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ABSTRACT 3 LR
. The document is the final - in a series of fcur
competency-based modules produced for use with inservice teacher
education programs in consumer education. Tte main ckjective of the
program is to assist curriculum develcgers and elementary and
secondary classroom teachers as they plan, develop, ixplement, and 4
evaluate a nuitldzsczplznary consumer e€ducation program. This acdule : .
\BPresents numerous exercises to help teachers evaluate student
performance in consumer education prcgrams and cffers suggestzons'for
evaluating consumer education programsv The module also fresents
* pretest exercises to assess knowledge cf evaluation technigues, a
glossary of evaluation terms, and suggestions fcr follow-up
activities such as analyzing poor test items and comstructing. valzd
test items. Activities involve the teachers in matching and\amultiple
‘choice exercises, taking true and false tests, writing essay
discussing evaluation techniques, givirg examples of cognztive
processes, recording observational data, and prcviding justification
for various methods of evaluating student attairment. Background
information is presented on noram referenced and, criterion refeienced
tests, collecting and analyzing observaticnal data, test data,
measurement characteristics, and test validity. Upcn ccmpletion of - - -
the exercises in thzs module, teachgrs are expected tc ke alkle to
: describe the end ptoducts, elements, and prcceises cf evaluatiohyg
. construct test iteams based upon -a given content; and apply tasic
guidelines fo: writzng objectzve test items. (Author/CB) . 4
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Asou"T THEMODULES IR

.

This: module, is one of four competency- based modules ptoduced for use with
.in-service teacher. education programs in the area of consumers’ educatlon The
principal purpose of the modules is to assist currrculumleaders and tea achers w‘t’h the
- ‘planning,. development |mpIementat|on and evaluation. of a muItrdrscrpIrnary_
consumers’ educat|on school program. Whrle the, modules do not comprise a
complete in-service program they provrde a substantral foundation for both
elementary and secondary teachers. . . .
Module 1 - provndes -an orientation to thrs program area and presents a )
generalized curriculum framework for the shaping of instruction and curricula N
outéomes. S : . B K B
‘ ) - Module 2 presents 3 gonceptual framework drawing on major consumer and
econoemic concepts and economic generalizations which hgip comprise‘ﬁ core of - )
- competencies for the consumer educator. These concepts and senerdlizations
provide the basis for cafriculum building. . . '
Module 3 provides a set of experiences desrgned to help teachers relate~the
) above conceptual framework to existing traditienal school su b]ects Several exercises
are provided to help the, teacher rntegrate the above concepts ‘and generalizations
into an existing curriculum. : . 4 .
Modiile 4 provides experiences that will engble teachers to improve thenr
: techmques for  the evaluation of student performance in consumers education.

Procedures for program evaluation are also outhned! ) A ' ¢ K
T Each of the above modules is a seff- cqntarned product intended for teachers to
complete at théir own One or all f0ur miodules can be used to improve 5
mpetency .in a givé®® area. Each module contains a Terminal Performance Coa
gb;ect?e"a competency each teacher should acquire upon compIetlon of the

module. Enablrng Objectlves comprise subcompetencres teachers should achieve as
.. they proceed through the module. Enabling Elements contain instructional content
" designed tQ,help the teacher meet the Enabling Objective. Pre- and post-tests are
provided to, help the—teacher deterniine whether the Enabling Objective: has been
s - .mastered_or where addrtronal re\Qew is. necessary At the conolusron of the module a
* follow-up activity is suggested ‘ . -
We srncerely hope' ‘thats. beyond creatrnga basic teacher competencres in
Consumers’ Education, these modules stimulate a strony interest and enthusiasm in ,?
th|s vitdlly |mportant field. . -t “
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RATlONALE OBJECTlVES AND HOW

- TO USE THIS MODULE 3
ﬂ'
Rationale

- * . . ¢

5

¥ . .o . .
- To evaluate is to make meaningful decisions based upon the best information at

‘hand. The thoughtful evaluation of the Iearnmg/teachlng outcomes of consumers’

education is the most effective way a teacher can assure that the efforts to |nstruct
and the efforts to learn will produce thé best results practically obtainable.

Evaluative decisions may be made during'the course of “the mstructnon and
study -of a unit, or at its beginning. The evaluations conducted at these times lead to
decnsnons to contlnue the instruction and study as it'is going, to change nim certain
ways, or to start certain students on the study of new rhodules or units. Evaluatnons .
conducted to decide whether, and how best tb continue a teaching/learning actwnty,
or whether to start a new one are called formdtive-evaluatiops.

.Evaluative decisions may be made at the close 0f a teachmg/learmng sequence.
The teacher and the students need to know what has bgen learned during the course
of the umt and the teacher must decide upon its adequacy and quality. Evaluative,
decisions madé at the close of a teaching/learning sequence f@r the purpose of
summing™p the adequacy and quality of the outcomes are known as summatlve
evalyations. Evaluatuons upon which uni#or course grades are_based are summative
evaluations. - : -

The purpose of this module is to describe appropriate techniques for obtaining,
in usable form, reasofably extensive, valid-and dependable information about the -
principal aspecgs of student_attainment; about the prmcnpal types of student |nput'
and, about the principal types of teacher mput which affect student attainment.

. While it is recognized that in the making of evaluative decisions information
'pertaining fo other fields (instructional materials, students’ backgrounds etc)
frequently will be needed, such topics are not included ‘in’ this module. The
objectives to which the content and activities of this module are dlrected are stated
below. . . - - .. .

“ A"

Terminai Performance Objective - .

Given t,he mformatlon and, exercnses presented in this module the«teacher will
demonstrate a mastery of its conterft by respondmg ‘eorrectly to }O‘V of the test’
|tems included in aterminal test covermg its enabling.objectives.

\ . .

3

2

Epabling Objectives -+ L e LT T

.1. Describe evaluation in terms of (a) its end p'roducts, (b) its elements, and (c) its
processes. . ° . .
2, . State the principal differences between test data and other observatnonal datg.
3. Descrlbe each of five-types of test items.in terms of their respective forms.
4. Describe each-of five tyﬁés. of test items in terms of the cognitive skills and
processes that presumably will be used by students answermg them."
¥ ' i »

4(




L 5. Apply basic guidelines for the writing of all objective items.
: ’ - 6. Exp[aln the meaning and the importance of test validity. Co
: 7.° Explain the re!atlonshlp between content and process validity.  *

i, 8. oWrite items based tpon- a glven content WhICh will illustrate each’ of six o
: . ., cognitive skills or processes. ‘e
) 9. State the difference between norm and criterion referenced tests and illustrate-
© © uses of each reference system.
”1?. State valid reasons for considering observatlpnal data other than test scores
_" when evaluating student attainment. '
- 1. Describe a technique for recording such data in usable form.”
12, Describe ways in which, such data may be utlhzed when' makmg evaluative
- . decisions. . g
, %3 State professional reasons for documen-tmg teacher input.'
M * .7 14. Use a form for documenting teacher input.
\ ) (
\‘ '
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PRE-ASSESSMENT.

. Purpagse

4

The purpose of the pre-assessment is to enable the reader to ide tify '.the
sections of this module that he/she would benefit by studying. Each item in the
assessment;, O test, is tied to the section, or Enabling Element, of the module that
- presents the content tested by the item. By following the directions to be given, the .
pre-assessment will identify the Enabling-Elements each person should study.

