic, expressive and engaging...the tone and
voice give flavor to the message and seem appropriate for the purpose
and audience,...narrative writing seems honest, appealing, and written
from the heart,...expository or persuasive writing reflects a strong
commitment to the topic, and an effort to bring the topic to life by
anticipating the reader's questions and showing why the reader should
care or want to know more."
Weak voice occurs when "the writer seems indifferent, uninvolved or
distanced from the topic and/or the audience. As a result, the writing
is lifeless or mechanical,...the writer speaks in a kind of monotone that
flattens all potential highs or lows of the message,...the writing may
communicate on a functional level, but it does not move or involve the
reader,...the writer does not seem sufficiently at home with the topic
to take risks,...."
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We like detail!!! First, it's easier for raters to be consistent when description increases. This
is important for large-scale assessment. Even more important, however, is the
communication potential of descriptive criteria. If teachers tell students, for example, that
their solutions have to be "workable" will that
help them know what to do? Wouldn't it be
more helpful to let them know that
"workable" means a balance between being
C Related 7'oolkit93 Chapters
practical (in terms of time, knowledge, and
_and:Activities
money) and being effective (in terms of really
solving the problem); that effectiveness has to
Activity 1.9Going to School lets
be demonstrated by more than just opinion
workshop participants try out different
(they need data on the effectiveness of other
kinds of performance criteria and discuss
similar solutions); and that the technology
their advantages and disadvantages. It also
needs to be currently available to implement
demonstrates the necessity of having
the solution. Can you think of additional
performance criteria for large-scale
details that would be useful for students?
assessment.
The point is that good quality performance
criteria can be more than just a tool for giving
a score on a test if they are designed wisely.
They can help teachers define expectations for
students and develop a shared vision of

Activity 2.1Sorting Student Work, and
Activity 2.2How Can We Know They're
Learning? illustrate how to develop

quality. This requires detaildefinitions,

students. In Activity 2.4Is Less More?

indicators, and examples of what we mean.
Be wary when someone says, "We have to
make all this fit on one page." The goal is not
to make it fit on one page but to adequately
describe what we mean. This might take 1/4
page, but it might instead take6.

Participants develop criteria for a task they

Conclusions on Performance Criteria.

performance criteria and show how they
can be tools for defining our goals for

write. Activity 2.5How Knowledge of
Performance Criteria Affect Performance
illustrates the importance of criteria in
helping to define the task.

Activity 3.3Performance CriteriaKeys

to Success talks about the essential features
There are many types of performance criteria
of performance criteria if they are to be
under development. The kind of scoring
used as tools for communication in the
mechanism chosen should directly relate to
classroom.
what is to be assessed, one's purpose for
assessment, and how one sees alternative
Appendix A has many more examples of
assessment fitting into the educational
performance criteria.
enterprise. Holistic and task-specific scoring
are often used for large-scale assessment
because they are faster. Analytical trait
performance criteria with lots of description may be the best choice to develop a common
vision of the goals for students and to maximize the chances that alternative assessments will
be useful instructional tools in the classroom.

Figure 3.9summarizes design considerations for performance criteria:
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or
Task specific
Holistic
or
Quantity description of
or
score points
Number of score points
Amount of detail in description of score points

General
Analytical Trait
Quality description of score
points

Ensuring High Quality Performance CriteriaorReliability and
Validity Made Easy Once Again
Here is a summary of quality questions to ask about criteria:

1. Do the criteria cover what is important? Are the concepts, processes, skills, etc. that
you wish to measure appropriately addressed by the criteria? For example, if you want
to assess problem solving, are all the important dimensions of a good problem solution
covered?

2. Are the criteria stated clearly enough so that raters can agree on meanings? Is the
amount of detail just right? Are there examples of student work to illustrate the
criteria?
Additional questions to ask if the performance criteria are intended to be useful instructional
tools are:

3. Are criteria general? If we are measuring "big" outcomes, can criteria be used to
assess those skills across tasks?
4. Are the criteria analytical trait?

t
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Quality The Rest of the Story on Reliability and
Validity
There are several important considerations that apply to alternative assessments in general or
that apply to both tasks and criteria. We'll finish up this chapter with a brief discussion of
these.

Content/Skill Coverage and Proper Match to Assessment
Method
Content/Skill Coverage. Assessment
coverage should closely match the goals of the
curriculum, and the assessment device should
cover the entire range of that content. The
student knowledge and skills covered by an
assessment should be important ones, and
content should represent enduring themes or
significant knowledge, not trivialities. In five
years, what would you want your current
students to remember or be able to do based on
your time with them?

C Related Toollcit9S Chapters an
Activities
Activity 1.5Clapping Hands provides
a hands-on experience during which
participants discern for themselves
characteristics of high quality
performance criteria.

Activity 3.3Pvformance Criteria
Keys to Success provides criteria for high
quality criteria, complete with models
and anchors.

It's easy to say that content coverage must be
appropriate, but discovering what an
assessment actually covers is not as simple as it
Activity 3.6How to Critique a
might first appear. Sometimes, for example,
Assessment
provides practice critiquing
the developer makes a written statement about
performance criteria using the four
coverage (e.g., "this assessment measures
questions in this section.
critical thinking, attitude toward mathematics,
and problem solving"), but it is impossible to
match these statements to what the students are
asked to do on the
assessment or what the performance criteria cover. Or, there is no
statement about coverage and one has to figure out what the
assessment covers from the performance tasks and criteria.
Ideally, statements about coverage match what the tasks ask
students to do and what is covered by the criteria. Therefore,
when we ask about what the assessment assesses, we need to
consider tasks and criteria in addition to any written statements
of coverage made by the developer.
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Alternative Assessment is the Best Match. Not all the learning targets for students are best
measured using alternative assessment as amply discussed in Chapter 1. Many people
believe that the most productive use
of alternative assessment is to
address "big" learning targets such
as (1) problem solving, reasoning,
critical thinking and attitudes; (2)
complex applications of knowledge
and skills to new settings or
Chapter 1 extensively discusses
situations; or (3) the processes that
appropriate learning targets for students
students use to complete tasks. To
and matching targets to assessment
assess such complex learning
methods.
outcomes, many indicators are
needed, including performance
Activity 1.2Clear Targets, What Types
assessments.
are .,These? asks participants to consider
whether a good mix of learning targets is
The following quality questions
covered
summarize important quality
questions about content alignment
Activity 1.6.A Comparison of Multipleand importance:
: -Choice and Alternative Assessnient
.

discusses when different types,of
assessments should be used.

1. Is it clear what goals, skills
and/or content are to be
covered on the assessment?

Activity 1.7Target-Method Match asks
participants to Match targets to
assessment types.

2. Are these goals, objectives or
targets best assessed using an
alternative assessment? Why
or why not?

Activity 1.8Sam's Story illustrates the
need for multiple-meaSures of student
skills.

3. Does the assessment address
and embody valued student
outcomes and avoid
irrelevant or unimportant
content and skills?

Activity 1.10Clear Targets and
Appropriate Methods, View From the
Classroom asks participants to self-assess
how well they can match targets to
methods.

4. Does the assessment deal
with enduring themes or
significant knowledge
within or across disciplines?

5. Do statements of coverage, task content, and performance criteria match up?
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Fairness and Rater Bias
Some of the most commonly asked questions in workshops on assessment are: "How do we
handle ESL, special education or Title I students? Do we hold them to the same standard?
Do we give them the same tests? What accommodations and modifications are OK?"
All of these questions relate to issues of fairness. As teachers we want to be as fair to all
students as much as possible. Teachers want to ensure that every group of students has an
equal opportunity to show what they know and can do, and that language and cultural
differences will not give us a distorted picture of a student's capabilities.
In the section on performance tasks we talked about possible sources of bias and distortion
that affect individual students. In this section we're talking about sources of bias and
distortion that can affect entire groups of students. The topic of group bias is so important
we wanted to give it special attention.
Potential sources of group bias come in many sizes and
shapes and are often very subtle. We all know that students
who don't speak English very well won't do very well on any
test in English regardless of what it's trying to measure. But,
how many know, for example, that in some cultures children
do not discuss their opinions (as in American Samoa)? If a
group discussion is used to assess, say, critical thinking
skills, a biased view of the achievement of students from this
cultural group might result.
An even more subtle potential form of bias is the context in
which a skill is assessed. An obvious example is a math task set in the context of a football
game. The context becomes a group biasing factor if particular groups of students know less
about football than other groups of students and this might affect their ability to do the math
problem. If boys, in general, have more experience with the game and more knowledge of its
structure and rules than do girls, then the task could be biased in favor of boys. What might
happen to students from another culture who know nothing about football? Even if no
knowledge of football is necessary for understanding the problem itself, students unfamiliar
with the context are put at a disadvantage by having to deal with multiple tasksthe task
intended by the assessor and the task of making sense of a problem in an unfamiliar area
when students are keenly aware that they are missing pieces of knowledge that may prove
vital.

There are also less obvious examples. Tasks viewed as "content free" or "everyday settings"
can reflect hidden assumptions about daily life and experiences that differ vastly across
socioeconomic, ethnic, and gender groups. For example, people eat green bananas in
American Samoa, so the answer to the question, "What color are bananas?" is green, not
yellow. Folks in rural settings know that if there are five birds on a limb and you scare one
away, the rest will go too. So the answer as to how many are left is "0" not "4." Similarly,
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urban students might have only seen chicken in packages at the store, so questions on the
number of legs on 10 chickens and a pig might not elicit knowledge of multiplication.

Group bias may exist in the rater as well as in the task itself. For raters, attitudes, beliefs, and
values, often held unconsciously, may be reflected in their judgments. For example, a rater
may let handwriting affect a judgment of content, or preconceptions about abilities of boys
and girls may influence scoring decisions. These biases are often unconscious. Most raters
will not even be aware that they have
biases.
Social/cultural norms and experiences,
social class, gender, and ethnicity all
influence the knowledge and resources that
students bring to assessment tasks.
Recognizing biases in assessment tasks and
developing ways to overcome such biases is
a difficult but critical part of designing and
evaluating assessments, whether alternative
or traditional.

e Related 7'oolicit.93
s and, Activities
Chapter .1.discusseS'Potential sources
of bias and distortion in assessment
results.
Fairness and equity issues are

explored in Activities 3.7Chickens
and pigs, 3.8 Questions About
Culture and Assessment'and 3.9

The following quality questions summarize
what should be asked about an alternative
assessment to ensure fairness:

Tagalog Math Problem.

1 Do the content or context of the task
or assumption about expected
performances reflect knowledge,
experiences, and values that are
equally familiar, acceptable, and
appropriate for all groups of
students?

These issues also frequently arise

during Activities 1.5Clapping
Hands and 3.6How to Critique an
Assessment.

2. Does the assessment tap knowledge
and skills all students have had adequate opportunity to acquire?
3. Is the assessment as free as possible of cultural, ethnic, or gender stereotypes?

4. Do students understand the language of the assessment?
Important rater bias questions:

1. Is some feature of the performance (e.g., handwriting, poor spelling, pet peeves)
influencing how another, supposedly independent, feature is judged?
2. Does knowledge of the type of student performing the task (e.g., gender, ethnic
heritage, curri6ulum track) influence judgments?
,
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3. Does knowledge of individual students affect judgment of performance? (e.g., "Susie
always does such good work, I'll give her the benefit of the doubt. Heather always
does such poor work, someone else must have done this for her.")

Consequences
Any assessment may have unanticipated side effects. Boy, don't we all know that. A
positive side effect might be that a student's attitude toward a subject area improves because
the assessment was fun to do. We're all more accustomed, however, to seeing the negative
side effectsrestricting curricula to what can be easily assessed; communicating unintended
messages about power, control, and social roles/status in the classroom; or providing narrow
and restrictive images of the nature of knowledge in a
particular subject area.
The history of testing is replete with examples of good
intentions gone awry: tests that were supposed to improve
the educational system but that actually resulted in
narrowing instruction to basic skills; or multiple-choice
tests, originally developed to provide more "objective"
measures of achievement that actually resulted in
perpetuating the idea that there is always a right answer to
any problem. Good intentions are clearly not enough.
Cognizant of past problems, assessments must be designed
that minimize unintended negative consequences.
Science and mathematics education have been particularly plagued by several myths that
have been reinforced by traditional assessments. These
include:

One right answer exists to all mathematics and
science problems.

fa Reference Box

Computation is central to mathematics and science.

Nancy Kober, 1993. What

"Knowing" is more important than being able to do
(for example, being able to pick a correct answer is
more important than being able to carry out a lab
activity).
Science and mathematics are primarily done with
pencil and paper.
Being able to recognize technical terms is more
important than understanding concept.

We Know About Science

Teaching and Learning.
National Education
Knowledge Industry

AssociationNEKIA,
(formerly Council for
Educational Developinent
and Research);
(202) 429-5101.
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Some external authority is the only valid judge of whether an idea in science or
mathematics is acceptable or "true." (Nancy Kober, 1993, P. 59)
These beliefs have a powerful influence on student learning, use of knowledge, interest in
and attitude toward subject areas, and access to knowledge in particular areas. Assessment
that communicates such notions can have a strong negative impact on student lives. This
does not mean that factual knowledge is unimportant. Emphasizing reasoning without
concepts and facts is impossible.
Clearly, a balance is needed.

When examining the consequences of
an assessment, consider the following
quality questions:
1. What will this assessment
communicate to students, teachers,
and others about:
What is important to teach?
Will there be effects on
instruction and curriculum?
What is important to learn?
For example, a student might
say, "I don't have to wony
about problem solving
because all the problems on
the test come from
homework."

Related Toolidt93 Chapters and

Activities
A discussion of how 'assessment
communicates what is valued can be found

in Chapter 1;
Discussion of unintended consequences of
assessment often arise as part of Activity
1^.5Clapping Hands (effects on student:),
Activity 1.9Going to School (effects on
instruction), Activity 3.6How to Critique
an Assessnient, and Activity 2.1Sorting
Student Work (effects on instruction).

What is the nature of the discipline(s) being assessed and the nature of knowledge
in those subject areas? For example, is an assessment sending a message that
mathematics is primarily computation?
Who has the authority to judge what is acceptable knowledge and performance in
these areas?
What images of learning, and of life, are being communicated?

How should we teach? Does the assessment exemplify good instruction?
2. What effects might the assessment have upon the lives, attitudes, emotions, self-image,
career options, etc. of the teachers, students, and parents involved?

3. Is the assessment worth the instructional time devoted to it? Will students learn
something from the assessment itself?
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4. Does the assessment provide information that is relevant to the decisions that will be
based on it?

5. Will the assessment be perceived by students and teachers as a valid indicator of
student competence in the particular area being assessed?

Cost and Sfficiency
An assessment should be practical. The consequences of the
assessment should be worth the cost and effort required to do it.
By necessity, assessment design always requires a series of
trade-offs. For example, observing students doing laboratory
activities may provide a more accurate picture of student lab
skills than examining laboratory notebooks. However,
examining notebooks is more efficient. Does the increase in
accuracy justify the increase in time needed for direct
observation? The issue is whether the loss in validity is
acceptable when compared to the increase in efficiency.
Impacts and effects can include more than just obtaining good data. Involving students in
rich, engaging tasks and in self-assessment can promote the very learning that is being
assessed. Also, involving teachers in the design and scoring of alternative assessments can
be an extremely powerful professional development experience. This makes the additional
cost of alternative assessment more worthwhile.
In evaluating assessments, it is important to identify the relevant trade-offs and determine
the acceptability of gains or losses in validity, instructional usefulness, reliability, and
efficiency. Although addition of authentic, alternative, and performance-based tasks usually
raises the cost of an assessment, an assessment that meets the criteria described in this
chapter will more likely be worth the investment. Questions that must be considered are:

1. Is the assessment cost-efficient? Are the effort and the resources required to do the
assessment worth the results and consequences?
2. Is the assessment "practical" or "do-able"? (For example, does the assessment

require so much time, equipment, space, etc. as to preclude use? Are there safety
or privacy concerns?)
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Chapter Summary and Conclusion
There is considerable activity in the development of alternative assessments in all subject
areas, at all grade levels, and at all levels of education (classrooms to the federal
government). The samples we have collected show a variety of approaches. In all these
examples, the same reasons are given for changes in assessment: the need to better reflect
current theories of instruction, changes in instructional goals for students, etc. However,
the link between the general rhetoric and how the rhetoric plays out in the specifics of
individual assessment design is often not clear. For example, if everyone is saying we
need to better model good instructional practice, why do some assessments only use
marfipulatives while others only use traditional paper and pencil word problems? Or, why,
when people are assessing math problem solving, do some groups use task-specific scoring
while others are developing general criteria? We need to step back
and reconsider all our design features to make sure they really do
match what we are trying to accomplish.

Pay special attention to the evidence of validity and reliability put
forth by the developers of an alternative assessment. Many times
there is none! An assessment is always more trustworthy if the
developers have attended to the quality issues outlined in this
chapterwhether the tasks elicit the correct student performance,
how consistently responses can be scored, whether tasks or scoring
are biased toward any particular group, whether the results can be
generalized to other similar tasks, and the hnpact of the assessment
on students, teachers, curriculum, and instruction. In general,
except for well-funded large-scale assessment projects, very little
technical information is available on the alternative assessments we
have seen. In some cases, pilot testing is under way. In other cases,
little or no attention seems to have been paid to this important topic.
Alternative assessment can be a powerful tool for learning if we do it correctly. We hope
the considerations and activities in this chapter will help teachers be wise consumers and
good developers of alternative assessments.
The attached form summarizes the quality considerations discussed in this chapter.

401
Toolkit98: Chapter 3 TextDesigning High Quality Assessments

39

Figym 3.10

Alternative Assessment Evaluation Form
1. Content/Skill Coverage and Correct Method

Yes
3

Somewhat
2

3

2

1

3

2

1

No
1

The assessment:
Clearly states skills and content to be covered
Correctly uses alternative assessment to measure these skills
and content
Avoids irrelevant and/or unimportant content
Deals with enduring themes or significant knowledge
Matches statements of coverage to task content and
performance criteria

2. Performance Criteria:
Include everything of importance and omit irrelevant features
of performance
State criteria clearly and provide samples of student work to
illustrate them
Are stated generally, especially if the intent is use as an
instructional tool
Are analytical trait, especially if the intent is use as an
instructional tool

3. Performance Tasks:
General:
Elicit the desired performances or work;
Recreate an "authentic" context for performance
Exemplify good instruction
Are reviewed by others (students, peers, experts)

Sampling/Representativeness/Generalizability:
Cover the content or skill area well; results can be
generalized
Sample performance in a way that is representative of what a
student can do

Bias and Distortion:
Avoid factors that might get in the way of student ability to
demonstrate what they know and can do
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Yes

4. Fairness and Rater Bias

Somewhat

No

3

2

3

2

1

3

2

1

Performance Tasks:
Have content and context that are equally familiar,
acceptable, and appropriate for students in all group
Tap knowledge and skills all students have had adequate time
to acquire in class
Are as free as possible of cultural, ethnic, or gender
stereotypes
Are as free as possible of language barriers

Performance Criteria and Rater Training:
Ensure that irrelevant features of performance do not
influence how other, supposedly independent, features are
judged
Ensure that knowledge of the type of student does not
influence judgments about performance quality
Ensure that knowledge of individual students does not affect
judgments about performance quality

S. Consequences
The assessment:
Communicates appropriate messages
Results in acceptable effects on students, teachers, and others
Is worth the instructional time devoted to it; students learn
something from doing the assessment and/or using the
performance criteria
Provides information relevant to the decisions being made
Is perceived by students and teachers as valid

6. Cost and Efficiency
The assessment:
Is cost efficientthe results are worth the investment
Is practical/"do-able"
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Activity 3.1

Performance TasksKeys to Success

Purposes:
1. To learn the dimensions along which performance tasks differ
2. To develop skill in identifying the characteristics of quality performance tasks
3. To practice matching assessment tasks to the purpose for the assessment, one's
instructional philosophy, and one's vision of integrating assessment and instruction

Uses:
This is an advanced level activity that can be used in Chapter 3 to illustrate different task
types, how task type relates to purpose and learning target to be assessed, the advantages and
disadvantages of different types of tasks, and what constitutes a good quality task.
Prerequisites might include (a) an activity on the rationale for alternative assessment (e.g.,

Activities 1.1Changing Assessment Practices...,1.6Comparing Multiple-Choice and
Alternative Assessment, or 1.12Assessment Principles); (b) Chapter 1 text or Activity
1.7Target Method Match; (c) Chapter 2 text or an activity, such as 2.3Ms. Toliver,
illustrating integrating assessment tasks into instruction; and (d) one of the activities

providing a gentle introduction to quality issues, such as1.5Clapping Hands or 1.11
Assessment Principles.

Rationale:
A variety of performance task types are being developedeverything from short answers
that look like multiple-choice with the choices taken off to complex, long term, group
projects. These differ in complexity, the degree to which they require integration of skills or
test individual skills in isolation, amount of collaboration, length of time required,
presentation and response modes, amount of student choice, and the number of correct
answers. It is necessary for educators to consider which of these options will accomplish
their assessment purposes.
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BEST COPY AVAILABLE

Materials:
Overhead projector, screen, blank transparencies, transparency pens

Overheads A3.1,01Performance Tasks Keys Purposes, A3.1,02Sample Oral
Presentation Task, and A3.1,03How Tasks Differ
Handouts A3.1,H1Criteria For Performance Tasks and A3.1,H2Mathematical
Applications Test

Sample performance tasks that illustrate various dimensions of task design. Samples and

guidance on their use are included in the Activity 3.1Index in Appendix ASampler.
Run these off as handouts as well as prepare them as overheads.

Time Require&
60-90 minutes

Facilitator's Notes:
1.

(10 minutes) As needed, review the purposes for the activity (A3.1,01Purposes) and
what performance tasks are.

There are two parts to a performance assessmenttasks and criteria.
We use the term "tasks" to refer to whatever activity, project, prompt, problem, or
assignment is given to the students to do. The quality of the student response to the task
is what is assessed using the criteria (scoring guide, rubric).

As needed, brainstorm examples of tasks. Examples of tasks: oral reading, writing a
research paper, doing a science lab, group discussion, doing a worksheet on fractions,
taking a multiple-choice test. Some assessment tasks are developed specifically to assess
student skills; other tasks are those that occur as part on normal on-going instruction.
The point is that assessment doesn't have to be conceived of as something that occurs at
the end of, and is separate from, instruction.

There are two important quality considerations when designing performance taskswill
it elicit the right performance and will there be anything about the task that might get in
the way of any group of students showing what they can do. The first question is covered
below in steps 2-5. Steps 6-7 cover the second question.
2. (5 minutes) The main purpose of the task in an alternative assessment is to elicit the

right performance while avoiding sources of bias and distortionthings that can cause
us to make an incorrect judgment of student skill level. By "eliciting the right
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performance" we mean that we get from students what we wanted to get. Here are some
examples of times that the task did not elicit the right performance. (Come up with your
own examples, or use the examples below.)
a. On a third grade writing assessment, the students were given the prompt: "You've
heard the story about how the camel got its hump. Think of something in nature and
write a story about how it got that way." The intent was to assess imaginative writing
by asking students to write an "Aesop's Fable." What was actually obtained were
thousands of student essays on why camels have humps. Imaginative writing could
not be assessed because the students wrote informational pieces instead.
b. Would a math problem assess problem solving if students had just completed several
problems just like it? In this case, the problem might be eliciting recall of information,
not problem solving.
c. Two sixth-grade teachers asked students to choose a novel and participate weekly in a
book group. They planned to assess student reading comprehension, in part, by means
of a final projectan oral presentation. What they got was a good assessment of oral
presentation skills, but not a good assessment of reading comprehension skills.
The point here is that i f you want to assess critical thinking, for example, you have to
have a task that results in students thinking critically. Or, f you want to assess, for
example, group process skills, you have to give students a task that enables them to work
cooperatively.

Ask the participants to provide examples from their own classrooms of tasks or activities
that did not work as intended.
3.

(10 minutes) Whatever the nature of the student learning target being assessed, whether
simple or complex, the task needs to elicit the right performance or it can't be assessed.
For simple learning targets (e.g., can students spell 15 words), the task can be simple.
For complex learning targets, such as critical thinking, problem solving, writing, etc.,
you need tasks that are complex. We need "meaty" tasks or the right performance will
not be elicited.
To get this point across, ask participants to think of a successful activity they have used in
their classroom with students, and what made it so. Give participants 3-4 minutes to
come up with a list of attributes that made their classroom activity successful. Then
convene the large group and make a list on an overhead. Common responses at all grade
levels are: student choice, active, clear instructions, engaging, relevant, organized,
students know the purpose, enough time, several ways to approach the task, proper
resources, and accommodates different learning styles.
The interesting thing about the list that teachers generate is that this is the same list used
by many authors to illustrate what is meant by "authentic" assessment. For example, see

Handout A3.1,H1Criteria for Performance Tasks. Point this out to participants.
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Good assessment tasks that will elicit complex, meaty performances from students look a
lot like good meaty instructional tasks.
4. (10 minutes) Use A3.1,H1, the "meatiness" scale, to evaluate and discuss several

performance tasks. Take each example and ask participants two questions: What skills
are elicited by this task? How meaty is the task on the meatiness scale? Keep repeating
the mantra simple skill, simple task; complex skill, complex task.
Use examples you have discussed previously; or, if this is a stand-alone activity, a

thought-provoking set of tasks are listed in the Activity 3.1Index in Appendix A
Sampler. This set was selected to represent a range of "meatiness." Therefore, these task
types can be though of as "anchors" for the "meatiness" scale. Handout A3.1,H2
Mathematical Applications Test can be used to demonstrate how a multiple-choice test
measures up on the "meatiness" scale. Overhead A3.1,02Sample Oral Presentation
Task can be used to illustrate the weak end of the meatiness scale.
5. (15 minutes) Go back over the task examples to see what features tend to make them

more or less "meaty." Teachers need to become expert at designing performance tasks
that will elicit the right performances on the part of students. So, they need to think about
what features lend themselves to meatiness. For example, heavily scaffolded tasks do not
assess problem solving ability. Handout A3.1,03How Tasks Differ can be used to
focus the discussion.

On Handout A3.1,03, you might highlight the features that tend to make a task "meaty."
(Remember that one always has to take into account what one is trying to assess when
making the call about "meatiness." For example, if you want to see whether students can
write an essay, you must have them write an essay; therefore, choice on ways to respond
might not be relevant.)
One right answer vs. MORE THAN ONE

Written, oral and/or visual instructions/activities: MAXIMIZE THE VARIETY OF
WAYS TO DO THE TASK (as much as possible)

Amount of choice on how to respondwritten, oral and/or visual: MAXIMIZE THE
VARIETY OF WAYS TO REPOND (as much as possible)
Formatshort answer, essay, project, portfolio: IN GENERAL MORE COMPLEX
TASKS (essay, project, portfolio) ARE MEATIER
Specifying each skill that the student needs to use or ALLOWING STUDENTS TO
CHOOSE WHATEVER SKILLS THEY THINK APPROPRIATE TO
SUCCESSFULLY COMPLETE THE TASK

Individual and/or group work: EITHER
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Timed or UNTIMED
STUDENT CHOICE ON WHICH TASK TO COMPLETE
6.

(10 minutes) The second characteristic of a good task is to avoid pitfallssources of bias
and distortion. Some of these probably came up during the discussion of tasks above.
Participants may have said things like:
a. "This requires a lot of writing. What about students who don't write well?"
b. "This requires a lot of reading. What about students who are ESL?"
c. "Will students who have had experience with carnivals do better than students who
haven't?"
d. "How will group work affect the judgment of ability of individuals?"
When these comments arise, note that this is what is meant by "sources of bias and
distortion" (and other terms like reliability and validity) and keep a running list. Then, at
this point, have participants brainstorm additions to the list. You could even categorize
the list into major sources of bias and distortion: equity, fairness, and bias; extraneous
interference; sampling.

7. (10 minutes) Go back to the tasks reviewed previously for "meatiness" and critique them

for "potential sources of bias and distortion."
8.

(30 minutes) An extension would be to have participants attempt to develop a
performance task that would elicit a valued student skill and avoid sources of bias and
distortion.
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Performance Tasks
Kes to Success
Purposes:
1. To learn the dimensions along which
performance tasks differ
2. To develop skill in identifying
characteristics of quality performance
tasks
3. To practice matching assessment
tasks to the purpose of the
assessment, one's instructional
philosophy, and one's vision of
integrating assessment and
instruction
Overhead A3.1,01
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Sample Oral Presentation
Task
You have 5 minutes to prepare a 3
minute persuasive talk. You may choose
one of the topics below or develop your
own topic.
Gun control
Right to life
School uniforms
Free trade zones
Environmentalism
Urban growth districts
Doctor assisted suicide
Raising the voting age to 21
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Overhead A3.1,02
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How Tasks Differ.
One right answer vs. more than one

Written, oral and/or visual
instructions/activities
Amount of choice on how to

respondwritten, oral
and/or visual

Format: short answer, essay,
project, portfolio
Specifying each skill that the student needs to
use or allowing students to choose whatever
skills they think appropriate to successfully
complete the task

Individual and/or group work
Timed or untimed
Student choice on which task to complete

What else?
411
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Overhead A3.1,03
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Here is a list, adapted from one developed by Steve Leinwand and Grant Wiggins, of some important
characteristics that we should look for in tasks. We will find it helpful to return often to this list,
reviewing the quality of the curriculum and assessment activities we present to students.
Very "Meaty"

> Not "Meaty"

<

ESSENTIAL

3

4

5

2

The task fits into the core of the curriculum.

1

vs.

TANGENTIAL

vs.

CONTRIVED

vs.

SUPERFICIAL

vs.

UNINTERESTING

vs.

PASSIVE

vs.

INFEASIBLE

vs.

INEQUITABLE

It represents a "big idea."
AUTHENTIC

The task uses processes appropriate to the
discipline.
Students value the outcome of the task.

RICH

The task leads to other problems.
It raises other questions.
It has many possibilities.

ENGAGING

The task is thought-provoking.
It fosters persistence.

ACTIVE

The student is the worker and decision maker.
Students interact with other students.
Students are constructing meaning and deepening
understanding

FEASIBLE

The task can be done within school and
homework time.
It is developmentally appropriate for students.
It is safe.

EQUITABLE

The task develops thinking in a variety of styles.
It contributes to positive attitudes.

OPEN

The task has more than one right answer.

vs.

CLOSED

It has multiple avenues of approach, making it
accessible to all students.

Adapted from "Criteria for Performance Tasks," from Mathematics Assessment: Myths, Models, Good Questions,
and Practical Suggestions, edited by Jean Kerr Stenmark. Reston, VA: National Council of Teachers of
Mathematics, 1991. Reprinted with permission.

Handout A3.1,H1
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Mathematical Applications Test
1. John and Sue are going to the movies. 3. Quan Soo and Eddie have 9 baseball
If they spend $12.00 for tickets, $3.50
cards and 15 basketball cards. Eddie
bought 6 more baseball cards. Which of
for popcorn and $2.50 for drinks, how
much money will they have left from a
the following statements is true?
$20.00 bill?
a. There are more baseball cards than
a. $12.00
basketball cards.

b. $8.00

b.

There are more basketball cards than
baseball cards.

c.

There is an equal number of
basketball and baseball cards.

c. $6.00
d. $2.00
2. An advertisement states, "Of doctors
surveyed, 90 percent rate no other
brand of sleeping aid better than
Baye's." Which of the following
could you conclude from this

4. How many more eighth graders are
there at Carson School than at Lane as
shown on the graph below?

statement?

a. Baye's sleeping pills may or may
not be better than other brands.
b. Baye's sleeping pills are the best.

c. Almost all the doctors in the
country prefer Baye's sleeping pills.
d. Baye's is probably worse than other
brands because advertisements
always lie.

a.

50 students

b. 100 students

c.

150 students

d. 200 students

Handout A3.1,H2
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Activity 32

Spectrum of Assessment Activity
(Revisiting Bloom's Taxonomy and Alternative
Assessment)

Purposes:
1.

To find the strongest matches between assessment methods and kinds of thinking (using
Bloom's Taxonomy)

2. To practice the "can-do" verbs that indicate levels of Bloom's Taxonomy
3.

To explore assessments that elicit complex thinking skills

Uses:
This is an intermediate level activity that can be used in Chapter 1 to illustrate the need to
match assessment method to the learning targets being assessed, or in Chapter 3 to help
teachers design the tasks that assess all levels and types of student thinking skills.
Prerequisites might include (a) an activity on the rationale for alternative assessment (e.g.,

Activities 1.1Changing Assessment Practices..., 1.6Comparing Multiple-Choice and
Alternative Assessment, or 1.12Assessment Principles); (b) Chapter 1 text or Activity
1.7Target Method Match; and (c) Chapter 2 text or an activity, such as 2.3Ms. Toliver,
illustrating integrating assessmenty tasks into instruction.

Rationale:
This activity will make participants aware that different types of assessments elicit different
types of thinking from students. Multiple-choice and short answer questions tend to require
simpler thinking on the part of students than performance assessments, for example.
Participants will be given the opportunity to review Bloom's Taxonomy in a non-threatening
maimer in order to review the various types of thinking skills we want to develop in students.
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Next, they will look at a series of assessment tasks (questions and problems) and rank them
along a spectrum according to their cognitive complexity. The goal is to point out that it is
usually the alternative assessment that requires higher level thinking. Participants can then
review the questions they themselves ask students and rate them for cognitive complexity.
As with other activities in the Toolkit98, we want participants to understand the match
between targets (student learning goals) and assessment methods. Simple targets require
simple tasks while complex targets, like higher-order thinking skills, require complex tasks,
like those involved in a performance assessment.

This activity is broken into two parts: Part A is "Revisiting Bloom's Taxonomy"; Part B is
"The Spectrum of Alternative Assessment,"

PART ARevisiting Bloom's Taxonomy
(This review is based on the old version of Bloom's and not the proposed revision.)

Materials:
Overhead projector, screen, Post-it® notes, markers, chart paper

Overheads A3.2,01Spectrum of Assessment Activity Purposes, A3.2,02Bloom's
Taxonomy Pyramid, A3.2,03Discussion Questions (Parts 1 and 2), A3.2,04
Application Discussion Questions

Handouts A3.2,H1Choral Reading, A3.2,H2Bloom's Taxonomy Blocks, and
A3.2,H3Using the Question (Assessment Task) Quilt With Students
Other manipulatives: flower blooms (cut from paper as signs for each level of Bloom's
Taxonomy that can be worn around the neck), thumb tacks, masking tape, wolf hat, bow
ties (felt or paper), 1-3 different versions of the "Three Little Pigs," and play sunglasses
(large frames)

4t5
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Prepare a "Question (Assessment Task) Quilt" on chart paper that looks like the
following:

Question (Assessment Task) Quilt for the "Can Do" Verbs
Recall

Application
Analysis

Synthesis

Evaluation
Prepare cards containing each verb on Handout A3.2,H2Bloom's Taxonomy Blocks.
Make the verbs for each level of Bloom's Taxonomy a different color. For example, all
the "Analysis" verbs might be green and the "Evaluation" verbs might be blue.
Hang up five sheets of chart paper with a horizontal line dividing each into two equal
parts. Bloom's Taxonomy levels of Recall, Application, Analysis, Synthesis, and
Evaluation should be written across the top of the sheets. (See the diagram below. Recall
includes both Knowledge and Comprehension.) Pull the bottom of the chart paper up
toward the top and tape it to cover up the words until you are ready for them.

Recall

Application

Analysis

Synthesis

Evaluation

Time:
90 minutes to 2 hours

Facilitator's Notes:
1.

(5 minutes) Explain the purposes for this activity. Use A3.2,01Spectrum of
Assessment Activity Purposes.
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2. (5-10 minutes) Introduce the Three Little Pigs Activity.

a. You might say: "Participants are here today to study higher-order thinking skills.
We decided to use some difficult books to work with and hope you will not be turned
off Hold up the three different versions of "The Three Little Pigs" and ask if anyone
remembers the basic story?
b. Ask each participant to write (on a Post-it® note) a question one might ask a child
(aged 8-14) about the story of "The Three Little Pigs." (No talking or sharing for
now).

c. Unveil the chart paper with the Taxonomy Levels and say, "Place your question on the
chart paper above the line in the level of Bloom's Taxonomy to which the question
belongs." (Many participants will feel very uncomfortable with this, but reassure
them that mistakes will not be pointed out).
3.

(5-10 minutes). Ask participants if there are any particular areas where there were more
questions posted? If so, why? Ask participants if
they were uncertain of the level of question they
asked and whether they remember Bloom's
Taxonomy? Some information to point out: In
ICD' Reference Box
1991, three authors (Risner, Micholson, and Myhan)
determined the percent of questions, based on
Gregory P. Risner, and others,
Bloom's Taxonomy, that were used in popular fifth1991. Levels of Questioning in
grade science textbooks: 58% were Knowledge
Current Elementary Textbooks:
Level, 36% were Comprehension Level, (combined
What the Future Holds. ERIC
as Recall-94%), 6%Application, all other
ED# 344 770
levels-0%). The rest of the activity is intended to
refresh participants' memory of Bloom's Taxonomy
to ensure higher level questions are asked in the
classroom.

4. (45-60 minutes) Review Bloom's Taxonomy

a. Ask for seven volunteers to play the parts in the choral reading, using Handout A3.2,

HlChoral Reading, and distribute their props:
One volunteer represents the WOLF (prop: Wolf hat)
One volunteer represents Lenny (prop: sunglasses)
The other five represent the Blooms (prop: paper flower blooms that have each
level of Bloom's Taxonomy spelled out indicating which level of Bloom's they
represent, i.e., recall...)
The rest of the group represents the Chorus (prop: felt bows that can be used as a
bow-tie or hair-ribbon)
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b. Read the choral reading, "The Big, Bad, Wolf Meets the Blooms." (A3.2, HlChoral
Reading). After the story is read, review each level of the Taxonomy with the
participants by asking them to explain the meaning of each level by relating the levels
to the choral reading context. Use Overhead A3.2,02Bloom's Taxonomy as a
guide. (Also explain to the participants that this choral reading models an alternative
instructional approach they can use with their students.)
c.

Hand out a card containing a verb from Handout A3.2,H2Bloom's Taxonomy
Blocks to each person and a new posting note. Have each participant write a new
question or assessment task about "The Three Little Pigs," using the verb on the card.
Ask the participants to place their new question or task on the chart paper below the
horizontal line in the level of Bloom's to which the question belongs.

d.

