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1t 1s the policy of the Oregon Department of
€ducation that no person be subjected to
discrimination on the basis of race, national origin,
religion, sex, age, handicap, or marital status in any
program. service, of activity for which the Oregon
Department of Education is responsible. The
Department will comply with the requirements of
state and federal law concerning nondiscrimination
and will strive by its actions to enhance the d'gmty
and worth of al! persons.



FOREWORD

In June 1976,\-the State Board of Education adopted revised minimum

- standards for Oregon public schools. A response to citizen concerns
regarding what is, in fact, expected, of schools, the standards.call’

~for a system of goal-based planning, which-includes setting m1n1mum
requ1rements for graduation. - ) .-
The Department of Education 'is committed to he1p1ng districts 1mpTe-
ment the standards. " Current and- anticipated problems are being
identified, priorities’ set and resources allocated. . -

’ e \
One priority area centers on the assessment requirements found in the
standards. Measuring Performance: Verifying Competencies Through i

Observatipon and Judgment is.one of a Series of-: pub11cat1ons dealing
with assessment. It focuses on the teachers' role in Jjudging studepnt
performance in their endeavors to meet school graduation requ1rements.

It is my .hope that this..and other publications in the assessment
series prove useful in implementing district practices that will meet .
the intent of thegplanning and assessment requirements. For further .
information, conWct the Department's Director, of Evaluation and - )
Assessment, 942 Lancaster Drive, NE, Salem 97310, telephone 378-3074. ¢

. . ‘ -
(L.,\w :L ZW ) B ’ )
Verne A. Duncan , :

State Superintendent of

. B s . . Public Instruction -
, Y - ‘ 4




‘Many people have contributed to th1§'pub1ication and their

'is due Stephen L.

ACKNOWLEDGMENTS

Y.

assistance is greatly appreciated. Special acknowledgment
Murray, Senior Research Associate
Northwest Reg1ona1 Educational Laboratory who assisted the

- Department's Planning and Evaluat1on staff with the initial

¢ «

drafts.

Thanks is also due to the administrators and\teachers of

Baker School District 5J, Huntington School District 164, \

and Lebanon Union High District 1, all of whom‘participated
in the field test1ng of the pub]ication.

’

-

Y




A

- ~ \ “
‘ -
) .
.
.
.
" }
<> '
. e BN
- \ N

Foreword . .©. . . . .

.

Acknowl edgerits. .\; .

Contents . « « « « « .

¥

‘Introduction c e e e

TABLE OF

. Teacher Judgﬁent'(A Prolbgue) ..

A Frame of Reference oh Cempetency

~ The Role of;Ieacher(Jddgment in an

Process ¢

Attainment

Assessment

4

* Implementing an Effective System of Teacher .

Judgment

Some Limits of Competency Assessment . . . . ,

Teacher Judgment (An Epilogue)

~AppenanuﬂL; .,.'. . .

Apbendix A . . e
Appendix\B ..

-

. Appeqdix cC ...

-
q
H

*e

11
13

23
25
27

29

35
37

1



Igrrgoogcmpn'z - — S

‘ . “‘ v . .
The revised minimum standards for Oregon schools, adopted by the State Board of
_Education on June 23, 1976, focuses the attention of schools on the outcaqmes o
schooling. The standard equire that, desired eutcomes be ideéntified, instruc~ °*
- tion planned to attain thiem>» and the performances of students assessed accord-
ingly. Graduation requ1rements that include life-role. related competencies and .
relevant performance indicators are to be established and processes for certi- 4 ‘
fying their attainment 1mp1emented. . .o Y . LI
When these standards were being déeeloped a wide, varlety of groups ‘met as
independent committees to consider problems of implementation. Of special- o
contern.to one of these .committees was the certification of students in rela- '
tion to competencaes requ1red for graduation. ‘Five major observations were o
made: R - o
1o It was recogn1zed that .carefully developed éompetency and performance
i indicator statements would provide a sound basis for reasonably objective ,
assessment measures. : . ) ‘

b ] . B .

2, It was apparent that adequate ‘measures did not already exist in many -

* instances, and that the cost' of, thein development was 11ke1y to be inap-
propriate br beydnd the‘resourceA.of many schools.

3. Many schools were planning to ‘use "teacher judgment“'in determining: .
competency attaimment. ~ ' BRI .

" The cons1déred Judgmentlof teachers is crit1c T to the proper conduct of ..
'schoo11ng- - ,
- .

5. . The emerging’ competency and performance indic tor l1sts Being prepared by
schools were beginning to raise justifiable an major: concern over poten- ks
tial costs of record keeping. \
These * observations led to the recommendation that a guide be deve]oped to i’
assist districts in_taking maximum advantage of teacher’ Judgment Aas a rich -
source of assessment information. /_ . . ,
This pub]icat1on is" the result of that ' recommendation. It begins with 'a _
"pMdlogue,” 4 light-hearted treatment of a conversation between two frustrated
“teachers. It finishes with an "epilogue" wherein the two teachers are not
quite as frustrated. -The characterizations may seem staged, maybe even humor- g
ous, but the intent is to draw upon and highlight the real feelings and frus-
» trations that often accompany new policies that afipear to change our way of
doing things. ' In-the "judgment" of the many teachers and administrators who
eritiqued this documept a]ong the way, these dialogues do just that.




o v . ‘ HEY
. L (// o A Pro]ogue
i '

to just keep track of the c ompetenc1e we \wrote!"

has solved lots of probfems." .- o

“TEACHER JUDGMENT

\ -
P

C e .
_"Where's the ‘sense in all this?" Tamented Emmy Her friends called

her 'The Judge because she was as fond of rendering dec1sions as
&

argu1ng causes. - A - Y

"I' Know,' agreed Trudy,. "1 somet1mes wonder the same th1ng ﬂ!ﬁi

friends called her Trudy because that was her name.

. .
Emmy and Trudy were Catching a quick cup of coffee, having just
finished * a; twq-houw faculty meeting on nmasur1ng competenc1es.

"Techn1ca11y though," Emmy cont1nued "“the point came through
didn't it . . . evem though they trledsto h1de qt?™

4 . L J ', ‘t
“what po1nt?" asked Trudy. : " L .

. ' - . .

"About teacher judgment; 1 gather we can't use our own judgment‘in
deciding whether students perform in the way we think they should.
Good griefAd. .l really don't know what the-distrigt wantsh We

decided a ‘while back that we couldn't afford to deve]op, let alone -

keep track of, all those performance 1nd\{ators. We're do1ng we]]

o Y

"You mean you simply use your own Judgment in dec1d1ng when-a

student has galned a required competency’"

"Oh well," sa1d Emmy, "I do give tests and make observations, same

- as always, and they are a big he]pl : .

, v

iwoltder if we use the same‘tests?"

.
»

t ¥
"Oh, no! Probably not. After all, you and I teach things a little

+

A\

d1fferent1y, S0 we each have to make up our own' tests to f1t.“ .

Trudy pressed on: "How s it working out, us1ng your own Judgment I
mean?" . . R

L 4

"Beautifully! Just having all those competencies there to refer to

I started out using my own judgment, dlong with my own testing, .
like you're do1ng," Trudy sa1d Ybut I've sgh into some problems.
We . . ." ' S

"Don t teH me C W oaned Emm_y. o

"Oh I don t think we neéd to spell everyth1ng out to the 1ast
little detail! - That's about as helpful as asking 'How‘high s
up?l n ,

. .
. ‘ '-3-
. ,
] .
P
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"NhatF; the prob]em then?" .t « : ) o

+ "To start w1th, some of us teachers were ta1k1ng\one day .and the

‘giving credit for the same oOne." N .
~“Oh " said Emmy. She was doubtfu] " this was one aspect-of the .
problem she hadn t really thought about. * .
s
"For one thvng, a few of the faculty thought some.of the competen-
cies d1dm t seem all that 1mportant.“, o A =
} N ’ $
6There are a few onaevery faculty," agreed Emmy.. ) o

. A"Emmy had heard all this before, but suddenly it made se

-

' using teacher Judgment7” Emmy wanted. at least an ink11ng of a

name of a student was brought up in a kind of negative way, and. I
said_I'd had a different impression of that student and, in fact,
gav@the student credit for the competency that anotherxteacher
said that student d1dn t have. It bécomes a matter of terr1tory "

"Same thing happened to me&Just the dther day, nodded Emmj{

"Anyway," - continued Trudy, "we kicked the questﬁoh dround a while
and di scovered zdndn t understand the competency statement in the
same rway. esidés teaching differently and -giling different
tests, we were actually teach1ng ‘two dqfferent cogpetencies while

“We all took a serious look at thoSe competenc1es to see what was
sop all-fired important . « . that helped. We saw that the students

themselves didn’t understand what the competency meant: And the .

teachers were sometimes guess1ng .wheth a competency had been
attained. Appearances, first 1mpress1ons, attitudes about family,
all that sort of thing causes a lot of inconsistencies in our
Jjudgments. "And we wondered if it's fair fo. judge’ the basic compe-
téncy-of-a student in terms of peer standing."” .
Y

J

Y «

sounds 1ike she thinks something can be done about it;' she
thought., dhen she asked "Well, what are you doing about it?"