. . . Directions s
? .
1. Prepare an answer skeet by writing the numbers from 1 thtough 20 inga column
about one inch from the right edge of an ordinary sheet of paper. On this answer -
sheet, ‘the answers can he written along the right edge of the page. They willbe  “
easy to score. {You may record your answers in the book, but scoring will be
dufficulL.) : \ - -

-~ 2. Read each item carefully, and read it completely. < i \ ’
3. For.each item, there.are a number of alternatives, or choices. Select the
: alternative that seems to be true, or to be the best one given. Write the letter
‘number of that choice beside the numiber of that item-on the answer sheet. -

14

4. Turn the page, and work completely through the pre-assessment. Try all‘items, J
but if you cannot make a choice, leave the answer space blank and go on to the )
.- 'S ~

~

next item. .

?

~ 5. Turn the page and begin. -

. o Aad




PRE-ASSESSMENT

Read each of the following stateménts carefully.. Each is numbered. Some are
TRUE; some are FALSE. Select the answer below which gives the numbers. of ALL
statements-which are TRUE K ) - "
- ] ’ <
Any process by which data are collected is evaluation.
Evaluation conducted at the close of a sequence, or a period of instruction, is
summative if it produces a decision about the value or mernt of the outcomes of
the activitiés over the sequence or period. .~ — ]
" To be an evaluation, the decision must be based upon terms which can be clearly
identified. - , .
For farmative e\TaIuation clearly stated terms and dependable data may be nice,
but really are not necessaiy.
For good evaluation it is-absolutely necessary to dev’[b’b\a comprehenswe plan,
and to carry out the plan.
. 1. In the paragraph above, the TRUE statements are-those numbered
A. 1,835 _ .
_B. 2,3, )
C. 3,4 Co ‘ X
D. 2,4, 4 . S

ltems 2 and 3 pertain to data obtained by administering tests and to data
obtained through dther types of observations. Read each statement carefully. Then] \
“mark the letter number of the aIternatnve which isdrueof it. -

4 *2, " The data usually can be checked by an in’dependent observer.
A. The statement tends to be more frue of test data than of other
obsérvatnonal data. . ¢ -
The statement is equally true of data obtained from tests and from other
types of observations. : ’
_ The statement tends to be mare true of other observational data than of
test data. - & ’
.~ The statement js true of neither. »d

The data .may be affected 10 a c0nsnderable ?jegree by- personallty factors in
the observer.
A. The statement tends to be more true of test data than of other
- observational data. ' .
B. The statement is equally true of data obtained from tests ‘and from other
" types of observations. : :
The statement tends.to be more true of othey 8bservattonal data than of
test data.
The statement is true of neither.

4
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Answer items 4 and 5 bylmatching each “item type on the left with its

description as often’as you wish. . .
- . >
. . }
Item Type \ . * - . Description ,
> 4. Alternative response . -A. A statement or Question followed
, ‘ ) by three or more possible an-
5.‘ Multiple choice o swers, ‘only one of which is cor-

rect or clearly the best .

. B. A 'statement,or question contain-

_ R ing a blank into which the student
S is to write,a word or phrase -
. 7

. " C. A question or statement of a task
e . . ' for which the student is to write
his complete ahswer '

. . D. A question or a statement -to

. . which the student is to indicate

" his choice of two possible an-

-t K . swers.
.. - . : ’ 4

“In the column on the right below, five cognitive skllls'gnd ‘processes are listed

and mumbered. For the item t'ype‘lis'geq in question 6 and in question'7, select ‘the

* alternative which records the numbers of the several cognitive skifls and pr.ocis_//ses .

for which items of that type can’be used effectively as measures.

v

> A 4

Item Type . : SR Cognitive Skills and Processes )
6. Multiple choice:. O L ‘ o
A. 1,35 o ‘ 1. recall of information '~ )
B. 2,45 ) _ e y .,
C. 1,234 L T2 understanding
D. 54,31 ° ' : S .
‘ . .o 38 ‘opinion vs. fact !
7. Essay: L L~ )
A. 1,34 g - \_4. sequbncing - ' -
B. 2,4,5 . : . \ o ® e
C. 24/' . © 5. organization and’ expression of
D. & AT - personal rea'citigns‘, :

-
.

; <¥’The statement in each of the two following, items may, o may not, be a good
_guideline for the writing of objective test items. Read gach, apd.choose the response
" which best describes the statement as a guideline. . - e

»

- 8. When wording item $tems and the alternatives, use absolutes (always; never; all;
o v " - A T
ndne, etc.) . " : -

-
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A: -generally correct '~ ‘ S : )
B. not correct, because they generally sngnal an mcd’rrect answer ‘

C.. generally okay, because their use makes item writing easier. .

9. Errors students have made in the course of their study are the best source of
grroneous alternatives for test items. .

I A false, because the studehts should not meet their errors on test
-+ B. ther true or not,-it is unethlcal to use them because their use will make .
the items tricky * “ , e
£. correct as stated. : S c‘

:
.

N 10. The vaI|d|ty of ’test is its most |mportan1 property 1
A. false because the processes it actuaIIy measures are more important
B. trué, no other quality can make up for poor validity, but good vaI|d|ty can
compensate for other possrble weaknesses © . -
C. false, because.if s not valid for‘the purpose writters, it Sflll may produce’
" interesting result
..D. true, because valigRy is-a. generaI property mdepen‘d’l t of the purposes of
the teachgr and characterustacs of the students - s

3

‘ — ‘ - e ‘ . < ) > T
4 , , S
* Read each gf the numbered’ statéments very \care II\,{% then select the
ahzé"natnve below Which lists the numbers of all that ar ’ T
- S - ~ N\

. . ] " Content and Process Valtdlty

. 1, If the items in a test deal withthe content. actuarly covered ina unlt
the test possesses content validity. - - a !

2. If<the items requuie the students to employ the cogmtlv processes'utrluze

their study.of the’ content, the test possessas process Va|ldl'§/ .

3. .Content can_be-tested without involving one or. more cognrtt\ﬁe-processes T

3

4. Each cogmtlve procgss must be tied to ‘some <lement of cQntent, because each
process\rpust operate upon some content; that is, processis canpot operate in the
abstract ' . : 4 -

5.° Any cOgmtlve process can be tested py a single - |tem if the tqem deaIs with. *

-, ¢ .

; suntable content. "~ . : - - & R
" . . 11. 1judge the TRUE statements to be: *, e e T,
. A 1,45 . "
" B. 23,5 ’ : . -
c. 1,4 ; ) v T T
D 1,24 . S Co¥
. . % ’ ~
T For each of the next two items, select the lettér number- from the |ISt bel9w 3f

the‘oogmtrve skill or process that students probably would use m respondlng to it.
"You may use any skrll or pfocess as Oftt?l as you wish. 7~ ' =

~,
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. . - ‘
-Skill or Proeess , “ . ) . )

. /eneraluzmg P ~ 'X . o

— ’ | > .