Post the "Question (Assessment Task) Quilt." Have participants place their verb on
the Quilt in the appropriate level. (In the "Materials" section of the facilitator's notes,
you were directed to color code the verbs so that they'll produce a pattern when
placed on the Quilt. For example, all the verbs in the "Analysis" row might be green.)
Participants will catch on to the coding scheme and some might then want to move
the question or task they wrote using the verb to another level on the Bloom's
Taxonomy sheets. The point here is the importance of using the verbs as a way to
ensure that teachers daily ask questions in the classroom at higher levels of Bloom's
Taxonomy.
(Note: There might be a discussion of factors other than the verb that determines the
levels of Bloom's Taxonomy addressed by a question or task. For example, multistep tasks makes a question more complex, as does asking, "Why?")

e. Ask participants to discuss the questions on A3.2,03Discussion Questions.
f. Using Handout A3.2,H2Bloom's Taxonomy Blocks with the "can do" verbs and
possible products, review the alternative assessment possibilities with the participants.
(Make sure that participants recognize that when writing questions or tasks for
students, the verb used is the action the student does and not just a word in the
question or statement. For example, if a student is asked to contrast something, you
need to specify how this contrasting will be completed in graphic form, in chart
form, in outline form, in a summary, or what? What will the product be?)
Make sure that participants realize that all levels of Bloom's Taxonomy must be
used (Recall-Evaluation); each level builds on the other.
Emphasize the "products vs. verbs" on the blocks in A3.2,H2 and tell them to
create more "can do" verbs and products, etc.
g. Ask for comments, questions or concerns about higher-order thinking skills.
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5.

Extensions:

a. (30 minutes) Apply KnowledgeGive each group of 6 (or so) teachers a column of
verbs from the Questions (Assessment Task) Quilt. Have them construct a question or
task using their column of verbs after doing one or more of the following.
Watch a video segment (National Geographic is good)
Bring in lesson notes (If told before the workshop)
Use state benchmarks or objectives
Use textbooks or other resource books

Ask participants to share their questions and other assessment tasks and discuss the

points on Overhead A3.2,04Application Discussion Questions.
b. (15 minutes) Using the
Question (Assessment
Tasks) Quilt with students:
Remind teachers that
higher-order thinking
questioning works best in
classrooms when students
are aware of Bloom's
Taxonomy and they can
sometimes help develop
the questions. It is okay if
students help. HOW?
Pass out and review

Handout A3.2,H3
Using the Question
(Assessment Task) Quilt
With Students.

Other taxonomies besides Bloom's can be used to
generate assessment questions and tasks that measure
the full range of thinking skills we want to develop in
students. For example: Robert J. Wilson, 1996,
Assessing Students in Classrooms and Schools, pp. 2128. Allyn & Bacon Canada, 1870 Birchmount Rd.,
Scarborough, Ontario, M1P 2J7.

Jay McTighe, Maryland Assessment Consortium, do
Urbana High School, 3471 Campus Dr., Ijamsville, MD
21754, (301) 874-6039.
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Part BContinuum (Spectrum) of Assessment
Materials:
Overheads A3.2,05Spectrum of Assessment, A3.2,06The Key to Student Success,
A3.2,07Choosing the Right Tool, A3.2,08Range Indicator for Tasks, A3.2,09
Instructions, A3.2,010Summary, A3.2,011Final Thoughts
A3.2,H4High School English Questions, A3.2,H5Elementwy/Middle School
Science, A3.2,H6High School Social Studies Questions, Handouts A3.2,H7
Elementary Social Studies, A3.2,H8Elementary Social Studies-Blank

Set Up:
Run the handout sheets (by subject) on different color paper and cut the questions apart (with
letters attached). Place these cut out sets into envelopes.

Time:
90 minutes

Facilitator's Mates:
1.

(5 minutes) Talk about a spectrum (like the electromagnetic spectrum) and how we can
create a spectrum of assessments from "Simple" to "Complex" (roughly corresponding to
"traditional" to "alternative") depending on our need. Relate this spectrum to the levels
of Bloom's Taxonomy from Recall to Evaluation using Overheads A3.2,05Spectrum

of Assessment, A3.2,06The Key to Student Success, and A3.2,07Choosing the Right
Tool. You might say: "When we move from traditional to alternative assessment, can we
say we move from recall to a higher level on Bloom's taxonomy? We know that some
multiple choice, true/false and matching can be used to assess various levels of Bloom's
Taxonomy, but how often do we spend time making sure our "traditional" methods assess
the higher-order thinking skills important for students?"
2. (5 minutes) Ask participants to group themselves into pairs.
3.

(5 minutes) Display overhead A3.2,08Range Indicator for Tasks, to explain how
assessments in any content area can illustrate moving from "simple to complex" or "recall
to evaluation." Ask: What are some things we need to look for when writing assessment
questions and tasks to assess the higher end of Bloom's Taxonomy? A few things to
think about are: (a) the 'can do' verbs from Bloom's used in the question that reflect
what a student is asked to do, (b) the number of things a students is asked to do in a

Toolkit98, Chapter 3, Activity 3.2Spectrum of AssessernActivity

q

U

7

question (multi-stepped tasks), and (c) allowing for many types of Gardner's Multiple
Intelligences.
4. (5 minutes) Allow pairs of teachers to pick an envelope with elementary/high school

social studies, elementary/middle school science, or high school English questions

depending on their comfort with the subject. Place Overhead A3.2,09Instructions on
the screen and go over the directions with the whole group. Directions are:
Place each task on a spectrum from the most "simple" (more traditional)
assessment to the most "complex" (alternative) assessmentdecide if the order
goes from "recall" to "evaluation."
Each group should try to reach a consensus on their spectrum order but a
difference in opinion is allowed.
5. (20 minutes) Allow sufficient time for participants to sort their tasks.

6. (20 minutes) Ask each group to report out their "spectrum" order. This can be done

orally or on index cards. If time is a factor, ask groups to report their most traditional (or
recall level) task and their most alternative task (or most evaluative level). Ask them to
clarify their orders.
7. (10-20 minutes) Discuss ways to use this activity at the classroom level to help teachers

design better assessments.
8.

(5 minutes) Use Overheads A3.2,010Summary and A3.2,011Final Thoughts to
summarize important points.

9. Wrap-up: Evaluate session (identify levels of Bloom's Taxonomy) WHAT WILL YOU

TRY?
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Purposes:
1.To find the strongest matches
between assessment methods and
kinds of thinking (using Bloom's
Taxonomy)

2.To practice the "can do" verbs that
indicate levels of Bloom's Taxonomy
3.To explore assessments that elicit
complex thinking skills

Overhead A3.2,01

422
Toolkit98, Chapter 3, Activity 3.2Spectrum.Of Assessment Activity

9

Bloom's
Taxonomy
Reca

Application

/Analysis
Synthesis
Evaluation

Overhead A3.2,02
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Discussion Questions, Part 1

1.

In what way do "can do" verbs help
one develop targeted questions?
Explain.

2. Did you have to think more to create a
question or task when you had a
specific verb to use? Explain.
3. How might these verbs be used in the
classroom to develop questions and
other tasks for assessments and
lessons? Explain.
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Discussion Questions, Part 2
4. How are these "can do" verbs reflected
in local objectives, standards, or
benchmarks? Explain.
5. How can you use the "can do" verbs to
align local objectives to instruction and
assessment? Explain.
6. When using higher-order questions and
tasks with students, do you find
traditional assessment methods
limited? Explain. What types of
alternative assessments could be used
with specific levels of Bloom's
Taxonomy? Explain.

425
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Application Discussion Questions

1. Which questions or other assessment
tasks would generate an alternative
product?
2. Which questions and tasks are the most
creative and would allow for a more
creative response?
3. Which questions or tasks are the most
subjective to score?
4. Which questions and tasks would
students be more motivated to do?
5. Which questions or tasks would be the
most difficult to grade on a test? Why?
Overhead A3.2,04
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The key to student success
If we alter assessment tasks in small
ways, we can open them up and
move them along the assessment
spectrum to provide truer pictures of
what students know and can do, and
assess more complete skills.

Overhead A3.2,06
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Choosing the Right Tool
Assessments are tools we use to
gauge what students know and can
do.

It is very important to choose
assessment methods that match
what we want to assess so that we
can make appropriate inferences
about a student's performance.

Overhead A3.2,07
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Range indicator for tasks...
Assessment Spectrum

Complex

Simple

(tend to be more
"alternative")

(tend to be more
"traditional")

Evaluation

Recall

Overhead A3.2,08
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Instructions
1. Reach a consensus on where you
would place each task on the
spectrum.
Complex (tasks in which):
-students are more engaged with
target knowledge and
understanding
-opportunities are present for
students to show what they know
and can do in a variety of ways

2. Decide on characteristics that
determine placement along the
spectrum.

3. Note major areas of agreement or
disagreement about placement.
Overhead A3.2,09
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Students need experience with
complex oral and written
questions,...so

Teachers should use a variety of
question types,...which is an examp e

of
Matching student learning targets to
assessment methods.
Alternative assessments match best to
complex targets, like the higher end of
Bloom's Taxonomy.

Prior to testing, read questions over
carefully to check for clarity.
Overhead A3.2,010, p.1
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Questions requiring written responses
are great, but go over expectations for
quality answers with students prior to
giving assignments (rubrics are great
for open-ended types of questions).

Prepare questions and other
assessment tasks prior to class
activities to emphasize various levels
of student thinking.
Students should practice writing good
assessment questions.

Overhead A3.2,010. p. 2
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Final Thoughts
Small changes in the way a question
or task is posed can provide a bigger
picture of what students know and can
do

The best cameras with the best lenses
can take poor pictures if used
incorrectly. To get the best
"snapshots" possible, choose your
tools wisely to create the best pictures
of what your students know and can
do.

Overhead A3.2,011
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The Big, Bad Wolf Meets the Blooms
A CHORAL READING TO REVIEW BLOOM'S TAXONOMY

4ft

BY NANCY MCMUNN, ADAPTED FROM BARBARA HISE'S CHORAL READING

Characters: LENNY: (Wolf s psychologist-wearing glasses)
Wolf: (Wolf ears)
The Blooms: Recall, Application, Analysis, Synthesis, and Evaluation
The Chorus: Rest of the participants; everyone gets a part
The play opens with the Wolf seated center front, alone with his head in his hands. The chorus can be
seated in a semi-circle fashion around the Wolf.

Wolf:

Why, oh why is it that I never do anything right? I have tried for years to
destroy the Pig family and I can never succeed.

Chorus:

Poor Wolf. He always does everything wrong.

(Enter Lenny)
Lenny:

Hello Wolf. Did you blow down the brick house yet and get rid of the Three
Little Pigs?

Wolf:

Naw, I got mad when the 2nd Little Pig fled from the stick house. I didn't
catch him...again....He keeps running to the brick house and I haven't figured
out a way to blow that house down.

Chorus:

Poor Wolf. He can't do anything right.

Wolf:

Hey, cut that out (facing the chorus). I'm not in the mood for teasing! I've got
problems.

Lenny:

Come on and join the Bloom Society, Wolf. They'll teach you to think like
the 3rd Little Pig.

Chorus:

Go on, Wolf. Listen to Lenny.

Wolf:

What society? Besides, I can't. I never succeed at anything I try.

Lenny:

Of course, you can succeed. You aren't the Scarecrow character in The
Wizard of Oz. You do have a brain. You just don't know how to use it!
Handout A3.2,H1, p. 1
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Wolf:

Well, I might as well be, because I know I've never been taught to use my
brain. I sure don't seem to be able to solve my own problems. Life used to

be so simplethat is, before the Three Little Pigs.

Chorus:

Don't know how to use the brain you've got!

Lenny:

Well, I know how to fix that. I'm going to introduce you to my brain fixers,
the Bloom quintuplets! They always help me with my problems....

Chorus:

The Bloom quintuplets?

Lenny:

Hey, Blooms! Come on in! I have a friend that needs your help.

(Enter: the five Blooms, each clearly labeled with a sign around his/her neck.)
(As Lenny introduces each skill, they step forward and take a bow.)
Lenny:

Wolf, I want you to meet my secret skills, the thinking skills: Recall,
Application, Analysis, Synthesis, and Evaluation.

Wolf:

What good are they going to do me? I don't even know what their names
mean and what kinds of skills they are?

Recall:

Then I'm the first skill you need. I'm Recall. I'm easy to use. You won't have
to do much thinking at all, in fact, you're ready to take a test now. What
material did the 3rd Little Pig use to build his house?

Wolf:

Recall, that's easy! He used bricks. I don't understand, so what good are you?

Lenny:

Recall will not help you much without the next step.

Application: And that's me. My name is Application. When you take something you have
learned and put it to use, you are applying knowledge.
Wolf:

Let's see. I learned that the Three Little Pigs built their houses out of straw,
sticks, and bricks and that was my first level of thinking. I only used Recall

of my knowledge. Now, I know your name is Applicationbut what can you
do for me?

Application: I bet the 3rd Little Pig used Application when he built his house out of the
pile of bricks.
Handout A3.2,H1, p. 2
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Lenny:

Well, yes, because if you think about it all the Little Pigs used Application
when they constructed their houses. Or, you used Application when you
demonstrated that you could blow down the straw house because you recalled
that the house was constructed from straw and straw was easy to blow away.

Wolf:

Oh, I think Application is smarter than Recall.

Chorus:

Wolf, you're getting smarter already.

Wolf:

This is fun. What's the next step?

Analysis:

That's me. My name is Analysis. And if you think Application was smart,
wait until you try me!

Wolf:

What do I do when I analyze?

Chorus:

What do you do when you analyze?

Analysis:

You take things apart.

Chorus:

You take things apart???? But, wolves tear things apart? Shhh!!!!

Wolf:

I get it. If I know what all the different parts are, then maybe I'll understand
the whole picture better. Am I analyzing if I examine the brick house closely
so I could detect all its parts, and, just maybe, I'll find a weak spot? Maybe I'll
find an open window or chimney large enough to enter? Or, maybe the bricks
in the house are easy to break with a hammer?

Chorus:

Oh0000, a weak spot in the house. Wolf s getting the picture.

Wolf:

Okay, I need to go back to the scene. See you later...

Lenny:

Just wait one minute....Wolf....you have two more parts to consider. Besides,
we need to make sure your brain is really working before you go back to the
scene.

Wolf:

Well, hurry up....What comes next?

Lenny:

The most popular Thinking Skill of all, Synthesis.

Wolf:

What is Synthesis?

Chorus:

What is Synthesis?

437
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Synthesis:

I'm Synthesis, sometimes called Creativity. And I'm much more complicated
than some people think and much easier than other people think.

Wolf:

Gee....You sound more like a riddle.

Chorus:

Synthesis sounds like a riddle.

Wolf:

Gee...that Chorus is giving me a headache. Get rid of them!

(The Chorus members quickly hide their faces.)

Synthesis:

Synthesis puts things together in a new or different way.

Wolf:

You mean I analyze....

Chorus:

Take apart.

Wolf:

....so I can synthesize by putting things back together?

Lenny:

That's right!

Chorus:

What's so hard about synthesizing?

Lenny:

Wolf, sometimes it's hard to see a new way of doing things.

Wolf:

That doesn't sound very easy to me. But let me try. If I look at all the parts to
the whole picture then I can rearrange those parts. Like if I look at the
different parts to the third Little Pig's House and then figure out how it's made
then maybe I can create something to use to help me get into the house or
down the chimney?

Chorus:

Right....it's figuring out a new way in....to get to the Three Little Pigs...

Lenny:

Well, maybe, but then if we synthesize correctly it will lead us to Evaluation
and maybe to a different solution to your problem.

Chorus:

A better solution

let's see...

Evaluation: Well, I thought you would never call my name.

Chorus:

What will Wolf do when he evaluates?
Handout A3.2,H1, p. 4
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Evaluation:

He will have to make decisions...sometimes very difficult ones.

Wolf:

But, I do that all the time...besides...hurry up...I'm getting hungry.

Evaluation:

Wolf, you may make decisions all the time...but do you ever stop to consider
WHY you make those decisions or judgments?

Chorus:

Why? Why? Why?

Lenny:

And the hardest part is knowing when you need to go back and start over
again.

Wolf:

You're confusing me. What do you mean?

Chorus:

What do you mean?

Lenny:

Well, when you are trying to synthesize...

Chorus:

Put things together.

Lenny:

....it's not always easy to know if the new way is better or worse.

Chorus:

But time will tell.

Wolf:

Boy, it's sure going to take time for me to learn all this.

Lenny:

Wolf, do you think you might need to make a new judgment on WHY you
want to destroy the Little Pigs?

Chorus:

Destroy the Three Little Pigs?

Wolf:

Well, I don't really know, I have plenty of food to eat. Besides, I really don't
like pig meat!

Chorus:

He doesn't even like pig meat!

Lenny:

Wolf, maybe you need to exert you.r energy by trying to help the other Pigs
build brick houses instead of trying to figure out how to blow them down.
Just think what you could accomplish. Maybe the Pigs would even help you
build a new brick home for your grandmother; she needs more space.
Handout A3.2,H1, p. 5
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Wolf:

Hey, that's really a good idea, I think I like the Blooms! Do you think the
Blooms will help work with my cousin? He is hiding in the woodswaiting
for Red Riding Hood, you know, the cute kid, walking to Grandma's House!

Chorus:

Why not? All you need to do is recall, apply, analyze, synthesize, and
evaluate.

Handout A3.2,H1, p. 6
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Handout A3.2,H2, p. 2
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EVALUATION

Handout A3.2,H2, p. 3
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Using the Question (Assessment Task) Quilt
with Students
Have students review Bloom's Taxonomy using the Choral reading in class.
2. After a lesson or video or at the end of a unit of study, allow students to create their own
questions or other assessment tasks to place on a Question (Assessment Task) Quilt.
Different groups could be given different levels of Bloom's Taxonomy on which to focus
their questions or tasks.
3. The teacher can pull questions from the quilt for tests, quizzes, etc. This approach should
encourage the students to take more responsibility for their own learning. It allows a
teacher to integrate assessment and instruction by using the assessment to teach the very
skills they also want to assess.
1.

Example: Questions and tasks created and posted by students for a particular unit of study

Questions
Week 2

Questions
Week 3

Questions
Week 4

Questions
Week 5

Define in
writing the
word
mitochondria.

Name three

functions of
the nucleus of

Who coined
the term
cell?

Match the
structure with
the function of
the listed parts.

Categorize the cell
structures as plant,
animal or both.

?

?

?

?

Analysis

Compare and
contrast plant and
animal cells.

?

?

?

?

Synthesis

Using the graph,
predict the influence
of salt water on the
celery (plant) cells.

?

?

?

?

?

?

?

?

Bloom's

Questions

Level

Week 1

Recall

Label the parts of
the human cell,

Application

Evaluation

Argue that cell size
is limited and that
number of cells
determine size of
animals.

an animal
cell.

Handout A3.2,H3
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ENGLISH QUESTIONS//HIGH SCHOOL

A
Choose the correct
punctuation for this sentence:
Does John play basketball

(Cut out sections and place in envelopes)

Copy the sentences in
exercise A from your
grammar workbook onto a
sheet of notebook paper.
Punctuate them correctly.

You have been asked to
proofread your older
brother's book report. He
wants you to check the
punctuation and will pay you
$10.00 for your services.
Using a highlighter, mark the
errors you find and correct
them.

Write an entry in your
journal using no ending
punctuation. After you have
finished writing, get into a
group with two other people.
Exchange journals and try to
read each other's papers.
After you have read aloud,
write a new journal entry
about what you learned about
the purpose/need for ending
punctuation.

You are entering a short story
contest sponsored by your
school. After you have
written a rough draft,
proofread it for good
punctuation skills. After
carefully checking for errors,
re-write your story making
all corrections. Following
contest guidelines, prepare
your corrected copy for
submission to the contest.

Make a list of as many jobs
as you can think of where
good punctuation skills are
necessary to be successful.
Ex: newspaper reporter.
After making your list, pick
four jobs from the list and
write a paragraph on each,
explaining why these jobs
required good punctuation
skills. (Make sure you use
good punctuation skills when
writing your report.)

Create 10 sentences of your
own representing the four
types of basic sentences:
declarative, interrogative,
exclamatory, and imperative.
Make sure you punctuate
these sentences correctly.

Pick out any three of your
journal entries over the past
few weeks. Analyze/count
the types of sentences you
used most often in your
writing. Make a punctuation
graph to show your findings.
Now write a new journal
entry about what you learned
from creating this graph.
(Ex: I need to use more
sentence variety in my
writing.) Incorporate what
you learned into your newest
journal entry.

Explain how punctuation
marks in writing are like road
signs on the highway.

a) .
b) !

c) ?
d) ,

Handout A3.2,H4
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SCIENCE QUESTIONS//ELEMENTARY/MIDDLE SCHOOL (Cut out sections and place in envelopes)

A
If you could eliminate any
organ in the body, which one
would it be and why? What
complications might arise
without this organ?

Make a diagram and tell the
function of each organ of any
of the following systems:
respiratory, digestive,
circulatory, or nervous.

Make a diorama of an
extremely unhealthy
environment that the
respiratory system should
NOT be exposed to.

Using the attached drawing,
identify the bones of a
skeleton and label them.

Imagine that you are a cookie
about to be eaten. Write a
travel diary as you travel
through the digestive system.

The heart is an organ of
which of the following
systems?
a) nervous
b) respiratory
c) circulatory
d) digestive

Using a diagram to show the
body location, write in
complete sentences an
explanation which will
compare and contrast the
appendix to the gall bladder.

Sally, one your classmates, has diabetes. You know she has
a difficult time regulating her diet at school. Discuss with
your peers some of the problems Sally has related to her
diabetes. Make a recommendation for a daily meal and snack
plan for Sally to follow while at school and offer her a way to
help monitor her progress.

Show where your "fi.inny bone" is located and report why it feels so strange when you hit it.

Handout A3.2,H5
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SOCIAL STUDIES QUESTIONS//HIGH SCHOOL

A

How many main branches
are there in the U.S. federal
government?
a) I
b) 2
c) 3
d) 4

D

Not all governments are
structured like the U. S.
federal government. Choose
a foreign country and
compare and contrast its
national government
structure with the three
branch U. S. system.

(Cut out sections and place in envelopes)

B

The U. S. government has
three major branches:
executive, legislative,
judicial. Write a definition
for each of these. You may
use your textbook.

E
The following activities are
governed by local/state/or
federal regulations. How old
must you be to legally: Vote?
Drive a car? Run for
governor? Become a police
officer? Get arrested? Buy
cigarettes? Work a 40-hour
week?

C
Pretend that you are a
member of the U. S. House

of Representatives. You
want to introduce a bill that
would raise the minimum
wage. Design a flow chart
that shows the steps you
must go through to get the
bill introduced.
F
You have been falsely
accused and convicted of a
felony. You and your lawyer
have vowed to fight this
miscarriage of justice to the

highest court in the landthe
Supreme Court. You must
understand the justice system
to make it work for you.
Outline the process you will
have to follow to win your
freedom. What's the next
step you must take? Then
the next? Follow the process
all the way to the Supreme
Court. (Good luck!)

,

F
The three branches of
government provide checks
and balances for each other.
List three of these checks and
balances and explain how
they work

G
List the basic qualifications a
person must have to be able
to run for President of the

H

If you had to eliminate any
one of the three branches of
government, which one
U. S. Now make a second
would it be? What are some
list of qualifications you
of the problems that might
consider necessary to become arise if this branch were
eliminated?
Chief Officer of the
Executive branch of our
government. Be prepared to
explain why.
Handout A3.2,H6

447
34

Toolkit98, Chapter 3, Activity 3.2Spectrum of Assessment Activity

(Cut out sections and place in envelopes)

SOCIAL STUDIES QUESTIONS//ELEMENTARY

A

Make a model of a
community. Make sure to
include important services,
resources, and buildings
found in a community.

C
The leader of a community is
Imagine that you could
design your own community. called the:
What would it look like?
a) president
b) governor
Describe the services and
resources that might be found c) major
d) vice president
in your community.
B

E

D

A classmate has just moved
into your community. List
important places that she
should visit and important
services that she should
know about.

Design a travel brochure that
describes your community.

H
Make a cartoon strip that tells Tell why it is important to
have community services
several facts about your
such as policemen and
community.
firemen.
G

Using the attached map, label
the following parts of a
community: hospital, school,
police station, fire station,
park.

I

Why is it important for us to
protect our resources within
our community?
,

Handout A3.2,H7
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SOCIAL STUDIES//ELEMENTARYBLANK

(Cut out sections and place in envelopes)

A

B

C

D

E

F

H

G

Handout A3.2,H8
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Activity 3.3

Performance Criteria
Keys to Success

Purposes:
1.

To learn the characteristics of sound performance criteriawhat do good performance
criteria look like?

2. To learn the additional features of performance criteria that make them most useful as
instructional tools in the classroom
411110

3. To summarize previous points about the relationship of assessment purpose to design of
performance criteria
4. To build skill in reviewing and critiquing performance criteria
5. To practice one method of teaching criteria to students

Uses:
This is an advanced level activity that can be used in Chapter 3 to explore the characteristics
of quality performance criteria (rubrics) and discuss the advantages and disadvantages of
different kinds of performance criteria. It can also be used to follow-up Activity 1.9Going
to School and Activity 2.1Sorting Student Work.
Prerequisites might include (a) an activity on the rationale for alternative assessment (e.g.,

Activities 1.1Changing kssessment Practices..., 1.6Comparing Multiple-Choice and
Alternative Assessment, or 1.12Assessment Principles); (b) activities that build knowledge
of the role of performance criteria in a performance assessment, how to use criteria to score
student work, and how to use criteria as instructional tools in the classroom such as Chapter
2 text and Activities 2.1Sorting Student Work, and 2.5How Knowledge of Performance
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Criteria Affect Performance; and (c) one of the activities providing a gentle introduction to

quality issues, such as 1.5Clapping Hands or 1.11Assessment Principles.

Rationale:
A variety of performance criteria types are being developed. The type to use depends on:
(1) the type of student outcome being assessed; (2) whether the assessment is large-scale or
classroom; and (3) the vision one has of the role of assessment in the educational process.
These issues are discussed in the text in Chapter 3. The purpose of this exercise is to
demonstrate, with specific examples, the characteristics of high quality performance criteria if
the purpose is to maximize classroom instructional usefulness. At the end of the activity we
want participants to feel confident that they would know how to reply to a colleague who
comes up to them and asks, "I'm thinking about using this set of performance criteria in my
classroom. What do you think about them?"

.

The activity also models the process for teaching criteria to students. When teachers teach
criteria they need to define each trait, give some examples, have students practice identifying
strong and weak examples of products/performances using the criteria, and have students
practice making weak products/performances stronger. While students might be working on,
say, criteria for quality oral presentations, participants in this professional development
activity are working on criteria for criteria. Thus, in this activity, we define criteria for
criteria and identify strong and weak examples of criteria. You can even make this into a
little assessment joke because the criteria for criteria have to adhere to their own standards
content/coverage, clarity, and generality.

Materials:
For both options:
Overhead projector, screen, blank transparencies, transparency pens

Overheads: A3.3,01Performance Criteria Keys Purposes; A3.3,02Performance
CriteriaKeys to Success; A3.3,013Speaking Criteria to Critique; A3.3,014
Advantages and Disadvantages of Task Specific and General Criteria; A3.3,015
Advantages and Disadvantages of Holistic and Analytical Trait Criteria; A3.3,016
Informal Writing Inventory.

In addition, choose one of the following:

Option 1:

Mathematics

Overheads: Two "name the graph" student solutions, A3.3,03Number of Teeth;

A3.3,04Fruits; A3.3,05Skimpy Criteria; A3.3,06Task Specific Criteria, Version
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1: Name the Graph and A3.3,07Task Specific Criteria, Version 2: Name the Graph
(these can also be used as handouts)

Handouts: Several rubrics from Appendix ASampler are required at various steps in
this activity. There is a special part of the Appendix ASampler Index devoted to
Activity 3.3 to help users locate appropriate mathematics rubrics.
Option 2:

Writing

Overheads: Two writing samples, A3.3,08Redwoods and A3.3,09Fox;
A3.3,010Skimpy Writing Assessment Criteria; A3.3,011Sample Holistic Writing
Criteria; and A3.3,012Sample Task specific Writing Criteria (these can also be used
as handouts)

Handouts: Several rubrics from Appendix ASampler are required at various steps in
this activity. There is a special part of the Appendix ASampler Index devoted to
Activity 3.3 to help users locate appropriate writing rubrics.

Time Require&
60-90 minutes

Facilitator's Notes:
A. (2 minutes) Introduction. Use Overhead A3.3,01Performance Criteria Keys
Purposes to introduce the activity. The facilitator's notes include two running
examplesmath and writing. You will likely only be using one of the two in any single
setting. Directions that relate to both activities are not boxed. Boxed instructions mean
that you need to choose either the math or writing version.

B. (20 minutes) Key 1: Coverage
1. The first "key to success" (see Overhead A3.3,02Performance Criteria, Keys to
Success) for performance criteria is: Don't leave out anything of importance. Describe
why it is essential to cover everything of importance and give examples. You might
say something like: Well-defined performance criteria are a statement ofwhat is
valued in student work They communicate to us, as teachers, and students what to do
and what is important to attend to. If important dimensions of performance are left
out, it is likely that they won't be emphasized in instruction or student work because
they won't be assessed. An example in writing is a state that lefi the trait of "voice"
out of their rubric because they felt it would be too difficult to get good rater
agreement. The resultno systematic attention to voice in writing. Another example
is in music. What i f you were a fiddle player and bowing wasn't rated as part of
performance? What message does that communicate? Or, if teachers were held
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accountable for student performance, what effect might leaving bowing out have on
instruction? A third example might be the Olympics. What if entry into the water was
not taken into account in diving? Instead, type of bathing suit is scored. What
message does this send about what is important? How would it affect coaching?
Ask participants to think of examples from their own experience about how criteria
communicate what counts. Think: driver's test, Olympics, what usually gets rewarded
in student writing, etc.

2. Choose either math or writing.

Math: Show the strong student

performance (A3.3,03Number of
Teeth). Ask, How well did this student
communicate what he or she did? Most
teachers agree that the student did a good
job on this trait. Now put up the Skimpy
Criteria (A3.3,05) and point out the
section on communication. Then cover
up the trait of communication and ask,
What message would be sent if
communication was not scored? How
might instruction be affected? How
might student work be affected?

Writing: Show the strong student
performance (A3.3,09Fox) and give
participants the Skimpy Writing Criteria
(A3.3,10). Ask, How well did this
student use detail to add clarity? Most
teachers agree that the student did a good
job on this trait. Then cover up the trait
of detail and ask, What message would be
sent if detail was not scored? How might
instruction be affected? How might
student work be affected?

3. Besides covering all those aspects of a performance that are truly aspects of a strong
performance, it is equally important to leave out those aspects of performance that do
not truly distinguish quality. A great example is the "two minute speech." The son of
a friend had to make an oral presentation as part of a seventh grade culminating
project for the semester. The speech had to be between two and three minutes long.
He practiced at home and was timed at two minutes 15 seconds. When he gave his
oral presentation at school he was a little nervous and was two seconds under two
minutes. His grade went from an 'A' to a 'C.' What message does this send to students
about what is important?
4. In order for participants to really understand the importance of good content coverage,

it is useful to practice finding and correcting the "holes" in criteria/rubrics. Overhead
A3.3,013Speaking Criteria to Critique can be used for this. Ask participants to
work in groups to identify important aspects of performance that have been left out or
not covered completely.

(What other groups have said: There should be a trait for "content." Under delivery
one might add hand gestures and posture. Students also need to understand that oral
presentation is organized and presented different than written presentationsentences
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are shorter, there is more repetition, and fewer points can be made in the same amount
of time. Where should multi-media and visuals go? Where should personal style
go?)

Now rate A3.3,013Speaking Criteria to Critique on a scale of 1-5 where 1 denotes
"lots of holes; coverage is weak" and 5 denotes "not many holes; coverage is good.
(These speaking criteria usually get a 3-4 rating on the trait of coverage.)

5. A3.3,016Informal Writing Inventory is usually rated very weak on the trait of
coverage, so it provides a good example to anchor the low end of the scale. The
Informal Writing Inventory (IWI) was developed to screen students into special
education classes. The purpose is to identify whether there is a writing disability.
Students are shown a picture and write about what is happening in the picture. This is
a nice writing task; pictures are frequently used to prompt primary writing. The
criteria, however, are these: First one counts up the number of grammatical errors.
Then one counts up the number of fatal grammatical errorsthose that block one's
ability to understand what the writer means. Then one forms two ratiosthe error
index which is the ratio of erroneous writing to well-formed writing; and the
communication index, which is the percentage of total errors that disrupt
communication.

Participants usually feel that counting grammatical errors is not a very good criterion
for good writing. It leaves out a lot that is important. Therefore, the coverage is rated
very low. (It anchors the "1" end of the scale.)
6. Be sure to emphasize the main point hereteachers teach to the criteria and students

learn to the criteria. Therefore, criteria/rubrics must cover that which most
distinguishes quality, and they must leave out those things which are not really
indicators of quality. (If things like following directions, having a date on the paper,
etc. are important outcomes, score them separately. Don't mix "following directions"
with the quality of the student response.)
7.

If you would like to give participants more practice on critiquing performance criteria
for "contact/coverage," see the Activity 3.3 Index part of Appendix ASampler.
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C. (20 minutes) Key 2: Detail
1.

The second key to success (A3.3,02) is having criteria that are clear, detailed, and
illustrated with samples of student work.

Math: Refer to the Skimpy Criteria
(A3.3,05). Have participants score the
strong and/or weak student performance
(A3.3,03 or A3.3,04) on the trait of
communication. Chances are that rater
agreement will be pretty good. Now,
pose the dilemma: What i f you give
feedback to a student using this scale
and the student says, "I know I
communicated well because my score is
high, but I don't know why. Why did I
get a good score on communication?"

Writing: Refer to the Skimpy Criteria
(A3.3,010). Ask participants to score
the strong and/or weak student
performances (A3.3,08 orA3.3,09) on
the trait of "personal expression."
Chances are that rater agreement will be
pretty good. (Fox is very high and
Redwoods is very low.) Now pose the
dilemma: What if you give feedback to a
student using this scale and the student
says, "I know I exhibited a sense of
personal expression because my score is
high, but I don't know why. Why did I
get a good score on personal
expression?

The point to make is that students have a harder time generating another strong
response if they don't know what made the previous response strong. Or if the
previous response is weak, they have a harder time making the next one better if they
don't know what made the current one weak The point of having clarity and detail in
criteria is not necessarily to ensure that two different raters would give the student
work the same score (rater agreement) although detail will help here too; rather,
detail helps to clearly communicate to students what they need to do to produce
quality work.
Also note that criteria can have good content/coverage and still be weak in clarity.
For example, either of the Skimpy Criteria covers the important dimensions of
performance; it is just not clear what many of the terms mean, or what the difference
is between, for example, a '1' and a '2.'

2. Ask participants to rate Skimpy Criteria (A3.3,010 or A3.305) for clarity on a scale
of one to five where '1' is low and '5' is high. Remind them to base their rating on two
questions: (a) are these clear enough that two different raters are likely to give the
same score to the same piece of student work; and (b) would these criteria
communicate to a student who is not doing well what to do differently next time?
(Both Skimpy Criteria examples usually receive a low score for clarity.) Ask
participants to outline what they would do to make the criteria clearer. (Responses
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generally include: add definitions, describe indicators of 1-5 performance; find work
samples that illustrate what you mean.)
Now ask participants to rate the detailed analytical trait criteria selected from the

Appendix ASampler on the trait of 'clarity' where '1' is low and '5' is high. (These
rubrics get a higher score, usually around '4' for math and '5' for writing) Ask
participants to outline what they would do to make the criteria even clearer.
3. Make sure that participants understand the relationship of purpose to design. If the
purpose of the criteria is use as an instructional tool in the classroom, then adequate
detail is of paramount importance. If the purpose is merely to put numbers on student
work for large-scale assessment, perhaps not as much detail is important.
4. Ask participants to find another example of skimpy criteria in the Sampler
(Appendix A) and an example of good detail and moderate detail. (See the Appendix
ASampler Activity 3.3 Index for suggestions.)

D. (20 minutes) Key 3: General
1. The third key to success (A3.3,02) is using generalized performance criteria. Define
"generalized" and "task specific" and discuss examples. You could say: "Generalized"
means that the criteria can be used to rate a whole class or category of performances and not
just the work from a specific task Task-specific criteria can only be used to rate performance
on a single task For example, in the Olympics the same criteria are used to rate all dives
difficulty, form, entry into the water, etc.; there are not separate criteria for each type of dive.
In writing assessment, criteria are often very generalsome places use the same criteria to
rate all kinds of writing; others have separate rubrics for persuasive, narrative, and
expository writing. But, very few are task-specificwhat sense would it make to have a
separate rubric for each prompt?

Math: Illustrate task-specific criteria with

Writing: Illustrate task specific criteria with

A3.3,06Task Specific Criteria, Version I:
Name the Graph, and A33,07Task
Specific Criteria, Version 2: Name the
Graph. Ask participants whether they could
use these criteria to judge student
performance on another task (take any other
math task from the Sampler. (The answer is

A3.3,012Task Specific Writing Criteria.

"no." This is the essence of task-specific
scoring; it applies only to a single task.)
Then ask whether the general criteria
(selected from the Appendix ASampler
for this purpose) could be used to judge
student performance on Name the Graph.
(The answer is "yes." This is the essence of
generalized criteria; they apply across tasks.)

Ask participants whether they could use
these criteria to judge student performance
on another task (say, "write a persuasive
essay on school uniforms"). (The answer is
"no." This is the essence of task-specific
scoring; it applies only to a single task.)
Then ask whether the general criteria
(selected from the Appendix ASampler
for this purpose) could be used to judge
student performance on Describe a Favorite
Place. (The answer is "yes." This is the
essence of generalized criteria; they apply
across tasks.)
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2. To make sure participants know the difference between task specific and general
criteria, ask them to find examples in the Appendix ASampler. (The General Index
lists which samples illustrate the two kinds of criteria.)
3. Now discuss the relative advantages and disadvantages of these types of criteria.
(Activity 1.9Going to School also includes such a discussion.) As a guide to or
summary of the discussion use A3.3,014Advantages and Disadvantages of Task
Specific and General Criteria.