“That's another story in 1tse1f " sighed Trudy, "and it would take
longer to-tell than we've got time. " ' *

»

But did you get them‘:§?ﬁid-out « re the problems? Are you still

Solution. ‘ .

Ll LN

“Yes, we're still using’teaéher Judgment ‘but at least now we' have -

a clearer idea about how.- And ih a way, today's meeting begins to
answer the few remaiMing problems."™ .Trudy stood up to leave. "I
have an extra.copy with me of some guidelipes we deve]oped that got
us on a good track Would you be 1nterested?" - ,

- [

"I certainly would!" Emmy exclaimed This was more'than ske ,had

hoped for. : . ; ) , s

)

-4-

‘She

PA
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* Trudy handed Emmy the mater

- , 3
DD T

]

- ' A L . . . - )
ial and concluded, "I really must be .

going now . . . if.I can help, give me a call. As you can probably
see, it’s a district problem-and we all neeq to.talk to each other

. if the work we've'done i$ goi

.

ng to mean anytfting."
{4

"Thanks'Trudy,",;é%ponded Emmy. "I see what you'mean about it ,

~-bejing a district problem."
smaterial Trudy had given he
‘Trudy said would help "cle

Emmy skimmed quickly through-the
l: searching for more clues of what
ar up thé few remaining problems."
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> y o~ < ‘(

- . * A
- - - s -
. K 1S
& - ’\‘ -
v . R Y ’ 2
. }
. e . foe .
T . e I‘ . T ’
[4 . .
.
A

v ) :
- -« ¢ : .

- y ‘"Nhé‘i’e s t’he sense/m aH th1s?".lamented E?nnw “e e

1 -
. la
. .
.

v

(I - ' . . . - ..

Introduction oo . : .

o N
Emmy angd Trudy are do1ng what ;they 20 best—-teachqng s’chool yet both are
concerned. New standards -for pablic schooli ng ‘in their state not only‘requwe'
that school districts spec;fy the ¢ ompetenges students must .have-in order’to
graduate from.high school; but that the schools” must also determine student
progress toward, and at‘!:amment of, those competencies. To Emmy these require--.
ments seemed s1mb1e emnough. * In ‘fact getting the competencies 4gritten .was
helpful "to hes. Any problems that arose were viewed as being nothing more or

less than the noérmal problems 6F ‘academic freedom and professiopat autonomy, as .-

problem of territory. This prob]em ‘may exist, but left unatten'ded one wo%d'

never know. Trudy, on the other hand, has chosen to pursue this preblem

Indeed, ktmay have been her persistence that, prompted the district
. / .

to conduct a meetinggn e measg) ng o'f competenc.ies. R

L4
»

In onedmief conversatwn, Emmy and Trudy touched an many of. the more pervas1ve
issues involved in teacher judgment anf :the assessment of student competegge. -
The following pages present a definigion of_ competency assessment both as a
term and as a process. Major sections thereafter deal more comprehensively -
with the issues raised by Trudy and Emmy. Discussions center on. the role
of teacher judgment in ‘an assessment® process and- how this role is related to
‘A epilogue - again presents Emmy and Trudy, this time
reflecting: ow their intemvening experiences and sharing rotes Un some lLimits
“theybest 1laid plans . . " “Appendix-A contgins a sumpary of "“Gene®al Stan- -
Measurement" a/nd is referred ‘to at times in the text. ) )
. T e

A Defim‘tion BARE - s I -
A good workmg definision of eqmpetencﬂassessment needs tgudent1fy the nature
of .the intended activities. .Where public policy mandates that competency
assessment activities be’ carr1 ed ®ut, the definition aiso needs to clarify that

.y - .‘ i ) v,‘

In Oregon, policy g1ves definition’ to the term competency:. “demonstrable

ability to apply Knowledge, ,.understagdmg, and/or skills assumed .to. centri
to success in life-role funétions."”. ‘Policy also requ1res that schoc:}/%ﬁf
tricts determine ‘those competenc1es students must possess in order’ tq grfaduate
from high school. Further, districts must:". . ., detEnmne students grogress

sary 1nstruct1on for those whd need it."

-
Pl

L]

throudh 581-22-300.

*

‘.

L]

*

] :_7_ G
4 .
h

£

12

’r
t

_toward. development of these competencies.. . . (and) « .. prov1d€ the .neces-

.

.
ay

-
v

1M1mmum Standard ;for Oregon Schools, Oregon Adm1mstr‘at1ve Rules 581~ 22 200‘\
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An adequate ‘basis from which to def1ne co;petency assessment has~thus been
estab11shed through: Oregon po]1cy : 3 : '

; N
Determination of . the .degree to wh1eh students can demonstrate the’ ab1i1ty

, to apply know1edge,.understand1ng and/or sk11ls in fu]f1]11ng the Tife-
role functions seTeq§:d and estab11shed by - the dlstr1ct as reqU1rements.

for graduat1on.

Th1's represents a working ‘definition of tWaetencyéas,sessment._ It
idenitifies -the élements of a process and P QUareYy within the context -
- Of - public polity. . ([ oo

g . R

" Thes Process L S : N
A _process -must be. descr1bed that meets the requarements of po11cy and, defini- .
tion and, at the-same t1me, 1eads‘¢o clafification of potent1a] issues.

* Thinking in terms of po11c1es and definitions is not very reward1ng if that is
as far as it goes. - Trudy's "matter.of terrutory" hints at the lack of reward
that i3 experiencé when thinking does not go’beyond*that point. - Given these
consrderat1ons, coMpétency assessment should observe at 1east1ivx steps

e v Specify the competency ‘ N
. Specify the performance ‘characteristjcs of a competency
e ' Develop the means to gather perfonmance information. } /H
) Develop. the standards to. be used in making Judgments.
. Judge the performance.
e . Take action. . N .
.o / ¢ !
Spec1fy1ng competenc1es that students are to attatn qs part]y a 1og1ca]
task and partly one of expressing the values &0 be obtained from educa-
tion. This, step’ in the process must consider whose values are to be .expressed .
and how those expréssions of values can be translated into logical statements
of .the competenciés to be .required for high school*,graduation. To avoid
. Trudy s "last little detail," and to focus on the def1n1t1on, competenc1es
~ ,should express Tife- ro]é funct1on1ng © .

rid 1

N .~?“
Specifying-the’ performance character1st1cs' of a ‘competen nothing‘ more
than c]ar1fylnggﬂdw you'1l be able to tell when a compe s been attained.
This step. is primarily a logica] one that redies on mutual understand1ng of the -
1ntenf of a competency. It must avoid specifying characteristics that are so
AR row ‘or lbosely re]ated .to each other- that. thg,orig1na1 intent of a oompe-
: pihcy is host. '

-

Deve19p1ng the means to ‘gather performance information 1is the step in ., the

] process in which measures suitable for gathering information on the competen-
" cies of. Students ‘are identifiéd and/or developed~. Performance characterlst1cs
.are Analyzed, -and objectivé tests, observation systems, rating Scales, ‘check-

_ lists, etc.,, are selected or developed accord1ng]y. - See’ Appendix A or a

» discussion of general standards for measurement. ’

- .
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. Deve]op1ng the standards "to be ‘used in mak1ng Juggments,

‘Tak1ng,act1on

‘ . A

broad]y

speaking,

is 'a.matter of setting the qua11tatfve Jimits, on acceptable demonstrat1ons

of a competency. It considers the, "how much" and "how often"
assoc1ated w1th m1n1mum acceptable Tevels of student perfokmance,

Judg1ng the performance of students is that point .in the process, at
a ‘decision is made about the. adequécy of a student's performance.

of evidence! are applied to the -ipformation to determ1ne which of the pos
dec1s1ons m1ght be most approprﬁate.