- B. inference . y 4 -
C. cIassnft(iatnon' s o K ’ -~ ’
. . M A ., ¢ N
- D* hypothesis development . ) \
- T . \. Lo . ‘“ -
o, ' /

12. A girl found tha'{ she could inyest in each of the foIIownng types of securities at
the interest rates shown below ‘

U.S. savings bonds — 3.75% /
45% -

national bank savings accoun ' ~ ]
_savings and loan account —.5.0% - \ : S .
first mortgage on a home — 6.5% oo P
second mortgage on a home — 8.75% . , ;
In one short sentence,-what probably accounts for the increase in interest rate
as the t\fpes of investment change as you read down through this list? . ‘W‘
VA .
a9kill or process numbered — probably would be used by student
respondjng to thisitgen. . .
3 . ‘- ’ ’ ¢ ' A- ‘o
13. ‘A number of frbers are listed below. erte the letter before each indicating _
whether itjs: - .
- ’ . A \ ) ' N
A aMpimal fiber . linen ¢ <
. B.‘ ‘ ble fib dacror} - .
. avegetable fiber .
. 9 , . wool ‘
€. agynthetié fiber . ~__ cotton B
. > ,Q\’ c. ) ) : . .
] LN nylon ) .
- [ ’ >
. Skill or process numbered __ prgbabfy would be used by students
responding-to this item. . . v vl o

’ . ' ¥ - .
\\ - o . . S
14. A teacher stated that two students failed to answer correttly 80% of the

questrons on the test on the module they had just completed, and that these ;
TWO students therefore could not undertake the study of the rext module.

3

vanously the teacher was |nterpret|ng t’h‘e fest results in: - g g .
;- A.* anorm referenced manner - ’ 4 .

B.” anvérrdneous manner g . Lt - '

C. .acriterion referenced manner ’

D. an unethical man = - , T A
- . £ , N e
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15. Which of the following are the two most |mportant reas‘ons for conS|der|ng
" observational data other than test scorej/tﬁhen evaluating student attamment?’

Most Important Reasons ‘ ‘Possible Reasons - A
A 1.2 ) 1. Certain -objectives can be assessed only
) in terms of the behaviors of. students in
B. 1,3, the course of their activities.
- - ' 2. Some students do not do well on tests Ve
@ C 12,3 3. Some-things-students do probably indi-
| ' . cate that changes in their learning are:

D. 3, 4 _— : ’ taking place before the results show up
" on test scores. : ;
4. Observations of other Behaviors gige
- the student a defensible basis- for
' awarding better grades to some stu-
dents and lower grades to other stu-

'dents.l ) . \

N

-16. The following paragraph contains. statements descrlblng‘ a technique for
recording observational data other than test scores. Not all of the statements
may be correct. Read the paragraph carefully and choose the alternative which
I|sts the numbers of the statements which are correct.

0

A

" The numbers of the R : ) .

correct statements: ‘ ’ Description e .
A. 1,2,4.6 . - (1)- Observations of unscheduled student be-
T havior shBuld be recorded as anecdotes, pri-
B. 2,3,4 - - _marily for use by the teacher making the
' observation. (2) Each record should state just
., C. 3,456 what the student did .and - contain a brief
notation of the circimstances under whlch the
'D. 2,5 " "behavior ogcurred. (3) Each entry also should

contain. the teacher’s ‘inferences about the stu-
dents’ motives and the affective effects upon
other students. (4) Prior to making the actual
observations, the teacher should decide just
! . . what behaviors she will look for, and list them,
keeping the list brief. (5) The behaviors to be’
observed may include any that interest the
teacher, because she has no way of knowing to
‘'what she will relate them. (6) A simple note-
book page for each pupil,- listing his name,
‘ .providing a column for dates, and blank space
, for recording the observed behaviors probally is
the best record system to start with.

{

1

-~
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ible ways of using observational data. Choose from
e one that lists the generally advisable ways of

N

S

17. Listed on the right are po
thg alternatives on the left
ys_fng observational data.

. -

\\',
) Generally advisable ways

to use'other. ' - B}
observational data , Possible Ways
A. 1,2,3,4,5 1. Ouantlfy them and treat. the result‘s\mathe-
. . « matically.
B. 23,4,5 2. Plan how best to use the records for all

. students .if they will be used in arriving at

) C. 234- " . the grade for any studenf, ,

‘ ' . ’ 3. Use the records for counseling Yndividual

° D. 1,8 students and in conference with mdrvndual ‘

student’s parents

) 4. Use them as one part of a student’s record
. . ) . being aware that the behaviors recorded.
constitute only a part of the total of any

student’s behaviors. i
5. Bse them in a completely unstructured and
N n unplanned manner so you will not prejudice

the-behqyiors of any student.

N

1
18. Wthh of the following are valid professional reasons for c documentmg teacher
input into the Iearnnng/teachlng process?

{0
Valid Reasons Possible Reasons N
A 1,23 S L Document‘ng the several things the teacher
does makes them evident to the teacher.
B. 1,2 . A 2. Documenting-the several things the téacher
" does provides evidence that the teacher did oL

C. 2,3 ] do something.
' 3. Documenting the several things a teacher

R D. 1,3 ’ does enables her ta redistribute her effort

. : ‘ | and thus become more effective. —~
N~

.

Classnfy the specuflc teacher activity given in each of the two following -
questions by recordnng the letter-number of the type of teacher input to which it
belongs from the list on the right.

- Specific Tgacher Activity T Type of Teacher Input

19. Wrote items for end- .
of-unit test (1 hoyr) °

Planning and Preparation: Strategies . &
Other Activities: Independent Study ~ ~ -

Direet Instruction: Large Group .

Direct Instruction: Preparing Tests - B

o0 w»




' v
20. Prepared presenta- A. Related Activities: Committee
=" tion on Consumers’ B. Related Activities: Community « -
Education for par- -~ C. - Planning: Assemble Instructional Materials
° %h\ * ents’ club (2 hours) . D. Direct Instruction: Large Group- RN
A 3 . :
’ . ) p . m.f.’,
. INSTRUCTIONS
’ Yqﬂ may check back over any items if you wish. - * by

?

-

Turn the paée and.check your answers with those given in the Answer Key.

AY
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Y DIAGNOSTIC ASSESSMENT

- , e |
ANSWER KEY/ENABLING ELEMENT RELATIONSHIPS

w4

‘Directions: Check your answers against the. correct answers given in column two - ) .

below. Record as your score thq total number of items you answered correctly.
. . i
Then for each item answered incorrectly, study the corresponding enabling element
given below. It is suggested that you study the enabling elements in numerical order
(for example, enabling element numbered 5 should be studied before enabling . '
element numbered 7). , A

' -~
A ¢

5

Diagnostic _ T : Enabling o - Go

Assessment .~ Correct Etement . To
Item Number Answer Number

13
18
18
21
21
27
27
31.
31
35
37
42
42
52
54
55
59
62
63
63

¢
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GLOSSARY

Content—the information, subj \t matter |deas etc ,.presented during |nstruct|on
and presumably to be tested. . o L

Enablmg Elenient—the information printed in a module to enable, the reader to
"attain the objective to which it is related

Enabling Objective—one of the quite spec|f|c smaIIer objectives, the attarnment of
which will contribute to the mastery of the Iarger terminal objective. o ’

Generalization—a general statement linking two or more concepts; a principle.

lnference—an explanation an individual deveIops to epra|n or account’ for, the
* occurrence of g relatlvely complex event.

ltem Alternative—one of thégchorces offered as a possible answer or correct response
to an item. 3 -
)/ “ . N
" Item Stém—the basic statement, propos|t|on or question wnth which a test item
deals.

-

i} 0

Observatlonal Data—records of events o of performances actually obsewed\or_seen
contrasts with hearsayarecords beliefs, "hunches,” etc. - b

Process—manner in whrch content, as defined above, is handled (manipulated) in thx
mind. A process is a way of mentally handling one or more ideas. XD

-

Reliability—the dependability of test results in the sense that if the same measures
were given to the same students again under the same conditions, the results -
would be tke same.