Advantages of task-specific criteria:
a. Quicker to train raters.
b. High rater agreement right from the start.

c. Therefore, often used in large-scale assessment.

Disadvantages of task-specific criteria:
a. Have to develop new criteria for each task.
b. Makes no sense to show them to students ahead of time because they "give away"
the answer.

c. Can't use them for judging the work in portfolios because the content of each
student's portfolio can be very different. (This is especially true at the large-scale
level.)
d. What happens if a student comes up with a perfectly reasonable strategy or solution,
but it isn't one included in the task-specific criteria? This happens frequently in
large-scale assessment when raters are going fast and not really thinking about what
they are doing. In fact a personal communication from a major test publisher
indicated that this was a major reason they were moving away from task-specific
scoring.

e. Related to (d) abovetask-specific criteria do not make the rater think, the thinking
has already been done for the rater. The developer of the rubric already thought
through, for example, how good problem solving would look on this problem.
Therefore, the rater doesn't have to think. Likewise such criteria don't make
students think. If a major reason for developing criteria is as a tool for learning in
the classroom (e.g., students learn standards of quality for work), then generalized
criteria do a better job because we want students to thinkto be able to generalize
what they learned on one task to make performance on the next task better.
(A sample script for the last point might be: The value of generalized criteria is
that they help us to define what "good" looks like so that we can begin to generalize
across performances and bring information from past experiences to bear on new
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experiences. This is especially important for the "hard to define" or "disagreement
on what this means" goals such as critical thinking, problem solving, collaborative
working, communication skills, etc. If people already agree on the definitions, then
you can cut corners. But, people often don't agree on what some skills mean and
what it looks like when students do "it" well. We can't hold students accountable
for different visions of the same target. It is our moral obligation to define
precisely what we mean.)

Advantages of generalized criteria:
a. They help students generalize what quality looks like from one task to the next.
b. It is very beneficial to ask students to help develop them.

Disadvantages of generalized criteria:
a. They take longer to learn (because the rater has to learn how to apply them to a
variety of tasks).
b. Rater agreement, at least at first, is lower.
4. We don't necessarily mean to imply that task-specific criteria should never be used.
Remember, rubric design relates to purposewhat they will be used for. It might be,
for example, that task-specific criteria are better used when one wants to determine the
student's conceptual understanding of specific aspects of a task or if you want the
student to use specific equations or come up with specific substeps or final answers.
Generalized criteria might be best for "big" outcomes such as problem solving,
communication in math, group collaboration, and critical thinkingprocess skills that
should be generalized across tasks. They are also, obviously, necessary when you will
be looking at work generated by students on different tasks as, for example, in
portfolios.
A compromise might be to "mix and match" generalized criteria and task-specific
criteria. For example, one might, on a task, overlay generalized criteria for group
collaboration and critical thinking, and also have task-specific criteria for specific
substeps. Another compromise might be to have students consciously develop taskspecific criteria from a generalized rubric. That way they practice the ability to
generalize.

E. (20 minutes) Key 4: Analytical Trait Criteria
1 We hesitated before putting this on this list of quality criteria because choice of
analytical trait or holistic really depends on purpose. For some uses, such as largescale summative assessment, where speed of scoring is an issue, holistic scoring may
be a fine choice. However, for classroom instructional uses, analytical trait criteria are
more useful. Be sure participants are clear about this. We don't want to create
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analytical trait zealots that write nasty letters to their state departments of education for
using holistic rubrics. So...

If the purpose for criteria is using them with students to promote learning, the fourth
key to success (A3.3,02) is analytical trait rather than holistic criteria. Hopefully you
have already done activities that illustrate the difference and why it is important (such
as Activity 2.1Sorting Student Work). In a pinch, you might use the following
script. (But, telling is never as effective as showing.) You might say, Analytical trait
means that more than one dimension of performance is assessed. Holistic means that
you make one overall judgment of the quality of the response.
2. Have participants score the student performances with the analytical trait and holistic
rubrics selected from the Appendix ASampler for this activity. (Suggestions are
provided in the Activity 3.3 part of the Sampler Index. A sample holistic writing

rubric is attached as Handout A3.3,011Sample Holistic Scoring Criteria.) Discuss
advantages and disadvantages of each method (see A3.3,015Advantages and
Disadvantages of Holistic and Analytical Trait Criteria).
The bottom line is that analytical trait systems are not worth the effort in the classroom
if all they are to be used for is putting grades on student papers. If, however, they are
used as an instructional methodologyto focus instruction, communicate with
students, allow for student self-evaluation, and direct instruction on traitsthey are
very powerful. In short, purpose dictates design.
3. To consolidate the notion of holistic and analytical trait criteria, ask participants to
browse through the Appendix ASampler and find examples of each type. (The
general index to Appendix A will help you locate relevant samples.)
F. (10 minutes) Wrap-Up. Make a game out of repeating the mantra for quality criteria

coverage, clarity, generality (and maybe analytical trait if the purpose is instructional).
Ask participants to repeat this mantra to each other.
Ask participants to explain to each other why these features of criteria are important for
the purpose of classroom use in instruction. (And, if the purpose were different, say,
large-scale,screening of students, what rubric features would be important.)
Then ask participants to write in their own words what it means to have quality criteria.
If a colleague were to come up to them and ask, "I'm thinking about using these criteria in
my classroom, what do you think?" what would they look for?

4:53
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Performance Criteria

Kes to Success

Purposes:
1. To learn characteristics of high quality
performance criteria

2. To learn features of performance
criteria that make them useful as
instructional tools in the classroom

3. To build skill in reviewing and
critiquing performance criteria
Overhead A3.3,01
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Performance Criteria Keys to
Success

1. Content/Coverage:
Cover eveNthing of importance don't leave
things out. What they see is what you'll get. Could
you explain to someone else why each thing assessed is
essential? What you left out and why? Only include
the things of most importance. It might be
desirable to have a speech that is only two minutes
long, but is this really what is most important in an oral
presentation?

Overhead A3.3,02,p. 1
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Performance Criteria Keys to Success
2. Claritig:
The more detail the better. Write definitions;
use adjectives and descriptive phrases. Could you
explain to someone else what each item in the criteria

means? }lave samples of student work.
Illustrate what you mean. Could you show someone
else sample student work or performAnces that
specifically illustrate each score point on each
dimension?

3. Generalit:
Aim for generality. Develop criteria that can be used
across tasks. Could you show someone else samples
of strong and weak performance from many different
assignments and tasks? And explain how the criteria
relate to these different situations?

4. Consider anaNtical-trait (several ratings)
rather than holistic (one rating) for classroom
instructional uses
Overhead A3.3,02, p.2
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Uraphing Problem - Grade 5
NAME THE GRAPH
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NAME THE GRAPH
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1. What do you think this might be the graph of? Put names and
numbers on the graph to show what you mean.
2. Write down everything you know from your graph.
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Skimpy Criteria
Sometimes Never

Frequently

Occasionally

Understanding
the problem

4

3

2

1

Appropriate
use of math

4

3

2

1

Clearly focused,
good reasoning

4

3

2

1

Effective
communication

4

3

2

1

Overhead A3.3,05
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Task-Specific Criteria, Version 1:

Name the Graph
4:

Has a title under each bar, a label for each axes, and
appropriate values listed on the y-axis. Has a title for the
whole graph. The values along the y-axis are spaced
appropriately and relate to the relative heights of the bars. The
labels under each bar make sense. There are at least five
things listed for the second question.

3:

The student graph is essentially correct, but has at least one
major thing wrong. For the most part, conclusions in part 2
are reasonableat least three of the five statements are
correct.

2:

The student shows some understanding of the sorts of things
that might go into a graph, such as the need for labels and
numbers, but the response has serious errors, such as: labels
that don't make sense; and numbers on the y-axis that don't
bear a relationship to the height of the graphs. Conclusions
are sketchy.

1:

Most parts of the graph display lack of understanding, are
missing, or are just plain wrong. Conclusions do not logically
follow from the graph.
Overhead A3.3,06
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Task SPecific.Criteria, Version 2:
Name the Graph
Number of
Points

Feature

1

Graph titled

1

x-axis labeled

1

y-axis labeled

1

Bars labeled

2

Values on y-axis spaced appropriately and
related correctly to bars

3

1 point for up to two correct conclusions
2 points for three to four correct conclusions
3 points for five or more correct conclusions

Overhead A33,07
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The Redwoods
Last year, we went on a vacation and we
had a wonderful time. The weather was sunny
and warm and there was lots to do, so we were
never bored.

My parents visited friends and took
pictures for their friends back home. My
brother and I swam and also hiked in the
woods. When we got tired of that, we just ate
and had a wonderful time.
It was exciting and fun to be together as a
family and to do things together. I love my
family and this is a time that I will remember
for a long time. I hope we will go back again
next year for more fun and an even better time
than we had this year.

Overhead A3.3,08
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FOX
I donl get along with people to good, and
sometimes I am alone for a long time. When I am
alone,I like to walk to forests and places where
only me and the animals are. My best friend 6
God, but when I don*t believe he's around
sometime's, my dog stands in. We do every thing
together. Hunt, fish, walk, eat and sleep
together. My dog's name is Fox, 'cause he looks
like an Arctic Fox. Fox andI used to live in this
house with a pond behind. That pond was our
property. The only thing allowed on it (that we
allowed) was ducks & fish. If another person or
dog would even look like going near that place,
Fox andI would run them off in a frenzy. There
wa5 a lot of rocks around, so I would build forts
and traps for any body even daring to come
near. The pond had a bridge that was shaded by
willows,so on a hot day me and Fox would sit on
that bridge &soak our feet, well,I would soak my
feet, Foxjust kindaj umped
Overhead A3.3,09, p. 1
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At night, the pond was alive with frogs, so I would
invite this kid over, (he was a guy like me) and

catch frogs. After we had a couple each, we
would pick the best looking one out of our group
and race them. The winner gets the other guys
frog.

In the winter, the pond would freeze over, andI
got my iceskates out. The pond Was now an ice
skating rink. Fox would chase me as I went round
& round the pond.
After about a year,I was riding my bike patroling
the area around the pond. With Fox at my side,I
raced downhill toward the pond. I tried to stop,
but my back tire went into a skid. I went face
first into murky, shadowy waters. When I went
down, a minute later I felt something pull on my
shirt,I grabbed it, not knowing what to think,
when I hit the surface,I 5OW that it WO5 Fox,
pulling on my shirt as if he was trying to save me.
He Was to little tO save me if I WO5 really

drowning, but it was the thought that counts,I
Overhead A3.3,09, p. 2
owe him one.
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Another year passed. One day my mom got
home from the store, and she bought me a
rubber raft. It was j 45t a cheap one, but it was
mine. I blew it up with a tire pump. It was j l45t the
right size for me & Fox. Out of respect for Fox,I
named it the U33 Fox and christened it right in the
pond.
On sunny days,I would take the raft out 8, lay in
the sun with Fox on my legs. One day, when I was
asleep in the raft, the wind blew pretty hard and
blew my raft right into a bunch of sticksand
rocks, the U55 Fox was given a sad salute, and
then was no more.

Another year passed, and this would be our last
year by the pond. I admired and respected that
pond more than I ever did that year. But, at long
last, all good things must come to an end, we
moved to another town. Fox &I still visit the
pond, but it'll never be like them 3 years when she
was mine.
Overhead A3.3,09, p. 3
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Skimpy
Writing Assessment Criteria
Is organization suitable to the writer's
purpose?
Rarely

Sometimes

Extensively

Frequently

Does the writing exhibit a sense of personal
expression?
Rarely

Sometimes

Frequently

Extensively

Does the use of specific detail add to clarity?
Rarely

Sometimes

Frequently

Extensively

Does the final draft exhibit an awareness of
appropriate usage, mechanics and grammar?
Rarely

Sometimes

Frequently

Extensively

Overhead A3.3,010
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Sample Holistic Writing Criteria
Strong
Command of
Narration

Has an effective opening and closing that ties the piece together. Relates to the
topic and has a single focus. Well-developed, complete response that is
organized and progresses logically. Writer takes compositional risks resulting
in highly effective, vivid responses. Very few, if any, errors in usage. Variety
of sentences and/or rhetorical modes demonstrates syntactic and verbal
sophistication. Very few, if any, errors in sentence construction. Very few, if
any, errors in mechanics.

Generally
Strong
Command of
Narration

Command of
Narration

Generally has an opening and closing. Relates to the topic and usually has a
single focus; some responses may drift from the focus. Development may be
uneven with elaborated ideas interspersed with bare, unelaborated details.
Some responses are organized with little, if any, difficulty moving from idea to
idea; other responses may ramble somewhat with clusters of ideas that may be
loosely connected, but an overall progression is apparent. Some errors in
usage, no consistent pattern. May demonstrate a generally correct sense of
syntax; avoids excessive monotony in syntax and/or rhetorical modes; may
contain a few errors in sentence construction. May display some errors in
mechanics but no consistent pattern.

Some Sense
of Narration
Little or No
Evidence of
Narration

May not have a opening and/or closing. May state a subject or a list of
subjects or may have an underlying focus that must be inferred. Details are
general, may be random, inappropriate, or barely apparent. Some lengthier
papers are disorganized and difficult to follow; they may show no sense of
planning. May have severe problems with usage including tense formation,
subject-verb agreement, pronoun usage and agreement, or word choice. May
contain an assortment of grammatically incorrect sentences; may be incoherent
or unintelligible.
Overhead A3.3,011
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Sample Task Specific Writing
Criteria

Prompt: Write about a place that is special to you.

5

Clearly states why the place is special and includes
at least 10 details that describe it or explain why it
is special or meaningful. The details appeal to at
least four senses. Makes the place come alive for
the reader. The writing is honest, appealing and
from the heart. The piece is rich with adjectives.

4
3

Indicates why the place is special or meaningful
and includes at least 5 details that describe it or
explain why the place is special. The details appeal
to at least two senses. The place is clear to the
reader, but not particularly alive. The writing is
from the heart in some places and not in others.
Adjectives are used, but are not particularly
inspired.

2
I

No special place is selected or there is little
indication of why the place is special. Details,
when present, are loosely connected. The paper is
boring. Adjectives, when used, are mundane.
Overhead A3.3,012
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Speaking Performance Criteria to
Critique

Language

Delivery

Organization

A=5

Correct grammar and
pronunciation are
used. Word choice is
interesting and
appropriate,
Unfamiliar terms are
defined in the context
of the speech.

The message is
organized. The
speaker sticks to the
topic. The main points
are developed. It is
easy to summarize the
content of the speech.

B=4

Correct grammar and
pronunciation are
used. Word choice is
adequate and
understandable.
Unfamiliar terms are
not explained in the
context of the speech.
There is a heavy
reliance on the
listener's prior
knowledge.
Errors in grammar and
pronunciation occur.
Word choice lacks
clarity. The speaker
puts the responsibility
for understanding on
the listener,

The voice
demonstrated control
with few distractions.
The presentation holds
the listener's attention,
The volume and rate
are at acceptable
levels. Eye contact
with the audience is
maintained.
The voice is generally
under control. The
speaker can be heard
and understood. The
speaker generally
maintains eye contact
with the audience,

The student's voice is
poor. The volume
may be too low and
the rate too fast. There
may be frequent
pauses. Nonverbal
behaviors tend to
interfere with the
message.

Ideas are listed
without logical
sequence. The
relationships between
ideas are not clear.
The student strays
from the stated topic.
It is difficult to
summarize the speech.

Score

C= 3

D=2

F=1

The organization is
understandable. Main
points may be
underdeveloped. The
speaker may shift
unexpectedly from one
point to another, but
the message remains
comprehensible. The
speech can be
summarized.

Overhead A3.3,013

475
26

Toolkit98: Chapter 3, Activity 3.3Performance Criteria, Keys to Success

Advantages and Disadvantages of
Task Specific Criteria
Advantages of task-specific criteria:
Quicker to train raters.

High rater agreement right from the start.

Therefore, often used in large-scale
assessment.

Disadvantages of task-specific criteria:
Have to develop new criteria for each task.
Showing them to students ahead of time
"gives away" the answer.

Can't use them for judging the work in
portfolios because the content of each
student's portfolio can be very different.
Right answers that are not on the list are
frequently counted as wrong.
Do not make the rater think.
Overhead A3.3,014, p. 1
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Advantages and Disadvantages of
General Criteria
Advantages of generalized criteria:
New criteria don't have to be developed for
each task.
Teaching students criteria right from the start
improves performance.
They help students generalize what quality
looks like from one task to the next.
They make students think.

It is very beneficial to ask students to help
develop them.

Disadvantages of generalized criteria:
They take longer to learn (because the rater
has to learn how to apply them to a variety of
tasks).
Rater agreement, at least at first, is lower.
Overhead A3.3,014, p. 2
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Advantages and Disadvantages of
liolistic and Analytical Trait Criteria
Holistic Advantages
Quicker to learn
Quicker to score
Quicker rater agreement

NolisticDisadvantages
Don't communicate well. Two vastly
different papers can get the same score for
different reasons.

Analytical Trait Advantages
Provide better diagnostic information
Provide better feedback to students
More useful as a teaching tool

Analytical TraitDisadvantages
Takes longer to learn well
Takes longer to score
Overhead A3.3,015
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Informal Writing hwentory
Purpose
"The Informal Writing Inventory is a diagnostic
procedure...The results of analyzing samples are
brought together into categories that simplify a
judgment about the presence, degree, and, to a
limited extent, the cause of writing disability...

Prompt:
"To motivate students to write, 14 illustrations are
included...

Scoring:
"The identification of writing disability depends
on two relationships:
1. The error index, which is the ratio of erroneous
writing to well-formed writing; and

2. The communication index, which is percentage
of total errors that disrupt communication."
Overhead A3.3,016
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Activity 3.4

Assessing Learning: The Student's Toolbox

Purposes:
1.

To practice matching different assessment tasks to the student learning to be measured

2. To practice developing ("opening up") performance tasks

Uses:
This is an intermediate level activity that can be used in Chapter 1 to illustrate the need to
match assessment method to the learning targets being assessed, and in Chapter 3 to assist
teachers to design assessment tasks that match various learning targets.
Prerequisites might include (a) an activity on the rationale for alternative assessment (e.g.,

Activities 1.1Changing Assessment Practices..., 1.6Comparing Multiple-Choice and
Alternative Assessment, or 1.12Assessment Principles); (b) Chapter 1 text or Activity
1.7Target Method Match; and (c) Chapter 2 text or an activity, such as 2.3Ms. Toliver,
illustrating integrating assessmenty tasks into instruction.

Rationale:
As assessment initiatives seek to provide educators with the tools to gain insights into
complex learning outcomes, discussions of assessment methods and task type can be
overwhelming. This brief activity uses a toolbox metaphor, developed by Dr. David Clarke',
to clearly illustrate different learning targets that can be addressed by slightly changing what
began as relatively straightforward test items.

Materials:
Overhead projector, screen, blank transparencies, chart paper and pens

Overheads A3.4,01Assessing Learning Purposes and A3.4,02Mathematical Tools

1 David Clarke, Faculty of Education, University of Melbourne, Victoria 3052, Australia

Toolkit98: Chapter 3, Activity 3.4Assessi

lining:

The Student's Toolbox

Handout A3.4,H1Mathematics as a Set of Tools

Time Require&
20-30 minutes

Facilitator Notes:
1.

(5 minutes) This is a whole group presentation to set the stage for more detailed
activities on expanding or creating performance tasks. Use Overhead A3.4,01
Assessing Learning Purposes to highlight the purposes of this activity.

2. (5 minutes) Show the first section of Overhead A3.4,02Mathematical Tools and

make the point that "opening up" our existing mathematics (or other) tasks so they can
assess more complex student skills does not have to involve massive development; rather,
it is possible to open-up tasks with some careful but simple changes.
Some additional points to make: Traditional assessment items have heavily focused on
answering the question of whether students have a particular mathematical tool in their
"toolbox." But complex problem solving and other powerful mathematical thinking and
investigating that we now expect as outcomes for learning demand more than "possessing
the tools"they demand understanding, using the tools in real world contexts, and
knowing which tools to use in particular situations.
3.

(5-15 minutes) Continue revealing each box on Overhead A3.4,02 while reviewing the
examples that illustrate each type of question.
After looking at each box, ask participants to be clear on which learning targets each
successive "opening" addresses (to reinforce the notion of target-method match). For
example, you might say: In this activity, the learning targets to be assessed are stated in
the vocabulary of the tool box metaphor. State the learning targets measured by each task
in the language of your local content standards.

Possible answers: Tool possession=knowledge; tool understanding=knowledge; tool
application=reasoning, problem solving; tool selection=reasoning, problem solving, math
connections, communication in math.
4. Close with an invitation to experiment with opening-up the tasks currently in use and

pass out Handout 3.4,H1Mathematics as a Set of Tools.
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Variation: Trying Out Openecl-Up Tasks
Materials:
Party favor streamers, crepe paper or string
Lined or unlined paper

Time:
45-60 minutes

Facilitator's Notes:
1.

(5 minutes) While presenting each box on Overhead A3.4,02Mathematical Tools,
invite participants to actually do the tasks shown individually or with a partner. Prompt
participants to discuss with their partner or with another pair the intellectual demands of
each and provide additional examples of tasks aimed at answering the central question
within each box.

2. (5 minutes) Following try out of the first task, (Is the tool in the student's toolbox?

"What is the average of 19, 21, 23, 25, and 27?") ask participants if it's possible to
complete this task without understanding the concept of "average." (The answer is
"yes.") Note that much of our traditional assessment is centered only on the "tool
possession" questions.
3.

(20 minutes) To carry out the second task, participants form into groups of 5 (the number
is essential). Each group is given a streamer. This task ("Using only the streamer, find
and display the average height of your group.") gets at the question: Does the student
understand the tool? When groups are done, ask them to (a) describe what approach they
took to the task, (b) whether each approach really leads the group to the "average" (rather
than the median or mode), and (c) what more they might learn about the students'
understanding of "average" following this task.
(Note: Instead of the streamer activity, you might ask participants to do the other
question in the box: "The average of five numbers is 23. What might the numbers be?"
A useful extension of this task, underscoring emphasis on student understanding, is to ask
participants if they can generate rules that could be used for similar average tasks. This
results in a clear indication of whether the concept is understood. Some recent examples
of generalizations: (a) "Add up all five numbers to get the sum. No matter what numbers
you choose, as long as they add up to that sum, and you divide by 5, the average will be
the same." (b) "Start With the number in the middle and go up and down equal
increments on both sides." Ask the group to check the possible rule to see if it works.)
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4. (5-10 minutes) The third task is "You are one member of a household of 5 people, whose

average age is 23. What could be the ages of the other four people ahd who might they
be?" It focuses on the question "Can the student use the tool well in a real world
context?" Point out that while this is not an extremely "authentic" task, it is one that
students respond to with great enthusiasm and energycreating interesting family
structures and then trying to communicate why certain ages are found among the
members of the family. Ask participants how they might modify this task to match their
own local context. Ask what they would know about student understanding of "average"
from this task and what responses to the task say about students' ability to make
mathematical connections between a real work situation and school math.
5.

(10-15 minutes) The final sample task is one that demands students in small groups to
independently select appropriate tools when presented with a situation that does not name
the mathematical tool(s) that should be used. The task in the example is a Fermi Problem
to which students must bring their experience, knowledge base and reasoning skills.
Participants (and students who are given this type of task) are prompted with powerful
closing questions: How good is your answer? Why?

6. You can extend this activity with an opportunity for participants to open-up tasks they
have brought to the session or provide sample tasks that they can expand and critique for
each other as critical friends.

483
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Assesthng Learning:
The Student's Toolbox

Purposes:
1. To practice matching different
assessment tasks to the student
learning to be measured

2. To practice developing ("openingup") performance tasks in
assessment

Overhead A3.4,01
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Mathematical Tools

Tool possession
Our assessment can tell us whether a tool
is in the student's toolbox:
"Find the average of 19, 21, 23, 25,
and 27."

Overhead A3.4,02, p. 1
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Tool understanding
Our assessment can suggest whether the
use of the tools is well understood as a
procedure:
"The average offive numbers is 23,
what might the numbers be?"
or even as a concept:
"Using only the streamer provided,
find and display the average height of

your group."

Tool application
Our assessment might even suggest
whether the skills
can be applied in a real-world context:
"You are one member of a household
of 5 people, whose average age is 23.
What could be the ages of the other
four people and who might they be?"
486
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Overhead A3.4,02, p. 2

7

Tool selection
But a toolbox is of little value if the
student never chooses to open it. Our
assessment must tell us what mathematical
tools the student chooses to use.
"It is Andrea's 13th birthday today.
How many other children in the USA
have their thirteenth birthday today?"
111

How good is your answer? Why?
What mathematical tools did you use to
answer this question?
David Clarke
Pacific Classroom Assessment Institute II,
Colonia, Yap, October 23, 1995.

Overhead A3.4,02, p. 3
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Mathematics as a Set of Tools
Tool possession
Our assessment can tell us whether a tool is in the student's toolbox:
"Find the average of 19, 21, 23, 25, and 27."

Tool understanding
Our assessment can suggest whether the use of the tools is well understood as a
procedure:
"The average of five numbers is 23, what might the numbers be?"
or even as a concept:

"Using only the streamer provided, find and display the average height of your
group."

Tool application
Our assessment might even suggest whether the skills can be applied in a real-world
context:
"You are one member of a household of five people, whose average age is 23.
What are the ages of the other four people and who might they be?"

Tool selection
But a toolbox is of little value if the student never chooses to open it.
Our assessment must tell us what mathematical tools the student
chooses to use.

"It is Andrea's thirteenth birthday today. How many other children in the
USA have their thirteenth birthday today?"

How good is your answer? Why?
What math tools did you use to answer this question?
David Clarke,
Pacific Classroom Assessment Institute II
Colonia, Yap , October 23, 1995.

Handout 3.4,H1
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Purposes:
1. To understand that good assessment is also good instruction and vice versa
2. To experience the issues in using and designing performance assessments

3. To practice developing performance assessments

Uses:
This is an advanced level activity that can be used in Chapter 3 as a summary of issues
related to performance assessment design, and in Chapter 2 to illustrate the integration of
assessment and instruction.
Prerequisites might include: (a) an activity on the rationale for alternative assessment (e.g.,

Activities 1.1Changing Assessment Practices..., 1.6Comparing Multiple-Choice and
Alternative Assessment, or 1.12Assessment Principles); (b) Chapter 1 text and Activities
1.2Clear Targets and 1.7Target-Method Match; (c) Chapter 2 text and Activities 2.1
Sorting Student Work or 2.3Ms. To liver and 2.4Is Less More?, illustrating integrating
assessment tasks and criteria into instruction; (d) one of the activities providing a gentle

introduction to quality issues, such as 1.5Clapping Hands or 1.11Assessment Principles;
and (e) the assessment quality activities in this chapter: 3.1Performance Criteria, Keys to
Success and 3.3Performance Tasks, Keys to Success or 3.6How to Critique an
Assessment.

Rationale:
Educators recommend experiential learning as a powerful tool for learning. It works well for
adults too! This activity in developing performance tasks and performance criteria elicits
myriad questions related to instruction and assessment.
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Developing a performance assessment is a complex task in which a wide range of skills and
knowledge are blended together. Initially, it can seem daunting to a teacher who wants to use
performance assessment in his or her instruction. It is important to validate what
accomplished teachers already do in their classes and to provide participants with the
opportunity to see how a structured approach to developing alternative (performance)
assessments can strengthen teaching and better link learning objectives to instructional
activities and assessment. As one teacher put it, "I am beginning to understand that there is a
blurring between what is good assessment and good instruction."

Materials:
Overhead projector, blank transparencies and transparency pens, flip chart, and marking
pens
Miscellaneous commonly found things that could be used for a wide variety of activities,
such as: paper, glue, scissors, tape, marking pens, rubber bands, plastic containers, string,
a pile of leaves, sand, ... (You get the idea)

Overheads A3.5,01Performance Tasks and Criteria Purposes, A3.5,02How Tasks
Differ, A3.5,03Overview of the Steps for Developing a Performance Assessment,

A3.5,04Science and Math Performance Task Objectives, A3.5,05Sample
Performance Task: How does grass get energy to grow? A3.5,06Discussion
Questions

Handouts A3.5,H1How Tasks Differ, A3.5,H2Criteria for Performance Tasks,
A3.5,H3Task Description Form
Sample performance criteria and scoring rubrics; suggestions are provided in the

Activity 3.5 Index in Appendix ASampler

Time Require&
2-3 hours

Facilitator's Notes:
1.

(2 minutes) Use A3.5,01Performance Tasks and Criteria Purposes to describe the
purposes of the activity, as needed.

2. (10 minutes) Begin the activity by asking participants to do a word association game to

help define performance task. In pairs, have them write down three words that they
associate with the words performance task Make a group list of these words and then
ask participants to talk to their partners and come up with examples of performance tasks
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that they use or have seen used in a class. Add these examples to the list and then help
the group reach a shared definition ofperformance task

Performance Task: Whatever activity, project, problem, or assignment that is given
to students to do. For example, a particular math problem to solve, a lab to do, or a
paper to write.

Refer to the Overhead A3.5,02How Tasks Differ to talk briefly about how
performance tasks may differ (also Handout A3.5,H1).
3. (5 minutes) The remainder of the steps in this activity revolve around having participants

actually develop a performance task and a scoring system. Use Overhead A3.5,03
Overview of the Steps to review with the group the steps in developing an alternative
(performance) assessment.

Overview of the Steps for Developing an Assessment
Step 1: Determine or clarify what you want to assess (see Chapter 1, Keys to
Quality Assessment, Key 1Clear Targets). What do you want to know about
your students? As a reminder, participants can consult the National Standards, state
documents, district objectives, or departmental guidelines when thinking about what
to assess. Since we are discussing alternative assessment in this activity,
participants should pick targets best assessed using this method. (See Chapter 1,

Key 3Target Method Match and Activities 1.2Clear Targets and 1.7TargetMethod Match.) Such targets tend to be complex, like skills, products, application
of knowledge, and reasoning.
Step 2: Develop or select a task (activity) that is well matched to what you want to
assess. By this we mean that the task elicits the desired performance on the part of
the student. For example, to assess critical thinking, the task must require students
to think critically.

Step 3: Identify the performance criteria. For example, if the purpose of the
assessment is to assess critical thinking, there should be criteria for judging the
quality of the critical thinking in student responses. What are the indicators and
components of critical thinking? If the target to be assessed is conceptual
understanding, what would students look like who really understand the concept?

Step 4: Develop a scoring system. For this activity this means a rubric with
several different performance levels for each performance criterion. Develop these
or choose from the samples provided (see that suggestions in the Activity 3.5 Index

in Appendix BSampler).
Step 5: Decide on how feedback will be provided (e.g., grading, student self
evaluation, verbal report, etc.)
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Step 6: Pilot test and revise
Although these are listed as distinct steps, it is important to note that some of these
steps should be done in concert. For example as you are developing a performance
task, you must also be thinking about the criteria you will use for assessment. In this
way, identi&ing the criteria can inform the development of the task and vice versa.

For the purpose of this activity, participants will not be doing Steps I and 5. See other
activities in the Toolkit98 to further develop these ideas.
4. (20-30 minutes) In groups of 3-6, participants will develop a mini performance task (see

Step 2 above) based on a given learning target (Step 1). The task must be something that
another group of teachers would be able to try out using the miscellaneous materials
available and 20 minutes time. (Sometimes a quick [5 minute] scavenger hunt provides
additional materials quickly.)
You may want to choose a learning target that is specifically matched to the needs of the
group or you may use the sample objectives provided (see Overhead A3.5,04Science
and Math Student Learning Targets).
To illustrate what participants must do, a sample performance task developed by teachers

in another workshop, is shown on Overhead A3.5,05Sample Performance Task: How
Does Grass Get Energy to Grow? The group can evaluate this task using Handout
A3.5,H2Criteria for Performance Tasks (introduced in Activity 3.1). This handout
will be useful as the participants develop and evaluate their own performance
assessments.

Participants can use Handout 3.5,H3Task Description Form to design their
assessment.
5. (15-20 minutes) Exchange the activities developed by each group. The new group tries

out the activity. This means actually following the instructions given to them and
producing what is required (Step 6Pilot Testing).
6. (20-30 minutes) Each small group can share with the whole group what the performance

task was that they undertook, and explain what they did. This is a good chance for
participants to ask questions of each other.
Don't be surprised i f a group interpreted the instructions differently than was intended.
In an experiential way these conversations inform participants about what it is like to be
a student and what information is important when doing an activity. This is the point of
pilot testingto ensure that tasks accomplish what we want.
The key to the success of this activity is using the learning opportunities that arise and
making teachers aware of broader issues through the examples that surface.
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7. (10 minutes) Next, refine the performance criteria that were originally identified in the

task design (Assessment Development Steps 2 and 3). If necessary, brainstorm some
possible performance criteria and come to a shared definition ofperformance criteria.
(e.g., science process skills, communication skills, knowledge of XXX, group process,
etc.)

Performance criteria: a description of the characteristics that define how the
performance on a task will be judged.
Give an explanation of how to develop a rubric with various criteria for quality and
several (3-5) performance levels (see Activity 2.1Sorting Student Work). Use the

sample rubrics chosen using the Activity 3.5Index in Appendix ASampler to
discuss the different approaches that can be taken.

Describing performance levels is not a trivial task. Having to formalize criteria into a
scoring rubric will highlight the difficulties of distinguishing between performances. For
example, you might notice that the highest performance levels are described in a positive
way, whereas the performance levels described below it use more negative language
(e.g., "plotted two of the graph coordinates wrongly and "). You can use this as a
learning opportunity to discuss how a student might feel to have negatively worded
feedback rather than a positively worded statement.
8.

(15-20 minutes) Have the groups that did the performance task give their resulting work
back to the group that designed the task. In their original small groups, participants can
re-visit the performance criteria they had hoped could be assessed and, using the example
response provided by the other group, see if the evidence of the criteria was present in the
response (Step 6Pilot Testing). The group should then determine if any changes to the
criteria or to the performance task are necessary.
(Note: The group will not actually give a score to the work produced when another group
tried out their activity, however looking at this work is very useful in refining a scoring
rubric. With actual work in front of them, participants will be able to see what
information can truly be assessed and what can not. They can also talk about what is
valued in the performance and perhaps what additional information would be helpful for
their "students" to know in order to have the best opportunity to succeed on the task.)

9. (10-20 minutes) Many questions come up as a result of this activity, so it is helpful to

have a whole group sharing of questions/issues. A group debriefing also provides a
forum for clarifying issues and summarizing major ideas about developing alternative
assessments. The following questions can be used to facilitate the conversation, or ask
the participants to generate a list of their own questions.
What are some of the challenges of developing a performance task and/or performance
criteria?

What are some lessons learned?
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It is time consuming to develop a scoring rubric that is specific to each performance
task. What are some Ways to maintain clear criteria without spending so much time
for each task? (This can link to Activity 3.3Performance Criteria, Keys to Success
or 1.9Going to School and task-specific criteria versus general criteria. By
comparing different sample rubrics, teachers can easily see how they differ and how a
general rubric can be used for a variety of performance tasks.)
Has this activity changed any of your thoughts about performance assessments and
how you can integrate them with your curriculum?
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Pe °mance Tasks & Criteria
Mini-Development ActiviN
Purposes:
1. To understand that good
assessment is also good
instruction and vice versa

2. To experience the issues involved
in using and designing
performance assessments

3. To practice developing
performance assessments
Overhead A3.5,01

495
Toolki198: Chapter 3 Activity 3.5Performance Tasks & Criteria...

7

One right answer vs. more than one

Written, oral and/or visual
instructions/activities
Amount of choice on how to
respond written, oral and/or
visual

Format: short answer, essay,
project, portfolio
Specifying each skill that the
student must use or allowing students to
select whatever skills they think appropriate

Individual and/or group work
Timed or untimed
Student choice on which task to complete

What else?
Overhead A3.5,02
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Overview, of the Steps for Developing

a Performance Assessment

1. Determine or clarify the knowledge
and skills you want to assess

2. Develop or select a task (activity) that
is well matched to what you want to
assess (e.g., to assess critical thinking,
the task must require sttidents to think
critically)

3. Identify the performance criteria

4. Develop a scoring system
5. Decide how to provide feedback on
performance
6.

Pilot test and revise
497
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Science and Math Performance
Task Learning Targets
Science Learning Target to Assess
Develop an activity that requires
students to demonstrate their
understanding that science deals with
processes of change, such as energy
transfer, growth and aging, seasons,
water cycles, etc.

Math Learning Target to Assess
Develop an activity that shows
students' ability to apply a
mathematical concept such as ratios,
counting, sorting...to a problem that is
relevant to their own lives.
498
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Sample Performance Task
Title:

How does grass get energy to grow?

Purpose:

The learning targets addressed by this task are:

students' group process skills
students' understanding of different types of energy transfer
students' ability to identify everyday examples of energy
transfer
student understanding that science is a process of change

Instructions: Make a collage, using both manmade and "natural"
materials, to show at least three everyday examples of energy
transfer. Prepare an explanation of your collageeach member
of the group must participate in the explanation of how this is an
example of how science involves processes of change

Products: One collage and a group explanation
Materials: Anything available on the table or that can be collected
from nearby in 5 minutes or less

Criteria: You will be assessed on the following:
Ability to work as a group
Effective verbal communication skills
Understanding of energy transfer by (a) applying
knowledge to identify everyday examples, and (b) relating
energy transfer to the broader topic of "science as a process
of change"
Overhead A3.5,05
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Discussion Qüetiorxs

What are some of the challenges of
developing a performance task and/or
performance criteria?
What are some ways to maintain clear
criteria without spending so much time
for each task?
What are some lessons learned?
Has this activity changed any of your
thoughts about performance assessments
and how you can integrate them with
your curriculum?
Overhead 3.5,06
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One right answer vs. more than one
Written, oral and/or visual instructions/activities

Amount of choice on how to respondwritten, oral and/or visual
Format: short answer, essay, project, portfolio
Specifying each skill that the student must use or allowing students to select
whatever skills they think appropriate
Individual and/or group work
Timed or untimed

Student choice on which task to complete
What else?

Handout A3.5,H1
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CRrISRIA FOR PERFORMANCE TASKS

"Meatiness Scale
Here is a list, adapted from one developed by Steve Leinwand and Grant Wiggins, of some important
characteristics that we should look for in tasks. We will find it helpful to return often to this list,
reviewing the quality of the curriculum and assessment activities we present to students.
Very "Meaty"

> Not "Meaty"

<

4

5

ESSENTIAL

3

2

The task fits into the core of the curriculum.