~

is the f1na1 step- in the’ competency assessment ' process.
considers the consequences Of . the dec1s10n(s) made, and a report is
accord1ng]y o '

Y

-
Take another look-at these six basic steps.
the ‘elements in the defimition of competency assessment.

part of the public po]1cy "providing the Tnecessary instruction to thos

quest1ons

which
Rud es
s1b1e

It
made

A}

The first five prboyide for each of
The sixth step not
-only s the’ logical consequence of the other steps, it also provides fgr

thaty

(Stu" 3

dents).. "

who need

assessment.

it.
“discussions on the employment of teacher Judgment in the process of competency

Reference - wiil

be made to- those steps. in subsequent

.

. ‘ ‘ . e

A

N
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THE ROLE UF TEACHER- JUDGMENT IN. AN-ASSESSMENT PROCESS

R "I rea11y don' t know what the d1str1ct wants'“ . .

' e ’ ) \\thxs(:omplamt
. oA : .‘s C . ) :

S1nce the Judgment of teachers-as individuals or as groups i at the ‘heart of
any educational program, school district personnel must carefully consider how
and where it can best support.the need to assess student attainment of compe-
~ tency. Spec1f1c alternatives may *in fact be endless, but each should attend.

the s/fps of the assessment process being employed, as well as to the genera1x5\x& -
N

standafds that should be app11ed to measurement (see Appendix A). \

Given the six steps of the process descrtﬂed earlier, it is possib1e to create
a table of role specifications as follows Cc1ar1f1cat1on of the roles. appears
"in subsequent discussion): .

a
’

ASSESSMENT STEPS ' "ROLE OF TEACHER JUDGMENT - .
14 ) - ) .
Specifying the competencies Determ1nat1on that the: competencies are*
; _ . . ., Clearly stated and thgjr intent under-
s . 'stood by all teachers involvéd. ~
Specifying'performance . Det{lﬁhnat1on at the cplracteristics
characteristics ) are clearly stdted, relevant, represen-=

v ) ) , tative of the intents of the competengy
: . and understood by all teachers involved.

v

Gathering -performance information . Betermination that “the measures selected
. . or developed cover the required perfor-
) : ‘ . " mance characteristics, and that the plan

for collecting the information is’
. consistent with the.intent of the
' competenty and is understood by all

teachers 1nvo1ved._
-

Deve1op1ng standards for mak1ng . Determination that a reasonable range of
Jjudgments * ) anticipated student performance has beep
. identified and adequate guidance for//

k]

: L - making ‘judgment has been provided all
o ‘ ’ teachers involved. -

. Al -
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ASSESSMENT STEPS ~ . -~ “ .- ROLE OFf FEACHER JUDGMENT .-

- v - o : P . j
Judging a competency demonstration Determination that a student has or has
© o, R4 N ot attained -‘a desired competency, and
. " % ] . that sources- of -personal bias have been

- S minimized or eliminated.

= S . ) RN \

Taking action - 2, . "‘Determination that an appropriate
o T " consequence follows a judgment.

I1lugtrated in the table is the fict that teachers have a vested- interest in
each of the .steps of. the assessment process, and that their judgments about
each step are.. important ‘to imptementing a system of teacher judgment that
works. The actualﬁactivities at some of these steps are more extensiye than
those impliedyby,;he‘dydgments to be made, and these activities are discussed
next. - . - : : . '

S

~
.

. “~e oA

i

-

’

+ = A « .
.
) - - i ‘,’ v,
. . -

- .




IMPLEMENTING AN EFFECTIVE SYSTEM /#EACHER:JuoeuENT , L

' "She sounds like s hiﬁg can/
a ' i ]
S ‘ o

i
/ done about it." o

--Emmy's Disbelief
I l ( .

. Teacher judgment is exercised ev%fy instrucfional day.¢ In certain areas of
measurement, teacher judgment is mdst practicj]. The quest1on then, is not so
much‘“Shou1d teacher judgment be u ed withip \the district®s measurement Sys-,

", tem?" -as "How can tedcher judgment make fhe measurement. system’ eff1c1ent

. comprehens1ve and useful?" Attent on to th e faltors can help

|

» bhasurement system des1g .
e Staff training.
'],, e Process management.

v N »

Designxof thé Measurement System.

¢

Y
The des1gn of the measurement system shouid be aimed “¥t. Akftherzng trust- g
worthy .information. Some quest1onab1e cbmpetency statements m4y-be.directly °
measured by objective tests; e.g.,."the student can read and comprehend, mate-

7 rial written at a fourth .grade level of difficulty." For ‘other competendies,
and even performance indicators, judgment is necessary in determining the
adequacy of a performance or outcome} e.g., the student can read and compr
hend articles’ seJected at random from current newspapers, or; "the stude

. will demonstrate entry levels of competepce requ1red in a given occupational
cluster." In all cases, the faith one. gan bave in the information produced
will depend upon' how carefully the measu es and | judgmental tasks are thought ¢ -
thcough Below, the six steps qf compe ncy ASsessment (suggested on the
previous pages) are discussed in direct relation {to teacher judgmegt. Aga1n,
these steps are: specifying the competency, spec1 ying the performante charac*~
teristics of a competency, developing:the means tq gather performance informa-

[

tion, developing the, standards. to be -used in m king Judgments, and judging §
the competency performance-and taking action. ° _ . . : =
’ - 4
Spemfymg a ’upetengy. ,The district may ha ¢ already “spec1f1ed" its
competency requirements. quever the measurement task' draws A .distinction’
between writing *a competency and def1n1ng it such that its acquisition can Y
. be observed. The foT]nw1ng distinction is suggested:’ ‘\\ . ' '
v Nr1t1ng a competency . a process‘ of determining a type of ﬁ
o  capability that is. considered to be’
T : . @ desired outcome of e e, . * S !
- - Defining a competency: ‘ a ,Jprocess of reducing a type of capa-
, | : bi]1ty to terms of- th® knowledge, -
< ‘ ~ . skiTY,; "and understanding thought to
. ) make up that capabiﬁity A
L ' : S * ,
' 713- ’
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_»Nhen def1n1ng a competen

vtency dealing w1th p]ann1ng and shopping fo

'support1ve of the competency statement.

! «
| ) ’ .
| .
! |
r\ n - ‘ - .
! -

Competency definition is ¢ften overiooked for two' reasons. First, compe-
tencies are often so specific that they become statements of independent
units of knowledge, sk1 1s,, etc.; they couldn't be further defined if . you
‘wanted., For example: the Student will describe ‘the symptoms of shock.

‘If this statement is assumed/to be typ1?a no one feels the need for further
definition. Second, the nee ' to d fine a com ptency may be overlooked with the
assumption that evéryone agrees on what it medns -to possess. that competency.

‘Defining competencies is crucial to the measurement task since it ptovides- a

common framework around wh ch to design the measurement system.

two processes shou]d be obServed ) :

17 Ident1fy1ng the specific kdow]edge sk11ls and understand1ng required in

The first process s1mp1y asks for some assurance that, everyone understands
what is meant by ;the competenty statement:— C]ak1fy1ng the context(s) helps
explain how the competency has been interpreted in relation:-to 1ife-role
funct1on1ng - It also helps specify some of tHe conditions that should be
created- in., order to measure. acqu1s1t1on of the cbmpetency. For examp]e,

_knowledge of ' the relationship of pr1c1ng to packaging can be tested in the.

classroom. If that know]edge, however, is, a seCOndary component of a compe-

# a month's worth of adequate meals’
for a family on a timited income, pewhaps the acid test should be to observe
whether that knowledge is used' in the ¥gntext of a planning and shopping

“activity. Furthermore, the teacher or someone else may want to judge the

perfonmance in terms of a, balance between meal adequacy and purchasing economy
throughout the month.

» «

. Specifying- performance charq;ter1st1cs of -a_competency: Once competéncies

have been defined, student performance- must be considered. Observation
may span simply not1ng facts or .occurrences to actually drawing a conclu-
sion. The mode of observation depends largely on the_s Qec1f1c1tx of a partic-
ular competency. The more specific, the more likely 1t is that observatien can
take the form.of noting” prescribed, facts or occurrences. With more global

definitions, observations may take the form of copclusions. Such conclusions *

are genérally based on facts or accurrencds that seem to the teacher to be
-,

When observatHg takes the form of drawing a conclusion about the existence of
a competency, “the result is often viewed as subjective or.nonanalytic. ° How-
ever, analytic forms of opbservation (noting facts or% occurrences) are not
always possible. . Both forms of observation exist and each ;has a place in a

" competency assessment system. An example may help to c]ar1fy this po1nt.‘ .