Supply Type Jtems—itemsgghat offer students no alternatrves or choices of answers.
Typically they contain blanks i in which the student must write in, or supply, the
correct word or phrase. ' .

Termmal Performance Objective—the thing the student is to be able to do upon’the
compIet|on of the module presented. ‘In thjs module, the terminal performance
objectlve Is to answer correctly 70% of the rtems on the Post-Assessment.

Vaﬁdlty the extent to which a test measures precisely what it was written to
meaSUre and measutes nothing eIse

T
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ENABLING ELEMENT 1

Evaluation in Consumers’ Education N ‘/y
~ 7
Y v

Evaluation rs a process which leads to .a decisiog as its end product. The

-*+" decision may pertain to the outcomes 6f a éast»course of’%ctnon or activity, and be a

statement of the extent or the value,df the outcomes. For example, at the close of a
reportnng period, the teacher revtews the recor’d “Of the work done by a student,
-decides its value, and awards the gr’éde which best expresses the decision made This
type of decision is a summative evaluation:

The end product of an evaluation may be a decision made for the purpose of
formulatlng new or modified lines ‘of,action, or strategies, desrgnéd to improve

- future outcomes over those realized in the immediate past. This type of decision isa
formatlve evaluation. A teacher, on the basis of a short check test and observation of
the students’ study behavror may identify a half dozen students who are not
achieving satisfactorily, and who appear to be stymned in their study efforts. The
teacher evaluates their situation, that is, makes a decision, for therpurpose of
Fnablmg them_ tQ improve their future achnevement The types of decisions may
vary, and the purposes for making them may vary, but a process must produce a
decision if it progerly is to be called an evaluation. B

But all decisions are not the.end products of an evaiuative process. We all make
|mpetuous decisions, and are unable to explapn how we arrived at them. Such a ot
based upon an‘’evaluation. An evaluation results in a decision for which we can}st:;te
the "elements that entered into its making. By tHe elements we- mean the
components, factors, or considerations upon which 1{ rests. For example, a clear
statement that studerts’ grades will be based upon their test scores, their written
class work, tHeir participation in class discussjon, and observed indications of
changes in their values and attitudes affords a basis for making decisions that
properly .may be designated summative evdluations.

To utilize the sthted components, actdrs or considerations in the making of
evaluative degcisions, teachers must have -an adequate amount of valid and
dependable information, data, about each. To obtain such data, plans must be
instituted for its collection and for its processmg into farms that are usable in the
making of the decisions to be made. For example, if the students’ term.grades will
be based, in part, upon the average (or median) of the percentages of the questions
they answer correctly on each of three tests, the tests must be planned, .the items
written, the tests administered, the answers scored and the scores processed to yield
" data‘imusable form. ;

In summary, an evaluation is a decision pertaining to a cIearIy stated subject; a
decnsron'for which we can identify the componeénts, factors, or consrderatlons that
‘entéred into- its making; and a decision for which we possess and utilize valid and
dep‘endable data pertaining to each component, factowsrderatlon that entered
into its making.

In terms of the proeesses involved, it is necessary to develop a plan which states
}ust what:is to be evaIuated states the components, factors, or considerations that




wilk erfter. igio the making of the decision or decisions; specifies the data néeded for
~each component, factar 0r4 "cansideration; and indicates the means by which each
type of data will be obtamed and processed into usable form; carry out theyplan for
data collectlon and processmg, and utilizing the data obtained, make the d ision or
r‘Eideg:snons necessary to evaluate ghe product or process stated. ’
Most teachers do kot have-much diffigulty in deteumining just what they wish
to evaluate. With some thought, theywypically can determine the components,
factors, and conSlderatlons that should enter into the making of their decisions
about the outco?es or processes they decide, to evaluate. Because obtaining an
adequate amount .of valid and dependable data pertaining to. each component,

factor, or consideration, and’ processmg the data into usable forms are the recurrlng
.problems, these are topics addressed in much of the remainder oF this module.
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,, PRACTICE EXERCISE 1. Sy,
oo | | S A
In anothe" module you were presented the concept cluster Production and
thsumptlon 9 Goods and Servuces It dealt specnflcaTIy wuth the concepts* P
'y ) . o - .
B Servifie Lo . ST W
C. Prog ctlon and Consumptlonf g . oo .
D. How ehold! A ‘ . o
E. Capjtal ‘Good '
F Dl_'lbutlon ; S
Assumegithat VEJWIII teagh th|s concept cIuster to pupnls imthe fifth grade, and ~ 3
that you wilk: valuate the effec’hveness of the learning/teaching activities.
In the,‘rerclse below, three essentials of ewaluation are listed in the columnon *.
the left. Fgr each essential in the first column, record the letter number of the
descrlptnon’n the right that best fits.it. . ' -, -
i ] o
Essentials g Evaluation Description of Possible
in Consumiges’ Education ‘ N Essentials. . X
J— 1 -;:,‘ decision pertaining to A. | shall base my decision uSon scores on
¢h clearly stated subject . an 18 item test made up of thvee.items_ .
3 ~° pertaining to. each concept. —Gorrecat ‘
___._.2 $ Clearly identified com- "~ responses to any two of the,three items
£ ponents, factors, or con- . pertaining to ;each concept will be «
5snderat|ons that will en- *accepted as evidence of mastery of that ]
. % ter into' .the evaluation doncept. : ‘ .

’ B. Which of the students can proceed to -
___( 4’? Valid and dependable the next’concept cluster onthe basis of v
% data to bé utilized when’ their having mastere'& five of the six

¢ making the evaluetion concepts presented in this~c|uster?t <
' ) ) “-C. Students are so different, and | khow -
? my students so well that .| “will just
4 decide which ‘ones need further study. .
. <L . . . before going on to the next concept ., 0\ .
’ cluster.
'D. Following each student s name, | shall | A
‘ _ , * ‘'record in order the number of ques- &
. . ‘tions pertaining to each donecept an-
. _ swered correctly, and then courlt the °
- number of "2's” and.*3's” f6r each
. student to determine how many of the
: ' six concepts were rnastered
Che k your answers- woth . - . .
trle‘%ey on page 17.° L "L Lo .
. " \ . n
. Y15 : .

L] . -

f
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PRACTICE EXERCISE. 2

. X
K1 » . .

‘The golurhn on the left lists five Teacher’s Activities and the column on the
right lists the three principal Eval®ation PrOcesses Match each activity, with- its
process by recordlng the letter number of the process in the space precedmg each
actlvnty Use any process as often as you wnsh

oo
~

- -
El

~

TeachersActlwty T ‘ . Evaluatien Process A

Admiristered a.test on the con- A. developing a plan for the total <

cepts in the cluster entitled evaluatio,n 7 ‘ ‘ ®
“Production, and Consumption ; - -7y
of,,@oods and Servnces L . carrymg out the plan er data
Tdid the class that whether or - caflection , . .

nat a student may go on to the ) ’ o

next concepf cluster will de- C. ‘utilizing the data in making the

pend upon mastery of five of evalda{\ti\}e decisions
the six concepts in this cluster. T
Scored the test in terms of the -

number of questions pertaining

to each coneept answered cor-

rectly by each student.’