1

vs.

TANGENTIAL

vs.

CONTRIVED

vs.

SUPERFICIAL

vs.

UNINTERESTING

vs.

PASSIVE

vs.

INFEASIBLE

vs.

INEQUITABLE

vs.

CLOSED

It represents a "big idea."
AUTHENTIC

The task uses processes appropriate to the
discipline.
Students value the outcome of the task.

RICH

The task leads to other problems.
It raises other questions.
It has many possibilities.

ENGAGING

The task is thought-provoking.
It fosters persistence.

ACTIVE

The student is the worker and decision
maker.
Students interact with other students.
Students are constructing meaning and
deepening understanding

FEASIBLE

The task can be done within school and
homework time.
It is developmentally appropriate for students.
It is safe.

EQUITABLE

The task develops thinking in a variety of
styles.
It contributes to positive attitudes.

OPEN

The task has more than one right answer.
It has multiple avenues of approach, making
it accessible to all students.

Adapted from "Criteria for Performance Tasks," from Mathematics Assessment: Myths, Models, Good
Questions, and Practical Suggestions, edited by Jean Kerr Stenmark. Reston, VA: National Council of
Handout A3.5,H2
Teachers of Mathematics, 1991. Reprinted with permission.
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Title:

Purpose:

histructions:

Product
Materials:

Criteria:
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Activity 3.6

HOW tO Critique an Assessmen

Purposes:
1.

To practice determining how well an assessment aligns with curriculum and instruction

2. To build skill using the Chapter 3 guidelines for judging the quality of alternative
assessment instruments: identifying content and skill coverage, the quality of
performance tasks and criteria, equity and fairness, the consequences of assessment, and
cost effectiveness

Uses:
This is an advanced level task. It can be used in Chapter 3 to practice the skills needed to be
a critical consumer of alternative assessments.
Prerequisites include: knowledge of the characteristics of a quality assessment (Chapter 3
text, or Activity 1.5Clapping Hands, Activities 3.1Performance Tasks, Keys to Success,
and 3.3Performance Criteria, Keys to Success); understanding the role of performance
assessment in instruction, learning, and assessment (Chapter 2 text or Activities 3.2
Spectrum of Assessment Activity and 2.1Sorting Student Work).

Rationale:
Using alternative assessment in the classroom does not automatically ensure good
assessment. Students have a greater chance at success when learning goals, instructional
design, and assessment methods complement each other. Even when instruction, assessment,
and curriculum are aligned, it is possible to write assessment tasks that are flawed. The goal
of this activity is to have participants discuss the quality of the Aquarium Problem
(Appendix ASampler, Sample A.15) and whether it aligns to the curriculum content and
the instruction modeled.

4110
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Materials:
Overhead projectors, screen, overhead pens, chart paper, tape, and markers

Overheads A3.6,01How to Critique an Assessment Purposes, A3.6,02Critiquing a
Performance Task, A3.6,03A Teacher Wants to Assess..., A3.6,04Critiquing the
Aquarium Problem, A3.6,05Summary
Handouts A3.6,H1Alternative Assessment Evaluation Form, Appendix ASampler,
Sample A.15Aquarium Problem

Time Required:
1-2 hours; optional extension requires an additional 30 minutes

Facilitator's Notes:
1.

(5-10 minutes) Introduction

a. Review purposes as needed (A3.6,01How to Critique an Assessment Purposes).
You might note that the general procedure is to discuss the importance of quality
assessment and how good assessment instruments align to the curriculum and the
instruction modeled. For example, if students are taught a concept using problem
solving, then the assessment should reflect the problem-solving skills practiced during
instruction.

This activity also gives participants practice at reviewing assessment instruments for
quality and alignment. Teachers do not have time to develop all the assessment
instruments they need, so they need to be critical consumers of those developed by
others.
Then say:

We are going to critique an assessment and our job is to decide if this is a good

assessment instrument. (See Overhead A3.6,02Critiquing a Performance Task)
b. Explain to the participants that a teacher has just finished a unit of study designed to
build the following skills (learning targets): mathematical operations, problem-solving
skills, communication skills, and data interpretation skills covered (see Overhead

A3.6,03A Teacher Wants to Assess...).
c. The teacher received the Aquarium Problem (Appendix ASampler, Sample A.15
Aquarium Problem) from the New Standards Project and he/she wants to determine if
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this would be a good assessment instrument to use with his/her students to measure the
skills. Remind the participants that teachers do not necessarily need to develop every
assessment instrument they use; they should beg, borrow, and steal assessments.
Doing this requires critical review of the assessments of others to make sure the
instrument is usable for their specific needs.
2.

(5-10 minutes) Introduce the aquarium task (Appendix ASampler, Sample A.15
Aquarium Problem.

a. Let participants know that the Aquarium Problem is from the New Standards Project
from the University of Pittsburgh and is used with fourth grade students.

b. Have participants look at the aquarium taskthe problem, the scoring guide, and the
five student responses. Participants should work the problem. You might ask if
anyone has any questions about the task.
3.

(5-30 minutes) Have participants review Handout A3.6,H1Alternative Assessment
Evaluation Form and point out the issues addressed. Ask the participants to read over the
form and see if they have any questions about the criteria. It's best if participants have
been introduced previously to notions of quality. (See prerequisites on page 1.)

4. (15-30 minutes) Critique

a. You may use this as an individual activity, but it is recommended that participants are
divided into five discussion groups. Each group could critique the assessment using
all the criteria on the evaluation form, or each group could focus on a different section

of criteria. Using Overhead A3.6,04Critiquing the Aquarium Problem, review
their task with the participants:
In your discussion groups:

Decide if this problem will elicit the skills the teacher wants to assess.

Using the alternative assessment form (Handout A3.6,H1), rate the quality of the
assessment.
When the group has finished critiquing the assessment, list (on chart paper) the
ratings agreed on for the assessment and the reasons for them. Add the things the
group liked about the assessment and ways the assessment could be improved. Post
the chart paper on the wall.
Decide on a spokesperson to report your results to the whole group.
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b. As the groups work, walk around the room and listen to the conversations within each
group.
5. (15-30 minutes) Discussion

a. After all groups are finished with the critiquing process, give each group time to report
their findings.
b. Once the group report is complete, allow the other groups to ask questions or add
additional comments to the presenting group's findings.
Be sure all the following points are covered:

Did this assessment cover all the skills to be assessed? Did the task elicit the skills?
Did the criteria assess them? What would you change?
What are the possible sources of bias and distortion in this task?
What could a teacher do with the results of this assessment?
Would this instrument be worth the time spent by the teacher and the student?
How could this task be modified to exhibit more authenticity?
What type of curriculum coverage and instructional design was needed prior to this
performance assessment?
6.

(5 minutes) Summary

Show Overhead A3.6,05Summary. Ask participants if they have any more discussion
or issues to address about critiquing an assessment instrument. Reiterate the major points
of the session.
a.

It is important to have experience at critiquing assessments prior to using them with
students.

b. It is okay to change or modify instruments.

c.

There are guidelines available to use for critiquing assessment instruments; however,
particular circumstances might require emphasis on different things. Teacher groups
could design their own critiquing instruments using the criteria they feel are most
important.
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d. Good alternative assessments cover the desired content and skills, have good
performance tasks and criteria, are equitable and fair, lead to positive consequences,
and are cost-effective.

Optional Extension
The Fairness and Rater Bias section on the alternative assessment evaluation form
(Handout A3.6, HI) usually creates the most concern when discussing the Aquarium
Problem. The issue is that the task
context may not be equally familiar to
all students. Many times teachers to not
realize the need to discuss assessment
The video Effective
Assessments
tasks with others to determine if they
_.
Making
Use
of
Local
Context is
are fair for all students. This may leave
available from WestEd, 730
them feeling isolated and frustrated.
Harrison Street, San Francise:o,
The video mentioned in the reference
CalifOrnia 94107,.(415) 565=30
box can be used to address these
concerns.
-,

.,

Use video section ONEA Fish Story. It shows how, a group of Navajo teachers changed
the aquarium problem to better suit the cultural background of their students while still
assessing the same skills.
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How to Critique an Assessment

Purposes:
1. To practice determining how well an assessment
aligns with curriculum and instruction

2. To build skills using guidelines for judging the
quality of alternative assessment instruments:
content and skill coverage
the quality of performance tasks
the quality of performance criteria
equity and fairness
the consequences of assessment
cost effectiveness
Overhead A3.6,01
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What are the strengths and
weaknesses of this
assessment instrument?

Overhead A3.6,02
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A teacher wants to assess the
following knowledge and skills
using a performance assessment

Mathematical operations
+ adding, multiplying, dividing,
subtracting
Problem-solving skills
spatial relationships
+ reasoning
Communication skills
letter writing
+ expression, clarity of explanations

.

Data interpretation skills
Overhead A3.6,03
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Critiqu ng the Aquarium

oblem

A Sample Performance Asesxnent

In groups, decide if this problem will
elicit the desired skills

Using the Alternative Assessment
Evaluation Form, rate the assessment
On chart paper, list ratings, things you
liked, and recommendations for
changes, if any

Report out
Overhead A3.6,04
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How to Critique a
Assessment Task Surnmanj

It is important to have experience at
critiquing assessments
It is okay to change or modify
assessments for classroom use
There are guidelines available to use for
critiquing assessment instruments
Good alternative assessments:
Cover the desired content and skills
Have good performance tasks
Have good performance criteria
+ Are equitable and fair
+ Lead to positive consequences
Are cost effective
513
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Alternative Assessment Svaluation Form
1. Content/Skill Coverage and Correct Method

Yes
3

Somewhat
2

No
1

The assessment:
Clearly states skills and content to be covered
Correctly uses alternative assessment to measure these skills
and content
Avoids irrelevant and/or unimportant content
Deals with enduring themes or significant knowledge
Matches statements of coverage to task content and
performance criteria

2. Performance Criteria:

3

2

1

3

2

1

Include everything of importance and omit irrelevant features
of performance
State criteria clearly and provide samples of student work to
illustrate them
Are stated generally, especially if the intent is use as an
instructional tool
Are analytical trait, especially if the intent is use as an
instructional tool

3. Performance Tasks:
General:
Elicit the desired performances or work;
Recreate an "authentic" context for performance
Exemplify good instruction
Are reviewed by others (students, peers, experts)

Sampling/Representativeness/Generalizability:
Cover the content or skill area well; results can be generalized
Sample performance in a way that is representative of what a
student can do

Bias and Distortion:
Avoid factors that might get in the way of student ability to
demonstrate what they know and can do
Handout A3.6,H1, p.1
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Yes

4. Fairness and Rater Bias

Somewhat

No

3

2

1

3

2

1

3

2

1

Performance Tasks:
Have content and context that are equally familiar, acceptable,
and appropriate for students in all group
Tap knowledge and skills all students have had adequate time
to acquire in class
Are as free as possible of cultural, ethnic, or gender
stereotypes
Are as free as possible of language barriers

Performance Criteria and Rater Training:
Ensure that irrelevant features of performance do not
influence how other, supposedly independent, features are
judged
Ensure that knowledge of the type of student does not
influence judgments about performance quality
Ensure that knowledge of individual students does not affect
judgments about performance quality

S. Consequences
The assessment:
Communicates appropriate messages
Results in acceptable effects on students, teachers, and others
Is worth the instructional time devoted to it; students learn
something from doing the assessment and/or using the
performance criteria
Provides information relevant to the decisions being made
Is perceived by students and teachers as valid

6. Cost and Efficiency
The assessment:
Is cost efficientthe results are worth the investment
Is practical/"do-able"

Handout 3.6,H1, p. 2
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Purposes:
1. To increase awareness of how language and experience can influence assessment results
2. To gain expertise about equity issues and considerations when designing, using, and
interpreting assessments

Uses:
This is an awareness level activity that can be used in Chapter 1 to illustrate potential
sources of bias and distortion, or in Chapter 3 as an opener for a much deeper examination
of the interaction of culture, language, and assessment.

Rationale:
This awareness activity emphasizes the critical role that language and culture play in
effective and equitable assessments. It calls attention to a sometimes hidden dimension of
equity in assessmentdifferent meanings for the same term when interpreted in English and
another language. Participants consider a common mathematics assessment task and
generate their own ideas about language issues that arise when an assessment is used across
languages and cultures. It is intended to prompt individual and small group reflection of this
and similar issues.
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Materials:
Overhead projector, screen, blank transparencies, transparency pens

Overheads A3.7,01Chickens and Pigs Purposes, A3.7,02Chickens and Pigs:
Language and Assessment (this can also be used as a handout), and A3.7,03
Discussion Questions

Time Require&
10-20 minutes

Facilitator's Notes:
1.

(2 minutes) Use Overhead 3.7,01Chickens and Pigs Purposes to introduce the
purpose of the activity.

2.

(5-10 minutes) Tell a story from your own experience (or use one of the stories below)
regarding an equity issue that was hidden or difficult to recognize. Ask participants to
consider a possible problem in the task that might prevent teachers from getting an
accurate picture of students' learning, or which limits children's ability to portray their
learning well. Here are three possible stories to get things started:

a. Briefly introduce the "Chickens and Pigs" task (A3.7,02Chickens and Pigs:
Language and Assessment) and identify it as a sample from early NCTM work
designed to help teachers use a standards-based rubric to score student problemsolving responses.

Show the task and call attention to the specific language problem that exists for some
children and teachers. The following story from professional development work with
teachers in Ulithi Atoll in the state of Yap, Federated States of Micronesia, can be
used:

Hoping to help teachers clarifi, what they value about student problem solving, and
then build criteria from the key qualities offine work identified in their small group
discussions, the Chickens and Pigs task was given to all. Teachers began examining
the task and some sample student responses. Discussing the task in their own
language, puzzled faces turned to the facilitator and a senior member of the group
asked if she realized that the word for legs in their language included both the legs
and wings of a chicken! A lively discussion ensued about possible hidden factors that
can mask student capabilities and understanding.

b. A similar story comes from the city of Chicago. This time it's not language that blocks
quality assessment, but the context and experience of the learners:
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On a statewide assessment, children were asked to identifr the number of legs on a
chicken. Children from rural communities had no trouble providing the expected
answertwo. City children, whose experience of chickens rested solely on those
found in frozen packages in the grocery store, responded "four." When questioned, the
children said that all the chickens they'd seen had four legs showing in the package.

c. Another example is a test item about birds sitting on a fence. Once again, context and
experience blocked quality assessment, and in fact, the answer expected by the test
developers was incorrect when examining the realities of rural life:
Four birds were sitting on a fence. A farmer threw a stone that hit one of the birds.
How many birds were left on the fence?
(Every farm child knew that if there was a stone thrown toward the fence, no matter
how many birds were hit, all would fly away and none would remain.)
3.

(5-10 minutes) Ask participants to think of a time when they encountered a similar
problem. Have participants examine the task (individually or in small groups) and
discuss potential problems for students whose language and culture are not the same as
that of the task developers. Use all or a few of the questions that follow (or create your
own) to prompt individual reflection and then discussion (see Overhead A3.7,03):
What do you think are ways in which the task could pose problems for children of
diverse cultures? Children whose first language is not English?
As it is currently written, how much would you trust inferences about student
achievement, knowledge, or skills from their responses to the task?
How might this task be repaired to help gain a clearer picture of student ability?
(Extension: Ask participants to underline parts of the task that could be changed to
improve the task and then make changes that match your students' culture and
environment.)
What are some response options that do not require, or which minimize, written
language requirements?
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Purposes:
1. To increase awareness of how language
and experience can influence assessment
results

2. To gain expertise about equity issues and
considerations when designing, using,
and interpreting assessments
Overhead A3.7,01
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Problem: Ignacia and Cal went
outside to feed the animals. They saw
both chickens and pigs. Cal said: "I
see 18 animals in all." Ignacia
answered: "Yes, and all together they
have 52 legs." How many chickens
and how many pigs were in the yard?
* Adapted from NCTM
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What are ways the task could pose
problems for children of diverse
cultures? Children whose first
language is not English?
As it is currently written, how much
would you trust inferences about
student achievement, knowledge, or
skills from their responses to the task?
How might this task be changed to
gain a clearer picture of student
achievement?
What are some response options that
minimize written language?
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Purposes:
1.

To expand awareness of cultural factors that affect students' ability to clearly demonstrate
their learning during alternative assessments and our ability to interpret the quality of
their work

2. To reflect on and discuss questions that are sometimes given little attention in assessment
planning

Uses:
This is an awareness level activity that can be used in Chapter 1 to illustrate potential
sources of bias and distortion, or in Chapter 3 as an opener for a much deeper examination
of the interaction of culture, language, and assessment.

Rationale:
When alternative assessments are planned and implemented as part of systemic initiatives,
there are profoundly important questions to ask and answer about culture. Examining the
interaction of culture and assessment is essential in order to assure that all children have the
best chance possible to create an accurate portrait of their knowledge and capabilities.

Materials:
Overhead projector, screen, blank transparencies, and transparency pens or chart paper
and pens

4,

Overhead A3.8,01Questions About Culture and Assessment Purposes

52 2
Toolkit98: Chapter 3 Activity 3.8Questions About Culture and Assessment

1

Handout A3.8,H1Critical Questions

Time Required:
90 minutes

Facilitator's Nates:
1.

(2 minutes) Use Overhead 3.8,01Questions About Culture and Assessment Purposes,
as needed, to explain the purposes of the activity.

2. (10-20 minutes) One way to begin this activity is to open the session with the question

What's the vision of the community for the future of its children?
In situations where parents and community members are invited to take part, this is a
starting point that builds bridges between educators and families. Often the dreams that
teachers, administrators, families, and communities have for their children are strikingly
similar. Small role groups can brainstorm and share their answers, with the facilitator
helping to emphasize the common dreams.

(Note: In some cultures, separating the children from their community is inappropriate
they are part of the wholeness of the community. Thus, starting questions for vision
building would include "What is the vision of the community for its future?" as well as
"For the future of its children?")
3.

(60-80 minutes) Following this consensus building, participants can be given handout
A3.8,H1Critical Questions and asked to select one or several questions for reflection
and discussion. If your purpose is to create awareness of the multiple ways in which
people answer these questions, cross-cultural groups might be effective. In all instances,
individuals should be given the opportunity to self-select both the grouping preferred and
the question(s). When participants work in "same culture" groups, you can use a jigsaw
strategy that draws on the knowledge of each group and makes members responsible for
sharing answers across cultures following the "same culture" discussions.
Groups can consider all questions or divide up the questions depending on time available
and whether or not this activity is part of an ongoing process for improvement. Groups
may be brought back together for whole-group discussion if appropriate.

(Note 1: Answers to the questions outlined in Handout A3.8,H1 may differ even when
participants and students share a common culture. The activity can then become a
reminder of cultural factors to be consciously considered in alternative assessments.
When participants bring separate cultural perspectives and experiences from those of their
students, these critical questions need to be addressed in partnership with students and
others whose knowledge of the culture(s) can be tappeil. 3The language(s) of the
2
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discussions in this environment should be based on the needs of participants to
communicate in the language in which they can best express their thoughts.)

(Note 2: When answers to critical questions are to be shared more widely and formally
beyond the group, keep in mind that some participants may be free to speak for their
culture, others may not. In several groups engaged in this process, members wished to
consult with cultural leaders and respected elders to validate their preliminary responses.)
Discussion often raises points such as the following:

a. The Role of Context:
High context cultures (such as those found in the South Pacific and Micronesia) tend
to use communication strategies in which most of the essential meaning is embedded
in physical and non-verbal means. Low context cultures, by contrast, tend to use
communications in which meaning is made explicit through detailed and sometimes
elaborate verbal or written messages. What are the implications for assessment?
Members of high context cultures interpret "over-elaboration" as an indication that the
speaker believes they don't "get it." When the home culture values high context
communication, the pressure for elaboration within school assessments presents a
significant challenge to students. How do we build bridges for children across
contexts so that they can be successful within the school culture without dishonoring
their home culture?

b. When Does Positive=Negative?
Feedback about the quality of student work is greatly affected by the role of feedback
in a culture. Positive feedback provided publicly to individuals or groups is
inappropriate in some cultures. Overly positive feedback in some cultures (such as
those in the South Pacific and Micronesia) is used to call attention to the weaknesses
of the work. Awareness of the role of feedback, appropriate ways to give it, who may
give it, and the power of positive or negative feedback is essential.

c. What's the Role of Questioning?
Who may ask questions differs widely across cultures. Some cultures (such as those in
the South Pacific and Micronesia) consider student questions of the teacher as
challenges to authority. Can distinctions be made between questioning to learn and
questioning to challenge? How do efforts to promote critical thinking and inquiry
impact culture and family relationships?
4. Facilitators and participants are encouraged to brainstorm additional critical questions.

Some of the most fruitful discussions come from the questions raised by participants.
This is an activity which can be very hard to close. Depending on your time limits, you
can close by emphasizing that the handout is food for further thought and action.
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Purposes:
1. To expand awareness of cultural factors
that affect a student's ability to clearly
demonstrate learning during alternative
assessments and our ability to interpret
the quality of work

2. To reflect on and discuss questions that
are sometimes given little attention in
assessment planning
Overhead A3.8,01
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This is a preliminary and incomplete list of questions about the complex relationship between
assessment and culture. Many overlap. Some may be critical in some cultures, and relatively
minor in others. Your additions, reactions, and suggestions are very welcome. What are
your culture-assessment issues?

CULTURE AND ASSESSMENT
Assessment Question

Related Questions and Issues

What's worth knowing? Doing?
Caring about? Assessing?

What knowledge is essential across cultures? What
knowledge is essential within a culture? To what extent
should/must "universal" knowledge take precedence?
What's the vision of the community for the future of its
children?
How do we determine what's worth knowing in a
culture? Who determines?

What are the essential skills and habits of mind across
cultures?
What knowledge, skills, cultural practices, and values
from within the students' culture must be assessed?
Whose role is it to provide knowledge from within the
culture? To what extent can schools take part without
usurping authority in the culture?
How do we develop quality assessments for deep cultural
knowledge? What language or languages should be
used? Who must be involved?
To what extent is knowledge "owned" in the culture?
What implications does this have for making the
knowledge overt through instruction and assessment?

Handout A3.8,H1, p. 1
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Assessment Question

Related Questions and Issues

What are the purposes for
assessment?

What do teachers want assessments to do for them? For
their students? For parents?

4)

Who are the key receivers of assessment information in
the culture?

What are key qualities of fine
work?

How are criteria determined? Who determines the
criteria used for assessing student work?
What does quality look like in the culture?
Where complex cultural practices and knowledge are
involved, how can teachers from another culture
determine quality? Must assessment be carried out only
from within?

How can students be prepared to
display vivid images of their
learning?

What are powerfiil metaphors and parables of learning
and assessment in the culture?

Are visual images useful? Is the culture one that values
oral expression?
What are the communication patterns and preferences?
To what extent should assessment tasks honor those
patterns? To what extent and at what level(s) should
assessment tasks require students to stretch themselves
beyond their comfort?

How will we know they're
learning?

4)

What are culturally appropriate ways for children to
display their learning?
What language will assure students opportunities to truly
display their learning? What assessment purposes
require the use of students' home language? A second
language?
To what extent should assessments require students to be
multicultural?

Is self-reflection a universal habit of mind? Is the
revealing of self-reflection to others appropriate? Or is it
more related to personality?
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Assessment Question

Related Questions and Issues
What are the key differences and similarities between the
culture of the home and community, and the school
culture?

What's a quality assessment task?

Should tasks be "culture free"? How much context is
essential? Should we begin with local context and then
design tasks that require knowledge of other cultures?
What kinds of tasks are common in the culture?

Is the culture one that emphasizes high-context
communication? What are implications for assessment?
For gauging the quality of student work?
Who can work together in a group? Who cannot be in
the same group?
Will grouping by gender help or hinder?
Do you see what I see?

Are perceptions of quality the same across cultures?
What are indicators of quality in the culture?

How should students be given
feedback about the quality of their
work?

What are appropriate forms of feedback in the culture?
Is individual, public feedback viewed as positive? Very
negative? Is non-public individual feedback effective?
Acceptable?

Is group feedback preferred? Are there strategies for
providing individual feedback for work done in groups?
Is verbal feedback effective? Written feedback?

Who can give feedback? Who cannot? Is peer
assessment acceptable?
Is feedback in the culture focused on the strengths of the
work? Is it focused on weaknesses? Do children from a
culture that provides negative feedback respond to
positive feedback?

Handout A3.8,H1, p. 3
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Purpose:
To experience the effect of one potential source of bias in testingnot knowing the language
in which the assessment occurs.

Uses:
This is an awareness level activity that can be used in Chapter 1 to illustrate potential
sources of bias and distortion, or in Chapter 3 as an opener for a much deeper examination
of the interaction of culture, language, and assessment.

Rationale:
Bias in assessment occurs when a skill not being assessed interferes with the student's ability
to show what he or she can do on the skill actually being assessed. In this case the math skill
being assessed is averaging. But, the typical American student would not be able to
demonstrate his or her ability to average because he or she would not know what the question
asks. Thus, not knowing the language (a skill not being assessed in this case) inhibits the
student's ability to show what he or she can do in math (the skill actually being assessed).

Materials:
Overhead projector, screen, blank transparencies, transparency pens

Overheads A3.901Tagalog Purposes; A3.9,02Tuusin...; A3.9,03Add...;
A3.9,04Discussion Questions

Time Require&
20-30 minutes

Facilitator's Notes:
1.

4110

(2 minutes) Use Overhead A3.9,01Tagalog Purposes, as needed to explain the
purpose of the activity.

5P
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2. (5 minutes) Show the task in Tagalog (Overhead A3.9,02) and ask participants to solve

the math problem. If they ask for a translation tell them, "I'm sorry, I'm not supposed to
give you any help on the test. Just do the best you can."

so

After a minute or two ask participants what their solution is and why they approached the
problem the way they did.
3.

(5 minutes) Show the English translation (Overhead A3.9,03) and ask participants to
compare what they guessed they were supposed to do to what they were actually
supposed to do.

4. (10-20 minutes) Discuss (use Overhead A3.9,04):
a. Was it fair to assess math in this way?

b. Has a similar thing ever happened to themselves or a student they know? Share
examples.
c.

What other things might bias the results of an assessment? (You might need to
remind participants that bias in assessment occurs when something that you are not
trying to assess interferes with something you are trying to assess. Such as, too high
a reading level on a math test; too much writing on a reading test; ability to play a
role when you're really assessing critical thinking skills; etc.

d. Under what assessment circumstances might language be a biasing factor, and under

what assessment circumstances would language not be a biasing factor? (Hint: If
ability to use English is the skill being assessed, then language is not a biasing factor.
If you are not assessing ability to use English, then language might be a biasing
factor. The essential part is to be really clear on what it is you are trying to assess. If
you aren't really clear on what skills are being assessed, it is impossible to tell what
other skills required by the task might bias the results.)
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Purpose:
To experience the effect of one
potential source of bias in

assessmentnot knowing the
language in which the assessment
occurs.

Overhead A3.9,01
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Tuusin ang suma ng
lahat ng numero sa

ibaba at kalkulahin ang
promedyo.
14
18

27

25
33
22
16
13
532
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Add up all the numbers

below and calculate the
average.
14
18

27

25
33
22
16
13
Overhead A3.9,03

si
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Discusthon Quetioris

1. Was it fair to assess math in this way?
Why or why not?

2. Has a similar thing ever happened to
you or someone you know?

3. What other things can bias the
results of an assessment?

4. When are reading and writing in
English a biasing factor in an
assessment, and when are they not?
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What's in This Chapter?
"How do I incorporate rubric scores into grades?" "How do I define standards for grades that are
fair to all students?" "What do grades mean?" Questions such as these are common right now.
Teachers at all grade levels are currently feeling a certain amount of discomfort about the manner
in which (either by choice or by district policy) they have assigned grades. Many teachers have
told us that the method by which they are required to grade (high school teachers, for example,
frequently having to have, say, 15 marks during a grading period) prevents other changes from
occurring in assessment and instruction. There is a sense that grading practices must somehow
change, but no one is quite sure what must change or howor even which questions about
grading are the best to ask.
No one currently has the answer. However, in this chapter, we provide current best thinking
about the issues that have to be addressed and information about how others have addressed
these issues in redesigning grading and reporting systems.

Chapter Goals
1.

Explore issues with respect to grading and reporting

2. Reinforce the importance of aligning grading and reporting strategies with valued learning

targets and instructional strategies
3.

Increase knowledge of strategies for incorporating alternative assessment data in the overall
determination of student grades

4. Reflect on options for broadening communication with parents, students, other teachers, and

the community about the quality of student work
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Chapter Content
A Readings
.Page 4

Introduction

Page 6

Grading: Issues and Options
Describes a variety of approaches for incorporating alternative
assessments into a grading scheme, and explores issues surrounding
grading.

Reporting: Communicating About Student Learning

Page 17

Examines assessment as a communication system that engages students,
teachers, parents, and others in ongoing conversations about the quality
of student work in order to lead to improvement. Different report card
formats are described.

B. Activities
Activity 4.1

Weighty Questions

This advanced level activity helps to illustrate the importance of developing sound grading
practices that reflect valued student learning targets. Time: 90 minutes to 2 hours;
extension, 60 minutes

Activity 4.2

Putting Grading and Reporting Questions in Perspective

This intermediate level activity provides an opportunity for teachers to express their
current questions and concerns about grading and relate them to three levels of concerns
about grading proposed in a paper by Alfie Kohn in Appendix C. Time: 75 to 90 minutes

Activity 4.3

Grading Jigsaw

This intermediate level activity raises and promotes discussion about issues surrounding
grading. It uses papers on grading and reporting in Appendix C. Time: 1 1/2 to 2 1/4 hours

Activity 4.4

Won't Some Things Ever Change?

In this intermediate level activity, participants compare and critically examine the
messages sent by report cards from 1916, 1943, 1965, and 1994. Time: 30-40 minutes.
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Activity 4.5

Report Card Formats

This advanced level activity provides examples of innovative report card formats and
promotes discussion of their relative advantages and disadvantages. Time 40-75 minutes

Activity 4.6

How To Convert Rubric Scores to Grades

In this advanced level activity, participants discuss the advantages and disadvantages of
four procedures for converting rubric scores to grades. This case study focuses on writing.
Time 60-75 minutes

Activity 4.7

Case of the Killer Question

This advanced level activity presents the real-life grading dilemmas faced by an alternative
high school. The killer question is: "How do we capture and report the learning of our
students without compromising the integration, authenticity, student autonomy and selfdirected learning that's at the heart of our program?" Time: 1 'A to 2 'A hours

Activity 4.8

Guidelines for Grading

This advanced level activity presents eight guidelines for grading taken from current
research. Participants consider each guideline in light of the goals they have for grading.
Time 1 'A to 2 hours.

Activity 4.9

Grading Scenarios

This advanced level activity presents real-life grading dilemmas for discussion. Time: 90
minutes
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Givading and Reporting A Closer Loo
Readings

What Are the Issues in Grading and Reporting?
Grading is not assessment; it is onefairly simplisticform of coding assessment
information....There are many other ways of representing and exchanging assessment
information. Assessment should not be identified exclusively with a single method of
representing assessment information, and the process of assessing learning should
certainly not be confused with the activity of coding the results of our assessment. When
this confusion occurs, it merely invites students to confuse learning achievement with
achieving a good score. Compound this with the lesson that the way to a good score is to
anticipate the desired response, and we are well on the road to instilling a view of
education that many of us lament in our students, perhaps not realizing how much our
practices have encouraged them to adopt it.
(David Clarke, 1997, pp. 20-21)

Reference Box.

Grading

Today, the things society values as important learning
David Clarke, Constructive
targets for students have changed. Developing and
Assessment in Mathematics, 1997,
assessing "big outcomes" (problem-solving,
Berkeley, CA: Key Curriculum
reasoning, communication, critical thinking) are
considered at least as important as transmitting and
assessing factual knowledge. Numerous efforts are
underway across the country to foster instruction that
helps students develop these complex skills.
Assessment of skills tends to be more open-ended and performance-based, requiring more
subjective judgment in scoring than do multiple-choice, factual recall tests. Some teachers
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express confusion about how to fit these new methods into traditional percentage-based grading
systems. Teachers who work within the constraints of having to give a single grade for six
weeks, nine weeks, or a semester need suggestions for how to incorporate information from
alternative assessments.

This chapter presents ideas for doing this. Frequently, however, in order to decide on the best
course of action, grading has to be put into the larger context that considers both why grades are
required and why teachers assess at all. What are grades supposed to do for us? Motivate
students? Communicate about achievement? Provide rewards and punishments? Just what? Is
there any research to show that grades are an effective means for doing these things?

Why do teachers assess? Just to report on student progress by grading? Or are there other
reasons, like evaluating one's own instruction, planning instruction, and empowering students
through self-assessment? Are there better ways to motivate students through assessment than
promising "A's" and threatening "F's?" How do achievement targets for students, instructional
philosophy, classroom assessments and grading practices line
up? Until there are answers to these and similar questions,
P
satisfying solutions to grading issues can be elusive. So, this
chapter also presents these issues in light of current research.
A paper that does a nice job of setting the context and
providing the big picture for grading is Grading: The Issue Is
Not How But Why (article #1 in Appendix CArticles.)
Kohn proposes three levels of concern about grading. Level I
concerns deal primarily with the "how to" questions such as
"How do I combine numbers to form grades?" Level II
concerns ask, "How do I use the information from alternative
forms of assessment to make my grades more sound?" and
"Are there other uses for assessment besides grading?" At this level teachers are not questioning
the need to grade or assess, but recognize that grades need to be based on sounder evidence.
Level III concerns focus on questions of, "Why do I grade and assess at all?" At this level
teachers begin to question the reasons for grading and assessing and wonder if there might be a
better way to motivate students and communicate about their achievement.
This chapter focuses on Level II and III questions.

Reporting
Reporting issues go hand in glove with grading issues. If the goal of assessment is to
communicate about achievement status and progress with students and their parents, what is the
best way to do it? Many schools use alternative methods for reporting student progress besides a
single indicator (such as A, B, C, D, and F letter grades). They might use such things as skills
checklists, verbal descriptions of performance, or developmental continuums to track progress.

110
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But if report cards do use grades to communicate effectively to parents and students, the basis for
their assignment should be clearly stated. It is not enough to say that 90 percent or higher is an A
if the "90 percent of what" question isn't answered. This chapter suggests that we clearly define
"the what" so that grades communicate effectively and accurately. Since our focus is on the
classroom in this chapter, we focus on exchanging information between students and teachers,
teachers and parents, and students and parents. This is not a complete treatment of all the
reporting necessary for the schools. Educators live in a society where public schools are
accountable to the tax paying public, just as businesses are accountable to their stockholders.
Because of this, reporting student achievement also is driven by accountability needs. So, the

emphasis in this chapterreporting at the classroom levelalso needs to be placed in the
context of broader reporting needs. These broader needs are not discussed here; they will be the
topic of future supplements to Toolkit98.

Grading: Issues and Options
According to Rick Stiggins, assigning a quality grade involves several steps.
Step 1:

Spelling out the big achievement picture. Identifying clear targetswhat do we
want students to know and be able to
do at the end of the grading period?

Step 2:

Turning this big picture into an
assessment plan in which learning
targets are matched to assessment
methods. What evidence will be
gathered to show the extent to which
student competencies have been
attained?

E77 Reference Box
For more information see Rick
Stiggins, Student-Centered
Classroom Assessment,
Columbus, Ohio-. Merrill, 1997;
Chapter 15.

Step 3:

Moving from plans to assessments.
The plan needs to be turned into
actual assessments.

Step 4:

Moving from assessments to information. The assessments must be given,
scored, and results recorded.

Step 5:

Summarizing the resulting information. How will different kinds of evidence be
weighted and combined?

Step 6:

Converting composite achievement scores to a grade. How will the composite
information be converted into a grade?

540
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Steps 1 and 2 were also discussed in Chapter 1 (clear targets and target-method match). Step 3
was addressed in Chapters 2 and 3 (designing assessments to fulfill different purposes). Here,
we'll expand on Steps 1 and 2 in the context of grading and, particularly; grapple with Steps 5
and 6.

Steps One (Clear Targets), Two (Target-Method Match) and
Five (Combining Information)
The first decisionidentification of student competencies to be targetedis the key to the
process. If the competencies to be targeted in the class are not clear, the rest of the process will
be fuzzy. If student goals are clearly stated, not only does instruction become much more
focused, choices for assessment strategies and the grading process become much more logical.

Example 1. For example, sample student learning targets for a science class, and their
associated assessment methods and weighting are shown in Figure 4.1. In this example,
conceptual understanding will be assessed using paper-and-pencil and interactive computer tests
(40 percent of the grade). Alternative assessments such as lab or performance tests, projects,
papers, and journals will be used to assess science process skills, application of knowledge in
creative ways, problem solving, and responsibility (60 percent of the grade).

Figure 4.1

ample Unit Assessment
Student Learning Targets

Assessment Taskstarget- Weighting in Final
\Grade
method match

Conceptual understanding of Paper-and-pencil test;
interactive computer test
science content

40%

Science process skills

Performance tests

20%

Creative applications of
knowledge

Paper-design a new solution
based on knowledge

15%

Research and problemsolving skills

Extended project

15%

Responsible for own
learning

Journal or portfolio, project

10%

This chart addresses Steps 1, 2 and 5 above: what student competencies will be developed, what
assessment methods will be used, and how the assessment information will be weighted. Notice
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that the assessment process becomes more logical when it is organized around student
competencies and outcomes. And, notice that this becomes a useful communication tool for
students and parents, clarifying the purposes of instruction. (But, the teacher may want to add
some descriptions and definitions so every one knows specifically what is to be understood, and
which skills will be developed.)

Example 2. Developers of the Hawaii Algebra Learning Project (Sample A.31Hawaii
Algebra Grading Process in Appendix ASampler) want to develop the student competencies
shown in Figure 4.2. They also believed that it is important for students to work hard every day
and not just study for tests. The following quote from
Assessment Standards for School Mathematics articulates

Reference Box

the latter concern:

Tests are just small tasks...They are used at a point in
time, not as a reflection of growth over time. When
we grade tests, we are only looking at first drafts
because students have not had the opportunity to
revise their work due to the time limitations under
which the test is administered. The time spent taking
a test is a very small part of the time spent using
mathematics, so why should the test count a lot? (p.