[
* s
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§uppose the student competency reads: "the student is able to contribute to
' g and 1nf1uence~the efforts of a group inea construct1ve and con51derate. manner."
© , Observattonal criteria could be deve]oped Wh1ch‘1ncludes Sucﬁ oon§1derat1ons
- as: did the student talk; did anyone acknowledge that the studept modified an,
“initially eipressed opinion; did the student ‘attend to the task .at hand; did
- the’studernt;acknowledge the contributions of others and‘pr actually mod1fy an .
“ initially .efpressed opinion, etc. Each of these criteria fUrthe§ clarifies the; »
competency : statement and enhances ‘the ¢ objectivity of the informgtion prqduced.»
In effect ;hese criteria’ specify -how any ob%ervey can knagw wh ithe competency
is bejng - GEmonstrated as such., theytrepresent those-p%rfo nce ingdicators-
‘*that 11 teachers agree to 1ook for in assessing attalnment‘of he competency

-~ On, the other hand, ‘whit about the word "1hf1uence in the statement7 The //>
: . character1stfcs of “"influence'w are-'not all that clear from the performance,
" indicators given. ‘When such .is -the case, one of three aptidns are available.'
: First, téachers can deal with the nature of influence (in relation to the
intent of the c0mpetencj') and try to agree on a set of indicators. A second
a]ternat\ye is, to provide no further guidance and ‘alTow teachers to 1nd1vad-/
ually 1nterprét the’ intent of the term "1nf]uence" as they observe diff¥rent
- situations. .The third ultimate alternative is to recommend that ‘the word be~
droppéd fromthe statément, The first-is obJectﬁve or analytic, the second is
. subjective _and perhaps nonanalyt1c, and the th1rd el}m1nates the prob]em
+ 7, altogether. |\ ‘- . >
. . T oL & ST -~
> ..~ Gathering performance information:  The preliminary work has been accomplished °
" once the cémpetencies "Have beeri specified, perf@rmance requ1rements (indica- ;'”
tors) estab]1shep and/or observation criteria set. Measuring student compe-
* tence is the next step, and it has twé parts 1) eliciting a perfonmance and |
. 2) measuring the performance relative to desired indicators. These activities
. Wil produce 1nformqt1on on the presence or 1eve1 of a student s competency.

In prepar1ng to e]1c1t student performance the fo]low1ng should be ‘considered:
. Identf?y and select existing" medsures appropriate to the performance
_— y 1nd1cators for a coqpetency

Vo

N,

’ ;:“»,

a4 * -

2. Estab11sh the need for hnd -construct other tests as appr0pr1ate.. . ¢

3. Produce appropriate, sets of- observat1ona1 check11sts, rating 1es, etc., | ’ |
“that give structure to\the variety of things that should b observed

o N , or judged. (These are developed (direct¥y from established performance
'\ requirements.) ° o - : ror . :

Once the neasureé are setected or developed, it is necessary to plan forf
employing these measures. Who* (will be involved), how and-when' are these’ .
~d measures to be applied? How will ev1dence théf a student has acqu1red a

mpetehcy be recorded? . .
S . ‘
I/ - \‘ ’
< " "1?)" s R
.o\ \ - . e
. ) ' . . )
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\ . . .
. . . ' " <’ .
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Competencies and their performance indicators should be .reviewed and identified

as to how "broadly" a competency myst be demonstrated. 'In the earlier example -
. of working constructively jin groups, one could decide that this &bility must be -

demonstrated in several situations of ‘groyp work superv1sed by . different
~teachers.  If- this'is the case,. all the teachers could make judgments. It

wbuld then be necessary td indicate whether it was necessary for the ability to .
be demonstrated in all situations. <As$ an, alternative, only those ¥eachers
.- conducting group work where constructive pa txc1pat1on is a primary course

or program goal coukd have respons1bf11ty for mak1ng the Judgments. In short,
Wt should be decided how many judgments are necessary and who will be respon-
sible for making them. Planning ‘for, recording competency attaihment tan theh
proceed i#n an orderly fashion for both the classroom teacher and d1str1ct
records as well. . -~

' . . -

Deve10ping standardszfor making judgments: : The measurement design should
include some decision rules that anticipate variations in student performance/
These decision rules clarify further what it means -to possess a competepcy.

For -example, if a student passes the knowledge test but fails on. other cri-

teria, a -decision ruTe m1ght be that possession of the knrowledge alone is

.igsufficients However, when a. competency has been demdnstrated but the student

does not pass a knowledge-based performance indicator, dec1s1dn ﬂules may be:

needed which address the fo]]ow1ng questions:

¢

If demonstration of know]edge LES gresume necessary, is 1t
- . in fact necessary to satisfy the requiréement?

Does tﬂg test” measure the dimensions of knowledge that \ . '
"are reflected by meeting- all other cr1ter1a7 L

) 8 Is the knowledge reflectéd by meet1ng all other criteria . oo
sufficient to satisfy the requirement? cLr

- . !
These questions may lead to the conclusion that further "knowledge 1nstruct1on

i$ not needed for the student..-Instead, what may be needed is Further refine-
ment of the competency defimition, revision or exclusion of knowledge tests,
revision' of the observat1ona1 checklists or rating scales, or even rey1s19n of
instruction. K .

¥

Other kinds of decision rules should-address the quantitative characteristics
of a performance. In the example of contributing constructively to group work,
one question might be: How many "contributions" of @ "constructive" nature are
sufficient? And what about a performance that seems more than adequate but
differs from prescribed indicatqrs? The decision fules that are arrived &t to
answer such. questions set the standard for th&~udgments made. ‘-

, 7 ; B - T
- / . . N
¢ : ' oL .
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. Judging competency demonstration: When it comes to actually judging whether a
> competenCy has been déhonstrated two points about Medsurement. data should be 7
: kept c]ear]y in mind:’ ) . .

1. The distinction between the objective data and the observatidnal data that
are’ descriptive of- a given.competency, and

2. 1 The re]ationship between these two. - ' :
A Y

) ForeSOme competenc1es, objective (test) data that indicates acqu151tion may be
sufficient. For others, observational (judgmental} data may be-all that is
apprepriate or necessary. For stil ‘others, both may .be appropriate and
necessary. When observational data is used, it shou]d be made c]ear whether .

_objective test data. shou]d also be con51dered

fEnsuring that judgments are.not unduly affected by 1nappropr1ate 1nf1uences is
the most critical part of the compe1?ncy assessment process. No mattér how
carefully p1anned the system, such in ueﬁces are always present Most people .
are aware of-many of thes® inflyences and can respond accordingly. Some of
these influences, however, are offen so. subtle that unless those making judg-
ments talk about them from tTme to time, they escape detection. The following
list reflects those conditions or influences that must be guarded against if
there is to be an e?fective @p]ementatf%n of a well- p1anned system of teacher

Judgment. - - . i ) # )
1.. . Pub]ic and/or teacher fndiffErence ab‘pt the characteristics to be
Judged . . . . . .
" 2. Differences. in 1nterpretation of the competency characteristics that are

értto beJudged L ‘ 5

3. Friendships with studénts, parepts. v

J"ﬂ
4. Apprehension over poss1b]e lack qf administrative supports,
5. "First im ressions oF students. ' <, ' ‘.
5. Finsg imp dents.” o e
6. Student a rances (unre]ated to competeng characteristits) ’
u\ _ RPG% ‘ p Y ' _

" 7. Jumping to conclustons=gbased on unreiatéd observations). a;

8. Guessing on the basis of inadequate observation, gambiing . o

9. PreJudices prior experiences. . ',

-~

10.‘ Halo effects- (coming from perceptions of genera student ab11it1es)*
x“‘
‘1), - Comparing students to each other rather than to the competency character-
istics to be Judged. -

-




N 0 . -
' .

SR

/ ‘e
- . / :
“ . . . . 5 . .
i I3 / *
- - ~
t

2. "Knowledge" of students (and/or families) based .on" previous ‘experience
with other siblingd. -
. . \

13. , Granting credit father than asking for,he]p:1n designing activi;féé that
develop the desired characteristics: in students. £ ’
e l

™ ook good" (i.q.,/everyone‘acquired the

v

l4. Having a need for. the class fp
characteristics'to be ‘judged).