Counted the number of con-

cepts for which each student

individually answered correctly

2 or:3 questions, and if the

total was 5 or more, placed him

in the group to study the next

cluster.

Mastery will be determined by

responding correctly to two out

of three questions pertaining to

each concept.

Al
’

Check your answers w1th
the key on page 17

-

16 .
1 22'
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ENABLING ELEMENT 2 s

- )

-
1

Similarities and Differences Between,Tést Dataand
Other Observational Data Pertaining to _‘
Student Attainment” N '

. . - N
Student attainment enters mto most evaluations in whncfbteachers a7re involved.. .
. Some aspects of attainment, such as knowledge gained, skills mastered, attitudes )
» developed, etc., may be the subject of the evaluation, or they may be th@lements i )
. upon which the effectiveness of something else (teachlng strategy, for instance), is to
be evaluated. Data pertaining to student’ attamment may be divided into two broad .
- types: test data and other observatigonal data. |
—aBasically, aff data are recotds 3 observations made by somebody orreported to - .
-have been made by somebody. All are records of real or purported observations. The
datum that the time of sunrise on a given day was 6:20 a. m. is;ong whose accuracy is
subject to independent verification. The datum that a ghost appeared at a certam
. Spot at a certain time may be a record of a reported observation, but it is not subject -
to independent verification, and hence its accuracy is subject to question. gk dozen

. people standing near each other, all having synchronized chronometers, probably
would have differed in their reported times of sunrisg by only a few seconds. The
reported time was reliable within a small margin of error. The reports of a dozen,

‘ " people near the spot where the ghost allegedly* appeared deubtless would vary
widely among themselves %Ience the reported sighting would have low reliability.
8ighting the sunrise is a valid way of determining its time-of rising. Sighting a ghost"
may be a valid” way of establishing the reality of ghosts, but the accuracy @nd - e
reliability of such data are so poor that the validity. of the regorted sighting well may
be questioned. While all data used in evaluating educdtional outcor‘nes and processes
should originate as observations, in practice they vary greatly in terms of the|r /1
accuracy, reliability, and validity. 4 — .

'[ests yield records of the actual performa nce of the Student takmgthe test The -,
records have a certain permanence, and are there for. anyoné to see and t® examine.
" This much is true of all types of short answer tests, gf essay tests, and of tests s
requiring the production.of a durable product like a picture or a piece of furmture
Other observations may deal with transitory behaviors, lacking any degrée of
~ permatience and leaving no record in and of themselves. A nod of agreement with an
. expression of a value; a student obviously comparing the advert(sements for two
- garments; setecting an orange instead of pie at the cafeteria.counter may be observed .
‘ ‘ only when and while they are happening, and in and o];themselves they leave nod ]
record They cannot be re-checked, and cannot be examired by anyone not present
at the tlme of their occdrrence. }
/ Data derived from tests may be obtained whenever they are _desired. The

' obtaining of test data is completely contrbllable by the teacher desiring to make that

“type of observation. Observations of other behaviors_gengrally must be made -

whenever they occur, and their occurrence is unsched/led ang generally unpre-

: ,. ! 18 © )
A )
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dictable and uncontroIIabIe Under stch crrcumstances the teacher misses 5 observing
the occurrences of many behaviors, and hence the data pertamrng to them generally
understate their frequency by some-unkrown amount.’ i

Test data practfcafly are freg.of personality drfferences wibich n Qa greatly affect
. thosé derived from othér observations. All students make the same #/pes of records
on their answer sheets, and these srecords are equally obseruable by. 3 teaehers The
observabfe manifestations of affective responses vary greatly from_ student to

5

student benng fairly obvious for seme, and practically undetectlble for others.

,Teachers tod,.vary in their ability to detect such responsés. Some are. quite
percegtive, and others simply are not. AII probably are selectlve in the detection of
affective responses. Each person is more. likely to detect responses sn@r to those
he makes, than to detect responses which are not. Student differences and teacher
differences combine to lower the rella‘bnlnty and even the validity of much
observational data: @
Not all test data are equally ob;ectnve valid, and reliable. Generally data derived
from so-called obJectrve tests in which the student marks -one correct answer are -
"quite dependable. "Data derived from essay tests .generally are somewhat less .
dependable because of scoring problems. The students’ answers vary greatly “in 2
accuracy, completeness style and legtbility. De#ermrnnng precisely how _much each-
student knows is difficult and the teacher’s standards may shift during the process of
. scoring the papers. Deriving accurate data from objective tests is relattvely easy;

* deriving accdratetdata from essay tests is more difficult and the dependabnlrty of the

scores derived.eften is affected adversely. N
Data derived: from tests generally originate in fumerical terms, being the-
number of questions answered correctly or the number of points made on an essay
test. They may-be manipulated’ byusing common arithmetical processes. Thus the
raw data, may be converted into percentages, into .some standard scale values, their
averages ¢ mputed ranked and grouped as the teacher may wish. Each step in the
process from scoring to ftnal reporting may be checked for accuracy. e ?
. Data derived from most other types of observatlons originate im verbal terms.
They report the ‘teacher’s observaLtnons Therefore the data are subjectrve reports
whose precise meaning may ot be clear to another reader, or even .to the writer
after a period of time. Being verbal reports, their processing and synthesns is d|ff|cult
and not exact. Typically, the data'can only be reviewed, and/SUbJectnve Judgments
v made about the frequency and quality of the pehavior described. If attempts are.
Mmade to; convert the data inté<numerical terms, the resulting data retain all the
weaknesses of the original verbal reports. Additionally, the data assume the
weaknesses of nominal or coarse ordinal measures wnth which litle properly can be

done arrthmetncally -

-

. s . -
. .
' a‘ ’ ) ‘ ' '
. .
L] . Al .




~° PRACTICE EXERCISE 3
3 - ~ . O

. .‘
-Check the correct column, *“true’ or “'false.”
h » . < . * - “

Compared to test data, Qbserva'tions of oth‘er'typé's of student Behavior.,arez
. 4 . ) ~ - ) (.

more permanent
meresteadily confirmed by other observers |
less,easily interpreted N X

. ‘e K ) . q . 7
more accurately treatable by mathegiqtical processes
less.reliable

more objéctive’

~

A
less complete

. T b,

»Gheck};)ur answers below, -

“ °
&

~

N -
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2 ¢ ENABLING ELEMENT 3 . e
. [ ’::!.5‘,21, " ., . 4 N . ' . \ : Al )
- N Formal Lhar'acteristics-,of Each ‘ \‘,, a
b of Five Item Types . -
. . a . :'\*: ' < @
Figure T, whic)% follows, supplies in its second column -a brieFdescription of the
. form of each of the five mosg eommonly-used types of items, namely: multiple
" .choice, matching, alterna_ti;/C respc‘)l‘, supply . and essay. In Figure 1, the form of . .
test items will be describe ohTy in_terms of their essential elements, or parts that
must be:presentjd to-corhpose an item of the type designated: .
‘ For each type of test item fisted. in column I read carefully the description of
. ' hd . e N ¢ -, .
its form in colurrln’ 2. Ihénitry Pré&tice Exercise 4, which follows.
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Itérﬁ Type
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Figure 1. Characteristics of five types of items in terms:

of form and of processes measured. . \

- Form

'

&

Cagnitive Processes

nt o,

iy

1: Multiple
Choice -,

Statement, or stem, plus three .

or more choices, one,-and only

~one of which will correctly

complete the statement or an-
swer the question presented in
the stem. Typically, the stems
are numbered as questions,
and the choices are lettered a,
b, c, ---. ~

L

-

Efficiently measures recal® of
knowledge of factual informa-
tion. Can also be constructed
as an effective measuke of
understandings, thinking%ills,
comparison, contrast, sequenc-
ing, opinion vs. fact, etc. Not
recommended to measure or-
ganization and expression of
personal thoughts, reactions,
etc. ) ‘

4

-,
3

/o
Stem directs studgnt to select
from ‘the entrigs in one col-
umn the one or more which

“are associated - with éach ob-

ject, process, or attribute list-
ed in the othér of the two
columns immediately follow-

ing.