National Council of
,Teachers of Mathematics .
'Assessment Standards,
,Working Groups, 199j.
Assessment Standards for,'
School Mathematics,
-(703) 620-9840,

132)

Student Learning
Targets

Assessment TasksTarget-

Math problem solving

Student discussions and
group presentations, openended problems

11

42%

Communication of
mathematical thinking

Journal prompts, open-ended
problems, discussions

11

42%

Conceptual
understanding of math
content

Quizzes, tests, open-ended
problems

2

8%

Application of
knowledge

Labs, open-ended problems

2

8%

26

100%

No. Entries

Weight

Method Match

Total
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(Please notice that the same assessment
tasks can be used to provide information on
more than one learning target. For example,
a rubric for "ability to communicate
mathematical thinking could be used with
the journal, open-ended problems, or group
discussions.)

In order to make the Hawaii scheme work, and
have credibility with parents, the teacher must
have some way of consistently judging the
quality of the student presentations, journal
entries, and labs so that accurate scores are
assigned., What credibility would such a system
have if judgments yaried between teachers or
differed with the,same teacher on different
occasions? (The grade iS only as good as the
assessments on which OS based.) This is where
pertormance criteria coMe in. (Sample.A.31
Hawaii Algebra Gradiiig Process has rubrics for
scoring journal prompts and presentations.)
Teachers have to practice using these scOriii
guides so that judgments are consistent itero

To address the learning targets of problem
solving and communication of mathematical
thinking, daily work in the Hawaii project
consists of collaborative problem-solving
and journal-writing tasks that are weighted
more heavily than tests. For example, for a
given time period, there might be 26
gradebook entries scored from 0 to 4 (see
Figure 4.2). A score of 4 indicates that the
student's work meets all the qualifications
for excellent work (including excellent
content understanding), comparable to an A.
Students receive approximately 11 scores on
their collaborative group's class
presentations on assigned algebra problems.
They receive 11 more scores representing
the quality of their mathematical thinking in
response to journal prompts such as "How is
solving an equation like/unlike solying an
inequality?" Finally, to assess conceptual
understanding and application of
knowledge, students receive one quiz score,
one chapter test score, and two lab scores.

students, days, and assignments :='

Also.to make this work, teacheis need enou
samples of performances to make sUre that the
grade,really representS true achievement Hawaii
teachers gather-11 sarnple§ of collaborative:
problem solving and 11 writing sampleS. We can
all agree that one example of a student's ability to
solve math problems is not enough to determine
for sure how good the student is at solving
problems. Is 11 enough? What would have to be
true of those 11 samples for you to feel
comfortable that the scores in the grade book
really represent the-student's ability to
collaboratively solve problems? (Hint: ,coverage
of problem soMni strategies and content.)

Hawaii project authors claim that emphasis
on daily problem solving results in
decreasing fear and anxiety about tests and
increasing intrinsic motivation to understand
important concepts and to be involved in
class discussions. Additionally, students do
not memorize for a test and then promptly forget the content after the test. Rather, they discuss
and apply content inforniation daily. Assessment is integrated into the instructional process.
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Example 3. A high school English teacher,
Margie Krest, uses portfolios to assign grades.
Her grading scheme varies somewhat from
class to class depending on the developmental
level of the students and the skills on which
they are working. Figure 4.3 shows one
example. The teacher wants her grading
scheme to reinforce her student learning
targets. For example, although students have
to complete all assignments, not every piece of
writing is "graded"; this encourages students to
experiment with different genres and writing
conventions (e.g., dialogue). If she graded
every piece of writing, students would be less
likely to experiment. Further, she rewards
students for experimentation by directly
incorporating risk-taking into her grading
scheme. She also wants to reward revision, so
students get better grades if there is evidence
that they have thoughtfully revised their work.

C Related Toolkit95
Chapters and Activities.
Chapter 1 has more detail on
developing clear targets for students,
choosing appropriate assessment
methods for each target, and sources
of bias and distortion in assessments
,(such as sampling): Related activities

are: Activity 1.2Clear Targets,
and Activity 1.7Target-Method
Match.

Activity 4.1WeightyQuestions
provides Toolldt98 uSeis an
opportunity to develop an assessment

plaasimilar to those in Figures 4.1i, and 4.2.

Figure 43
Grading in a High School Snglish Classroom
Student Learning
Targets

Assessment TasksTarget-Method

Writing fluency, revision,
risk taking

Portfolio of sample writing containing all
drafts, revisions, prewriting material,
suggestions from classmates, and final
drafts

50%

Quality of writing

Three writing samples selected by the
student from the portfolio

50%

Weight

Match

Total

100%
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Step Six (Converting Scores to a Grade)
Figures 4.1-4.3, above, show how targeted competencies, assessment methods, and weighting
the relative importance of competencies can be
matched-up. The last step in determining report
card grades is the grade assignment process
OReference Box
how the final grades will be determined based on
the information collected. The methods
David Frisbie and IC. Waltman,
described below are taken from teacher practice
Developing a Personal Grading
and the literature on grading.
,Plan, 1992, in Instructional Topics
in Educational Measurement.
Fixed Percent Scale Method. In this approach,
.,Washington, DC:. National Council
scores from each grading component (unit tests,
on Measurement in Education,
quizzes, performance assessments, observations,
(NCME) (202) 22379318.homework) are expressed as a percentage. At
the end of a grading period, these component
.
and K: Ryan; Tips or
grades are weighted and averaged (step three)
inprovini Testing and Gr
and assigned a letter grade based on a fixed scale
.,21993,z Newbury Park,,CA: Sage
(e.g., 93 to100% = A). This is the approach
Publications; Inc., (805)
499-0721,......
currently used by many teachers.
-

In a classroom where the teacher is teaching to
complex instructional learning targets and
assessing these "big outcomes" with alternative
methods, this traditional approach can result in several problems.
1. Knowing that 93 percent always means an A may lead to restricting what the test covers.
If the teacher believes there should be some A grades, a 20 point test must be easy
enough so that some students will score 19 or higher; otherwise there will be no A
grades. This circumstance creates two major problems for the teacher as assessment
developer. First, it requires that assessment tasks be chosen more for their anticipated
easiness than for their content representativeness. As a result, there may be an overrepresentation of easy concepts and ideas, an overemphasis offacts and knowledge,
and an under representation of tasks that require higher-order thinking skills. (Frisbie
& Waltman, 1992, p. 40)
A student score of 80 percent might represent different performances on two different
tests. It may be that one test assesses higher-order thinking and the 80 percent actually
represents a better performance than 80 percent of a short-answer knowledge test.

2. Secondly, scoring guides (rubrics) for alternative assessments are intended to describe the
level of a student's performance on a task. Converting the descriptive score to a percent
score makes no sense. If five stars are the maximum possible and a restaurant receives a
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three star rating, it would make no sense to convert the 3 to a 60 percent, and judge the
restaurant a failure. Three stars may actually mean "OK" or even "good."

For example, consider Sample A.16Discovering the Problem of Solid Waste in
Appendix ASampler. It is scored on a variety of dimensions using a point system with
the total points possible 11. The points are assigned based on how well students'
responses match the desired responses-75 percent might actually indicate good (B)
performance.

Also consider Sample A.41Writing in Chemistry (in
Appendix ASampler) which uses an analytic rubric to
score responses to a chemistry writing task. Each essay is
scored from 0 to 5 on six dimensions (general impression
of content quality, use of prior knowledge, number of
chemistry principles or concepts used, quality of
argumentation, number of specific references to a source
text, and accuracy of knowledge). The profile of scores
communicates to students their strengths and weaknesses
(e.g., strong on "argumentation," weak on "number of
principles"). Deriving a percent score would only confuse
the message to students. A student who received all 3's would fail the task with a 60
percent, using a percent scoring system, whereas 3's may represent minimally acceptable
performance (C work) in the teacher's judgment.
For the above reasons, a direct conversion of rubric scores to percentages seems to be
incompatible with alternative assessments. Other options are described below.

Total Point Method. Some teachers have students earn points throughout a grading period, then
assign grades based on the point total at the end of the period. For example, the teacher may
determine that for a particular grading period points will be accumulated as shown in Figure 4.4.
Other examples: Sample A.16Discovering the Problem of Solid Waste shows a performance
test scored with a point system which might represent 11 of the 40 points for conceptual
understanding. Sample A.36Assessment of Laboratory Skills in High School Science is an
example of how 35 points on a lab test might be accumulated to assess science process skills.
Finally, to assess communication skills, a sixth-grade journal might be checked for completeness
of entries each week with a maximum of 10 points per week.
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Student Learning Targets

Assessment TasksTargetMethod Match

Conceptual understanding of
science content
Science process skills

Total
Points
Possible

Paper-and-pencil tests
Interactive computer test

40
50

One lab
One demonstration summary

35

Creative applications of knowledge Two tasks at 10 points

15

20

Plan/implement/share independent
learning

One project, two creative
application tasks, lab

50

Ability to communicate science
understanding

Journal, lab demonstration
summary, creative applications
tasks, project

60

Total

270

Point values for the assessment tasks and the proposed cutoffs for grade assignments should be
determined prior to starting the grading period. For example, in Figure 4.5 students might be
told that 235 or higher would earn an A. The decision about where to draw the line for an A, B,
C, D, or F depends on the teacher's standards and expectations about what students should
accomplish, not necessarily on

Figure 4.5 shows how totaling points might be a more equitable way to assign grades than
deriving percents and then averaging.
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Assignment #

Points Received

Converted to Percent

1

9 out of 11

80%

2

45 out of 50

90%

3

2 out of 5

40%

4

14 out of 20

70%

5

40 out of 50

90%

110 out of 136

AVG.

81% = C

74% = D

The point system approach may fit well in classrooms where teachers use rubrics. For example,
students may be asked to write up science demonstrations several times per grading period. Each
write-up may be worth 20 points (5 points each for hypothesis, method, results, and conclusion).
A science project may be worth 100 points with points awarded for a variety of criteria. Another
point system might be used for demonstrations of effective cooperative group skills.
This approach may also work well for teachers who not only want to grade work for quality, but
want to provide incentives for students to complete their work. Here,
the total points awarded over a grading period could be a combination
of points for completing the work that is designed to be instrumental
in developing a particular competency and points awarded for the
level of performance on unit and final assessments.
For example, one middle school science teacher has her students keep
a "science points score card," which is given out at the beginning of
each class period, with opportunities during the class to earn points
for completed work. Over a grading period, students have the
opportunity to earn a large number of points (e.g., 600) both for
completing work and for graded assignments or tasks. This approach
may be particularly effective in the middle grades to decrease "test
anxiety" and fears of failure and to keep students involved and feeling
successful. Accumulating points for completing work, when the work
has major instructional value, increases the likelihood that students will be successful and, thus,
stay involved in the learning.

548
14

Toolkit98: Chapter 4 TextGrading and Reporting, A Closer Look

But, there's also a downside to totaling points as a way to assign grades. Assignments worth
more points are weighted more than assignments with fewer points. That's great if this, in fact, is
what's desired. But what about rubric scores which might total 5 points or fewer even for great
work? In this case, converting all work to grades or percentages first and then averaging the
grades or percentages might be a better reflection of student achievement.

Standards-Based Method. In this approach, teachers develop scoring guidelines for
assignments to be included,as components of the final grade.'In the Hawaii Algebra Learning
Project (Sample A.31 in Appendix ASampler), all student journal entries are scored on a five
point scale based on the quality of ideas, support for ideas, ability to communicate ideas to the
reader and questions proposed for continued reflection. A "4" equals an "A" because the teachers
decided that "4" reflects "A" work.
Figure 4.6 shows sample results for a particular student.

Figure 4.6'
Sample Student Record for a

0

1

#1

Problem-solving tasks

#2
#3
#4
#5
#6
#7
#1

Comm un ication tasks

Tests/application tasks

Weighting

Score

Assessments Used

#2
#3
#4
#5
#6
#7

2

3

4

X
X
X
X
X
X

44%

X

X
X
X
X

44%

X
X
X

#1

X

#2

X

12%

If the student needed to know how he or she had performed for this period of time, the scores
could be averaged. In this case, the average is 3.4 (4 scores worth 2 points each + 2 scores worth
3 points each + 10 scores worth 4 points each, all divided by 16 total scores). This could
represent a B, based on cut-offs set by the teacher ahead of time. Or, some teachers may weigh
later work more heavily than early work, determining it to be more reflective of what the student
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can do. The early scores of "2," for example, may reflect performance prior to understanding the
criteria for good work. (See the next section for additional discussion of this option.)
Samples of work representing the four levels of quality could be available so parents could see
how their child's work compared to higher or lower levels of work.

This standards-based grading approach is the one most consistent with the current national
climate of developing performance standards and benchmarks. It may be time-consuming, at
least at first, because of the need to define levels of achievement on tasks and help students
understand the criteria for particular skills. However, as discussed in Chapter 2, such efforts are
not empty exercises designed merely to grade students; they are also necessary components for
improving instruction and assisting students in taking control of their own learning. For
example, in the Hawaii Algebra Learning Project, students participate in developing the criteria
for group presentations and journal prompt responses. These are "generalized criteria" to be
applied across different kinds of problems and journal prompts. Because they are used
repetitively, students internalize them and are able to accurately self assess across many
assignments.

Final Thoughts About Grading
Regardless of the method used to convert
scores to grades, there are several additional
complexities to be considered.

Should grades include performances from
early in the grading period or just those at
the end? Students may perform more poorly

Notice that thig approach requires a good
description of "adequate skill" so that the
teacher knows when the student is
consistently performing at that level. And
so we return to the necessity for gOod
quality rubrics and training in their use.
Also note that this approach might work
better for "big" student outcomes such as
problem solving, critical thinldng,,
communication, and group collaboration
than for content knowledge targets, once,
again illustrating the need to match targets
to methods.

on beginning assignments than they do on later
assignments that assess the same skill. For
example, as students continue to write answers
to journal prompts, one would hope they would
improve their mathematics communication
skills (as in Figure 4.6). Thus, early scores for
ability to communicate mathematics
understanding may not present as accurate a
picture of student ability as scores at the end of
the grading period. So, it could well be argued
that if parents are to see an accurate picture of
their child's achievement level, only the mathematics communication scores for the journal
entries at the end of the grading period should be considered. In other words, who cares if skill
level is low at the beginning, as long as skills are good at the end?

Should opportunities for revisions of work be allowed in certain skill areas (e.g.,
communication)? The development of certain skills (e.g., critiquing science articles, writing,
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oral presentations), is improved when students have the opportunity to revise products based on
specific comments from the teacher. Grading these assignments the first time they are submitted
may not contribute to the improvement of students' skills. In these situations, students might
instead submit "finished" drafts to which teachers respond with suggestions for revision.
In a variation on this idea, students in the Hawaii Algebra Learning Project can receive a
maximum score of 4 for their group presentation of the problem they solved. If the group or any
individual within the group is unhappy with the score they received, they have the option to redo
the discussion of the problem on paper and turn it in for an improved score. The final score is
used in the grade.

By encouraging revision, the message to students is that improvement is valued. Also, practicing
revision will tend to ensure that succeeding performances will be better, especially if the criteria
for success are crystal clear.

Should student choice (e.g., goal-setting and
assembling evidence of their own learning)
be part of the grading process? Another
choice facing teachers as students become
more active partners in the learning process is
the degree to which responsibility for proving
the attainment of target outcomes is handed to
students. Should a grade be a negotiated
understanding between the teacher and student
about the quality of the student's work based
on evidence provided by the student?

activities in this chapter, ax

itr.4.6-=HowTo Convert:hubrii
Scores to Grades mid Activiti 4.9=
Grading Scenarios:

Students might be asked, for example, to
develop a portfolio of work that they feel builds a case for their achievement and write a paper
arguing for the grade they think they should earn. In this way, the grading process becomes part
of the effort to develop students' capacity for self-assessment.

Reporting: Communicating About Student Learning
The expanding interest in alternative assessment has major
implications for what is referred to as "reporting." Teachers
who value the insights and student engagement that come
from using alternative assessments such as open-ended
performance tasks, exhibitions, and portfolios often worry
about how to "report" student learning using such
assessments. The word "reporting," itself, indicates a view
of the communication between teacher and students, teacher
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and parents, or school and community as essentially one-way. Some educators are calling for us
to reframe our definition of assessment to address its essential role as a communication system
opening up conversations between students and their teachers, between students and parents,
teachers and parents, and among students.
This view sees reporting as a communication system, a system for making meaning of children's
learning and for taking action to improve teaching, curriculum, and learning. Thus, questions
about "reporting" actually may be more about changing the way we communicate. (Please note
that the grading suggestions in the previous section have the effect of changing the way we
communicate progress to students and parents. They also have the effect of including students
and parents in the assessment process.)

Options for Communicating About Student Learning
Frequently the issue of reporting is framed as redesigning report cards. As an alternative or
supplement to current report cards, a
number of schools are implementing
reporting systems that more fully match
Related roolid1t93 cha
their beliefs about the purposes of
assessment in the overall picture of school
and Activities.
learning. Some common characteristics of
such alternatives are (1) an emphasis on
FUrdier infOrinatiOn and example& o
communicating about complex skills, habits
report card foil:I-lilts are' fn. AitiVitiei 4.4
of mind, multiple intelligences and
Won't Some:Things, Ever:Ckange?.
collaborative work, (2) using narratives or
4.5=Report;Card TorMats: Additional
other alternatives to letter or number grades,
examples Of portfolios, senior projects,-:
and (3) reporting by themes or major
and developmental continuums can be
concepts across subject areas. As with most
found in Appendix ASampler.
innovations, the approaches taken to
rethinking and redesigning communication
Referenc
.

about student learning vary widely

ranging from efforts to provide additions to
existing categories reported, to wholly
narrative and descriptive summaries, to
student-led conferences that take the place
of traditional report cards.

A good source of other portfolio samples
is: Bibliography of Assessment ,-AlternativesPortfolios (updated yearly),
Northwest Regional Educational
Laboratory, 503-275-9500.-.

The following ways to demonstrate student
achievement are examples from among
many possibilities. They represent several options most unlike traditional report cards.

Portfolios. Schools like Central Park East Secondary School in New York City use portfolios as
demonstrations of learning. At Central Park West, students prepare 14 separate portfolios over
an extended period of time to demonstrate their achievement. Students must "defend" their
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portfolios before a panel that includes a long-term student advisor, an adult selected by the
student, another student, and someone with extensive knowledge of the portfolio's particular
content. Rubrics for scoring portfolios spell out expectations and include such things as:
viewpoint (the portfolio encompasses a wide knowledge base and is focused), connections (the
whole portfolio is greater than the sum of the parts), evidence (there's credible and convincing
evidence of achievement), voice (the portfolio is engaging), and conventions (the portfolio is
intelligible).

Students determine their readiness to present their portfolios. They receive very focused
feedback on what to do to improve the portfolio if it is not yet considered to have met
expectations.
In Hawaii, one elementary school is using portfolios as one part of a reporting system to assist
students to be self-confident risk takers and creative problem solvers, collaborative and capable
in multiple dimensions. Parents, teachers, and students worked together to define these
important learning targets. Figure 4.7 is an example of part of a first grade report that students
helped create.

Figure 42
Sample First Grade Report Car
D = Developing
P = Practicing
I

Student

Teacher

Parent

= Independent Application

Creative Problem Solver
Looks for different ways to solve a problem
Knows where to find information

Self-Confident Risk Taker
Willing to participate in activities and discussions
Willing to try new things
Willing to try independently

Collaborative
Takes care of property
Cooperates in a group
Uses kind words
Listens to others' ideas
Finishes work on time

Well-Rounded
Willing to try a variety of activities
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Narratives. Some schools, such as Crow Island School in Winnetka, Illinois, use report cards
that contain descriptions of achievement as well as portfolio evenings (in which parents are
invited to discuss student portfolios) to engage students and parents in thinking and
communicating about learning. An increasing number of schools that have begun using such
narrative descriptions of learning are incorporating technology into their reporting systems.
Juneau School District in Alaska is using computers to help teachers shorten the time it takes to
write descriptions of student learning.

Developmental Continuums. Teachers in some schools have worked to describe the common
characteristics of readers, writers, etc. at various developmental stages. Teachers might check or
highlight the skills, behaviors, and knowledge that students currently exhibit and use this as an
indicator of developmental level.
Multiple Sources. FIRST CLASS, an innovative middle school program in Rochester, New
York, uses many forms of evidence of student learning in an ongoing reporting system, including
report cards, interim interviews, written reflections and video/audiotaping, portfolios,
conferences with families, presentations,
exhibits, and standardized testing.
The report card for FIRST CLASS reports
in four major areas: (1) engagement/class
participation and involvement; (2)
collaboration, cooperative learning groups,
and working relationships with others; (3)
independence and self-direction; and (4)
performance/quality of work.

Student-Involved Conferences. Schools

Two nice, concise, useful bookleti o
student-involved cOnferences are: Nancy
Little and Jobn'Allan, Student-Led
Teacher Parent Conferences, 1988, Lugus
Productions Limited, 416-322-5113; and:
Terri-Austin, Changing the View
Student-Led Parent Conferences, 1
Heinemann, (800) 541=2086.

in several districts in British Columbia have
been using student-led and three-way
conferences as alternatives to formal report
cards. Three-way conferences take place
when a child meets with his/her parents and teacher to demonstrate, show, and/or tell what has
been learned. The meeting is "chaired" by the child. The child's learning strengths and areas of
concern are discussed. Learning goals are set with the child, parent, and teacher. The teacher is
available for questions, but the student has major responsibility for communicating about
learning. As currently designed, brief written summaries of such conferences are permitted in
place of more formal report cards several times a year. This option is part of a much larger
system of ongoing communication among student, family, and teacher.
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Conclusion
A central concern in any examination of reporting is the need for a good match among the
learning that is desired (clear learning targets), the forms of assessment used to gather rich
images of learning (target-method match), and the communication system for conversations
about learning that lead to action and growth (grading and reporting). To gain insights into the
appropriateness of various reporting options, ask yourself and others what your report card or
report system communicates about the things that are valued within the school or system. What
things are reported directly? Which things are not? How consistent is the reporting system with
valued learning targets for students? Is information communicated in a way that is clear and
promotes understanding? If so, then the reporting system works.
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Purposes:
I. To develop sound grading practices that reflect valued student learning targets

2. To explore practical examples of how to incorporate alternative assessment
information into report card grades
3. To examine current testing and grading practices in relation to desired outcomes for
students
1111

Uses:
This activity is at an advanced level. It should probably follow a series of activities that
have familiarized participants with alternative assessment. It assumes that they will be
familiar with a variety of alternative assessments (Chapter 3 text), the idea of matching
assessments to valued student learning targets (Chapter 1 text and Activities 1.2Clear
Targets and 1.7Target Method Match), and how assessment fits into standards-based

education (Chapter 1 text or Activities 1.1Changing Assessment Practices, 1.6A
Comparison of Multzple-Choice and Performance Assessment, or 1.12Assessment
Principles). The reading material in Chapter 4 could be distributed and read prior to this
session. Activities 4.2Putting Grading and Reporting Questions in Perspective or
4.3Grading Jigsaw are also good stage setters.

Rationale:
Teachers may see the need for alternative assessments such as journals, portfolios,
projects, etc., but have a difficult time envisioning how to make them fit with district
demands that the assignment of grades be based on a percent system (e.g., 93 to
100%=A). This activity supports teachers in articulating the choices they have made in
their current testing and grading processes and making decisions about what they would
like to change.
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Materials:
Overhead projector, screen, blank transparencies, transparency pens

Overhead A4.1,01Weighty Questions Purposes
Handout A4.1,H1What Student Learning Targets Do/Should Grades Assess?;
Sample A.31Hawaii Algebra Grading Process from Appendix ASampler;
Chapter 4 text

Time Require&
90 minutes to 2 hours; extension requires an additional 60 minutes

Facilitator's Notes:
A. Basic Activity
1. (2 minutes) Introduce the purposes of the activity, as needed, using Overhead

A4.1,01Weighty Questions Purposes.
2. (30 minutes) Review the kinds of decisions (outlined in Chapter 4) to be made in
giving report card grades, perhaps using Sample A.31Hawaii Algebra Grading
Process (from Appendix ASampler) as an illustration.
3. (10-20 minutes) Introduce the activity by telling participants that they will discuss
the decisions about grading they have made. Pass out Handout A4.1,H1What
Student Learning Targets Do/Should Grades Assess? Ask participants to
individually complete the first three columns for a course or subject area they
teach, thinking about the current or last grading period. For example, a science
teacher might list quizzes and tests under "assessment methods," indicate that the
"knowledge/skills assessed" by the tests used were recall, conceptual
understanding, and application, and record that this assessment method accounted
for 60 percent of a student's report card grade. They might list projects as the next
assessment method used, and under "knowledge/skills assessed" enter plan,
research, synthesize, create a product, present information, develop conceptual
understanding, and defend a point of view. They might say projects counted as 20
percent of the final grade. And so on.
4. (15-30 minutes) After participants have had time to complete the information
individually, ask them to share their responses in small groups. Each group should
to try to come to some kind of consensus about the desired outcomes and
weighting for the course/grade they teach. They should complete the last two
columns to report out to the whole group. The reporting might prompt a
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discussion of whether or not teachers in a school should try to come to agreement
about important student learning targets to be assessed in the grading process.

5. (15-30 minutes) Finally, ask each group to refer to the pages in Chapter 4
describing how grades might be assigned (percent averaging, total point, standardbased, other options) and list the methods used by group members. The methods
used could be other than those described in the chapter. Groups should report back
to the whole group with discussions of any questions, helpful suggestions, etc.

B. Extensions (60 minutes)
I. As a follow-up activity, teachers could be asked to bring a test they have recently
used and work in groups to list the kinds of student learning targets assessed by
each item (e.g., recall, analysis, comparison, inference, evaluation). The point of
this analysis would be to (a) find out if the tests actually do assess the student
learning targets valued by faculty, and (b) to continue conversations among
teachers in a school about what student learning targets are valued and how
assessments might be brought more in line with these valued learning targets.
2. Participants might also be asked to discuss:
a.

The extent to which they modify grades for student effort, generating a list of
the pluses and minuses of doing so.
It is desirable that the conclusion is that minuses outweigh the pluses because
when the waters are muddied with "effort" (which tends to be assessed and
defined in different ways by different teachers), we don't have a strong
communication system about student achievement. Nor does promising "A's"
and threatening "F's" motivate students. These notions are supported by
current research and expert opinion (see the articles in Appendix CArticles).
At this point you could also ask teachers, "How else might we strengthen
student motivation?"

b. The extent to which they modify grades in consideration of student ability and
the pluses and minuses of doing so.
.It is desirable that any modification of grades for "ability" be done in advance.

Factoring in ability after the factafter the work is donehas the great
potential to backfire by doing harm to student self-concept and motivation.
Other thoughts:
Base modifications on the learning targets to be achieved, not on lowering
the "%'s" for students
Base modifications on past achievement, not ability, which we can only
t
guess at.
s
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Purposes:
1. To develop sound grading practices
that reflect valued student learning
targets

2. To explore practical examples of how
to incorporate alternative assessments
into report card grades

3. To examine current testing and
grading practices in relation to desired
learning targets for students
Overhead A4.1,01
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assessed by each method

What knowledge/skills (outcomes) are

Toolkit98: Chapter 4 Activity 4.1Weighiy Questions

8.

7.

6.

5.

4.

3.

2.

i.

l.ist assessment methods reflected in
gradcbook (e g., paper and pencil
tests/quizzes. homework, journals
portfolios, projects, performance tasks)

Estimate current
weighting
(% of total grade)

5

that should be assessed

Reconsider outcomes: List knowledge/skills

What Student Learning Targets Do/Should Grades Assess?
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Handout A4.1,H1

Enter desired weighting
for each outcome area (%
of total grade)

Activity 4.2

arid Reporting
erspective

Goals:
1. To think about issues surrounding grading and reporting
2. To set the stage for ongoing discussions about grading

Uses:
This is an intermediate level activity. It is a good one to use to kick off discussions about
grading and reporting. Prerequisites might include: (a) knowledge of how student
assessment fits into standards-based education (Chapter 1 text and/or Activities 1.1
Changing Assessment Practices, or 1.12Assessment Principles); and (b) understanding of
how assessment can be integrated with instruction (Chapter 2 Text and/or Activities 2.1
Sorting Student Work and 2.3Ms. Toliver's Mathematics Class).

Rationale:
The overall instructional philosophy in Toolkit98 is that everyonestudents, teachers, and
adults of all kindslearn best when they are involved in a hands-on experience and then
draw their own conclusions. This does not, however, mean that we leave teachers totally up
to their own devices. Teachers need material to react to and try out. This is the philosophy
behind this activity.
In our experience, grading and reporting strikes a deep emotional chord in teachers.
Unstructured discussions can frequently go nowhere. Therefore, this activity is based on
reading and reacting to a somewhat controversial article about grading by Alfie Kohn (see

Article #1 in Appendix CArticles). The goal is not to make every teacher embrace Kohn's
ideas. The goal is to remind teachers of the times they feel uncomfortable about practices in
grading and reporting, and give them the opportunity to discuss what they would like to do
about it.
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Materials Needed:
Overhead projector, screen, blank transparencies, and transparency pens

Flip chart sheets and pensone per group of 4-6

Overheads: A4.2,01Putting Grading...Purposes and Agenda and A4.2,02What
are the 3 biggest questions...(Handouts A4.2,H2 and A4.2,H3 can also be made into
overheads.)

Handouts: Handout A4.2H1--Instructions for 3 Biggest Questions, A4.2,H2
Grading.... A4.2,H3Points made by previous groups; one per person

Time:
75-90 minutes

Facilitator's Notes:
1.

(2 minutes) Go over the goals and agenda for the segment. (See Overhead A4.2,01
Putting Grading and Reporting Questions in Perspective Purposes and Agenda.) If this
is the opening activity to a further sequence of activities, tell participants that this activity
will add a common experience and discussion to the mix before addressing specific
grading issues.

2. (20-25 minutes) Participants will first individually brainstorm their three biggest

questions about grading and reporting. Then they'll choose a recorder for their group and
come to agreement about the group's biggest three questions. The recorder will write the
questions on chart pack paper and post them. Finally, there will be a "museum tour" in
which groups circulate to the questions posted by other groups to see how many
questions echo their own. Instructions and space to write down questions is provided on

Handout A4.2,H1Instructionsfor 3 Biggest Questions.
Overhead A4.2,02What are the 3 biggest questions...can be used to stimulate
thinking if individuals and groups have trouble getting started.
3. (45-60 minutes) In this segment, participants are going to read Alfie Kohn's article (in

Appendix C), identify where in Kohn's three levels of concern about grading and
reporting their questions fall, and think about what ideas they like and dislike in Kohn's
paper.
a. (5 minutes) Providing an introduction to Kohn's paper before reading begins enables

participants to focus faster on the important elements and keep the paper in
perspective. Points to include in an overview:
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(1) Kohn's paper is excellent in providing the big picture about grading. It's a must
read. This doesn't mean, however, that we're necessarily promoting all his ideas.
The purpose of the paper is to raise issues not dictate solutions. It provides a
common base from which to discuss issues.
At the end of reading, participants will be asked to identify what ideas they liked,
what ideas they felt uncomfortable about, and what ideas they found "interesting"
(that is, they would need to think about them more before forming an opinion).

(2) Kohn will discuss three levels of concern about grading. Level I concerns deal
primarily with the "how to" questions such as "How do I combine numbers to
form grades?" Level II concerns go beyond traditional sources of information to
ask whether traditional grading is really necessary or useful for assessing students'
performance. Are there better ways to represent student learning than grades? At
this level, also, teachers might not question the need to grade, but feel that grades
need to be based on sounder evidence; so, they begin to want to incorporate
"alternative assessment" information into their grades. Level III concerns about
grading focus on questions of, "Why do we grade?" and "Why do we assess?"
"No matter how elaborate or carefully designed an assessment strategy may be,
the result will not be constructive if our reason for wanting to know is itself
objectionable." (Kohn, p. 2)
At the end of reading participants will identify the levels associated with the
questions they asked about grading and reporting.
(Knowing the level of questions of a group also assists in knowing where to
begin, or the approach to take, in training or discussion about grades.
b. (30-40 minutes) Read Kohn's paper and individually (1) decide on the level of their

own questions and (2) identify "likes," "dislikes," and "interesting's." Handout
A4.2,H2Grading.... provides space for notes. Remind groups that they should
leave 10 minutes at the end to discuss: levels of their questions and their "likes,"
"dislikes," and "interesting's."
c.

(10-15 minutes) The debrief has two parts. First ask for a show of hands about
levels. Then have a quick review of "likes," "dislikes" and "interesting's." A good
technique for moving things along is to "stand and share." For each category (likes,
dislikes and interesting) ask one person to stand from each table if they have
something to share. If any of the people say what they were going to say they sit
down.

(Comments from past workshops are provided in Handout H3Points Made by
Previous Groups. Other comments: Likesintrinsic motivation; having grades
represent achievement only. Dislikesdoesn't include the rationale for grading;
doesn't mention the need for multiple sources of information. InterestingKohn says
evidence "seems to suggest" rather than offering firm research evidence.)
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This activity should not lead participants to conclude that they shouldn't have to
grade. Grading is a political reality that will be with us for some time to come. The
conclusion should be that, since we have to grade, let's make the process as
meaningful as possible. For example, encouraging grades to be a shorthand for welldefined, standards-based achievement levels; thinking of ways grading practices can
encourage learning and support student success; and avoiding undesirable side
effects.
4. (5 minutes) You might end the session by asking participants to write down one idea that

they are going to try, or one piece of information they want to remember.
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Purposes:
1. To think about grading issues

2. To set the stage for more to come

Agenda:
Review and discuss three biggest
grading questions
Read a paper by Alfie Kohn
Relate your questions to Kohn's
Overhead A4.2,01
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For example:
How do I incorporate "authentic" assessment into
my grades?

How do I grade special education kids? Do I hold
all students to the same standard?
Our report card doesn't seem to reflect what we're
trying to accomplish with students.

Why do we need to grade? We see students every
day, so we know how well they're doing.
We're required by law to demonstrate how well
classroom activities help students move toward the
state's student learning targets, but my grades don't
seem to match to the state standards.

How are grading criteria developed?
How do I write grading criteria (standards) so
parents and students understand?
Overhead A4.2,02
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Instructions for "3 Biggest Questions"
1.

Take a few moments to write your own personal questions in the space below.

2. Choose a recorder for your group. Come to agreement on the three biggest questions,

write them on chart pack paper, and post them on the wall.

3. When everyone has their questions posted, take a few minutes to see how others'
questions relate to yours.

Space to Write Down Your Questions

Handout A4.2,H1
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1. Where in Kohn's three levels of
concern about grading and

reporting do wur questions fall?
Level I: How to combine #s

Level II: Bewnd traditional
Level III: Why grade? Why

assess?
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2. List at least one thing from the
article in each category:
Hike...

I don't like/this makes me nervous...

This is interesting; I want to think more about it

Handout A4.2H2, p.2
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Points made by previous
groups:
Grades are only as good as the assessments on which
they are based

The only legitimate purpose for grades is feedback
on achievement and a single letter grade doesn't do
this very well
There exist better ways to provide feedback than
grades

We should be addressing more fundamental
questions than "how do we manipulate numbers?"
Most of the questions we hear about grading and
reporting seem to be at Level II
Many times questions that manifest themselves as
Level I or II concerns really require Level III
answers

If we must grade, we need to make the process as
communicative as possible and avoid possible
negative side effects
571
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Purpose:
To think about grading and reporting issues

Uses:
This is an intermediate level activity. It is a good one to use to kick off discussions about
grading and reporting. Prerequisites might include: (a) knowledge of how student assessment
fits into standards-based education (Chapter 1 Text and/or Activities 1.1Changing
Assessment Practices, or 1.12Assessment Principles); and (b) understanding of how
assessment can be integrated with instruction (Chapter 2 Text and/or Activities 2.1Sorting
Student Work and 2.3Ms. Toliver's Mathematics Class).

Rationale for the Activity:
Reading large numbers of articles is time-consuming. A jigsaw allows people to work together
to read and discuss many articles in a short period of time. Each person reads a single article.
Then people who read different articles get together to discuss the content of what they read.
There is no single "right" approach to grading and reporting. We have chosen articles (see
Appendix CArticles) that describe what others have done and to raise issues for discussion.
We have based our selection of articles on Alfie Kohn's article (#1 in Appendix C) about
teachers' level of concern regarding grading. The first, and most basic, level of concern has to do
mainly with logistics"how to combine all the information collected to form a final grade." The
second level of concern begins to question why we need to grade. Might there be better ways to
show student achievement? Teachers at the second level might also start questioning traditional
ways of collecting information. Teachers don't question the need to grade, but want to expand
the types of information collected to form a grade. (This is where many discussions of
"alternative assessment" begin.) At the third level of concern teachers begin to challenge the
notion of grading and assessing altogether. At this level the question is, "Why do we assess or
grade at all? Are we accomplishing what we think we are?" The papers chosen for this jigsaw
address mostly the second and third levels of concern.

Toolkit98: Chapter 4 Activity 4.3Grading Jigsaw
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Materials:
Overhead projector, screen, blank transparencies, transparency pens, flip chart, and pens

Set of articles on grading (Appendix CArticles). You can either copy enough of the
articles so that each participant only receives the single paper he or she will use in the jigsaw,
or you can copy an entire set for each participant. (Copy the entire set for each person if
participants do not come from the same school or organization.) Suggestions for which
papers to use are in the Appendix CArticles section. (All papers have been reprinted with
permission of the author or publisher. Permission has been given to copy them for use in
professional development settings.)

Overhead A4.3,01Grading Jigsaw Purposes, A4.3,02Grading Jigsaw Discussion
Questions

Handout A4.3,H1Grading Jigsaw Discussion Questions (can also be used as an overhead)

Time Required:
90 minutes-2i hours

Facilitator's Notes:
1.