+15.  The "standing" ®f student's family in the communi ty.

- o’

¢ “. )
lb. A Tack*of training and experienced #n the manner learners of varying™
; .. Characteristics may display desired characteristrcs. ,
. . \‘ 'v - 7
17. Granting or’withho]ding credit for competency attainment as a reward or
punishment incentive, irrespective of student perfonnancg. = . ’

Taking action ‘on competency demonstration data: Testing and/or observatibn
% provides information for a decision. If all criteria are met,, the teacher may
indicate the performanfes for a particular competency that have been demon-
strated. If .any competencies are not demonstrated, those that are not .should
be identified with recommendations made for further work. The point is that
Pction must be taken. Granting Lredit is simply a matter of recording the
student's accomplishment. Not grmanting credit, while it is a type of action,
does not fulfill the. policy to ¥provide instruction to‘ those who—need it.

What approach to take when credit for a competency cannot Be granted should be
clear if the. competencies and théir performance indicators have been well
thought out. A listing of those performance indjcators not demonstrated cag be
_given to the student and/or his parent to show why credit has. not been given.
A statement of the jnstruction offered that will provide for the student's
remaining need can be .offered, The important  thing s to employ positive’
action that reflects good planning, a sense of purpose and a concern for the
/ antinuiggldevelopment of the.student. , " -

-

A perSpectiv;;,dpescribing a process is often more complicated than implement-

ing it. From _d practical poift of yiew, the system should be a help--not a
hindrance. at has been suggested here ,is a systematic method of ‘organizing
to measure those competericies where reliance ,on teacher judgment is. neces-
sary and appropriate. The questions r!ised here are bound to arise sgoner or

later. If the Mistrict has a small n r of competencies stated igp broad,

‘general terms, the principles present @ here shaquld help that district to
1ogica11y address tke measuremeft task. If the district has a large number of
specifically stated competencies, the principles may-help the district evolve a
more limited yet manageable number without being afraid of overlooktng specific
components of instruction that are ¢onsidereq important to measure. ,

!
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‘Staff Training - .

Teachers vary widely in their philosophies about the purposes: of schqoling;, and
sometimes these philosophies seem at odds with each other. More often than
not, differences do not relate as mdch to thexpurposes of schooling as to how
one serves .these purposes. Nearly all teachers wi#ll agree that “schooling
should help equip the student to participate in life. It is because of these
disparities and similarities that attention need be given to training that can
sharpen teacher .judgments about student attainment. ’

“There are five important-aspects to a training program designed to help teach-

ers produce information that can be trusted as evidence of a student's acquisi-
.tion'of a cbmpetency. . :

1. Agreement that developing competence; however defined, is one of the gdals °

of schooling. . .

. 3

2. An awareness that the same competency can be -interpreted differently aﬁong

teachers, and that strategies are n;ied to eliminate some differences
.and incorporate other differences where appropriate. .

3. Identification\of those elements of a competency that are best assessed

»+ through observation and the provision of criteria that provides teachers a
' common ‘perspective. , :

4. Development of an awareness of sources of personal bias that can inappro-
priately affect a judgment. L

5. Practice in using observation systems.

The first item is especially important in situations where there is uncertainty
amorig teachers about the usefulness of specifying competencies. Without some
consensus as to its utility, there issno point in proteeding further. ‘It myst
be agreed that a competency statement providés a basis for students’to demon-
strate that they can apply what they are learning. People do not learn to be

competent, they become competent as a funct#®n of learning.

‘Items 2 and 3 are crucial in desfgning the measurement system. Items 4 and 5
cannot be overemphasized in 1tght of the various influences, listed earlier,
that. can bias judgment in undesirable ways. L

Process. Management ’ . . .

Nearly everyone is familiar with the occasfonal raised eyebrow when a teacher
finds a student who cannot do something that competency records indicate that

student should be able to do. Typically, this is a response to current perfor-.

mance measured in terms of personal standards held by the teacher making the
"discovery."  Such situatigns indicate that notes showld\be compared and
interpretations cTérifie@: ) > o Pl

'
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How one manages the teacher judgment process in competéncy assessment is a
matter of individualvchoice,“available,time and readily available resources.
.The "lack of time and resources" often prompts-a schodd to "“leave it up to -
teacher judgment" in the first place. Recognizifg these:constraints, the fol-
lowing discussion focuses an two general but contrasting.gtyles of .management:
1) management. by system mqnitoring,: and 2) management by exception. Each of
‘these has certain strengths and weaknesses. Both require a commitment to
practices that will result in information that is trustefl-and has credibility.
Management by system monitoring: = MNonitering. i% onq\@gproach$ to)m@ngging a
system in which teacher ‘judgment plays a significan€ ‘role in determining

competency acquisition. Planned,and consistent monitoring can include:

1. Periodic review of sources of bias to déVelbp and maintain awqreﬁess, and
to identify any new or emerging sourefs; e.g., just before reporting or
recording periods. . '
Periodic . review of competencies' and indicators of ‘their acquisition to
identify any that should be added: or are troublesome.

- -

Periodic review of competencies and .their®indicators to confirm their .~ - -
continuing’ relevance and importance to the 'student, school, parent, and
-community. ) ' S

- These monitoring activities can help maintain the mutual understanding among
staff and .faculty which is essential to the exercise of good judgment. ° Some
‘weaknesses or trouble spots, however, should be avoided. All staff and facylty
must participate. Monitoring should précede any formal reporting or recording
period to assure best accuracy. Over time, monitoring can becgme redundant,
ritualistfc, and time-consuming for a»Thfgé’bumber of people. This redundance
can be avoided by identifying _ahead 'of time any concerns that are developing
and planning the activities so that participants are involved -where need
be. ’ o . .

Management by exception:~ Rather than étfemptingrto cont}ql'tbe entire system,

the school may choose to deal only with sityations An which somepne takes

exception. * Some view this as "crisis management," ndt having the' "strength-
of-character" necessary for good management. However, -the degree to which it
becomes “"crisis managemént" depends upon thel extent students ahd pavents raise
exceptions. Teachers can and shodld anticipate possible exceptions.. Just as’
clients have every right to raise issues, so do pragtitioners. Too, some
students may not démbrstrate the required performances in the natural coursé of

events, but suddenly I'can" when the matter is reported. - g

Management by exception should provide an outline of the various conditions
under which teachers and administrators are expected to raise ‘questions about .
the. adequacy of the teacher judgment prpcess. For example, if an unexpected
number of students-. dre shown as -having acquired (or not acquired) . certain
competencies, there should Re réView and action. When students or- parents
challenge a judgment, there "should be a prompt examination of the criteria,

)
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performance, and possible b1as that“ entered into the Judgment, - Parentheti-

cally, such challenges -tend to be minimized when appropriate actio#™is taken on ..

the basis of a: judgment, since the . reasons . for the judgment are clear, If _
several teachers make different judgments” about the same student relative to
the same competency, -the case should be examined. The student may be reflect-
ing ‘different faces or the teachers may be actually. looking at different*
indicators. It is important to determine these probable causes s1nce the
action to be taken can vary dramat1ca11y.

Clearly there are many, conditiogs that give rise to the n&d- fbr some form of a.
management. process. ~The effective use of teacher "judgmgnt in the “assessment .

*ff‘brocess will require management processes.that nurture mitual respect among

teachers, and a willingness to constructively challenge and be challenged.
Whatever management process is used, there should exist the attitude that
challenges of judgment can be healthy for the assessment system. Challenges
can sharpengdecision~-making and promote mutual respect between school and home.
Comparailvgﬁd1sp1ays of the performances ‘viewed by the parent ahd those viewed

by the teacher can, in fact, highlight sources of misunderstanding and/or how

the student 1s typ1ca11y behav1ng toward school requirements.

’



SOME_LIMITS OF COMPETENCY ASS'ESSMENT .