‘Efficiently measures recall of

knowledge of factual material.
Can also be constructed to
measure
standings and selected_ think-
ing skills,
trast,- sequencing, opini VS,
fact, etc. Not recommended to

_ measure qrganization” and ex-

pression of personal thoughts,
reactions, efc. '

3. Alternative
respénse

Statement or stem states a
proposition to which alterna-
tives offer two reasons that are
opposite
true-false; fact-opinion;‘greater
than-less_than, etc. Items gen-
erally are brief. -

in meaning; often- -

r=d

Efficiently measures knowl-
edge of things or events. that
naturally can exist in only qne
way'o/r in the opposite way, or
that can be represented as so
existing. Has very. limited
valie as means of measuring
higher order cognitive pro+
cesses without making the
stem complex and involved.
Cannot be used to measuYe
ability to generate, compose,
and express stud;nls' personal
thoughts, reactions, etc.

effectively . under-

i

comparisQn, con- ,

-



StatemEnt or stem requires the
supplying of a critical word,
phrase, or short clause at the
point indicated to complete it,
making it true. Different
words or expressions may be ~
used provrded their meaning
does not differ from that of
the expected response

Efficiently measures recaII of
knowledge of factual- mforma-
tion. May be used to measure

‘other cognitive processes and

skills, but to do so, the stem
may become so complex that
serious reading praoblems re-
sult. Not recommended to
measure organization and ex-
pression of personal thoughts,

* reactions, etc. .

S. Essay .

Statement or question clearly
specifying the subject and the
manner and terms in which
the student is to respond to it.
Sufficient blank spagg should
be provided immediately fol-
lowing the stem for the stu-
dent to write the response.

[N

Not recommended for the re-,

call of factual information

and, in most instances, not for

the measurement of under-

standings ang several other

cognitive skills and processes
because other item types may

be-used to do so more effi-

ciently. Effective . measure-

ment of dbility to organize

and express personal thoughts

and reactions, and'to weigh

valugs and alternative argu--
ments. '

0
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' PRACTICE EXERCISE 4

—

For each item below, indicate its formal type by recording the letter of the

correct answer. , . /\ ¢ L .
R A. Multiple Choice . - ¢ o F " ) \
‘B. Matching ' T
C. Alternative Response '
D: Supply
E. Essay ) 7 N -
o " \ N
) Type ‘ LT A \
— 1. A beautician produces a good ~ * -
A. True '
B. False -
' ~N _____ 2. For each statement on the left, record the letter number of the concept

in the right column with which it belongs,

L3

Statement . ' * Concept

Ad 1. washing cars ...+ A. Good
—— 2. grower of potatoes - B~ Service
___ 3. anautotire ) . C. Producer
——— 4. apotato ﬁ '

.

— 3. Inashort paragraph,;éxnplain the concept "’distributior{."

— 4. Goods which are produced for the purpose of producing'other goods are "

called ) ’ goods.
’ - “
Check your answers below. ) 3 . . ‘ .
\“‘i \
[ ' . . %
P < .
{ . i °
e
. ) ‘Q-p!3-€:8-2 DL stamsuy ”

/4 -

/ ' E \
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. POST-ASSESSMENT -

Read each of the following statements, carefully. Each is numbered. Some are
TRUE; some are FALSE. Select the answer below which gives the numbers of ALL
statements which are TRUE, ‘ ’

4

1. Any. process by which data are collected is evaluation. 2. Evaluation
conducted at the close of a sequence, or a period of instruction, is summative if it
produces & decision about the value or merit of the outcomes of the activities.over.
the sequence’ or period. 3. To be an evaluation, the decision must be based upon .
terms which can‘be clearly identified. 4. For formative evaluation, clearly stated
terms and dependable data may be nice, but really are not necessary. 5. For good
evaluation it is absolutely necessary to develop a comprehensrve pIan and to carry
out the plan.

-
»

1. Inthe pa'ragraph above, the TRUE statements are those numbered: -

N

. A' 11 31 5 4 *
B. 2,3,5 '
' C. 3,45
D. 2,4,5 )
. Items 2 and 3 pertain to data obtained by administering tests and to data

obtained through other types of observations. Read each statement carefully. Then
. mark the letter number of the alternative which is true of it. :

2. The data usually can be checked by an independent observ'er L

A. The statement, tends to be more true of test data than of other observational
data. had

B. The statement is equaIIy true of data obtained from tests and from other *
types of observations. - . .

C. The statement tends to be more true of other observational data than of test
data. ‘ ’ N

D..The statement is true of ne|ther .

3. The data may be affected to a consrderabie degree by personality factors in the
observer. .

~

A. Thestatement tends to be more true of test data than of other observatronal

data.
B. The statement is equally true of data, obtained from tests and from other °
types of.observations. R |
"C. The statement tends to be more true of Gther observational data than of test
" data.
D. The statement is true of neither. -
25 ™ 37 k
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ENABLING ELEMENT 4 -+
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This Resou ce has two parts. Work through both parts before attemptlng
Practice Exercrsex . )

~

o Y
. Measurement Characteristics of Each of ’
' Five Item Types

. The types of cognitive skills and processes which each of the item types may be
used to measure are reported in Column 3 of Figure 1. Review Figure 1 and note
that several of the item types may be used to measure a wide range of skills and
processes; the same skill may be measured by using any one of several item types;

. alternative response items and supply items are’ limited with respect to the skills
which they can measure; and essay items should be used to-measure only objectrves
that require the student to put together an original response.

There are other cognitive skills and processes which the teacher may wish to
measure, One or more of these item types maybe used to measure most of the skills
which teachers wish to. measure It may require spme ingenuity to write an item of a
type which will measure a particular skill. However with thought and experience,
the typ_lcal teacher can write objective items which measure most of the cognitive

\skills and processes developed in the study of Consumers’ Education.  *

Problems Inberent in the Measurement of
Cognitive Skills and Processes

A word ‘of caution may be’in order. mgnltrve skill or a.cognitive process is an .
‘operation whicti we assume goes on in a student s brain and nervous system The
fact is that we cannot observe what goes on in a student s brain and nervous system,
and the further fact is that his report of what went on often is sketchy or basically
inaccurate. .

We may write an item to measure the ability to utilize a specific skill, but there
«is no way of knownng what skill actually is employed by the student in responding,
even if the answer i6 marked correctly. 1t is mtell'ectually economical to use the .-
simplest skill the respondent finds possible, and good practice to do it. This pmncuple
leads to the perverse situation in which when responding to a given item the good
student who has a large fund of knowledge will respond by recall,.and the poor
student with a meager fund of knowledge will employ inference, comparison,.or
some higher skill in arriving at his answer. As a resuit, the teacher may accurately
conclude that 75% of the students were able to answer the item correctly, but the
inference that 75% can perform the skill the item Was designed to measure may be

tenuous.