Set-Up

a. First, an overview of the jigsaw process. A jigsaw is designed to share large amounts of
information in a short period of time by having participants become experts on a piece of
information and then share it with others. The jigsaw begins by dividing participants into
small groups, each of which will read and discuss a different article, thereby allowing
group members to become "experts" on that article. Then the groups reform so that there
is, in each new group, an expert on each paper. Each person shares their expertise with the
new group. So, everyone learns about all the papers without having to personally read
them.
For example. let's say you have 24 people and six articles; four people will read each of
the six articles. Each group of 4 discusses their own article to become the "expert" on that
article. Then the participants regroup so that each new group has an "expert" on each of
the articles. In our example, we started out with 24 people, four reading each of the six
articles. When people regroup, there will be four groups of six people; each group has an
"expert" on each paper.

b. You need to decide which articles to copy. We chose some of the articles for groups that
are just starting their discussion of grading and report changes; we chose other articles for
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more experienced groups. These suggestions are in the Index to Appendix CArticles.
You may take our suggestions or decide for yourself which papers would be of most
interest for your group.
c. Decide how many copies to make of each article. If your budget is tight, all you really
need is one paper per personmake an equal number of copies of each article you have
chosen to use, but any single person only gets one. In our example, since we have 24
people, we would make four copies of each of six articles. (Of course, you could always
make a copy of all the chosen articles for each participant. Even though participants will
only need a single paper during the jigsaw, they might want to have a complete set.)
d. Put the copies of each article on a separate table. For our example, we would have six
tables (one for each of the six articles); each table would have four copies of the same
article. Letter the papers at each table, beginning at A and continuing until all the papers
have a letter. (In our example, we have four papers at each table; we'd letter them A-D.)
You do this to make it easy for groups to rearrange themselves laterafter the "same
article" groups discuss their article, you have all the A's, B's, C's, etc. get together; this
gives you one "expert" in each group.
2.

(5 minutes) Discuss the purpose of the activity using Overhead A4.3,01Grading Jigsaw
Purposes.

3.

(30-45 minutes) Spread participants around so that the same number of people are at each
table. Ask participants to read the paper on their table and come to agreement about the most
important pointsboth what they liked and what they didn't like. You can use the questions
on Handout A4.3,H1Grading Jigsaw Discussion Questions to focus the discussion. The
questions are:
Why do we grade?
What are the issues surrounding grading and report cards?
Why are some people changing grading and report cards?
What are the alternatives to grading to more accurately reflect student achievement and
progress in ways students and parents can understand?
What report card formats have others tried?

4. (30-45 minutes) Now ask participants to move into "mixed paper" groups. You can do this

by saying; "All the A's go to the table in the back, all the B's meet at the overhead projector,
..." etc.

Each expert spends 5-10 minutes explaining the most important points of his or her paper to
the others in the group. This will take 30-45 minutes depending on the number of articles.
5.

(30 minutes) Reconvene the big group for a final discussion. Summarize the points from the
individual discussion groups. Major conclusions should include:
The primary purpose for grading should be communication about student achievement.

Toolkit98: Chapter 4 Activity 4.3Grading Jigsaw
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Report cards should use the language of the message receiver (students and parents).
There are several formats, besides grades, that communicate student achievement.
6.

(5-15 minutes) The large-group discussion can be followed by a discussion of either what
participants might like to try in their own classrooms or how the current grading policy in
their district compares to the concensus points from the final large group discussion.
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PEZipove

To think about grading
issues
and
Overhead

Too/ki/96". Chapter

4 Activity

Why do we grade?

What are the issues surrounding grading and
report cards?
Why are some people changing grading and
report cards?
What are the alternatives to grading to more
accurately reflect student achievement in
ways students and parents can understand?
What report card formats have others tried?
Overhead A4.3,02
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Jigsaw
iscussion Questions
Article Title:
Question

What we liked from this
article

What we didn't like from
this article

Why do we
grade?

What are the
issues
surrounding
grading and
report cards?
Why are some
people
changing
grading and
report cards
right now
What are the
alternatives to
grading to
adequately
communicate
student
achievement
and progress?
What report
card formats
have others
tried?

.

Handout A4.3,H1
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Activity 4.4

on t Some Things aver

Purposes:
1. To compare and contrast traditional reporting formats for student report cards over
several generations
2. To critically examine the information conveyed about what a student knows and is able to

do by traditional reporting formats

Uses:
This is an intermediate level activity. Prerequisites might include: (a) knowledge of how
student assessment fits into standards-based education (Chapter 1 text and/or Activities
1.1Changing Assessment Practices, or 1.12Assessment Principles); (b) understanding
of how assessment can be integrated with instruction (Chapter 2 Text and/or Activities
2.1Sorting Student Work and 2.3Ms. Toliver's Mathematics Class); and (c) Activity
4.2Putting Grading and Reporting Issues in Perspective to set the context for examining
report card designs.

Rationale:
The traditional letter grade report card format has been used in the United States educational
system for generations. Although some changes are noticeable, such report cards do not
seem to reflect recent major instructional and assessment shifts that have resulted from new
knowledge about the way people learn.

Materials:
Overhead projector, screen, blank transparencies, transparency pens
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Overheads A4.4,01Won't Some Things Ever Change Purposes; A4.4,02Compare
and Contrast

Handouts A4.4,H1Grade 6 Report Card, 1916: Essie; A4.4,H2Grade 12 Report
Card, 1943-44: Oscar; A4.4,H3Grade 10 Report Card, 1965-66: Jackie; A4.4,H4
Grade 3 Report Card, 1994-95: Myrth (make each handout a different color)

Time Require&
30-40 minutes

Facilitator Notes:
1.

(2 minutes) Use Overhead A4.4,01Won't Some Things Ever Change Purposes, as
needed, to introduce the purposes of the activity.

2. (15-10 minutes) Use Overhead A4.4,02Compare and Contrast to guide small groups

of 3-5 participants in comparing and contrasting the report card formats exhibited in
Handouts A4.4,H1, A4.4,H2, A4.4,H3, and A4.4,H4.
How are they alike?
How are they different?
What does each report card convey about the student's knowledge, skills, and
understanding?
Who is the target audience? Would that audience understand the message sent?
What does each report card convey about teaching and learning?
3. (10 minutes) Have each group report out highlights of their discussions. Emphasize that,

today, the main purposes for grading and reporting are:
Encourage learning and support student success
Avoid undesirable side effects
Be meaningful/understandable to the recipient of the information (students and
teachers)
Have the primary purpose of accurately communicating about student achievement
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Purposes:
1. To compare and contrast
traditional reporting formats for
report cards over several
generations

2. To critically examine the
information conveyed in
traditional reporting formats
Overhead A4.4,01
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How are they alike?
How are they different?
What does each report card convey
about the student's knowledge, skills,
and understanding?
Who is the target audience? Would
that audience understand the message
sent?
What does each report card convey
about teaching and learning?
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Grade 12 Report Card, 1943-44: Oscar
TO PARENTS

Please note carefully every part of this report, sign and return
not later than Monday following the delivery of the card to the pupil
on Wednesday.

DIRECTIONS FOR MAKING THE GRADE
To merit an A the student must:
1. Excel in scholarship.
2. Have enough initiative to exceed the as.ignments given.
3. Have an attitude which is ben-ficigl to the class.
4. Improve noticeably and consistently.
To merit a B the student must:
1. Be accurate and complete the assignment.
2. Show stimulating and desirable aehievement.
3. Exhibit effective cooperation in class work.
4. Show marks of improvement.
To merit a C the student must:
1. Master the major part of the subject matter.
2. Exhibit a satisfactory quality of work.
3. Avoid undue fluctuation in performance.
4. Shows marks of improvement.

A grade .of D means that the student has:
1. Poorly met his assignments.
2. Showed uncertain or ottiv slight improvement.
3. A neutral but not obje'dionable attitude.
4. Showed neither positive nor effective cooperation.
A grade of F means:
Failure to accomplish desired results.
In order to stimulate the best in the students, in addition to scholarship, he will be marked on the following personal traits: accuracy,
cooperation, industry, leadership, courtesy, and personal appearance.

Rating in these traits will be the composite judgment of all the

t achers of the student. When the composite rating in any trait falls
below (C) the student must have a conference with his advisor. The
student with higher trait ratings may confer with his advisor as a
means of improving his personality and chanacter.
E. A. FUNK, Principal
PARE

1st Term
2nd Term

3rd Term
4th Term

1/1:1141

5th TerrdPie14..1,
6th Term
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Purpose:
To examine and critique alternative formats for reporting on student achievement

Uses:
This is an advanced level activity to use in Chapter 4 to introduce alternative reporting
formats. Prerequisites might include: (a) knowledge of how student assessment fits into
standards-based education (Chapter 1 text and/or Activities 1.1Changing Assessment
Practices, or 1.12Assessment Principles); (b) understanding of how assessment can be
integrated with instruction (Chapter 2 Text and/or Activities 2.1Sorting Student Work and

2.3Ms. Toliver's Mathematics Class); and (c) Activity 4.2Putting Grading and
Reporting Issues in Perspective to set the context for examining report card designs.

Rationale:
Formats for reporting about student achievement must align with current notions of what
students should know and be able to do and how to best assist students to achieve them.

Materials:
Overhead projector, screen, blank transparencies, transparency pens

Overheads A4.5,01Report Card Formats Purposes, A4.5,02Compare and
Contrast, A4.5,03Comparison of Alternative Reporting Formats

Handouts A4.5,H1Round Rock ISD 3-Way' ; A4.5,H2Round Rock ISD
Kindergarten2; A4.5,H3Dos Rios3; A4.5,H4Shutesbuty4; A4.5,H5Waialae5;

A4.5,H6Crow Island; A4.5,H7Wishart6 A4.5,H8Travis Heights' Used with permission of the primary developer, Lynda Carter, Principal, Fern Bluff Elementary School,
Round Rock, TX, and published in the Round Rock Independent School District Parent Conferencing Training
Module, August, 1995. In grades 1-5, biannual conferences supplement traditional 6-weeks report cards.
2 Used with permission of the primary developers, Lynda Carter and Delores Block, Round Rock ISD, Round
Rock TX. The forms replace traditional Kindergarten report cards.

Toolkit98: Chapter 4, Activity 43Report Card Formats
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Additional reporting formats can be found in Appendix C
Articles (Article C.2Developmentally Appropriate Report

Cards...) and Appendix ASampler (Sample A.42

E:7 Reference Box

Science Portfolio or A.8Primary Math Portfolio)
For more information on the
report card formats used in this
activity:

Time Require&
40-75 minutes

Crow Island School
112 Willow Road
Winnetka, IL 60093

Facilitator Notes:
1.

(2 minutes) Use Overhead A4.5,01Report Card Formats
Purposes, as needed to introduce the purpose of the activity.

2.

(5-10 minutes) Review and make sure participants agree with
the idea that grades should:
encourage learning and support student success
avoid undesirable side effects
be meaningful/understandable to the recipient of the
information (students and teachers)
have the primary purpose of accurately communicating
about student achievement

Participants will have difficulty discussing the advantages of
different report card formats if they don't agree on the
purposes for grading and reporting.
3.

(20-30 minutes) Use Overhead A4.5,02Compare and
Contrast to guide small groups of 3-5 participants in
comparing and contrasting the report card formats chosen
from the handout list. Any single group is likely to have time
to review only two or three formats; they can choose or be
assigned samples.

Dos Rios Elementary School
2201 341 St.
Evans, CO 80620

Round Rock ISD
Fern Bluff Elemeniary
17815 Park Valley Drive
Round Rock, TX 78781
Shutesbury Elementary School
West Pelham Road
Shutesbury, MA 10172
Travis Heights Elementary
School
2010 Alameda Drive
Austin, TX 78704
Waialae Elementary School
1045 19th Avenue

Honolulu, HI 96816

4. (10-30 minutes) Have groups discuss advantages and disadvantages of alternative

reporting formats. Use Overhead A4.5,03Comparison of Alternative Reporting
Formats to record participant responses and summarize reasons for using alternative
formats.
3 Used with permission of Helen Elliott, Principal, Dos Rios Elementary Schools, Evans, CO.
4 Used with permission of Shutesbury Elementary School, Shutesbury, MA.
5 Used with permission of Waialae Elementary School, Honolulu, HI. The forms are works in progress.
6 Used with permission of Wishart Elementary School, School District #62, Sooke.
Used with permission of Carole Garcia, Assistant Principal, Travis Heights Elementary School, Austin, TX.
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Purpose:
To examine and critique alternative
formats for reporting on student
achievement

Overhead A4.5,01

596
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Compare and Contrast

How are they alike?

How are they different?
What does each report card convey about the
student's knowledge, skills, and understanding?

Who is the target audience? Would the target
audience understand the message sent?
Which would best encourage learning and support
student success?
Which would best avoid undesirable side effects?

597
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Sample #

Advantages

Disadvantages

verhead A4.5,
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5

ROUND ROCK INDEPENDENT SCHOOL DISTRICT

2.

1.

Action to be taken by:
Student:

Student

's Gods far the Current School Year

ACTION PLAN

Teacher

Page I

599

Teacher:

Teacher

Page 2

C/052 Hes. rt. 95

The parent teacher, and student tf applicable must sign before sending home Copies should tr
appropn.ate staff.

Student

PARENT COMMENTS:

TEACHER COMMENTS:

EVIDENCE OF STUDENT LEARNING

Spring Conference Date:

Student:

ROUND ROCK INDEPENDENT SCHOOL DISTRICT

Elementary Parent Conference Summary

viEST COPY MLA

C/050 Res . 11.95

The parent. teacher. and student (if applicable) must sign before sending home. Copes should be made
to appropnate staff.

Parent

Teacher:

Parent(s):

Teacher:

SUMMARY OF CONFERENCE DISCUSSION

Areas for Growth:

StretWhs:

Student:
Fall Conference Date:

Elementary Parent Conference Summary

Shared Goal Setting
1.

The teacher and students prepare for the upcoming
conference. This includes building rapport with parents
through informal communication (notes home, phone
calls, visits at school), sharing evidence of learning
through weekly work sent home, newsletters, and
sharing with them student reflections about their work.

2.

The teacher helps parents prepare to attend the conference
by sending home a letter that outlines the conference
format and a Parent Information Sheet* seeking
parent input regarding their child's perceived strengths
and areas for future growth.

3.

Before each conference the student and teacher spend
time reviewing the child's collection of work to be
shared at the conference as evidence of student progress
over time.

4.

The parent(s), student, and teacher then meet in the
classroom conference area. A discussion is conducted that
involves what has been learned, and what areas the student
needs to improve upon. Proposed learning goals for the
year are determined through collaboration.

5.

Learning goals are agreed upon. In a three-way conference
each party--student, parent, and teacher commit to
providing specific support in accomplishing goals.

6.

The teacher completes a record of the conference and
determined goals. Copies: parent, office/counselor
rhe Parent lnformauon Sheet may be custom tailored by each campus staff

Round Rock ISD 3-Way Conference Reports
Teacher Information Sheet:
Shared Goal Setting

Haindout A4.5,H1, p. 2
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Three-Way Conference Guide for Students

41,

Date:

Name:
Two things I do well

Two things I need to improve

Things I want to show

My goals for the first semester am.. .....

Modified chart from Toaether is Better by Cameron, Davies,Politano, and Gregory

Round Rock ISD 3-Way Conference Reports
Guide Sheet for Students

602
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A Conference Guide for Teachers
Student's Name:

Date:

Areas of Strength:

Areas for Future Growth:

Notes for
conference:

Additional Notes:

Action Plan:

Evidence of Learning:

Goals for First Semester

Goals for Second Semester

Evidence of Learning:

Round Rock ISD 3-Way Conference Reports
Conference Guide for Teachers

BEST COPY

MULE

Handout A4.5, H11, p. 4
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Name

Date

Child's name

Gracie

Parent Interview
1.

2.

3.

4.

How do you think your child is doing as a reader/writer? Why? (If a young
chdd: What signs have you seen rhat your child is ready to learn to read/write?

What would you like your child to do as a reader/writer that he or she isn't
doing now?

Do you ever notice your child reading/wtiting at home? Tell me about it.

What do you think your child's attitude is toward reading/writing? What do
you think hss helped to create this attiosde?

5.

What sort; of quations about your role in helping your child become a better
reader/writer might you like to ask me?

6.

Since I like to help the children read and write about things they are interested
in. it helps me to know each individual child's intereso. What kinds of things
does your child Like to do in his or her free cline?

7.

Is there anything about the child's medical history that might affect his or her
reading/writing? Is there anything else that might affect his or her
reading/writing?

8.

Is there anything else that you think would be helpful for me to know in teaching your child?

Round Rock ISD 3-Way Conference Reports
Parent Interview Form

604
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It is designed to

OCTOBER 3, 1995
APRIL 24, 1996

5.
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0 0 2.
0 03
0 0 4.
4

0
3.

fir
2

Please sign and return

C 6/95

Reasons

003

I TEACHER CONFERENCE REQUEST
Conference Requested

LABEL

PARENT SIGNATURE

BEST COPY AVAILABLE

1995-1996 PARENT CONFERENCE DATES

interdisciplinary, and interactive curriculum.

communicate progress in a developmentally appropriate,

kindergarten expectations.

Elements and the objectives of Round Rock Independent
School District and offers opportunity for growth beyond

A learning profile reflects growth of the kindergarten
child in different areas of development. This profile
corresponds to the Texas K indergarten Essential

KINDERGARTEN LEARNING PROFILE

ROUND ROCK INDEPENDENT SCHOOL DISTRICT
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ft CI
/90 13 CU
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cra

70

117 0

CP*

(1)

at

ideas

607

Uses writing materials
Scribbles randomly

through drawing and
painting

Expr

WRITING

facial expression)
with limited
Expr
verbal skills

phrases, or sentences

Dictates words,

meaning using letterlike shapes or random
letters

Scribbles with

use of writing materials

Shows appropriate

message

Begins to understand
that print conveys a

Uses appropriate voice
tone to express emotions

nonverbally (gestures,

ye-contact, nodding.

Uses appropriate
language to express
basic physical, emotional.
end social needs

Communicates

three letters to
represent longer words

*Writes left to right.
top to bottom

Shows awareness of
left to right
Copies environmental
print
Writes some high
frequency words like
mom. dad

BEST COPY AVAILABLE

Often uses two or

letter-sound
associations

608

without difficulty
Begins to revise and edit
own work
and punctuation
*Spaces between
words

sentences using
temporary spelling
(some reversals)

Explores capitalization

Applies capitalization,
punctuation, and spacing
*Demonstrates readiness
for more direct spelling
instruction
Arranges and spaces text

Writes sin*

ideas

Shows awareness of

*Extends and elaborates

own ideas, mostly
independently

phrases using letterls)
to represent sound(s)
(some reversals)

spoken language

to draw conclusions
and communicate ideas
with others

Combines information

Attempts to record

-0-

role-play

Uses voice tone to

shares ideas relevant to
topic

Asks questions and

*Expresses ideas and
feelings with fluency

attends to make
connections between
topics and situations

Listens critically and

Writes words or

Expresses ideas.
feelings, information, end
experiences in group
settings and through
creative dramatics,
sharing, or show-and-ten
Uses concept
vocabulary appropriately

-410

prompting to recall
many details

Listens and attends
with little or no

4111

Associates print with

dramatics

Participates in choral
speaking opportunities
and informal creative

group and one-to-one

*Verbally contributes
information/ideas with
prompting, in small

short periods of time
lnconsistently responds
to verbal commands and
instruction

sporadically

SPEAKING

Listens and attends
consistently to respond
to ideas, feelings,
information, and
experiences

Listens and attends
lot longer periods of
time during individual
and group interactions
Responds to speaker

Listens and attends for

Listens and attends

LISTENING

to

Loa

ft

cra

0

cj

1:01

"10

Cf0

g.

en" Po

1:1

eto

et,

crl
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ordinal numbers
tractions

sets

one-toone

size

Measurement
calendar
graphs
money
time

Sell
Family
Community/School
Celebiation/Cultural Events
Geography

SOCIAL STUDIES
CONCEPTS

demonstrates
understanding of
concepts by manipulating
concrete objects. Gives
clear explanations to
show understanding.

Independently

a beginning reader

',With guidance.
demonstrates understanding of concepts by
manipulating concrete
objects with a purpose.

Shows signs of becoming

in context

Recognizes some high
frequency words or names
in and out of contextland,
the, to,

Follows print lelt-to-right
Identifies and connects
sounds with letters

shared reading
Recognizes some names
and environmental print

Begins to recognize
some concepts of print
Actively participates in

pictures or media

Retells stories from

BEST COPY MARA LE.

Comparison
colors
shapes
patterns
position
sort/classily

MATH CONCEPTS

concepts.
Observes and explores
concrete objects.

Expresses interest
consistently in

print
Spends time looking
at books and likes to
have stories read

Displays interest in

Number Concepts
counting

and explores concrete
objects.

Randomly ob

INTEGRATED CONTENT

materials and pictures

Develops en
wareness of printed

PRE -READING/READING

60

-e*Independently works at
symbolic level to interpret
and extend concepts.

on Our Community
Measuring
Responding to the Environment
Safety
Sedsolls and thee Effects

Habitats ol Animals/Plants

-0
Reads for meaning/
information
ises reading strategies
automatically
ls comfortable with a
variety of literature

SCIENCE CONCEPTS

problems.

symbolic. Applies
knowledge to solve

Connects concrete to

pictures and language
structure to read for
meaning

Begins to use phonics,

1 correspondence

Follows print with 1 to

in reading activities

Participates comfortably

tel siandliot
01 music compaiatives
With guidance,
demonstrates steady beat in
response to TUNIC

denionsliall

roinole
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Willi nisislance.

os

With spin tans,.
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beat
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Iong/short
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tigh/low
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di.
mow.
comparatives:

losilenessrlessily rises/

1.511ilias

patterns
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time
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behaviors

Gil

effective learning

Recognizes sale and

activity

Participates daily in
vigorous physical

*Identifies selected
body parts

Of falling

Travels in different
ways without bumping

PHYSICAL EDUCATION

Texture

Line
Shape
Color

VISUAL ARTS ELEMENTS

Explores and observes
during the art
production process
Masks with media are
uncontrolled and
undirected

VISUAL ARTS

physical activity
"Participates
appropriately and
safely; alone and with
others

Identifies effects of

balance and control
Changes directions
quickly on cue
Demonstrates shapes.
patterns. relationships

Walks and runs with

Unrecognizable images
are created

Discovers and
becomes aware of art
elements
Mixes controlled lines
with uncontrolled
motions

behaviors

Sustains moderate
physical activity
Relates physical activity
to well-being
Consistently uses safe
and effective learning

underhand
Repeatedly jumps a rope
turned by others

Throws overhand and

Identifies art elements
Demonstrates skills and
experiments with media
Images ate recognizable

BEST COPY AVAILABLE

demonstrates safe and
effective learning
behaviors

klentifies and

*Tosses ball and catches
after one bounce
Kicks a stationary ball
with control
Rolls body sideways
Relates skill development
to practice

Recognizes. examines and
responds utilizing art
elements during the
production process
Scribbling more controlled
Images have some
recognizable form

social behavior's

612

*Tsavels backward
without falling
"Strikes stationary
objects with control
Kicks moving objects
with control
*Coordinates
movement to rhythms
and music
*Demonstrates
appropriate, sale, and

employed

activities
*Images contain
significant details
Use of background
and horizon line can be

art elements and media
skits during production

Applies knowledge of

*Dribbles (hand/loot) with
control
*Catches using propesly
positioned hands
Repeatedly jumps self turned rope
*Supports own body weight
whde hanging and climbing
'Cooperates and shares
readily

'Utilizes individual
thoughts and ideas into
art production process
Composition of images
becomes more complex
with inclusion of
background and use of
the whole picture plan

In addition to the singing concepts, conysai alive, and listening skills. rhythm, move.l.l, and expression reflected on this continuum, the music curriculum includes multicultural songs and dances, listening activities,
singing games, creative dramatics, onstiumental expenences. cross-cuoriculum reinforcement. seasonal and patnotic songs. instruments/tamilies of the orchestra, performance expetiences, American folk songs and dances,
and le lllll that introduce melodic and rhythmic reading.

expressions

Moves in iesponse to
music with a sense of beat

Responds to music with
movement and creative

..iopou

comp...Arne,
xiast/slow twitalow
loud/sott slaccJtudeljato

!ID lllll NU.

4.551 vi.l. ii

loll sour', .1nd raiirpoiri
games
Luslens lu variety 01
musical selechonslsonnits

hos ally

v.

411

l.asows. oncieratisaisv.5.014-.
y
51 chant,,
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e
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Orange .6th Six Wks (30).. . .5-23-96

Green.
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.11-3-95

. .9-22-95

.3rd Six Wks 1261. . .12-14-95

.

S

Black.

.

-..

1st Six Wks (29)

,

qe

2nd Six Wks 1221

.r4s4

4.

Red

2

3

4

Blue

Entry Level

Psdannance
K Level

Espectaion

Emtit

Performance
5
beyond K Level

KINDERGARTEN LEARNING PROFILE SUMMARY

111 PLACED

To Grade .

Tardies

Days Present

Days Absent

1

3

4
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0 PROMOTED

2
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LABEL
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5

TOTAL.

0 RETAINED

6

00000 of folt words ln feeding and

waaletal Of

variety of romps**

of

ogles to aid

mtawritIng aelf-

tosestioniag, and predicting,
etamereheade at Inferential level

tuarweiserwlamat

saolysta
eichows end seam S

mate. tine*, theatos, and etawctursi

eves leo atm ttttt to ocenntsct maelno wader
rurtety of t
rentreadel, tout, and
contactual coandltlone
eft. the ability to ealant* sod Internet.
information both within
text mad from more Sean
one teat
mamma sad users a tttttt y of atratoglos fos
1441241(71Np %Cadet 0.0.. ProdIctidner

gated.). for

isChoosee to read

Variety of stretegles to I
lennetguCt usemingl with both fiction mad nonfiction text 1 ttttt ogles i.e. sememtic yob, K.U.L.,
O 11-114. story
nape. etc.!
rani
*comprehend* Whet has bean reads 11
InferentI*1
mud. with Slannoy and algirosslon
eitsonoade ffectively to teat

Olimov

w ee. a steam et ight wank I. rending mid
writhe,

1.0.1

aemeattife, syntax, sod picture clime!
*Chooses oe o0000 at independest reading

meteor sculpts. and/or cueing
ardor when seeding tor meaning lphoidos.

etlaee woed

O nmaievima awes

Rollos on eland cues
O Comerdeman dud ha. been rued, can retelt 5 story

'misty of atraterviess
Inroad, when It emeen.t meld mince
Self-oesteots ercere

nude

riting

o riss

level

woad
emoderstando eh. concept of
e rsantoloos :otter wands and saris pletwa
clues to feed mord*
OChaloaee oat/alai at inneamordent reedlag

o Ngt***. spoil** vote** to print

*dam* letter revue and soundaymeol
Cowlerwndiste !stogie tousereetr
Meade, aid coo/owlet digraphs

' Sas print toasts**.

!mutat Mmallor

Medal 011atidettli - *classy

I.l.q carnal.. cowpiste

6

o

BEST COPY MAILABLE

Ariesry Trait 4201
troodrolory troll MI

6 7tme welting contains iscoopito thonible
endfot owed avenol association is it

contains au inauffitlent numb*, of tt
thoughts to comities a Oeweage.

O The writing cantatas Idees unlit': comsat too
readily vederstood funfochrods andior

010

lo addition To close approximations to
standard opellleg throogNoul, tn. wilting
orataine standard spelllog or oo.o high
frequency word*.

6 lhe welting onntatne conpletts thoughts. and
'
arergest uso of the essential skills;
acapitaliaatioo limoinning of
sonteacer, 1, and seems ot pampas!
veiled's
' ,aided sentence patterns

completeness.

2.1.20 of

series of ridoted Ichwir
All of tsw ideas ten be

madly understood and Ovarey

about Cho teat.

1 The writing I.

p000looloff

frotiasency words.

tordelsw standmid spelling of most MO

In additive to ttttt approximations to
stsedatd speltlag theoughookr the writing

womb la esideat.

coestliteat use of those onsmitiel skills:
therdneing of
cass
meeteados, I, snd manes ot peopls)
.perlads
risied seatemis psttorns
Stsmiard spelllag of *any ligh tretmenty

6 rho writing matador complete thoughts end

soomotiol cur)
ry the writing mods lamtiopiag Lewd crtiori..
Inn pattern of organisation end the
transition of inane flow. Tim descriptive am
awmportiag details ate adegoote and et.
ipprovetete to the audios. of the wilting.

valled seetence parlors.
rtsesdatd @pelting of many high fterfaantr
word* la evident

poriods

and owns of people:

ticaplia ttttt ims !Impinging of seatences, I.

COltatatent use of thesis

a mo

pad contstrts s iC.JC.i psociesorloc o Ira..
morass 7ho
@bowl tiro topic. Womd ctoice
wailing ead drwanattatos lesight, ttttt icily
sodfor atylo.

Achnened Add
O The writing mme:s Usential Level rfAefari

giliT1110 addgedona - }rawly

INDIVIDUAL

(place label here)

2201 34th Street
Evans, CO 80620
(303) 130-5957

G1

DOS RIOS ELESESTART 904100L
Wald County School District Sis

PRIEM PROGRISS REPORT

ID

i
0

I

1
il

1

'

li

II

1,011

li

1

I

fill!

lit

t

1

nil!

1

loi

i li

ill
iii

.

1

I

III
1

i

11111

1

11

i

i

Ili!

1

1

ii

1.1

ii
1

Dos Rios Elementary School
Primary Progress Report, Page 2
Handout A4.5, H3, p. 2

Toolkit98: Chapter 4, Activity 4.5Report Card Formats

17

BLE AVAILA COPY BEST

91

0171 ttttt fecanden 6
Offl Trait Primary O

evideat. la words !coquetry
high epellin; It. emote of petters I.

portuatio end
'I") beginnings.
sentence Ileum, ipropet on ttttt *Cepitel
'entree.* *coolers
thy.*
skills, level Osentiel
Of more or cne
s
in errors of
°Detains writing The 6

meson,
odder underdevelnped en

is

Iflb

unfocused
writing The O

Man

frequency high of spelling Sooderd
pxnetostion en7 f
'1'1

level inferential st bnprehends
predicting. end emetic...inn,
numnarizing, e.g., comprehension

1214. and neon
aid to strategies of Variety
salivate structural med phomics, clues,
Matsui prediction*. .g., olds/ ideirtifying

Inmenos In
evideet.

I. words

self-

beginnings.

sentence noes, former capitalization
sentences complete*
skills. Level Lagenriel Mass of
application draft first contains welling The A

eses end Known
of variety
lot ogles
Oat One
frame:ire and test
within both informatics,
integrate and evaluate to ability the nbis
oneditiona Onamagli
mad text, murder, different od variety
a under monleg construct to ability lie alas
Outlaw of variety a fee meteziele
of oriety a read to *Chooses
ereedat

diecourse.
the to eppcopriste re sad adegmata
detafte supporting or descriptive the
and ormaizelion of pattern The discourse.
writing of type of ecde the ulthie task
the of
let writer.. the conveying
Ideas collared of aeries
I. writleo lie O

me

menent. are patterns sentence
Vected
halting. bhe of complexity sod leegth
to relslive words dremescy high od spelling
starmard no skills Level deseelial of
applicalion ttttttt co ceasing mrlttag The 6
writing. the onanos choice
Ilcv. Ideas of transition the sad

330-5951 (303)

80620 CO Evans,
Street 34th 2201

SCHOOL

RIOS DOS

REPORT PROGRESO INTSRKEDIATE
INDIVIDUAL

end literal soda been

aloe
writing and reeding in words sight f
level readies independent at materiel Chooses*
clog) picture and metes,
onantior lphoolcs, Norden fog reading *ben
word Mee
systole coin° sed/os strategies

Wok

story

MUsEttoma

retell

can

rode been lea what *Conpreheedis
cues Memel on Relies

errors 641f-corrects
Manse eake doesn't it who Remade

etre:otos: volleyed

witless. the complement
conpleelty Pro leagth Untence 0041.L
et limo beyond cooventfone
writing of control exhibits writing TO 6

o

words reed
to clues picturo gees and encode letter Oehler*
of concept the Undolianos
ward
print to words spoken llictes
algordo cossoont eed blends,
cocSOnime, !singe. correspondence
*
tend-zobri( and games letter Mow,

evatemas

lire

4M10

Mooed

Mhos

atm
oedipal in words alght of 00000
level reeding intimpeneet at material *Chrome

ended:leg

toodfal the

IMTIMPIIPIAT1 - 11010401111 MATINS

inferential
west Comprehendn
etc.) mope,

MALL., web. egmentic i.e. egiea 00000 4
text goo-diction end fictioa both with meaning)
i to lea
Od variety
Aloes
IconstruCt
a

criteria Level Esseelisi meets writing Tie O

style. or Waste, iliest
fluency. crestivIty, insIght,
fol:ovingr
el w
0! sots nr oge of enbmpImn
criteria Level eroticism seers vlitiol Tmw

no

Modere egmelioling

mbrd
organ
p The topic. the hout
toms of preforming logical a contain* ed

s District school County Veld

nostrum

text to eliectively liseponds

expooten end Meaty with asal

Itory (st-Th.

omalli

here) label (place

!Toot

Ode

of

O

print No

*

1111..dwg
leteneellits

- MIDIC2401111

WPM

ia
I.

II

ii
i

I
11

li

ill
"II 1

111

alai

1

b
.1

11

Lli

=6:660161

Ii
111111
Dos Rios Elementary School
Intermediate Progress Report
Page 2
Handout A4.5, H3, p. 4

Toolkit98: Chapter 4, Activity 4.5Report Card Formats

19

Shutesbury Elementary Progress Reports, Grades 3-6

SICUTESSURIJ ELVISMARIJ SCHOOL

STUDENT mak= REPORT

Name.

ands:

Teachers.

Date:

To the Pere= Witten reports are issued twice yearly to supplement

the moping dialogue between school and home which is critical to tech
child's success as a lamer. The sale following each subtopic is
matted to reflect both your child's individual performance and ending
in regard to their peers. If you hive questions or comments shout any

of these items. please =act your child's teacher or the school
PriAciPaL

Attendance

Absent

T

Current
YTD

West Petisans RS., Shuusburtj, rta. 01072

lb

Shutesbury Elementary School
Student Progress Report
Page 1
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CArtonacernof

Excellence

Ana of
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MALZ221112i11011

Neatness

neChanICS

Clarity
Organization
Language Content
functionut Spdling

161.110212XE1LtSS1Ohl

Attentively
With Understanding

LISTEN=

Enjoys Books
URots IndependentLy,

Reads jor ?leaning

Sight Vocabulary

Uses Context
Uses Letter/Soimd Cues

Level of Confide=

=MI=

GANcluAGE AJtS

Area of
Concern

Coacern

Area of

Project Work.

lnuoivement
Participation
Understands Concepts

Units of Study

625

SCIENCE/ SOCIAL STUMM

1

Computes Accuratety
tinderstands Concepts t
Problem Solving
Level of Confidence
Keeps Up With Class and,
Homework

Units/Skiffs Covered.:

p. 2

Area of
Excellence

I
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Excellence

Area of
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is Organized

Ca5ister1:1y

Consign& ly
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Mows Directions

Completes Work. On Time
Presents Work, Neatly

lhorou4dy

Works Carelay,

Works Weft in Groups
IJorlts Wel/ Alone

Rarely

WAX HABITS

is Helpful and Considerate
nemonstrates Self- Contror
Adjusts ta New Situations
Cares for Materials

of Others

(f) a Respects Ideas and Feelings,

CA

R are ly

PtASONAL DEVELOPTLENT
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WAIALAE ELEMENTARY SCHOOL

Grade 1 Learning Profile
1994-95. School Year

Student:

Teacher:

Room

_
E. Ernergent
. Beginning
. Developing
Ex

Expanding

M . Mature.

1

2

ATTENDANCE

1s1 Cuenca

2. 2rtdOuxner
3.3rd Ouarter

Days Present
Da s Absent
etas Tardy

4. ath Matter

&nattiest

READING

BoObvilna

DelmosPing

4

3

,

,

...

Expanding

manna

Shows an interest in reacling

Uses picture cues

Uses phonetic cues

a

Self corrects
Understands what is read

Selects and reads books with confidence
Reads in a variety of areas

WRITING

a

ErilVal61
lbe

Boatman,

0sveiDelnii

Expending

shtur.

<

Shows an Interest in writing

Able to self select topic

a

Able to express ideas Clearly

Able to expand and add details
Writes for a variety et purposes

Shares wnting with others
XX

Uses conventions of writing
Writes legibly

MATHEMATICS
Derronstrates number sense
Of

rang

yet

Displays an understancEng of math concepts
at yel

waywoowg

srorg

hot yet

UOYIPIOPn9

Srcrig

Uses a variety of problem solving strategies
Communicates mathematically

Willing lp explore and experiment
iet

Waialae Elementary School
Grade 1 Learning Profile
Page 1

Handout A4.5, H5, p. 1

BEST COPY AVAILAKE
Toolkit98: Chapter 4, Activity 4.5--Report Card Formats

532
27

LISTENING/SPEAKING
Listens adersively

ve.e.spng

Expresses Ideas

i.r..oaprc

Discusses/comments appropriately

ormilioping

-Sstrq

ramming

bawl

Wiling to share ideas

saws

UNIT STUDY (Social Stud les/Scianca)

v17E-T---Crgt7cna

Dern0 nstrat es an understanding of concepts
Participates In ciscussions and activities

Loweracera

swim

hot yet

uotsioping

-snag

?kayo

uswestosta

Sirens

lot yet

bevalopang

sasni

Y.1

Shares materials related to unit of study

SitoVis a-v4inglifi53 ID extend learning

PERSONAL DEVELOPMENT
ACCept S learning challenges (risk taking)

IS developing self-confidence
Participates in class activities

Notre

uspalessne

swam

Uevetepng

-Sinn

Shows a willingness to exptore and itscover
Follows directions

Srcnj

tootoping

Svory

uweielerwa

seive

Naps

uswetoping

Sarcrp

hayed

Dbeepaping

Sz

}kg yllt

ueveroine

lave

uevvereirli

srav

t yet

uswesong

Scoria

Hart

Demonstrates responsibility
Shows consideration for others & their ideas
Works cooperatively in groups

Works independently
Demo nstrat es perseverance

makes appropriate use of time and materials

Attempts to solve problems In a variety of ways

Can negotiate corgi=

sc

Respects rules and regulations
Cares for personal belongings

holy**

Uevrapng

am;

yet

Uevegsvng

SCrIn

Not yet

Crifteseprsg

Sztrg

Cares.for property belonging to others

AcceptS suggestions/corrections

PHYSICAL EDUCATION
Participates in physical education activities
roggi

Demonstrates sportsmanship

7Crig

MANDARIN
Is building an understanding of the language and culture

ot yet

Looveloprg

17011Q

herrn

uthrousong

arcing

HAWAI1ANA
Is building an understanding of the language and euflure

Waialae Elementary School
Grade 1 Learning Profile
Page 2

633
BEST COPY
28

MIA

It)

Handout A4.5, H5, p. 2

LE
Toolkit98: Chapter 4, Activity 4.5Report Card Formats

634

Walesa 1/95v.I

February 1995
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Sincerely,
First Grade Teachers

understanding your child's progress in school.