-

™~
» "',\‘ . we all need to ta]k to each ptﬁer .. .‘“

$ - ,--Trudy's Observatwn
o ' L x
The issues raised by Trudy and Emmy have been ‘discussed abdve. Procedures for,
dealing logicatly -and. systematically with the issues were emphasized. There ',
- are \ome factors, however,-that may hm1t what we can expect to achieve in any
competency assessment system that depends on human Judgment. -
Words: As in all human 1nteract1on, words can pe a.limiting factor.in assess-
1ing competence- because such words often do not mean the same “thing to alt
peop]e. No, madter how" carefully we defi ne a competency im a way that is clear
~ and unambiguous, we are limited not only by the words used but- by all other
words that may be used in interpreting them. _Elaboraté attempts to develop
statements -of operational definitions through' group work may help increase
precision and common understanding; they can also be divisive and lead to more-
misunderstanding. Words alone cannot completely solve the problem bf’ under-.
\/_;ta.nd&régﬂ competence. Competency.is a cgncept that is most useful ‘and Weaping- %’
. ful w those responsible for its -specification content themselves t;%y»anc]ud-s
ing on]_y those” aspects on which they can a]] agree. ) \-’{.2 e
‘React1v1ty of asseSSment procedures: Most, if- not all, assessment of human
behavior is reactive. That is, the procedures used to ehcqt and observe. the
behavior: (e g., competency) actually influence that behavior. When peop]e know
they are Heing observed, they are likely to engage in socially désirable
activities (if-it is to the1r advantage to do so).- Many behaviors cannot be
observed unless situations are created to provide the opportunity.. for such
behaviors to occur. A simple addition test. or a gimulated test ‘of driving -
skill are examp]e Howeyer such a imitation gn be recognued ulthout‘
raising, Unnecessary alarm over consequences. After.all, schodls cannot be.’
expected to control all the possible behaviors that students might exh1b1;
fo]]owmg schoohng. : " .

L4

The complexity of 1n}(pret1ve4,]udgmental Qrocesses Whether judgmental
processes are highly mechanized' (i. e., automated) or left to ™hdividual intui-
tion, judgments wﬂl not. be perfect. " The diversity of information ava11ab1e,
the preconceptions’ of the judge, and assumptions underlying the rules for
comb1mng information, all limit the certainty of Judgments. As has been
pointed out- by F1ske (1974), "Any statement about a person is a function not -
only of that person's behavior but also of the observer and the 1nteract1on
between ‘,t_d)hservek and the observed."

L1m1tat10ns in perspective: A d1str1ct should allow for reexannning all
assessment practices and decisions.' The :1imitations described above apply to
the granting of course credit as well as to asséssing competencies, and atten-
tion to one area will surely benefit the other.

o
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TEACHER JUDGMENT

B I An EpiTogue1

I- hate to admit -t, Trudy, ‘confided Egmy as she was comp1et1ng
her ‘turn at .the dupT1cat1ng machine, "but I'm finally seefng the
sense in all th1s . . . -

£

‘"In all what?” asked Trud who was v1s1t1ng ‘with Emmy-and hop1ng

the machine woqun t aga1n. ‘

“Oh, all of the»drscuss1on about assess1ng competencrEs and how
teacher judgment fits." "~ .-

"Oh yes,' Trudy.sa1d recaTT1ng the1r earlier conversation. "1
think we're aTT“beg1nn1ng to understand each other.” »

* "We truly arel" Emmy responded with conviction. ‘"It was. a lot of

work gett*ng there but the way it worked out'is really manageabte.’
My committeeshas Just f1n1 d ou 1nihg the procedures for keep1ng
track of what, 1s_going on.

“I'd 1ike to see it," sa1d Trudy. "The grouprisyas in out]rned the
conditions for relying on teacher Judgment. )
¢

"I know,. “Emmy sa1d and we, used that outline in our planning.

Here's how it looks." She showed Trudy the material she had Just
finished duplicating,

"Hey! oThat looks Ttke it might work'" Trudy echa1med as she
sk1mmed through the document. .

il

. |
-, v

"I see what you mean," Trudy said as she finished her skimming.
“I'm sure we'11 have some problems, but at ledst this way we ought
tq be able to see where th probTems are and.be better able to doh
ometh1ng about them.

"Anyhow, ‘we got ‘the show on ‘the road - saTd Emmy,.as the twq'
teachers prepared %o Teave { L . '
"That we have,” Trudy reffied a bit d1stracted Her thoudhts had
.turned ‘to a couple of h students that Just might havew little’
trouble . \ .o : .

¢ ’

.
» o —————
. o )

- v »
” ”

-

“The "mateﬁal" referred to WTrudy and Emmy 1n th’is epﬂbgue will,’
"be. found in Appendfx B and Append1x C. .+ .
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.- "Well, it's a start anyway," Emmy responded. “We pTan to revm’ R
what's happening from t1me te t1me e o » Just on generaT bridciple d
if nothing else." ~ . ‘ \
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APPENDIX A

. « "You mean you simply use your own R
- judgment in deciding when a student
has gained a required competency?" - p

.,' A ' / - » ] . . \

. -=Trudy s_Question'

’

Genera] Standards for Measurement

.

Trudy's quest1on of Emﬁf suggests that she recognizes that the ‘exercise of

teacher judgment in assessing a student's attainment of a competencyfis not'a"

simple, intuitive matter. Even Emmy's pesponse ("I do give tests . . .")
s indicates’ an awareness that something more is probably involved. But the
question remains: "What constitutes a good assessment system?* If an asses$s-
ment system is to be of any value, it must .provide for the production of
accurate and useful infonmation. . ‘ R

It is helpful to review some general standardse tommonly used in identifying
accurate and useful measurement instruments or techniques.! The standards

-described on the following pages are grouped in three genera] categories:.

conceptua] techn1ca1 and pragmatic.

&

Gonceptua] Standards K]

n 5,

~Without .some reasonable adherence to conceptua] standards, the outcomes of
" assessment, even though accurate, may *hold e meaning. These standards
. refer to specific properties of competencies and\1nd1catoro~qf their atta1n-
“ment. The properties include:

-

() Relevance - ,

‘e.  Representativeness ‘

(] Realism '
“ e  Understandability .

] Acceptabi]ity

1
',

"
Each, of these is br1ef1y exp1a1ned below. 7
L 4
Relevance: Competenc1es should have meaning in the life .roles for which
students - are preparing. For exagple, the abflity to compute can be demon-
strated as a technical skill, but unless the -student can identify a ‘computa-

t1ona1 need as it might appear: in “problem-solvind, 1dent1fy the appropriate.

. Il -~ . . . . A
. . .
- .
» P N
.

" .
L ! “ e |

i S

1For a comprehensive]y ]egetope sét of standards, the reader is referred to
Standards for Educational and PsycMblogical Tests {Washington DC, American
Psychology AssocTation, Inc., 1974). Another set, Applied Performance'Test-

;ing: What Is It? Why Use ft’- (Portiand*- Northwest Regional Educational
" Laboratory, 1975),."is also avai]ab]e and may be, espec1a11y useful for thgse.

-~ ’ - '

SRR U -29-

- . . B
| - 29. :

- a -
. « [4 [ ] ,

faced witﬁ deVeloplng their own performance-test1ng 1nstruoj;}s. -
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processes and solve it.as well, the skill has 1ittle meaning. The competency
and the indicators -of its~attainment must both be examined for relevance. If
the example cited arbitrarily required that a specific computational format be
used, the relevance of’ that requirement might he questioned. The matter of the
relevance of a competency and the ingicators of its jttainment should also be

examined in terms of desired district and program goals. . :

v . ,ﬂ’K{/ . . ';
Represéentativeness: ~ This property also reldtes to indicators of a competency’
as well as the competency itself. Indicators should, adequately cover' the range
of ‘content or behaviors intended by the competency. A complete‘set of compe-
tencies, on the. other hand, should .adequately cover the entire domain "of
perfofmance minimad1y expected of students when they graduate.

Realism: ~ There should be some evidence (if Only sommon sense) that acquiring
the competency is .not a'trivial or impossible task'for a student. In addition,
the situatjons within which competencies are assessed should be as 'nearly
realistic as it is feasible td create.
. . . ¢ .
Understandabtlity: Competencies and the indicators of their attainment should
be reasonably clear in expressing the performances expected of students,
Teachers, students, and/or parents should be'able To read them with agreement
as to meaning. ‘ ' : .

-

Acceptability: - Competencies and indicators of their attainment should be
viewed as appropriate and acceptabie. The relevance, representativeness,
realism, and undérstandability QP the competency assessment system can do much
to-‘encourage acceptance. The key is mutual acceptanc€ by a broad range' of
interests; e.g., teachers, parents,‘&urricu]um specialists, administrators and
* students. There may not always be agreement among these groups. : In the
absence of consensus, however, assessment efforts may be vulnerable to criti-
cism .{and to that extent, futile]. ‘ : '

-

In .summary, standards of relevance, represéntativen@ss, realism, understand-
ability, and acceptability are essential characteristics of good perfarmance
measures.. These characteristics provide a basis for discussing the role of
teacher judgment in conipetency assessment and faculty exercise of sound judg-
menta]l practicess . o )

3 —
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Technical Measurement Standards .I . ..
LIS % - v

The. technical standards presented here are not 1ndependent of each other.