/
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Practice Exercise

-

_ENABLING ELEMENT 4
B

,
~

N

This Resowxi\e has two parts. Work through both parts before attemptrng

AT . '
Measurement Characteristics of Each of
Five Item Types o -
v .
R The types of cognijtive skills and processes which each of the item types may be
- used to measure are reported in Column 3 of Figure 1. Review Figure 1 and note
that several of the item types may be wsed to measure a wide range of skills and
processes, the same skill may be measured by using any one of several item types;
. alternative response items and supply items are’ limited with respect to the skills
which they can measure; and essay items should be used to-measure only objectlves
that require the student to put together an original response.

There are other cognitive skills and processes which the teacher may wish to
measure, One or more of these item types maybe used to measure most of the skills
which teachers wish to. measure It may require spme ingenuity to write an item of a
type which will measure a partlcular skill. However with thought and experience,
the typ_lcal teacher can write objective items which measure most of the cognitive

‘ \skills and processes developed in the study of Consumers’ Education.

A ‘

Problems Inberent in the Measurement of
Cognitive Skills and Processes

1 ]
A word of caution may be’in order. 4—\//ogn|t|ve skill or a cognitive process is an .

‘operation whicti we assume goes on in a student s brain and nervous system The
fact is that we cannot observe what goes on in a student s brain and nervous system,
and the further fact is that his report of what went on often is sketchy or basically .
inaccurate. .

We may write an item to measure the ability to utilize a specific skill, but there
«is no way of knowrng what skill actually is employed by the student in responding,
even if the answer 6 marked correctly. 1t is rntell'ectually economical to use the -
simplest skill the respondent finds possible, and good practice to do it. This pr'rncnple
leads to the perverse situation in which when responding to a given item the good
student who has a large fund of knowledge will respond by recall,. and the poor
student with a meager fund of knowledge will employ inference, comparison, or
some higher skill in arriving at his answer. As a result, the teacher may accurately
conclude that 75% of the students were able to answer the item correctly, but the
inference that 75% can perform the skill the item Was designed to measure may be
tenuous.

’
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PRACTICE EXERCISE 5

%

For each of the four item types listed in the first column, check the letter
numbers of all skills or processes for which that item type may be used as an
efficient measure.

Item Type T ’ Skill‘or Process
1. Supply ' . A. recall of facts
—— A " ‘ ,
B , . B. understanding -
— C ) C comparis'on'
— D .o
E . D. organization of personal thoughts *
7
______ F J
. E. trueor false
2. Multiple choice o .
- F. weighing values
. A \\ H
. B ' -
) L .
—_ . C ) |
— D ’
_____.E )
F -
3. Alternative response ~ .
A
- B
— C .
, —" D
— E
____ F - . ,
4. Essay .
A _ . "
—_ B . ' v -
— C
— D
—_ E . \
- F , e )
. A L N
. 28 Co
. 34 )




. 5. If a teacher writes a very good item to measure the ability to perform a certain -
cognitive process and a student marks the correct answer, which of the foIIowmg
statements may be true? Check all that may be true.

~

The student used the procéés intended |
The student used a simpler process

~

5
[}

. The student used a more complex process

. The teacher’ really does not know which process the student used

-
3

Check your answers with-key on page 30.
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- Key for Practice Exercise 5

LY

" Supply

X A

Multiple Choice

A . Y

B
C
F

R

—_——

-

Aruitoxt provided by Eic:
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LA ENABLING ELEMENT 5 )
& ) . ‘ Basic Guidelines for the L
' . Writing of Objéstive Items - BN

Writing objective test items is an art and not a science. Every experienced ftem
writer develops individual guidelines, some-of which are—clearly formulated, and
othets whith are f6llowed intuitively. Inexperienced writers are advtsed to formulate
and to revise guidelines as_they gain experience.
The following list o* guidelines is not exhaustive. They are intendéd to guide- .
g the efforts of relatively mexperuenced writers and to be modified and supplemented
by writers as they gain experience. IS
. ' For convenience, the guidelines are grouped under general headings. The order
’ of the groupings does not mean that one is more important than others, because to
disregard any of them will spoiTthe items written.

14

™ Writing and Orﬁnization A

, ' Employ as simple language and senterjce structure as the subject matter and the ,
process to be measured permit. The task of reading the question should riot interfere .
with the student’s effort to answer it. -

Eliminate all ambiguities in the stem and the alternatives. . " s
*’Oranges, roses, and pinks are: ' :
a.. colors - . ¥ o
b. plants ’ :} . . .
c. fruits,” s arﬁbiguous because the items named may be either colors or

; : plants. . ' ~ .

Avoid absolutes in wording the item and in the alternatives. "'Always, neveg; all,
none; every, no, etc.,” generally 'signal a false statement or._erroneous alternative.
Organize the presentation of the stem and the alternatives so theé student finds
the possible answers preferably along the left margin of thelgage. The student shoul
. notspend time locating the physical position of the elements he needs. Placing the ~~—_"
- alternatives to which the responses are to be attached along the left margin makes
hand scoring much easier for the tee;xcher.

v ) s . : <~ - . oo
[tem Stems ‘o, oo ) . L

+ The stem should state clearly the terms in which the student is to respond to
the stated or implied question. > .

“Which of the following investments is best in ter: s of security of the cap/ta/ ) y v
invested?’’ is a very dufferegt item from “which of the fo¥lowing investments i$ best :
.. in terms of return on the capital invested?” “Which of the following mvestments is
best?” is impossible to answer, - .

Except in the case of supply type items, the stem plus the alternatives should
provide all the elements of information required to respond to theitem. :

131 , .
B R 1 X '
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. “The simple interest on $100 for one year is —— “"and “The interest for
one year at 6% on $100 is * are*both deficient. The first omits the rate. The
second probably would be answered one way by the poorer students who know only

Raudi
simplé interest, and another way by better students who may know something about

" compound interest if one of the distractors is somewhat greater thah $6.00.

Alternatives . el

The best sourte of érroneous alternatives is the errors students made in the
course of their study of the topic tested. .
Generally the correct alternative is easy to write. Students’ errors are, or were,
?ausible to’ them. By using their errors as alternatives,” the item becomes an
bservation of the extent to which errors have been corrected through the
instruction and study.
. For each item there "be one and only one correct answer, or the
Tinstructions must state that s udent is to mark all that are correct. ’
The situation sometimes arises in which the general instruction has p‘_Lnted to

one answer as-cofrect, but on the basis of more extensive information another

answer properly is judged to be correct.

“The savings accounts in all savings and loan associations ‘are insured up to a
certain amount”’ probably would be marked true by students studying only about
federal s&l's, but false by those knowing that some states charter state s&l's wrthout

requiring déposit insurance. N

o
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PRACTICE EXERCISE 6

»

Directions: There are five sample items in this practice. Below each item’is a list of
" alternatives. In the blank provided, check the alternative which describes the sample
item’s greatest weakness. : -

.
F -

L3

1. A woeful deficiency in,any family’s. débfartment of its treasury (s precipitated -
when its gross expenditurgs gxceed by large sums the net income it receives.

True . . . :
—_False’

A ' o :
The greatest weakness of the item as stated is:

—

——— A. _ltisnotreally-a ""true/false” questjon.
- B he language and structure are unnec#ssarily difficult.
———===C. The item is ambiguous.