635

Uses editing and revising skills
Writes on a variety ol toplm

orgwtion

Uses magraphs tor

Mature
indules more story elements choice, selling. problem.
solukin
Provides Tore information to
support main Idea
Uses consistent developmental
Invented spelling

Expanding
Showing more independence
In writing
Revises and extends story
Able lo do some proolrea&ig
and editing skills
Begins to me various
punctuation and capitalization
appropriately

On the Learning Profile you will notice a continuum that shows
your
child's development in reading and writing. It is labeled with the
descriptors:
Emergent, Beginning, Developing, Expanding and Mature. To help you
understand the terminology, we have created a chart which lists behaviors
of each charactelistic level, it is-oar Intent to give
you a clearer picture of
your child's progress. These charts are in draft form and are still works in
progress.
We hope you will find this reporting instrument useful in

Developin

Uses random .nventea speeng
Writes with Inbeasing fluency
Writes from experience
Rereads for meaning
Able to add detail
Begins to KR
- Enloy sharing and responding
to others' writing

Walalae Elementary Writing Continuum K-2
Able lo recogreze all letters ol
the atphabel
Able to use upper and kmer
case tellers appropriately
Ablo to analyze and record
consonant sounds and easy lo
hear vowels
Places spaces between words
Able to reread what has beon
written

Boginnlna

Dear Parents,

Reproduces-Kier-We loons or
actual letters.
Recognizes some letters ol the
alphabet
b able to use some knowledge
ol letter/sound associations for
invented spelling ol words.
Anernpts to reread what has
been written.

Emergent

DRAFT
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those with rhyitsuic language
and patterns
Pretends to read
Uses pictures to help tell the
story
Begins to predict what may
happen next
Knows soma letters and Ls
gaining awareness lhat letters
have sounds
Recognizes some words

imam stories especially

Joins In the oral reackig of

ulD)

Looks at books (done and with
other
Is curious about print
Begins to experience 'book
sense' (Iront to back right side

Enjoys bong mid to

Emergent

BEST COPY AVAILABLE

from the world around them
Beginning to develop sight
vocabulary from text

Rereads to regain meaning
Relates personal experiences
lo text and discusses Ideas
Knows how to uses reading
materials to gel intormallon
Uses some leter-sound
relationships
Reads with enough fluency to
locus on meaning of what is
read
Is developing &omit oral
fluency
Increasing basic sight
vocabulary

Developing
Chooses books independently.
reads alone and with others
Shows Increasing knowledge
ol print conventions
Takes risks and makes
guesses
Uses pictures to predict words
Makes predictions using
pictures, phonics and context
Uses language ales it,
understand words
Begins to self-correct when
reading

Beginning
Chooses to read by
het/herself
Reads a simple book In which
language patterns are
repeated
Reads known and predictable
books with growing
confidence. but still needs
support with new and
unfamilar ones
Remembers sequence of
events
Understands that the printed
words, as well as the pictures
meaning
Uses ctures to galn meaning
ham e material
Relates personal experiences
to text with adult support
Begins to sell correct using
pictures and context
Identities and names most
letters and sounds
Recognizes common words

Summarizes key ideas
Reads with oral fluency
Reads with expression

Gathers Information and ideas
from a wide range el texts
Uses ideas from reading as
toots for solving problems or
for further learning

Reads tor a varety el
purposes

demi meaning

Sel-conects when memos

lines
Understands that taking rlsks
and making guesses are
essential parts ol reading
BegInning to use
comprehension strategies
independently (sequence
events, backs up statements
. with proof from reefing,
connects own experience with
books)

audidence
Chooses from a wide variety el
written materials
Shows underslancfing ol print
conventions
Reads books that have more
complex language and story

Expand In
Seeds and reads bis with

Wolalae Elementary Reading Continuum K-2
Mature

637

Reads with increasing oral
fluency
Reads with Increasing
expression

Wines°

Roads a wide range of
materials
Reads to learn rather than
teaming to read
Comprehends al different
levers (litere. strict meaning.
interpretive, Inferential. critical)
Makes thoughtful and
discriminating personal
responses to a range of literary
texts
Uses strategies el predicttng.
centimes; and sell-correcang,
(wieldy confidently and
ndently
truldagellexIbto rearing speeds
which-vary depending on

DRAFT
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At Crow Island School. students in second through fifth grades experieece a 'Portfolio Nieht" with their
parents at school. Second and third grade children and parents participate in this experience io February. and
fourth and flfth grade children and parenu attend in May. Younger chiLdren have already begun compiling
their own portfolios In kindergarten and first grades and will look forward to Portfolio Nights in future years.

laliMALls1=1:211.2.11Usta
- a special evening for Mom. Dad, and child together

- an intimate. private family time (no siblings attend)
a very important. exciting evening to the child
- an informal, comfortable autiospbere
- child explores work samples with his/bet parents

child showing arid teaching parents what be/she has learned
- child assumes the teacher role, while parents assume the learner role
- child discovers sod recognizes personal growth. (This recognition of progress often surprises Lite child

him/herself.)
a time of sharing

- a sense of great accomplishment (Child looks at. work done earlier in the year, as though he/she had done it
two yews ago!)

- child is "in charge*
- child is eager to display nsaturity

- child directs the evening. does the explaining
- personalized. individualized
self-assessment by the child
- a time for communication
child and parenu interacting (teacher available for assistance)
- a time for reflection on learning and progress
- a time for setting goals together
a child's feeling of ownership and pride in his/her work

Portfolio Night is a very unique way of reporting progress to both children and parents!

Crow Island School
What is Portfolio Night?

BEST COPY AVMLABLE
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pORTFOLIO NLGHIT 39 !WRAP E

February, 1994
(Posted on Board for the Children)
1. Share your Portfolios with your parents.

2. See how much work you've done this year.

3. Share what you've learned.
4. Teach your parents some new things.
5. Explore our room together.

6. See the videos. Remember the Xap Shots too!
7. Write your EgaamaL.Gglig2 with your parents.

SatiEMED3:21linialirSE,62.6.K2,6COMMES
February, 1994

(Each child had a copy of this at hisiber °station'. They could pursue any or ail of these actNities after looking through their
Portfolios)

Sunrise/Sunset

Highs/Lows

Geometric Prisms

(faces, edges,

Perimeter/Area

Packages
(Length/Girth, Special
Handling
Requirements)

vertices)
Diameter/
Circumference

Square Feet/

Tape Measures/

Square Yards

Measuring Sticks (US
Customary/Metric)

Espa/lol

Acrostics

Colonies

Whirly Birds

Poetry/
Biographies

Counters

Calculators

Slates

Class Writing Titles
(Halloween/
Thanksgiving, Holiday

Miss Pickett Stories

Research Books

Circuit Puzzles
(Testers)

Math Games (ups.
Downs. Castoff. Math

spocisi Focus Books

Down)

Crow Island School
Portfolio Night
Ideas and Activities
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PORTFOL IO NIGHT. GUIDEUNES 571.1 GRADE

TIIESE ARE GUIDEUNES TO HELP YOU AS YOU CONFERENCE WITH YOUR PARENTS ON PORTMUO NIGHT.
Goals:. You have set many goals for yourself this year. Discuss how well you have achieved YOUR goals. In what areas
have improved: In what areas do you feel you need to continue to -wow to improve?

What are your strengths? Weaknesses? What can you do Iris summer to work and improve in these areas?
Discuss with your parents what your goals might be for 6th grade this fait
Math:. In what areas of math do you think you have done wer? In what areas have you struggled?

What can you do this summer to keep your sidle going? How can your parents help with this? what can you do to
help yourself?

HINT: Don't Ignore the booid you've completed this year. Perhaps review some of them over too summer.
Smelting What is the process we use in class each week? Explain why our dass takes epretesf each week.

Sriglist
How well do you proofread now for spatting and grarnmarI For :you. petsonaily, heathers been an improvement?
Ask your parents what they think? Look over your spelling. reading and creabve writing as you discuss this. Do
you feet thet this needs to be a BIG focus for need year?
Have ;you improved this year?
R madina; Our dess has road Ream the Sun The Cav. Where the Red Fem Etrawa_Cry of the Crow. the Bic Wave A

tkidgeto_ljmgExagairgoLtigagor. Every three weeks you have read a book in a different 'genre' and
created a book project about the book. Mich bOOk project fad you enjoy the most. Favorite author? Why?
Do you feel your reading has Improved? Do you erioy personal reading?
What idnd of reading do you plar to do this summer?
How have yolk comprehension questions Improved from the very first book? Look over the work carefully with
your parents.
Compare 4th grads reading packets with 5th grade reading papers. What differenceilmprovernents do you
notice?
science; You have worked on Energy Sources, (Invention Convention) and The Human Body (skeletal. muscles & the
reproducave system).
what did you like about each of these units? What Challenged your thinWrigl Whi:h units helped you to
understand how patient a soiemist must be before hershe comes up with results?
Social Studies; Our class has teamed a lot abort world issues and concerns through "World Newsmap and through class
discussions. We have looked at otr environrnem through the rain forest unit and reading Jean Craighead
George's book on a day in a rain forest

Tell your parents about the 'Endangered Spedes' quilt the entire 5th grade is making and why. Explain where
the quilt will be on display, Tell why you feel it is important to 'make a statement" about our environment at your
age.

Diversity has been a major theme at Crow Island this year. Our class has learned about Africa and Japan.

Talk about the importance of dversIty and understanding of other cuttures.
Peetearch Project... This end of the year project began with mini-en:Om followed by CREATE-A-KIT (explain and show
photographs), and now the research project. You are using a 'process approach.

Crow Island School
Portfolio Night:
Guidelines - 5th Grade
Page 1
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Discuss the steps that you have used and are using; reading, visiting the public library for research. note-taking,
writing rough drafts from notes. proofreading fkst by yourself and then classmates and parent volunteers,
keeping your bibliography cards up to date, etc.
Discuss how this process works for you. Were you able to meet all the deadlines so far? Do you place the
deadline calendars in places you would be sure to look?
What are specific problems writing the research paper that you need to work on next yeas?
11 everything

has been right on schedule for you, what have you personally done to make It this way? Discuss with

your parents.
Tractive Wr Mho; We have written daily. Compare samples of your writing from 4th grade, 3rd grade. etc. (use your archive)
with your 5th grade writing.

Look at the content, grammar, sentence and paragraph structure and appearance. How has yarr writing
changed? For the better? Worse? Why?
What are your favorite *pie ce? you have written this year? Read sections of them to your parents. Young

Author's Conference?
The more you write, the better you write. Just think, whu.you write in your journals this summer, no one wil
sprcofreacr it!!!
Share your huge 'porde.o with your parents. What is your favorite art project? Why? Which of your many
intelligences are at work as you create thee. projects?
Mjaaja

Band/orchestra/general music/chorus/J.S. Bach? How does music make you feel? What :have you learned this
year? What does music help to teach you about strUCtUre and discipline? What do you enjoy about music? What
compuers have you learned a lot about this year? Your favorite? tf our crew video-taped you performing. did you
listen cridcaly to your playing? What passages you played could be knproved? How did most of those difficult
sections you practiced over and over sound to you? Were you pleased with your overall performance?

Phvsical Education; What have you learned this year that you feel has Improved yaw physical fitness? What has been the
most *Molt area for you? in which activity ere you the most successful? Do you cooperate in turn spats, or is
that an area thal needs improvement?
Comouterstrephnolocrv: Do you think you have improved your keyboarding sidDs this year? Why? Do you think you write
mare because you have good keyboarcling sidlis?
Look over your various rough drafts of your research project. What have you learned? Do you feel that you write
more because you aro using the computer.

Video-taping (if this applies to you): what have you learned from this responsiberty? Do nu want to continue this
at Washburn.?

Anything else? Remember to spend some time looking through your 'archive" with your parents.

Crow Island School
Portfolio Night:
Guidelines - 5th Grade
Page 2
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NAME
DATE

REFLECTIONS ON YOUR PORTFOLIO EUENING: May 27, 1993

1. How dId the Portfolio Night Guidelines help to keep your parents focused
on what you were discussing with them?

2. What sections of your Portofolios dld you spend the most time looking at
and discussing with your parents?
Why?

3. Old your "archiue"(if you haue one) help you when reflecting on a. what you
haue learned? b. how much you haue improved in some areas c. areas that
need work on an on going basis.

4. What surprised your parent/parents about your portfolio?

5.Think of an example of a piece of work that you found in your "archlue" and
try to remember how you worked on it then--do you still work the same way
an a project? How haue you grown In certain areas?

6. Looking back ouer your wort, what do you consider the areas that you
have improued considerably? Why? What areas haue you put in the most
WOrk? What are your weaknesses? Are they the same as when you started at

Crow Island School
Relections on Your
Portfolio Evening
Page 1
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7. When you watched the Portfolio Euening uldeo -what did you think about?
What were some of your favorite projects throughout the year? Why?
Old the uideo help you to remember things you had forgotten that you had
worked on?

8.Since you werein charge" of last night with your parent/s-what do you
feel they were Impressed With that you had accomplished In 5th
grade?

9. How comfortable did you feel organizing ang conferencing with your
parents? Would you haue done anything differently?

le What did you enjoy about last night?Would you change
anything?

1 1. Your personal suggestions for Portfololo Evening (neNt year) would be
greatly appreciated.
(suggestions)

Crow Island School
Relections on Your
Portfolio Evening
Page 2
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SCIIOOL DISTRICT 1462 (SOOKE)

ru

IIIISFLUCt ELEMENTARY SCHOOL
Student Progress Report
Student: 11111.1.1111111.11

Div: 12 Gr: 1
Teacher: Mrs. Davidson, Mrs. PolitaNO
6 yr
9 mo
ReponMgPeriod. 'rule
(month

111111mrloves tO read and is keen to try challenging books.

(year)

She

is determined to figure out what is written and uses a variety of
skills such as sounding out, picture cues, recognizing words she
knows and making sense from the rest of the .text.
She is now able

to read books such as 'Clifford and the Grouchy Neighbors" and
simply needs practice and opportunities to build upon and refine
her reading abilities.
She writes with confidence and is now able to write messages
that others can read. She still tends to include some letters that
don't
fit
sound
the
symbol
match but
with practice and
participation in activities such as C.O.P.S. and "Mystery Message"
she will-become more accurate. She impressed us all when she noted
the

"u"

as the missing letter in "our"

in a close proofreading

activity. The next step to refine vompris writing would be to have
her work on letter formation and organization of the message on the
page.
01111111111111 artistic talent has shone throughout the year.
She
puts a lot of effort into making interesting, colourful and
imaginative things.
When she is busy on a project Smogs is very
focussed and uses her time well.

Gampf clearly understands and can demonstrate what she knows
about primary math concepts.
She can add and subtract numbers
easily and will be doing more regrouping with larger numbers in the
fall.
She takes the time to print her numbers clearly and is
organized with materials she uses.
Consistent

positive

behaviour

challenge for tom to maintain.

continues

to

be

a

major

She has shown growth in her

ability to share attention in a group but has had many incidents of
hitting, biting and throwing rocks at other children.
She also
makes remarks that put her in conflict with others. Although every

situation has two sides 101Mm does seem to .initiate or react
violently in negative situations.
We have tried to help her see
the consequences of her behaviour and appreciate your willingness
to work together to help her make more effective choices. At this
stage we are concerned that she is alienating herself from others
and that she is entering her third year at school very much in need
of developing ways to get along with others. Our goal is to begin
next year with a well defined plan and support to help 4limpor
develop the skills she needs to get along in a classroom and on the
play ground and to make a productive contribution to her learning
community.

Wishart Elementary
School

Student Progress
Report, Grade 1
Handout A4.5, H7, p. 1
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SCHOOL DISTRICT 1162 (SOOKE)

Vilsakra ELEMENTARY SCHOOL
Student Progress Report
sommommommes...

student:
Div: 12 Gr: 2
Teacher: Mrs. Davidson, Mrs
7 yr 9 mo

3Wr.t.4.1ey

LQJ

Politano
Reporting Period:

h

q
0,c.0

This report will contain a descTiption of:
what the student is able to do.
the areas requiring further attention or development. and
ways of supporting the student's learning.

a)

b)

Included are commenu that describe student behavior (attitudes, work habits and effort).

June 1995

He has matured and
1111.00 has had o most successful year.
has become a very dependable and helpful person.
He is always willing to use his
He can read with confidence.
When asked to pick a poem he hadn't read
skills to help others.
before...On chose 'Who I Am' by Felicia Holman. He could read
the whole thing without a problem and could7tell about what he had
read.

He is enjoying the chapter book 'Horrors of the Haunted

Museum. At this stage all he needs are opportunities to read so he
can polish his skills.

His ability to express himself through writing is excellent.
The day he took two full pages of numbered, specific notes about
the good things happening in our class was a perfect example of his
He enjoys writing and can be counted on to put a lot
competence.
His spelling is becoming more
of effort into doing a good job.
standard and he likes to try to spell words and use conventions
such as "tion" "ing" and apostrophes. He tends to print everything
letters so the next logical step is to move to
in capital
appropriate use of capital and lower case letters.
He approaches the arts and physical acitivities with the same
excellent attitude he brings to his other work. His willingess to

be thoughtful and put in the necessary effort have brought him
success in all areas of his school life.
1111Immor interest and enthusiasm for math and sciences shows

his ability to use numbers and understand concepts quickly and
accurately.

Because
has been successful in all areas of the
Primary Program, meeting his needs is a matter of continuing to
help him build upon his skills and follow his interests.
Having oilsomaw in our class has made it a nicer place to be.
We wish him continued success in school.
Assigned to Grade 3.

-65:-

A,

Student Progress
Gnmle 2
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Travis Heights Elementary School Progress Reports
Travis Heights Elementary is a K-5 multi-age school (students of 2 or 3 different grade
levels attend classes together). The school uses a 9-weeks grading cycle. Parental
reporting of progress occurs four times annually and takes one of two forms:
Parent conferences the first and third quarters and
Narrative reports the second and final quarters.
The only letter or percentage scores reported to the parent, school, district, or state are
those of national and standardized tests. These scores are not included in student
progress reports.
The first conference acquaints parents with school subject area and developmental
benchmarks students are expected to attain by the fourth grade. An optional parent
evaluation of the session is encouraged and a form is provided for this purpose.

The second quarter, narrative reports are sent to the parents. In addition to a form for
core subject areas, each special area sends out a separate form (see attached). The form
includes a section for student self-assessment as well as a section for parents to assess
their child's performance.
The third conference is a three-way conference (student/teacher/parent) led by the student
and focused on individual portfolios.
The final narrative report is sent home two days before the end of the semester to allow time for
parental assessment comments.

Travis Heights Elementary
Progress Report Procedure

Handout A4.5, H8, p. 1
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Austin Inclependent School District

Tram
Preocel.

For report:1p most

Butcher

t

2

3

4

Narrative Progress Report
Student
Tesen4s

Resource
Speech

ESL

Bangui

Prete

instnxtormU Tesm

Comm teeretery

thteoretes tenayeae Arty / Social Muth,'

ittabastainaimagabiedlt

PPM cePr ores Fine (boy Imhof I
Yellow Cwt.. wee& dot & Mee le seheol Think sag

FloPerttra P*kd

AVOW lerplettiele

Travis Heights Elementary
Narrative Progress Report
Page 1
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Austin udepsnitars Soca atm
Travis

Prindosi.

I IL/

Days Atmore

wow

2

4

NamtIve Progras Report
Times Tway

Student

For Reporting Period

Teacher

instructional Tow

(Grade

4

2

)
1

2

3

4

=dotAIRIENEd

studenrs signature:

parent Aueument

pawn, lipahm

- WO*

Pink

Rem In; Period 2

WWI Cepi - pewit

Revering Period t

Yeti OM MD Darr ... promoted

gads

Tallow C097

Woad

parents Slip I return to SChOQI - thanks!

tradg - I Nair" VI MO

Travis Heights Elementary
Narrative Progress Report
Page 2
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Travis Heights Elementary
Conference Report
Parent

Student:

SAvey

Teacher
Team:
Grade:

Date:

o

8. 5. P.
CdOtict Oenktence Evaluslon

Summery of Conference Discussion
Strengths

Focus Areas

Action Nen
Goal(s):

Action to be taken by
student:

patent:

teacher:

stucenr* Pram

losehers Ars On

Wefts *pare

(Sway conioninte only)

Travis Heights Elementary
3-Way Parent Conference
Report
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Activity 4.6

HOW' tO Convert Rubric Scores to Grades

Purposes:
1.

7

To explore the issues involved when converting rubric scores to grades

2. To apply knowledge about grading and the role of rubrics in standards-based education to
a specific case

Uses:
This activity is for an audience advanced in their study of classroom assessment.
Prerequisites include: (a) knowledge about the reasons for changes in assessment and the
place of assessment in standards-based instruction (see Chapter 1 text and activities); (b) a
broad view of grading and reporting concerns and issues (Activity 4.2Putting Grading and
Reporting Questions in Perspective or Activity 4.3Grading Jigsaw); and (c) Activity
4.8Guidelinesfor Grading (which establishes that the main purpose for grading is
communication and provides an opportunity to discuss sound grading practices).

Rationale:
Teachers want more than general discussions of issues surrounding grading and reporting.
They want solutions to the situations that press them on a daily basis. One of these situations
is the need to reconcile innovative student assessment designed to be standards-based and
influence instruction (such as the use of rubrics to teach skills and track student performance)
with the need to grade. This activity gives teachers a chance to actually make some decisions
and plan a course of action.

Materials:
Overhead projector, screen, blank transparencies, and transparency pens

Overheads: A4.6,01How to Convert Rubric Scores to Grades Purposes, A4.6,02
Six-Trait Model, and A4.6,03Discussion Questions

Handouts: A4.6,H1Six-Trait Model, A4.6,H2Instructions, A4.6,H3Memo

Toolkit98: Chapter 4 Activity 4.6How to Convert Rubric Scores to Grades6,

Time Required:
60-75 minutes

Facilitator's Notes:
1.

(2 minutes) Introduce the purposes of the activity with Overhead A4.6,01How to
Convert Rubric Scores to Grades Purposes.

2. (15-20 minutes) Context setting.

Participants will read a memo written by a district assessment coordinator in response to
a request for help from teachers who were attempting to reconcile their use of a writing
rubric for instruction with their need to grade. The specific situation was that teachers
had been using the six-trait model to teach writing and keep track of student progress. At
the end of the grading period they said, "OK, we did six-trait. Now, how do we grade?"

(Note: Although we use the Six-Trait Model in this case study, the same issues will arise
with any multi-trait rubric.)
In order to understand the memo written in response to this question, participants need to
know a few things:
The district instituted use of performance assessment in writing for its positive
influence on instruction and its ability to track student skill levels in a more useful
fashion. The philosophy is this: If we clearly define what quality writing looks like
and illustrate what we mean with samples of student writing, everyone (teachers,
students, parents, etc.) will have a clearer view of the target to be hit. And, indeed, the
process of determining characteristics of quality and finding samples of student work
to illustrate them (and teaching students to do the same) improves instruction and
helps students achieve at a higher level.
The characteristics of quality writing used by the district is embodied in a writing
rubric called the "Six-Trait Model." Since the memo refers to the six traits,
participants need to know a little about them. Overhead A4.6,02 and Handout
A4.6,H1 describe the six-trait model. (The entire six-trait rubric is included as

Sample A.10Six-Trait Model in Appendix ASampler.) The six-trait model
should cover the same features of quality as other writing assessment methods used by
participants. What tends to be different about the six-traits is the clarity with which
they are written, the availability of student-language versions, and the emphasis on use
in instruction.

Each of the six traits is scored on a scale of one to five, where five is high. These are
not intended to correspond to "A, B, C, D, and F." Teachers are encouraged not to use
the traits in a lock-step fashion. Rather, they should use the traits that make sense in

651
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any given instructional instance, to weight them differently depending on the situation,
and ask students to add language that makes sense to them.
Provide a brief overview of the methods in the memo for converting rubric scores to
grades. The first and fourth methods are essentially logic processes. They don't
require adding numbers at all. Method one essentially says that if the student has
various patterns of scores, they should get thus and so grade. Several possible patterns
and their relationship to grades are proposed. Method four asks that the teacher come
up with rules for converting rubric scores to "percents." For example, an "A" might be
equivalent to a score of "4" so "4's" would get 90%.

The middle two methods require adding, multiplying and dividing numbers. For
example, the second method requires adding up all the student's earned points and
comparing it to the total possible points (e.g., 90%=A). A variation on this (method
three) weights some traits more than others before comparing earned points to total
possible points.
3.

(5 minutes) Set up the activity.
Participants will read and discuss the attached memo, Handout A4.6,H3Memo,
outlining several methods for converting rubric scores to grades. Then they will answer
the discussion questions on Overhead A4.6,03 and Handout A4.6,H2Instructions:
a. (Optional) According to Kohn, (see Activity 4.2) what level of question is: "We

want to strengthen grading by improving the assessment on which grades are based;
how do we combine the numbers at the end to come up with a grade?
(The original question posed by the teachers corresponds to Level I/II as proposed by
Kohn. They wanted to assess for purposes other than grading [continuous monitoring
of student progress and student self-assessment], but then they also needed to
combine the numbers at the end to come up with a grade. The goal in this activity is
question with Level III arguments.
to encourage participants to solve this Level
At Level III teachers question the entire enterprise of assessment and gradingwhy
do we assess and why do we grade, and do our current procedures accomplish our
purposes?)
b.

In this district, the purpose for using the rubric scoring scheme was motivating
students, providing feedback (accurate communication of achievement in relationship
to standards), encouraging students to self-assess, and using assessment to improve
achievement. Although the primary purpose for grading should be accurate
communication of student learning, might there be hidden purposes for grading that
might conflict with the instructional purposes for the rubric?

c.

What are the advantages and disadvantages of each method for converting rubric
scores to grades if the purpose for grading is to accurately report student achievement
status and support the other classroom uses of the rubric?

Toolkit98: Chapter 4 Activity 4.6How to Convert Rubric Scores to GISI6 2
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d. Which method would you recommend and why?

e. How does this compare with current practice at your school? How might this change
after today's discussion?
Note that there are no single correct answers to these questions. The goal is to have a
sound rationale for the procedure chosen, regardless of what it is.
4. (30-45 minutes) Ask participants to read the memo and discuss the options. The

following represent the discussions that teachers engage in when attempting to choose a
defensible method. (Many of these discussion points raise Level III concerns.)
If the main purpose of grading is accurately communicating student achievement, the
best method would be 1 or 4 because dry conversion of scores to percents masks
important information, like whether a student has improved over time. Why not look
at only the most recent work?

If we choose different methods, the same student could get different grades. Should
we have a common procedure across teachers?
Every assessment should be an opportunity to learn. Which method would best
encourage this goal? Probably, the one where students choose the work to be graded.

We have to be really clear on what the grade is abouthow will it be used and what
meaning will it have to students and parents. So different methods might be used at
elementary and secondary.
Use of rubrics in the classroom and grading come from different philosophies about
the role of assessment in instruction and learning. Many times grades are just used to
sort students without having a clear idea of what the grade representsachievement,
effort, helping the teacher after school or what. If we have to grade, we need to select
the method that keeps best to the spirit of the rubric.

Methods 2 and 3 can be misleading because a "3" corresponds to 60% which is often
seen as an "F." Yet the description for "3" doesn't seem to indicate failing work. Are
we standards-based or not?
There is general dislike of the total points and weighting methods because they don't
keep as much to the spirit of rubric use in the classroom or having the grading being an
episode of learning. Groups tend to like methods that give them flexibility and
encourage learningthe option to place more weight on papers produced later in the
grading period or requiring students to choose the papers on which to be graded and
providing a rationale for their choice.

5. (10 minutes) Get back together and discuss Handout A4.6,H2, items 4 and 5.
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Purposes:
1.To explore the issues involved when
converting rubric scores to grades

2.To apply knowledge about grading
and standards-based education to a
specific case
Overhead A4.6,01
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Six-Trait Model

Ideasthe heart of the message
Organization the internal stmcture of
the piece

Voicethe tone and flavor of the
author's message

Word Choice--the vocabulary a writer
chooses to convey meaning

Sentence Fluencythe rhythm and
flow of the language

Conventions mechanical correctness
655
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1. (Optional) According to Kohn, what level of
question is: "We want to strengthen grading by
improving the assessments on which grades are
based; how do we combine the numbers at the
end to come up with a grade?
2. Although the primary purpose for grading
should be accurate communication of Atli:lent
learning, might there be hidden purposes for
grading that might conflict with the instructional
purposes for the rubric?
3. What are the advantages and disadvantages of
each method in the memo if the goal of grading
is to accurately communicate achievement and
support the other classroom uses of the rubric?

4. What method would you select? Why?
5. How does this compare with current practice at
your school? How might this change after
today's discussion?
Overhead A4.6,03
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The Six-Trait Model ,e5
In Brief'
Ideas

Ideas are the heart of the message, the content of the piece, the main theme,
together with all the details that enrich and develop that theme. The ideas are strong when
the message is clear, not garbled. The writer chooses details that are interesting, important,
and informativeoften the kinds of details the reader would not normally anticipate or
predict. Successful writers do not tell readers things they already know (e.g., "It was a sunny
day, and the sky was blue, the clouds were fluffy white..."). They notice what others
overlook, seek out the extraordinary, the unusual, the bits and pieces of life that others might
not see.

Organization Organization is the internal structure of a piece of writing, the thread
of central meaning. It doesn't matter what the pattern is, so long as it fits the central idea
well. Organizational structure can be based on comparison-contract, deductive logic, pointby-point analysis, development of a central theme, chronological history of an event, or any
of a dozen other identifiable patterns. When the organization is strong, the piece begins
meaningfully and creates in the writer a sense of anticipation that is ultimately,
systematically fulfilled. Events proceed logically; information is given to the reader in the
right doses at the right times so that the reader never loses interest and never the "big
picture"the overriding sense of what the writer is driving at. Connections are strong,
which is another way of saying that bridges form one idea to the next hold up. The piece
closes with a sense of resolution, tying up loose ends, bringing things to closure, answering
important questions while still leaving the reader something to think about.

Voice The voice is the writer coming through the words, the sense that a real person is
speaking to us and cares about the message. It is the heart and soul of the writing, the magic,
the wit, the feeling, the life and breath. When the writer is engaged personally with the topic,
he/she imparts a personal tone and flavor to the piece that is unmistakable his/hers alone.
And it is that individual somethingdifferent from the mark of all other writersthat we
call voice.

Word ChoiceWord choice is the use of rich, colorful, precise language that
communicates not just in a functional way, but in a way that moves and enlightens the reader.
In good descriptive writing, strong word choice paints clear pictures in the reader's mind. In
Handout A4.6,H1, p. 1

1 From The Six Traits, 1997, Vicki Spandel and Ruth Culham, Northwest Regional Educational Laboratory.
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good expository writing, strong word choice clarifies and expands ideas. In persuasive
writing, careful word choice moves the reader to a new vision of things. Strong word choice
is characterized not so much by an exceptional vocabulary that impresses the reader, but
more by the skill to use everyday words well.

Sentence FluencySentence fliiency is the rhythm and flow of the language,
the sound of word patterns, the way in which the writing plays to the earnot just to the eye.
flow does it sound when read aloud? That's the test. Fluent writing has cadence, power,
rhythm and movement. It is free of awkward word patterns that slow the reader's progress.
Sentences vary in length and style, and are so well crafted that reading aloud is a pleasure.

Conventions Conventions are the mechanical correctness of the piecespelling,
grammar and usage, paragraphing (indenting in the appropriate spots), use of capitals, and
punctuation. Writing that is strong in conventions has usually been proofread and edited with
care. Handwriting and neatness are not part of this trait. The key is this: How much work
would a copy editor need to do to prepare the piece for publication?

Handout A4.6,H1, p. 2
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Instruction= "How to Convert Rubric Scores to Grades"
There are no right or wrong answers to these questions. What is important is to have a good,
defensible reason for whatever is chosen.
1.

(Optional) According to Kohn, what level of question is: "We want to strengthen
grading by improving the assessments on which grades are based; how do we combine
the numbers at the end to come up with a grade?"

2. In this district, the purpose for using the rubric scoring scheme was motivating students,

providing feedback (accurate communication of achievement in relationship to
standards), encouraging students to self-assess, and using assessment to improve
achievement. Although the primary purpose for grading should be accurate
communication of student learning, might there be hidden purposes for grading that
might conflict with the instructional purposes for the rubric?

3.

In groups, read and discuss the memo and written material on converting rubric scores to
grades. What are the advantages and disadvantages of each option described?

Option

Disadvantages

Advantages

1

2

3

4

4. What advice would you give a teacher? Why?

5.

How does this compare with current practice at your school? How might this change
after today's discussion?
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February 7, 1997

To:

Teachers

From: Linda L. Elman,
Testing Coordinator
Central Kitsap School District, Silverdale, Washington
RE:

Converting Rubric Scores for End-of-Quarter Letter Grades

Introduction
There is no simple or single way to manipulate rubric scores so that they can be incorporated
into end of quarter letter grades. This paper contains a set of possible approaches. Or, you
may have developed a process of your own. Whatever approach you choose to use, it is
important that you inform your students about your system. How grades are calculated
should be open to students rather than a mystery. In addition, you need to make sure that the
process that you use is reasonable and defensible in terms of what you expect students to
know and be able to do as a result of being in your class.
In all cases, you might not want to use all papers/tasks students have completed as the basis
for your end of quarter gradesyou might choose certain pieces of student work, choose to
emphasize certain traits for certain pieces, let students choose their seven "best" pieces, etc.
You might only want to score certain traits on certain tasks.
You might consider placing most emphasis on works completed late in the grading period.
This ensures that students who are demonstrating strong achievement at the end of a term are
not penalized for their early "failure." It also encourages students to take risks in the learning
process. Whatever you choose to do, you need to have a clear idea in your mind how it helps
you communicate how students are performing in your classroom. In the end, what you need
to have are adequate samples of student work that will allow you to be confident about how
well students have mastered the skills that have been taught. (Do you have enough evidence
to predict, with confidence, a student's level of mastery on their next piece of work?)
Down the road we will want to convene a group of teachers to come up with a common
acceptable and defensible system for converting rubric scores to grades. In the short run here
are several methods which can be used to convert rubric scores to letter grades.

Handout A4.6,H3, p. 1
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Methods:
The methods described here can be used with any tasks, papers, or projects which are scored
using rubrics. The example used is from writing assessment, but the methods identified here
are not restricted to writing.

In Table 1 we have Johnny's scores on the 5 pieces of writing we agreed to evaluate this term
on all six traits.

Table 1: Johnny's Writing Scores on Five Papers
Johnny's
Scores
Paper 1
Paper 2
Paper 3
Paper 4
Paper 5
Totals

Ideas and
Content

Organiza-

3

Conventions

Total

3

4
4

20

2
2

4

Word
Choice

Sentence
Fluency

Voice

2

3

1

4

2
2

3

4

5

4

5

5

4

4

4

tion

15

5

5

5

5

4

4

23
23
28

21

17

19

21

12

19

109

4

3

METHOD 1: Frequency of Scores Method. Develop a logic rule for assigning grades.
The following are just four of many possible ways you could go about setting up a rule for
assigning grades in writing.
To get an A in writing you have to have 50% of your scores at a 5 with no scores of Ideas
and Content, Conventions, or Organization below 4.
To get a B you have to have 50% of your scores a 4 or higher with no Ideas and Content,
Conventions or Organization below 3, and any other score below a 3 counterbalanced by
a score of 4 or higher. Etc.

0R
In this class, in writing,
Mostly 4's and 5's is an "A"
Mostly 3's and 4's is a "B"
Mostly 2's and 3's is a "C"

Handout A4.6,H3, p. 2
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0R
To get 100% in writing you have to have 50% or your scores at a 5 with no scores of
Ideas and Content, Conventions, or Organization below 4.
To get 90% in writing you have to have 50% of your scores a 4 or higher with no Ideas
and Content, Convention, or Organization below 3, and any other score below a 3
counterbalanced by a score of 4 or higher. Etc.

0R
To get a C in writing, all writing must be at a 3 or higher. To get an A or a B, students
need to choose 5 papers, describe the grade they should get on those papers, and justify
the grade using the language of the six-trait model and specific examples from the written
work.
Depending on how the rule finally plays out, Johnny might either get around an A
(mostly 4's or 5's) or a B (lots of 4's or 5's, but there are more 4's than 5's) or 90% (there is
one 3 in conventions) for the writing part of his grade. Or he might get an A by citing
specific examples from the written work and the six-trait rubric that show he really
understands what constitutes good writing, and is ready to be a critical reviewer of his
own work.

METHOD 2: Total Points. Add the total of possible points students can get on rubric
scored papers.
First figure out the number of points possible. To do this, multiply the number of papers
being evaluated by the number of traits assessed. Then, multiply that by 5 (or the highest
score possible on the rubric). In this case, with 5 papers we would multiply 5 (papers) times
6 (traits) times 5 (highest score on the rubric) and get 150 total points possible.

Then we add a student's scores (Johnny has 109 points) and divide by the total possible109150=0.73. so, Johnny has 73% of possible points, so his writing grade will be 73%. I'll
need to weight and combine it with other scores to come up with a single letter grade for the
course.

METHOD 3: Total Weighted Points. Add the total of possible points students can get on
rubric scored papers weighting those traits deemed most important.

Handout A4.6,H3, p. 3
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First, figure how many points are possible. You will need to figure out which traits you are
weighting. In Table 2, assume that we decided to weight Ideas and Content, Organization,
and Conventions three times as important as the other three traits. The way to come up with
the total points possible is then shown. First, you add all of the scores for each trait (adding
the numbers in the column), then multiply the total in each column by its weight. Finally you
add up the total in each column to come up with the grand total number of points.