Techn1ca11y, any measure that produces valid 1nformat1on in a~re11ab1e fdashion
meets the standard for good measurement. Evidence that a measure is reliable

and valid is often 1n1t1a11y developed through applicatiorm” of the conceptual
standards .suggested. earlier. .Eventually, however, the technical s tandards

themse]ves need to be verified.

..
L

(— .
Validity: The st important -technical standard is validity. Validation is
currently viewed as 4‘' process.of developing the finformation necessary to
Justify the interpretations one. wants to draw from.assessment data.  For
example, *i particular score on a math test is to Be interpreted-as evidence
of a student™s ability to deal with the computation problems of daily living,
then there must be some-evidence that this, in fact, is the case. This hotion
of vatidity differs from the traditienal one: Are we actually #easuring what

we intend to measure? It is assumed the traditional question js addressed by

applying the conceptual standards- described above. The technical question is:
Can we legitimately make the interpretations ,of the assessment data that we
would like? e

-
%

Reliability: In addition to being valid, measures’ of .student, cbmpetencieS'

should be reliable. This means that the measure must corsistently produce
similar results when similar kinds of students are measured, regardless of who
administers the measure. To 11lustrate, two teachers “observing a small group
of students perform a task and using the same Miting scale to rate, the perfor-
mance of each student, should produce similageratings for each® student. Since
measures of student competencies are to be used: for indifidual decisions about
student progress, . they shou]d be reliable enough that decisions can be made
w1 th confidence. . - , —

. . >

Expected Intercompetency,ReTat:onsh1ps Var1ous'competencies in one area of -
development may be more or less related to competencies in other areas. Many -

basic mathematics and the competent main nce of checkbook balances. These
may be called dependent relationships. On “the ‘other hand, when one ‘examings
the purpose and intent of other competencies, it becomes c1ear that no such
relationships are ‘intended. . Functioning as a citizen on the streets and
highways, ‘for example, does not necessaridy require competénce in writing. and
verbal skills. Technically, this lack of a necessary and dépendgnt relation-

of - these relationships are obvious and/;:#gcted for example, -competency 1in
a

jﬁﬁip suggests that one should observe the student on the streets and h1ghways.

could simulate & street er highway . s1tuat1on and observe the student's
responSes to it. A measure such as a written essay on ~fules of the road,”
scored for accuracy and . comprehens1veness mey - be ‘moré ‘convenient;. but the
ab111ty to respond "with competence" may be as much a funct:on of wr1t1ng and
verbal skills "as.it is of knowlege of the rules of the road. " In, fact, there

may .be a real quéstion as to whether a written essay of-any kind actua]]y&

addresses the intent of being a citizen on the streets and highways.

. .
v

\ . N ; &,

.
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Sensitivity to Instruction: It makes ]ittT‘/sense to include in competency
measures, performances that cannot be effectively taught. Such measures will
. provide little informatidn 'on the effects of schooling. It is no% always
+ .+ possibl@ tb know in advance'what can be taught in the time available, When a/’
o~ var1ety§of 1nstrdct18na1 approaches have béen-tried and a measure-does not(jrou4._.
B student progress toward ‘the desired outcome, the measure is of little use\r It ¢ -
¢ may be necessary to reexamine the competency and the ‘indicators of its attain-
meht in order to argive a} a more useful andfnnstruct1ona]1y sensitive measure.

‘Cross-Situational Stability: .If it is expected that demonstrated indicators of .
- competency are likely to occur in a science class as we]] as in an Engl1sh
«class, then there should be no major differences in the expected euttomes of
measurement in e1ther situation. For example’, 1mag1hﬁh:%§?mpetency measure on

a student's ab111ty to seek ,out ‘and use available so . of information for
various purposes. If the measure is proper]y constricted, the student's
performance should ' 'score" the ‘same whether he 1s pursuing a science project or
an English ass1gnment. -, . . ,
Freedom from Cdntamination:‘ Most criteria important to teacher judgment in
) assessing competency attainment appears under this standard. Therefore, it is
discussed at greater Tength than. the other measurement- standards. Some gener-
‘alizations from the research literature on the ab111ty of persons to Judge the .,
Cos perfonnance of others are al$o presented.

Contam1nat1on results when influences other than the actual character1st1cs
being measured .color. the final score or judgment. Human’ Judgment is suscep~
tible to a variety of influences that may cause part1cu1ar kinds of measurement
errors. Errors of leniency exist when the student is givem the benefit of any
doubt and is. rated-as more, competent than other evidence might warrant true.

‘ _ The oppdsite error, one of severity, can -also ‘occur. Halo effects occur
» when students are xated br judged as being high- on-all competencies. Fhis.
usually. occurs when \the ‘rater beélieves that “good students” tend to be “gdod" ’
e “in a]l areas. More.general than halo effects are logical errprs..caused by
" relating two separate traits or abilities. For example, the rater who believes
that academic ability and creat1v1ty are highly related may show a strong
-tendency to judge the two abilities in the same way. A contrast-error refers
to a rater's, tendency to Judge others in a manner oppos1te from the way in,
. which they perce1ve themselves. A similarity error 1is the opposite of a
contrast error. . 'Errors of tentral tendency, occur when a judge is hesitant
to rate 1nd1v1duaTs at extreme ends of a scale (make extreme-judgments about
individuals). Proximity errors can be caused by placing two or more .related
items right hext £o one another on a checklist or rat1ng form. A rating on the
first might undu]y influence rat1ngs on the second. E

A var1ety of factors may underlie these errors: teacher characterist1cs,
o teachers' ~preex1st1ng knowledge about' a particular student, teachers' role
| - . . perceptions and teachers' percept1ons of the consequences of’ the eva]uat1on of
studentléompetency.,

4
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Littie 1s known about the relationship between specific teacher, charatteristics
and ‘the ability’ to judge students. There is evidence that the age and sex of
Jjudges are not.related'to the ability to judge. Factors that appear’ to be
positively related to the _abi111y to Jjudge are: intelligence, emotional
adjustment,  social skills, esthetic/dramatic interests, physical sciepce
pursuits, and insight into one's own S$tatus with respect to one's speci¥ic
habits on peers. : " .o ' ’
' . L . ‘-‘.’

One person's implicit "theory" of -peérsonality appears to influeﬁqe>judbmenfs’

about others. This ¢ould cause logical errors, halo effects, etc., as-well
as judgments' based on "first impressions,” student - appedrances, foregone

-

conclusions, guessing because of inadequate observation, and various forms of

prejudice. .

Kngwledge- of siblings or a family“s status Tﬁ'the community provide awarene?s
that can influence judgment, of ten in subtle "unconscieus” ways. -

* .

Errors in judgment can also be caused by the teacher's perception of ‘the

teaching role. Some’ teachers may see their role as simply granting credit to

Ky

students while others wbuld use -assessment, to build student 'self-confidence.:

The latter may be inclined to make intentional errors of leniency; the former
might be intentionally lenient or iptentionally "tough" (severe), depending
upon the value placed on the credit. :

Another area affecting judgment 1ies in the, perceived consequences of compe-

tency assessment. If, competéncy assessment threatens to ‘affect friendships
with students or parents, then contamination may resutt. Presupposing a lack
of ‘administrative support for judgments made, or that the judgments will be
used for- "evaluating" teacher'effectiveness can also jedpardize the assessment

process.

A variety of factors tend to confound human judgment of the competency of other
people. The chief probTem, then, with the use of judgmental- approaches is
controlling the degree to which irrelevant factors “color" or "contaminate” the
judgments made. v . P T

e
1

Pragmatic Standards -

Pragmatic stakdards recognize particular rea]itieg’imposéd upon -the measurement
process. These standards are no less important than the others since any

system that peatly meets all measurement standards,-but cannot be implemented, .

is-pointless. .

. I )
Economy: . Megsures of competency should be developed, applied, and interpreted

with . a V¥iew| to economy. Expenditures should be weighed against poténtial
benefits. People must be considered jn terms,of ‘the time and energies. avail-

"able. Ultimately, practicality will largely dictate much of the measurement

activity'in terms of competing activities and available budget.
LY RS . El '
3 A 4
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.(i:ziructipn-is working to develop ‘student competengies.