Table 2: Total Possible Weighted Points
Total
Possible
Points

Paper I
Paper 2
Paper 3
Paper 4
Paper 5
Totals
Weights
Weighted
Total

Ideas and
Content

Organization

Word
Choice

Sentence
Fluency

Voice

Conventions

5

5

5

5

5

5

5

5

5

5

5

5

5

5

5

5

5

5

5

5

5

5

5

5

5

5

5

5

5

5

25

25

25

25

25

25

3

3

1

1

1

3

75

75

25

25

25

75

300

Table 3 shows Johnny's scores again and the total using the weighted formula. Johnny has
223 out of 300 weighted points or 74% of total points in writing.

Table 3: Johnny's Writing Scores on Five PapersWith Weighted Totals
Johnny's
Scores

Paper I
Paper 2
Paper 3
Paper 4
Paper 5
Totals
Weights
Weighted
Total

Ideas and
Content

Organiza-

3

Word
Choice

Sentence
Fluency

2
2

2

3

1

3

4

3

4
4

5

5

2

3

5

4
4

4

4

2

5

5

5

5

4

4
4

21
3

17

19

21

12

19

1

1

3

63

51

21

12

57

4
4

tion

3

1

19

Voice

Conventions

223

Depending on your focus, you might only want to include the traits you have been working
on, weighting others as 0.
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METHOD 4: Linear Conversion. Come up with a connection between scores on the
rubric and percents, directly. We might find that the wording of a 3 on the six-trait scales
comes close to our definition of what a "C" is in district policy, then turn the rubric score into
a percent score based on the definition. For example:
1=60%
2=70%

3=80%
4=90%

5=100%

You can then treat the rubric scores the same way you treat other grades in your grade book.
CONCLUSION

One difficulty with the last three approaches is that it makes the method seem more scientific
than it is. For example, it is not always clear that the distance between a score of 1 and a
score of 2 is the same as the distance between a score of 4 and a score of 5, and linear
conversions, or averaging numbers ignores those differences.
Once you, as teacher, arrive at a method for converting rubric scores to a scale that is
comparable to other grades, the responsibility is on you to come up with a defensible system
for weighting the pieces in the grade book to come up with a final grade for students. This
part of the teaching process is part of the professional art of teaching. There is no single right
way to do it; however, whatever is done needs to reflect evidence of students' levels of
mastery of the targets of instruction.
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Activity 42

ion

e Case of the Killer

Purposes:
1.

To understand the critical link between clearly defined essential learning targets,
assessment, grading, and reporting

2. To reflect on and discuss the role of grading in the portrayal of complex learning

Uses:
This is an advanced level activity used in Chapter 4 to provide an opportunity to participants
to apply their understanding of grading and reporting issues. Prerequisites might include: (a)
knowledge of how student assessment fits into standards-based education (Chapter 1 Text
and/or Activities 1.1Changing Assessment Practices, or 1.12Assessment Principles);
and (b) understanding of how assessment can be integrated with instructions (Chapter 2 Text
and/or Activities 2.1Sorting Student Work and 2.3Ms. Toliver's Mathematics Class);
(c) how assessment fits into standards-based education (Chapter 1 text and Activities 1.1
Changing Assessment Practices and 1.12Assessment Principles; (d) how to match student
learning targets to assessment methods (Chapter 1 text and Activities 1.2Clear Targets

and 1.7Target-Method Match; and (e) stage setting activities on grading (Activity 4.2
Putting Grading and Reporting Issues in Perspective or

4.3Grading Jigsaw and Activity 4.5Report Card
Formats).

Rationale:
This case arises out of an alternative secondary
program's dilemma. In the program, self-selected
students pursue long-term projects that deepen their
knowledge and skills in a very specific area. There are
few common content experiences among the program's
students. Inquiry, problem solving, persistence,
flexibility and other mega-skills are the common strands
Toolkit98: Chapter 4, Activity 4.7The Case of the Killer Question

e actual site of
is West Hawaii:
Explorations Academ
For-farther information,'

please contact Bill:
Woermer, West HaWan

Explorations Acadenr,
P. 0. Box-1749,-Kailui-..
Kona, HI 96745:
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across student work. Project topics vary significantly from one student or small group to
another. Some projects are individual, some are group, all are intended to be viable beyond
school boundaries. Student autonomy and self-directed learning are key aims of the program.
As part of a larger high school, however, the program must demonstrate how its students are
achieving in specific content areas including language arts, social studies, science, and
mathematics for which students receive high school credits. In addition, a significant chunk
of the resources that currently support the program come from an external source that
emphasizes mathematics, science, and technology. The funding source is another audience
expecting information about student learning and the impact of the program on mathematical
and scientific literacy.
At the heart of the dilemma is the staff and students' passionate commitment to the
independent, integrated, and deep learning embodied in the required projects. They have
several key questions to answer: (1) What is the essential learning that the program delivers?
(2) How can those outcomes be assessed without losing the complexity of the learning?
(3) Do grades make sense in this context? If not, how can learning be reported to the
satisfaction of the within-program and external audiences?
The use of case studies such as this to stimulate discussion is a useful learning technique for
teachers.

Materials Require&
Overhead A4.7,01The Case of the Killer Question Purposes

Handouts A4.7,H1The Case of the Killer Question, and A4.7,H2Science and
Mathematics Learning Targets for Students

Time Require&
11 to 21 hours

Facilitator Notes:
1.

(2 minutes) Use Overhead A4.7,01The Case of the Killer Question Purposes to
describe the goals of the activity.

2. (15-30 minutes) Pass out Handout A4.7,H1The Case of the Killer Question. The

"killer question" is: How do we capture and report the learning of our students in ways
that others will value without compromising the integration, authenticity, student
autonomy, and self-directed learning that is at the heart of our program?
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Participants should read the case and individually reflect on the assessment, grading, and
reporting issues embedded in the case, responding to the reflection questions in

Handout A4.7,H1, p. 5Initial Reflections.
3.

(10-20 minutes) Ask participants to establish what's known about the case and invite
group members to identify issues and personal connections from their initial reflection. It
might be important to determine if there is common understanding of terms like
integrated curriculum. Check to see if there are questions that emerged from individual
reading and reflection.

4. (30-45 minutes) Use the Discussion Starter

questions (Handout A4.7,H1, p. 6) to guide
and promote discussion of the variety of
issues that face this program and its staff
Depending on the relationship of the issues in
the case to participants' own local situation,
the discussion might move quickly from the
program in the case to concerns and practices
within a school or district. This is fine. Try
to keep the group focused on moving toward
actions or solutions that are grounded in
quality assessment. One of the expectations
of this case is that it will generate and make
tangible many often unspoken beliefs about
curriculum, assessment, instruction, grading,
and reporting.

Handout A4.7,H2Science and
Mathematics Learning Targets for Students
can be used to help answer some of the
Discussion Starter questions.
5.

(10-30 minutes) To bring closure to the
discussion (at least for now), have the
recorder for each group review key ideas
made in the discussion and summarize the
group's recommendations for action using

Handout A4.7,H1, p. 7Concluding
Thoughts.
6.

(5 minutes) Decide as a group if further study
is warranted and set the date for round 2. See
the reference box and other activities in
Toolkit98, Chapter 4, for additional ideas and
resources.

Reference Box
Kathleen U._ Busick and Richard J.

Stiggins;Making Connections: Case.. Studies for Student-Centered ClasSiOoM
Assessment;:Second Edition 1997,
ortland; OR:" Assessment Traunn

Institute, Inc., (503) 2283060 .

ASCarear Book Commurncatzng
StUdent 1:earning; .096. 'Association for
SuPeryisiOii and Curriculum
Developinent (A§CD), (800) 933-2723.

Alfie Kohn; From Degrading to DeGrading in Punished by Rewards, 1996,
Houghton,Miff1M, (617) 351-5000:
Mike Schmoker, Results: The Key to
Continuous School Improvement, 1996.
Association-for Supervision and .
Curric-ulum Development (ASCD);
(800) 933-2723.

Richard J. Stiggins;Student Centere
Classroom Assessment, Second Edition,`,
1997, Merrill.

Ruth Sutton; Asseisment for tearnin
1995. Author, 29 Nevile Ct.;.Nevile
Salford, M7 OPS; England
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Purposes:
1. To understand the critical link
between clearly defined essential
learnings, assessment, grading, and
reporting

2. To reflect on and discuss the role of
grading in the portrayal of complex
learning
Overhead A4.7,01
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The Case of the Killer Question:
How do we capture and report the learning of our students in ways that others will value
without compromising the integration, authenticity, student autonomy and self-directed
learning that's at the heart of our program?

Context: Images of an alternative secondary program...
It's the end of a typically exhausting day for the staff at an alternative high school program
that sits on the site of a national energy laboratory and shares space with lava flows that have
hardened into dark waves and swirls. Overhead, airplanes approach the nearby airport, and
looking off in the distance it's possible to see some students who have hiked to the ocean at
the edge of the lava. The school day is over, but work continues.
The three public school teachers, their partner from the university on the other side of the
island, and a staff member who is with the Sea Grant Extension Service are discussing
student project proposals which were due today. They are seated on bleachers removed from
a junior high school which underwent remodeling; a shaded screening tarp overhead, ripped
in places by recent heavy winds, provides some protection from the sun.

Scattered nearby is evidence of projects in varying stages of development. Close by is the
frame of a solar cara reminder of the glory achieved by a group of students in an Australian
race commemorated in a Hollywood movie several years ago and the focus of one of the
student projects. Off to the left are skeletal frames used in two projects aimed at hydroponics
gardening. Two students are hammering on frames to raise the bed on which the newest
plants will be placed. Under the tarp are three large aquariums where one student is
cultivating sea horses, hoped to be a commercial venture, another is raising shrimp, and a
third is raising food for the shrimp. Beyond the tarp toward the ocean is what looks like a
pool carved out of the lava. It's not completed yet, but shows signs of readiness for the water
that will be piped from the energy lab's deep sea source. To the right are tanks with various

reef organisms; these are the focus of Aloha Kaia program in which the high school
students teach elementary youngsters about the reef environment and the living organisms
that populate it. Recent research papers turned in by students were part of their preparation to
be "expert" teachers on at least one of the reefs inhabitants.

The Academy offers a very different type of learning experience to its students than they
would encounter in a traditional high school. The staff are discussing next steps to support
and extend the project planning. By this time of year, most students have settled on a major
project and have prepared field/lab or literature research that supports their project. A few
are still struggling to settle on and define a meaningful project. The teachers
Handout A4.7,H1, p. 1
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are pleased with the bulk of the project proposals but_ have raised a concern about several

students' ability to identify and document the elements of their work that will provide
evidence of language arts development, or mathematical literacy. They have worked hard to
create an environment which honors and encourages student autonomy and self-directed
learning. For some, this means periods of drift and apparent aimlessness. The staff, in
response, have developed weekly time management sheets and meet with each student to
discuss progress and goals. Daily journals provide insights into the struggles as well as
"aha's" of individual students. There are weekly project reviews, individual student binders
that house literary critiques, research papers and a computer skills checklist; students also

keep portfolios to document their learning in language arts, social studies, science, and
mathematics to ensure that they can receive high school credit. Weekly grades are given
from work in the weekly folder. Most grades are based on a point system defined in
guidelines for various required work.

The student tour guide waves as she heads to a distant site on the energy lab where she's
employed in quality control for a company that uses seaweed to provide food supplements.
One of the teachers comments that last year at this time, the student was struggling with
anger, had trouble zeroing in on a project and at times would walk away if approached by
visitors. Her confidence and knowledge of both her own and other students' projects
represents a huge leap.

The Dilemma..
The heartfelt pleasure at a week that was productive and challenging gives way among the
staff to a discussion of issues that have been surfacing more frequently as they continue to
build this integrated program. The high school to which their alternative program is attached
wants to know what knowledge and skills in the core content areas are being mastered by
students. Some students spend a year and then return to the larger high school and the school
wants to know that students are prepared to resume their work in more traditional classes.
Student quarterly grades are due to the high school soon. Looking up to talk to a visiting

educator, a teacher expresses frustration at having to pick apart small pieces of a very
complex whole in order to grade.

At the center of their concern is the issue of core learning. Because students select their own
research topics, long term projects and modules for skills development, there appears to be
little common content.
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Teachers Voices...
How do we talk about the mathematics that's needed to construct a
hydroponics structure, determine spacing and nutrient needs for the plants (in
one instance ornamental flowers, in another vegetables) grown within this
area and try to compare it to the mathematics involved in determining what

temperature the water in our reef tank needs to be in order to sustain the
various organisms; or to estimate and then test the amount of brine shrimp
needed to support other aquarium life? We have students who are beginning
from scratch, building the environment for a lava bed tide pool; figuring out
how to safely transport reef organisms from the school site to the energy lab
where elementary students are taken on tour. The knowledge needed for each
is so different. How do all these very different things add up to a' single grade
for each student? And what will that grade tell anyone about the actual

things our students know and can do? How can a grade communicate to
others the transformation that has taken place for students who are now
selecting projects, pursuing them, constructing the environment they need,
negotiating with mentors for additional information and suppoPt-that's just
the beginning of a long list of what's happening here.

We know right now how each student is doing. It's not a mystery. We see
them working every day and have lots of products before our eyes. But how
do we tease out the specific learning in each student's work? And after that,
do grades make any sense? We see differences in attitude, differences in the
challenges they set and accept for themselves, differences in the thinking and
planning that go into their work It's like we're trying to reduce something
very real and multifaceted into nice little boxes with single labels.

Searching for Solutions...
Working together, the teachers developed a list of questions that they'll be tackling together
in preparation for a discussion with high school administrators and a visit from an assessment
specialist whose role is to provide them with assistance as they rethink and respond to the
challenges of grading and reporting their students' learning:

What are the common elements of our students' learning? Are we assessing them well?
Why should we try to reduce complex learning to a single symbol?

Handout A4.7,H1, p. 3
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Is it essential that there be common subject content that we assess or does that choice
subvert our mission?

How can we (and our students) honestly portray and anchor our reporting of their
learning from unique, integrated, and often individual experiences?

How well does our current grading inform our own decisions?

How well does it inform our non-program users (the high school, other teachers,
colleges, etc.) when it is based on experiences that are not common to all of our students?

Do grades make real sense for us and our program? What do they convey that we can't
show some other way?

How are our students best served?

Case

discussion tasks...

There are two steps ahead:

1. As the assessment specialist called in to provide assistance and help the staff honor their
vision for the program while providing for the information needs of others, begin by
writing your initial reflections. Use this time to clarify the key issues and challenges you
see in the case, seek personal connections between the case and your own experiences,
and consider the possible concerns that will need to be dealt with in the study group
disclission in order to reach agreement on the final question.
2.

Meet as a study group to discuss the case and propose solutions to the dilemma facing the
staff.
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Initial Reflections...
Freewrite your initial responses to this case or use the questions below to guide your
reflection and preparation for the group discussion coming up.
What challenges does this case present?
What kinds of learning targets is this program aiming for?
What's your initial reaction to the concerns of the high school?

Do you have some experiences related to this case that can contribute to the discussion?
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Discussion Starters...
What do we know about this case? What are the facts?
How do we deal with things that are highly valued but whose definition is vague and
perhaps different for each student?
How might the staff more clearly define the learning targets?
What assessment implications do you see as this group continues its work?

What actions should this staff take with respect to assessment? What do you
recommend?
When it comes to grades, what do you say to these teachers? What actions do you urge
them to take? What actions do you take, given your role?
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Concluding Thoughts...
Summarize your group's discussion by answering the question that began this case:
How do we capture and report the learning of our students in ways that others will value
without compromising the integration, authenticity, student autonomy and self-directed
learning that's at the heart of our program?

Handout A4.7,H1, p. 7
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Science and Mathematics Learning Targets for Students
After reviewing several standards documents including the Pacific Standards for Excellence
in Science and Mathematics, the Hawaii Content and Performance Standards, and the New
Standards Consultation Draft Performance Standards, the staff identified a preliminary set
of essential learnings that their program addresses.

L Science
A. Physical sciences concepts
1.

The student understands chemical reactions, including concentration, pressure,
temperature, and catalysts

B. Life sciences concepts
The student understands interdependence of organisms, especially flow of energy,
cooperation and competition, and environmental constraints
2. The student understands biological evolution, in particular, natural selection; and
adaptation, including species, variation, and extinction
1.

C. Earth and space sciences concepts
1.

The student understands natural resource management

D. Science connections and applications
The student understands big ideas and unifying concepts; for example, order and
organization, models, systems, evolution and equilibrium, form and function,
cause and effect, and constancy and change
2. The student understands technology, including cost/benefit, constraints, feedback,
and risk
3. The student understands the designed world, including agriculture and industry
4. The student understands historical and contemporary impact of science
1.

E. Scientific thinkingThe student uses scientific reasoning strategies, scientific
knowledge, and common sense to formulate questions about, understand, and explain
a wide range of phenomena; that is:
The student identifies problems or design opportunities; proposes designs and
chooses among alternatives; implies a solution and evaluates its consequences
2. The student works individually and in teams to collect and share information and
ideas
1.
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F. Scientific tools and technologiesThe student uses tools and technologies to collect
and analyze data; that is:

The student records and stores data in a variety of formats, including databases,
audio tapes, and videotapes
2. The student acquires information from print, electronic and visual sources,
including the Internet
1.

G. Scientific communicationThe student communicates clearly and effectively about
the natural world; that is:

The student represents data and results in multiple ways; for example, numbers
and statistics; drawings, diagrams, and pictures; sentences; charts and tables;
models; and uses the most effective way to make the point
2. Summarizes varied sources of evidence iricluding his or her own data and
published reports
1.

H. Scientific investigation
1.

The student completes projects drawn from the following types of investigation,
including at least one full investigation each year and, over the course of high
school, investigations representing all four types:
a. controlled experiment
b. fieldwork
c. design
d. secondary research, i.e., use of others' data

2. A single project may draw on more than one type of investigation. A full
investigation includes:
a. questions that can be studied using the resources available
b. procedures that are safe, humane, and ethical; respect privacy and property
rights
c. data that have been collected and-recorded in ways that others can verify, and
analyzed using skills expected at this grade level
d. data and results that have been represented in ways that fit the context
e. recommendations, decisions, and conclusions based on evidence
f. acknowledgment of references and contributions of others
g. results that are communicated appropriately to audiences
h. reflection and defense of conclusions and recommendations from other
sources and peer review

Handout A4.7,H2, p. 2
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H. Mathematics
A. Number and operation concepts
The student uses the properties of addition, subtraction, multiplication, division,
exponentiation, and root-extraction in forming and working with algebraic
expressions
2. The student uses dimensionless numbers, such as proportions, percents, and
multiplicative factors; and numbers with specific units of measure, including
length, time and rate units
1.

B. Geometry and measurement concepts
The student knows, uses, and derives formulas for areas, surface area, and volume
of many types of figures
2. The student works with geometric measures of length, area, surface area, volume,
and angle; and non-geometric measures of weight, monetary value, and time
1.

C. Statistics and probability concepts
1.

The student formulates hypotheses to answer a question and uses data to test
hypotheses

D. Problem solving and mathematical reasoningThe student solves problems that
make significant demands in one or more of these aspects of the solution process:
problem formulation, problem implementation, and problem conclusion

Problem formulation
a. The student participates in the formulation of problems; in particular, given
the basic statement of a problem situation:
(1) the student fills out the formulation of a definite problem that is to be
solved
2. Problem Implementation
a. The student makes the basic choices involved in planning and carrying out a
solution; in particular
(1) the student chooses and employs effective problem-solving strategies in
dealing with non-routine and multi-step problems
(2) the student applies mathematical concepts to new situations within
mathematics and uses mathematics to model real world situations
involving basic applications of mathematics in the physical sciences,
social sciences, and business
1.
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3.

Problem conclusion
a. The student provides closure to the solution process through summary
statements and general conclusions; in particular
(1) the student concludes a solution process with a useful summary of results

E. Mathematical skills and tools
The student makes reasonable estimates in appropriate units of quantities met in
applications
2. The student makes and uses rough sketches, schematic diagrams, or precise scale
diagrams to enhance a solution
3. The student uses technology to create graphs or spreadsheets that contribute to the
understanding of a problem
1.

F. Mathematical communication
1.

The student uses mathematical representations with appropriate accuracy,
including numerical tables, formulas, functions, algebraic equations, charts,
graphs, and diagrams

G. Putting mathematics to work
1.

The student conducts at least one large scale investigation or project each year
drawn from the following kinds and, over the course of high school,
investigations or projects drawn from at least three of the kinds. A single
investigation or project may draw on more than one kind.
a.

Data study in which the student:
(1) carries out a study of data relevant to current civic, economic, scientific,
health, or social issues
(2) prepares a report that explains the purpose of the project, the
organizational plank, and conclusions, and uses an appropriate balance of
different ways of presenting information

b. Design of a physical structure, in which the student:

(1) uses general mathematical ideas and techniques in discussing
specifications for building the structure
(2) prepares a report that explains the purpose of the project, the
organizational plank, and conclusions, and uses an appropriate balance of
different ways of presenting information
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c. Management and planning analysis, in which the student:

(1) carries out a study of a business or public policy situation involving issues
such as optimization, cost-benefit projects, and risk
(2) uses decision rules and strategies both to analyze options and balance
tradeoffs; and brings in mathematical ideas that serve to generalize the
analysis across different conditions
(3) prepares a report that explains the purpose of the project, the
organizational plank, and conclusions, and uses an appropriate balance of
different ways of presenting information

68
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Activity 4.8'

Guidelines for Gra
if

Goals:
1.

To think through purposes for grading (and other mechanisms for reporting student
achievement and progress

2. To think through guidelines for grading and other reporting that will assist us accomplish
our purposes

Uses:
This is an advanced level activity. Prerequisites include: (a) knowledge of how student
assessment fits into standards-based education (Chapter 1 text and/or Activities 1.1
Changing Assessment Practices, or 1.12Assessment Principles); (b) understanding of how
assessment can be integrated with instruction (Chapter 2 text and/or Activities 2.1Sorting
Student Work and 2.3Ms. Toliver's Mathematics Class); and (c) a stage-setting activity in
which grading and reporting issues are discussed, such as Activity 4.3Grading Jigsaw or
Activity 4.2Putting Grading and Reporting Questions in Perspective.

Rationale:
In most schools, at least for the foreseeable future, students
will receive report card grades. If grading must be done, we
all must try to provide better grades, that is, grades which:

ELI Reference BOX
.Greaier detail on these:

,

Encourage learning and support student success

guidelines can` be found in an--

Are not punitive

article by ken'O'Connor in,
the May 1995 NASSP: :
Bulletin, and in

Are meaningful and provide useful information

forthcoming book from-,,.

This activity presents eight guidelines for grading, taken
from current research and thinking about grading.
Participants have the opportunity to discuss the advisability
of each guideline and how it might or might not contribute
to the three criteria listed above.
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,IRI/Skylight called

,

.

Grades GradingPracticer
Which Enseof;iage Learning

(00).48-4474;6iPfo@ilis

Materials:
Overhead projector, screen, overhead pens, blank transparencies

Overheads A4.8,01Guidelines for Grading Purposes, A4.8,02Should Grades ...,
and A4.8,03Discussion Questions
Handout A4.8,H1Grading Guidelines

Time Require&
90 minutes to two hours

Facilitator's Notes:
1.

(5 minutes) Use Overhead A4.8,01Guidelines for Grading Purposes to introduce the
purpose for the activity.

2. (10-15 minutes) Ask participants to discuss the proposition that grades should (see

Overhead A4.8,02Should Grades...):
Encourage learning and support student success
Not be punitive
Be meaningful and provide useful information

The rest of the activity depends on agreement on these purposes for grading. If
participants cannot agree on the purposes for and roles of grading in the educational
process, then it will become more difficult to develop guidelines for grading.
3.

(10-15 minutes) Break participants into small groups. Assign each group one or more
guideline(s) (Handout A4.8,H1Grading Guidelines) to discuss (see Overhead

A4.8,03Discussion Questions):
What do you like about this guideline?
What makes you uncomfortable about this guideline?
What points of uncertainty do you have about this guideline?
To what extent will this guideline assist in accomplishing our purposes for grading?
4. (45 minutes) Share ideas and thoughts in the whole group.
5.

(15-30 minutes) Ask participants to develop their own list of guidelines for grading.
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Grading Guidelines
Purposes:
1. To think through purposes for
grading

2. To think through guidelines for
grading that will assist us
accomplish our purposes

Overhead A4.8,01
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... encourage learning and support
student success?

... not be punitive?
... be meaningful and provide
useful information?
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What do you like about this guideline?

What makes you uncomfortable about
this guideline?
What points of uncertainty do you have
about this guideline?
To what extent will this guideline assist
in accomplishing our purposes for
grading?
Overhead A4.8,03
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Guidelines for Gra
to support learning and encourage student success
1. Limit the valued attributes included in grades to individual
achievement.
a.

Individual achievement is the only basis for grades (not effort, behavior or tardiness).

b.

Effort, participation, attitude and other behaviors should be reported separately.

2. Sample student performancedon't include all work in the summary
evaluation (mark or grade).
a.

Provide feedback on all performance.

b. Include only summative performances in grades, not homework or practice work..

3. Grade in pencil.
a.

Use the most recent information.

b.

Provide several assessment opportunities.

4. Relate grading and reporting procedures to the intended learning
(outcomes/targets).

5. Use care "crunching" numbers.
a.

The average doesn't have to be the mean; consider using medians.

b. Weight information properly to achieve intent in final grades.

6. Use criterion-referenced (i.e., preset) standards to distribute grades
(and marks).
7. Properly record evidence from quality assessment instruments.
8. Discuss assessment and evaluation practices, including grading with
students at the beginning of instruction.
Adapted from Ken O'Connor, Scarborough Board of Education, Ontario, Canada
Handout A4.8,H1
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Purpose:
To use real grading situations to raise and discuss grading issues and solutions

Uses:
This activity is at an advanced levelit can be thought of as the application of the knowledge
and perspectives generated through previous activities. Prerequisites might include: (a)
knowledge of how student assessment fits into standards-based education (Chapter 1 text
and/or Activities 1.1Changing Assessment Practices, or 1.12Assessment Principles); (b)
understanding of how assessment can be integrated with instruction (Chapter 2 Text and/or
Activities 2.1Sorting Student Work and 2.3Ms. Toliver's Mathematics Class); (c) how
assessment fits into standards-based education (Chapter 1 text and Activities 1.1
Changing Assessment Practices and 1.12Assessment Principles; (d) how to match student
learning targets to assessment methods (Chapter 1 text and Activities 1.2Clear Targets
and 1.7Target-Method Match; and (e) stage setting activities on grading (Activity 4.2
Putting Grading and Reporting Issues in Perspective or 4.3Grading Jigsaw and Activity

4.5Report Card Formats).

Rationale:
This activity is about the validity of grades, specifically the kind of information that should
go in a grade, how it should be weighted, and how related matters might be handled.
Participants are presented with seven real-life grading situations; they have to decide what to
do and provide a rationale for their chosen course of action. Three scenarios are about effort
relative to ability, two are about missing work, and two are about improvement.
Part of the discussion will relate to a difference of opinion about what constitutes
"achievement." For many teachers, turning work in on time is a sort of "achievement" that
they deliberately try to teach. For others, it's not. Part of the discussion, especially about the
"improvement" scenarios, will deal with the difference between criterion-referenced and selfreferenced grading. These scenarios will also bring up issues about grading that relate to
Alfie Kohn's Level III concernswhy do we grade? Is grading the best way to accomplish

motivation, feedback, and reward? (See Article #1 in Appendix CArticles)
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The scenarios have been used in research with teachers. The percentage of teachers in the
research study choosing each solution is provided in Overhead A4.9,03Research Results.

Materials:
Overhead projector, screen, blank transparencies, and transparency pens

Overheads A4.9,01Grading Scenarios Purposes, A4.9,02Grading Scenarios
Instructions, and A4.9,03Research Results
Handouts A4.9,H1Grading Scenarios, and A4.9,H2Scenario Discussion Sheets
(one per person)

Time Required:
90 minutes

Facilitator's Notes:
1.

(5 minutes) Use Overhead A4.9,01Grading Scenarios Purposes to review the
purposes for this activity.

2. (35 minutes) Either individually or in small groups, participants should decide which

choice they think is the best for each grading scenario (Handout A4.9,H1Grading
Scenarios) and decide WHY they think that is the best choice. They can use Handout
A4.9,H2Scenario Discussion Sheet to guide their thinking. (Instructions are also on
Overhead A4.9,02Grading Scenario Instructions.)
3.

(35 minutes) Facilitate a discussion of each scenario. One procedure would be to assign
one group to discuss each scenario and then ask other groups to elaborate if they have
anything to add. (The responses of one group to Scenarios 2, 3, 4, and 5 are included
below for reference. Overhead A4.9,03Research Results shows the responses of a
group of practicing teachers.)
Challenges to dubious grading practices are best if they come from peers. If they have to
come from you (the facilitator) because no one else brings it up, phrase them as questions
(e.g., "What kind of information are you using if you grade that way?" or "What would
your unit learning targets have said were the things they should be evaluated on?")

4. (15 minutes) Journaling activity. Ask participants to individually write down the five

most important things they would like to remember from this discussion, and why they
want to remember them.
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Sample Responses From A Previous Group:
Scenario Discussion SheaScenario 2
Issues
1.

Averaging a "0" in with other scores unfairly lowers an average.

2. What is role of homework? If the role is practice, then why include it in a grade?

3. What is the grade supposed to reflectamount of work done, effort, or knowledge level?
4. The grade is only as good as the assessments on which they are based. Which is a better
measure of achievement in this casehomework or tests/quizzes?

What might be missing in the teacher's grading scheme for this
situation to have arisen in the first place?
1. How good are the tests and quizzes? What is a "working out exercise?" Do the tests and
quizzes really reflect what students know and can do? If so, then the tests and quizzes
provide the best basis for a grade.
2.

What are the criteria for grading? Are these sound?

What advice would you give this teacher?
There really wasn't enough information to decide what to do. The final decision depends on
the studentIs this a special needs student? What is the reason for the lack of homework?
Was it done and just not turned in?

What percentage of practicing teachers do you think made each choice?
a.
b.
c.
d.

65%
10%
10%
15%

Scenario Discussion SheetScenario 3
Issues:
1.

What is the goal of grading in this classto reward effort or provide feedback on
achievement?
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2. Grading criteria should be fairly applied across students.

3. What does a grade mean if, for every student, ability is balanced against actual
performance? Could smart students ever get "A's"?

What might be missing in the teacher's grading scheme for this
situation to have arisen in the first place?
1.

What is the quality of instruction? Are the student's learning needs addressed? Is the
course engaging?

2. Is the teacher clear about the learning targets he has for students and how all the

assessment that is collected relates to these targets?

What advice would you give this teacher?
Give the student the grade based on quality of work, not effort or achievement in relationship
to ability. If anything else is to be done, it should be set up in advance and everyone should
know the criteria.

What percentage of practicing teachers do you think made each choice?
a. 90%
b. 1%
c. 0%
d. 9%

Scenario Discussion SheetScenario 4
Issues:
1. Why would a student ever be put in this position?
2. The real decision is whether the student has the competencies, not the number of points.
If the student has the competencies, they should pass.
3.

What is the grade supposed to reflectamount of work done, effort, or knowledge level?

4. The grade is only as good as the assessments on which they are based. Do the tests really
reflect competency?
5.

There could be more than one standard of comparisoncriterion-referenced, normreferenced and self-referenced. Everyone in the class needs to know the rules from the
outset.

4
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What might be missing in the teacher's grading scheme for this
situation to have arisen in the first place?
1. How good are the tests and quizzes; do they really reflect what students know and can
do?
2. Perhaps assign more than one gradecriterion-referenced, norm-referenced, and self-

referenced.

What advice would you give this teacher?
The teacher needs to go back and determine the strengths and weaknesses of the student and
the extent to which the tests really reflect achievement.

What percentage of practicing teachers do you think made each choice?
a. 70%
b. 10%
c. 20%

Scenario Discussion SheetScenario 5
Issues:
1.

Is instruction an issue here? Could the student have been more motivated if instruction
was different? How do you define effort? Is lack of effort due to the student or teacher?

2.

What is the grade supposed to reflectamount of work done, effort, or knowledge level?

3.

The grade is only as good as the assessments on which they are based. Do the
assessments really measure what students know and can do?

What might be missing in the teacher's grading scheme for this
situation to have arisen in the first place?
Effort should count, but it should be handled separately from achievement.

What advice would you give this teacher? Choice B

What percentage of practicing teachers do you think made each choice?
a. 0%
b.

100%

c. 0%
d. 0%
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Grading Scenarios

Purpose:
Use real grading situations to raise
and discuss grading issues and
solutions.
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Grading Scenarios

Iritructiori

Discuss the scenario in your group. Be
ready to describe:

The scenario
The issues raised by the scenario
What might be missing in the
teacher's grading scheme to have
given rise to this problem to begin
with
The advice you'd give the teacher
The percentage of teachers you
believe would choose each response
Overhead A4.9,02

693
Toolkit98, Chapter 4, Activity 4.9Grading Scenarios

7

Grading Scenarios
Actual Teacher Responses
Scenario 1
a. 1%
b. 51%
c. 48%

Scenario 4
a. 94%
b. 6%

Scenario 2
a. 86%
b. 13%
c. 1%

Scenario 5
a. 5%
b. 95%
c. 0%

Scenario 3
a. 81%
b. 16%
c. 4%

Scenario 7
a. 73%
c. 27%

Efl Reference Box
Adapted from:. Susan M. Brookhart, 1993. "Teacher's Grading Practices: Meaning and
Values." Journal of Educational Measurement 30, pp. 123-142.
Note: The questions in this activity have been revised from those used in theiesearch.- For
example, teachers in the study were not given a "something else" choice. Question 6 was
revised to such an extent that responses from the study would not be meaningful Question 7
originally had only two responseswe've added "b" to our version.
Overhead A4.9,03
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Grading Scenarios

Each of the following is a scenario that describes a decision a teacher has to make about
assigning a grade. The teacher is unsure of what to do and has asked you for some
advice. What advice would you give? What issues do each choice raise? What
questions need to be considered before making a decision? What might be missing in a
teacher's grading process for the situation to arise at all?

Scenario 1
In Mr. Nguyen's seventh grade social studies class, report card grades were based on quizzes,
tests, and an out-of-class project which counted as 25% of the grade. Terry obtained an A
average on his quizzes and tests but has not turned in the project despite frequent reminders.
In this situation, Mr. Nguyen should:
Exclude the missing project and give Terry an A.
b. Assign Terry a 0 for the project and a F on his report card because his average would be
a.

68%.
c. Assign Terry a C, counting off some for not turning in the project.
d. Something else...

Scenario 2
Mr. Marlowe's 9th grade class has students with varying ability levels. During this grading
period, the students' grades are based on quizzes, tests, and homework assignments which
involve working out exercises. Kelly has not turned in any homework assignments despite
Mr. Marlowe's frequent reminders. Her grades on the qirizzes have ranged from 65% to 75%
(C to D), and she received a D on each of the tests. In this situation, Mr. Marlowe should:
Assign Kelly a 0 for the homework assignments and include this in the grade, thus giving
her an F for the grading period.
b. Ignore the missing homework assignments and give Kelly a D.
c. Ignore the missing homework and give Kelly a C.
d. Something else...
a.

Handout A4.9,H1, p. 1
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Scenario 3
Mr. Paderewski is the teacher in a 6th grade heterogeneously grouped class. Chris, one of his
students, has high academic ability, as shown by her previous work, test results, reports of
other teachers, and his own observation. As he looks over her work for the grading period,
he realizes that the quality of her work is above average for the class, but the work does not
represent the best that she could do. The effort she has shown has been minimal, but,
because of her high ability, her work has been reasonably good. In this situation, Mr.
Paderewski should:
Grade Chris on the quality of her work in comparison to preset standards, without being
concerned about the amount of work that she could have done.
b. Lower Chris's grade because she did not make a serious effort in this class; she could
have done better.
c. Assign Chris a higher grade to encourage her to work harder.
d. Something else...
a

Scenario 4
Ms. Quantum has a heterogeneously grouped 7th grade science class. Barbara is one of her
lower performing students, as measured by previous performance and the observations of her
former science teachers. Throughout this grading period Barbara has worked very hard. She
has turned in her assignments on time and has often gone to Ms. Quantum for extra help
before tests. Her average for this grading period is 2 points below what is needed for a D on
Ms. Quantum's grading scale. In this situation, Ms. Quantum should:
a. Give Barbara a D for the effort she has shown.
b. Grade Barbara according to the work she has done and assign her an F.
c. Something else...

Scenario S
Ms. Yohansen has a heterogeneously grouped 5th grade class. Sandy, a student in her class,
appears to have average ability to do the required work. In evaluating her work for this
grading period, Ms. Yohansen observed that Sandy did not do the work she is capable of
she could have done better. Sandy, however, managed to meet what is required for her to get
a C. In this situation, Ms. Yohansen should:
a. Assign Sandy a lower grade because she could have put more effort into the class and

could have done better.
b. Assign Sandy a grade based on the quality of her work, without taking into account the
amount of work that she could have possibly put in.
c. Assign Sandy a higher grade to encourage her to try harder.
6-9 6
d. Something else...
Handout A4.9,H1, p. 2
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Scenario 6
Ms. Exponent is teaching high school algebra. In her class of general and academic track
students, she gives two tests each grading period. David got an F on the first test and a low B
on the second. In this situation, Ms. Exponent should:
Assign David an overall grade of D based on the average of his performance on the two
exams.
b. Assign David an overall grade of C because he showed improvement in his performance.
c. Assign David an overall grade of B because that was his level of performance at the end
of the term.
d. Something else...
a.

Scenario 7
Mr. Phylum is a high school introductory biology teacher. In this class he gives two exams
each term. In calculating Bernie's grade for this term, he notices that on the first exam,
Bernie obtained a score equivalent to a A and on the second exam, a low C. ,In this situation,
Mr. Phylum should:
a. Assign Bernie an overall grade of A, giving him the benefit of the doubt.
b. Assign Bernie an overall grade of B which is the average of his scores on the two exams.
c. Assign Bernie an overall grade of C, noting that there was decline in his performance.
d. Something else...

Handout A4.9,H1, p. 3

e, Reference Box
Adapted from: Susan M. Brookhart, 1993. "Teacher's Grading Practices:
Meaning and Values."... Journal of Educational Measurement, 30, .
142.
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Scenario Discussion Sheet
Issues:

What might be missing in the teacher's grading scheme for this
situation to have arisen in the fu,st place?

What advice would you give this teacher?

What percentage of practicing teachers do you think made each
choice?

Handout 4.9,H2
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