¥ Lot ' R
* 4y . ) ¢
L
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Contribution to Instructional Improvement : Although competency assessment is,
primarily-.used to determine the status’of studept attainment of compétence,
there can be other benefits. - One significant benefit is. its usefulness in
improving instructjon. - Performance information at the individual level, the

course level, or the program level can bé used to determine the degree to which

'S a'! - M ' -

The conceptual, téchnical, and pr&gmatic standards considered above are_generdl

standards that apply to all measurement activities. They have been discussed

24

here to provide a nontechnical backgfound for better understanding some of. the -

"problems" Trudy was trying to explain to Emmy.
tency assessment, understanding the standards tg
ities, and planning based on trust and respect®
“system of teacher judgment can be implemented.

¢ N . 5
4 B

Given a definition of -compe-
e met by measurement activ-
a reasonable and effective

v

.
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o , APPENDIX B . : B

- . Sample Conditions for Effective Utilization of Teacher Judgment
in Assessing Competency Attainment

.

»

a

—_—— - ¥ : _

Thg' outline Trudy's group had prepared (see Epilogue) was included in the
material as an opening statement. It looked like this: -

r.

Rationale and Purpose . ' . L .

..~.,

. The 'judgment of teachers as- individuals and as groups is vital to the respons
siblé and efficient operation of any education program. The school district’
and its, teaching staff must share a common understanding of when and how
_teacher judgment“can best be exercised to meet district needs for assessment

information. Thig -is particularly true of the neéd to assesg=student aftain-

ment of the compi —requirements—for graduation.

Conditions -

’ -
- - -

The fol]owiﬁg outlines the‘cpnditi%nséunders«1mich.teacher judgment A may be.
expected to contribute significantly to the competency assessment task.

’1. Each competency statement has been examined and:
a. Its continuing importance to the community and school verified;

' b. The characteristics (or pe}formance indicators) identified that

are best measured by means other. than teacher judgment.
S e

2. The technical capacities of the district and its resources have been
utilized to the extent possible in.identifying appropriate nonjudgmental
. ) measures, of each competency. . '

~ 3. Each competency statement has been exapined for those perfonnénce indica-
tors that should be judged: ' :

. a. By mote.tﬁan oﬁe«tegcher;

b. At morg than one po%nt in time;
c.. At all points in time. | S ':?
4. Each pérforman iodicator for each competency statement has been exam-

~— ined, identified ‘as\-required or optional (alternative), and assigned to
' the.courses in which.they can or are to be-.demonstrated.

) - v . ‘ - : .
L L . , -
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5. All_teachers share ih theirwnderstanding of the competency requirements
and the performanée indica;ors for which.they have a responsiblity.

6. Al -teachers are currently aware of those factors that can “often bias
their judgment. . ) . i

N .

Suitab]e1 checklists or guidesheets have been prépared for use by teac ers, -

to aid in making uniform judgments of the pd¥forman;es they are charged to -
assess. )

\

N f
' .
,

‘ ’ g CL ,
}By “syitable” is.meant those that are necessary’ to -adequate and uniform
- rassessment and are understood and.used by -teachers. ‘
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»

‘ Sample Practices Related to Competency Assessment, L
" . Teacher Judgment, and Record Ke/eping

- Thé material that Emmy's group brepared (see Epilogue) 1ooked 1ike th"” ;.

' J [

-

T
»

Assessment, Teacher Judgment, and Record Keeping /

K - . . : / =
RationaTe ’ “

-
» .-

Available resources and personnel make it necessary for the district to. carry
out its competency dssessment responsibilities within the 1imits of past
- assessment practices. °~ The conditions have been established which permit
v teacher judgment to- be focugéd on the information-needs'of the district in a
uniform and ‘considered way relative to each competency requirement.  Certain
standard® practices” are necessary to avoid the burden of increased record "
keeping.. ) N . '

»

e

Practices

1. A1l teachers having responsibjlity for obsérving tﬁe competency perfar-
: mance indicators assigned their respective courses-shalT, using prepared
" checklists as necessary, determine whether the required indicators (or

approved set of alternatives) have been demonstrated by each student o
before.finishing the course. ) .
> .

2. In the case of the student succeSsfully completing a course:

a. No record need be made if all performance indicators assigned the
* course have been demonstrated as required;

B. A checklist report (pink sheet) will be prepared for the student's
file reflecting any required perfformance ifidicators not demonstrated.
(If a student passes the coursé this will be unusual, but there may
be instances where approval. of course -credit is appropriate even
though some indicators have not been demonstrated.) .

3. In the case of a student failing to completé a course:

a. No record need be made if.none of the perfarmence indicators have
_been demonstrated. ) :

b./ A checklist report '(greeﬁ sheet) will be prepared for the étu&.ent's'
"0 file reflecting the required performance indicators that have been
.demonstrated. .

. , " - ~ . -
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2i» In any case where the teacher feels a marginpl‘judgment has been made:
I y ’
a. In favor of the student, a ghecklist report (green sheet) will be
prepared with an explanation g; the marginal judgment;.

-

14

b. Against the student, an explanation of the marginaT judgment will be
incTuded on the check}¥st report (pink sheet). '

5. The counselors: shall monitor A checklist. reports prepared for student
files and interact with the administration and staff as necessary to:

a. Plan responsive instructional -experiences; o

-~

b. -Gain approval‘of'alternatives; or,

-C. . Arrange review of the competency reqdirements and/or the fit between
the instruction offered by a’cqurse and the performance indigators
* being observed there. - - ‘

It should be noted that these practices have not been fully tested and that
there may be problems. However, as experience:is gained and the matth ‘between
instruction in a coyrse and the assigned performance indicators-is sharpened,
formal record keeping by individual teachers should be at a minimum. '

Yo s CNE o as A

€



-

L=

E

&

QI-IIIllllllllllll.l.;ll.lll"..‘llllllll

e e T T Y T Y T Y L L R P T PR L R L I P P PP Y R PR Ty YR DL YL LYY Y

RIC '

Aruitoxt provided by Eic -

LAS ‘ J

THROUGH OBSERVATION AND JUDGMENT

5

and maii it back to us, We want to hear from you!

MEASURING PERFORMANCE: VERIFYING COMPETENCIES

.
Would you recommend this publication to a colleague?

» rd “
Yes, without reservations

— Yes, with reservations. .
e No . .
Other

’, -
D:d you read. thas pubfication? .7
—— Completely, . P
—— More than half
s Less than half , as
——— Just skimmed
. . .
Does this publrcatron fulfill its purpose as stated n the
preface or introduction? ’ i
. J
]
___ Completely
—— Partly
_— Not at all .
Did you find this publication usefu! in your wog7
. Often i
—— Sometimes A
— Seldom # -
«— Never
- 4
Which section 1ssmaost valuable? - :
What type’of jork do you do? «
- -

—— Classroom teacher
—— Consultant tq’classroom teachers .

—— School administrator

Othér -

N
« "

v

When thls‘pubhcatlon 1s vevised, what changes would you like to\see maﬁ7 . : .

'
TN -
©
\

YOUR VIEWS ARE IMPORTANT! After you read and examine this publucatron please forward your comments to the
" publications staff of the Oregon Department of Education.
Or, for your convenrer)ce,,thr's response form is provided.

If you would rather talk by telephone, cail us at 378-4776.

.

,PLEASE RESPOND §o that your views can be considered as we plan future publrca‘trons Simply cut out the form, fold

I3

»

.d you fand the content to be stated dearly and

accurately? * ¢
L]

___ Alwa¥s yes

— Ingeneral, yes

—— 1Ingenerak, no '

_.... Alwaysno .
._.___‘O'ther

~

Were the contents presen§d in a conventent format?
. -
—— Mery easy to use .
— Farirly easy ’
—— Farrly difficult ” ’
- Very drffrcult
___"Other _*

o
. A

. - T

Did you find this publication to be free of discriminatjon -

or biased content towards racial, ethnic cultural and °
religious grgups, or in terms of sex stereqtyprng7
PN '
= os, without reservations ’
—_— Yes, with reservations

_:,_NO

__ Other_-

v

?

N -
What is your impression of the overall appearance of the .

publication (graphic art, style, type, etc }?

bal
Txcetlent

Govod
Farr
Poor

P
LA

-

’ v d‘* »
-
h !
.~ “ " /, .
Additional comments (&ttach a sheet if you wish.) '4’ i : . (
/
. . z \ . . ?
: , ¢
N ( CL : ”, .
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