—— D. Notenough information is given in the item.

2. The best credit card is:
A. American Express

B. local store .
C. Ba/nkAmer/'card ~
D. Gasoline company

The greatest weakness of the item as stated is:

A. The language is too ﬁcult

C. There is a poor choice of alternatives.

——— B. Thearrangement of the alternatives is confusnon

D. - The terms in which the student should jud are not inen:, ;

//?(prest, wages, and med/'ca/ services of a family are: .

- A. Sources 6f income

___Q B. Costs

——— C  Savings - 4

The g?eatést weakness of the item as stated is:

t

—t A. The 1tem is ambiguous®for some families the items mentioned may
"be sources of income, and for other families they may be costs

\

o 29
\{7

T
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. The aIterna‘twes represent |deas studentswould not ordn@y have
It uses absolutes which ma ke the correct answer ‘Erfear L

>
-

— D. The Qrganlzatlon of the rtem is confufsron o . 8 A g

» ce
-~ a - - ~ 2 ~

] : ~ 2
If a parchaser pays cash‘/she can buy a cfothes dryer for $760 00. Ifshe charges
it for 30 days, the cost Will be $5.00 mors, What / true nua/ percen tag} 00
rate of in terest if she charges? : , [ . .

A 3%
B. 11%%
S CA3B%

S 2 —‘;"‘W‘é“.f
— D 2 *

-

The greatest weakness of the item as stated is:

« . - “
A. more than one answer may be correct

"B. the correct answer is not gi\;en
» i .
C. thedblacement of the alternatives is confusing ,...h .

'D. not sufficient mformatron is given to’enable the studerggto answer ;
the question.

- ? .

4

All items always cost more if they are charged.

~’ é _True i - .
__ False .

- , Id

v

~ The greatest weaknesses of the item as stated is:

-

*

-

A, thesentence structure is poor

B. the use of the two absolutes, “all”" and "‘always’’ suggest strongly. ~
that the statement is false o~
]
both ansWers may be correck,— -.* . i Vs
A ]
. the stem does not supply all the mformétlon needed to responw
the item.
\

Check your answers with the key below.
. bl

o
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> ENABLING ELEMENT 6

- " ‘ i The Meaning and Importance of, Test Validity ,

The Va|ldlty of a test is the extent to which it actually measures what it was

constructed to. measure. If a test was constructed to measure knowledge of

. terminology Used on labels of cans of food and the students respond purely on the
basis of their knowledge of that - sBfminology, the test is perf tly valid. If their -
responses are based in part upon their ability to read the items, then the validity of
the test is reduced to the extent that readmg competence influenced the résponses
actually made. v -

The term validity often is used Igosely. This loose usage causes and sustains
misconceptions which hinder constructive understandings of test validity. The first
misconception is that a general property called “valldlty“ exists and can and should
be inherent in good tests. Valndlty as a general property is a fiction, indeed a
delusuon Validity is very specnfnc }

The second mjsconception is nmfalied when even specific validity issspoken of as

an “all-or-none proposition.’” Items and tests are valid measures of some specific
thing to some extent, usually greater than zero.and less.than 100% ‘The question
about a test of check writing skills should be “how valid is |t7“ not “ig’it, or is it not,
‘valid?”’ In practice, an item or a test should be jUSt as valid as the writer can make it
for the purpose for which it was written. Almost certainly its validity will be greater
thar) zero, and almost certainly it will be less than 100%. .

For classroom tests, the actual validity of an item or a tést also is mfluenced by oot
the abilities of “the students takmg the test and by their prior instfuction. A given
item or test may be quite‘valid as a measure of check writing skills when given ‘to
middle school students who can read the items easily. It may possess very low .
validity as suth measure if given to: fourth graders whose readmg problems block .
their efforts to cope with the items. In this situation, |t may, operate as a quite valid

_test of reading comprehensnon but that is not what it was written to measure!

Another misconception seems to” be that there is some way for a teacher to ~
determine in advance just how valid the test, is, or will be. Unforgpnately, such is not
the case. The best a teacher can do when preparing a.test is to exercise the best -
judgment. The appropriate question to’ be asked i%, ““Will this item when gnven to
these students lead the large majofity of them to respond in terms of 'the
campetency | want it to measure?”’ If in the teacher’s judgment it will, he/she has
done the best to obtain operating validity. * ° . . o

" The validity-of a test i its most important property. If it actually does measure '

rae

quite well what it was written to measure, it does the job. If it actually does not
. measure very well, what it was written to measure, nothmg else that lt may do
justifies its use for that purpose . : .

Valndnty is so important that the basic reason for gnvmg attention to -test
plannmg, to item wrltmg techniques.and skills: to test format to test admmustratlon
and to test reliability is to reduce to a minimum those things which might lower the
operating valudlty of the #t when used. ° ( :




PRACTICE EXERCISE 7 .~
Directions: For each item below; check the one best answer.

»

If a test measures exactly what it was wrltten to measure and nothlng eIse itis:
A. somewhat valid '
B. perfectly valid

C. - completely invalid

A reaIIy valld test’is:
A, valid for stugents of any age
valid for any content

B

»

— C. valid for any cognitive process
D

. -valid for certain students, and for a certain content and a certain
progess . . - '

. A tést wrltten by a teacher ge?erally is:
_4___ A. “valid to some extent, but not perfectly valid \
_____B. totally-valid ¢
'_,__@ C. totally invalid
D. not affected by valldlty

-

To prepare valid tests the teacher should:
A. use a statistical formula ‘ L
B. disregard the abilities of the students
C. use X&:t judgment when writing each item 3
D. disredard objectives when teaching the content or ‘prkocess tested

s

-~

Check your answers with the\key below.

’
w

ORI AL

L4
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ENABLING ELEMENT 7. -

| .2 The Relatignship between Content :
N - and Process Validity a

.

L]
&

It is commonly emphasuzed that the classroom test sh0uld focus upon the
-content actually studied in.the unit or module being tested. To the extent that it
does, the test will possess content valldlty To the extent that it does not the test
lacks content validity. The students probably will.say that it is unfair, .

Teachers have become concerned about the students attaining competence in
utilizing certain cognitive processes arid skills and have mde such attainments major
objectives of thelr instruction. Their tests should be vakid measures of the cognitive
processes which were objectives of their instruction. )

The point that seems all too often to be missed in the discussions of testing
content a’Q__testlng processes is that content and. process necessarlly are two
dlmensmns of every test item. The student must employ some cognitive process in
respondmg to_ the content of each |tem and no cognitive process can operate if it
does not do so upon some c0ntent The task of the test writer is to so bring content
and ‘Process together in items that. when responding, ‘the student will utilize the
desired skills or processes in handllng the content of the items. o=

The diagram presented in Figure 2 represents the- two dlmensuonal nature of '
content and process and offers a technlque by which the test Writer can plan to tie
elements of content to the cognitive processes he/she.wishes students to utilize\in ’
formulating their responses

Each row of the Figure is devoted to an element of the content presumably
studied by the students for whom the test is to be written. If, in fact, each element
_has been studied, all items shown in its row will be valid in terms of content if they
deal with that element. . ™

Each colutn is devoted to a process. The entries Show the number of items ) ——
utilizing each process and the elements of the content to which they-are to be tied.

For instance, one ‘or more recall items are to be written about all the elements ’
except nu per two and number six. Classification |tems are to be written about two
‘of the elements, etc. J
The entry showmg six items to be written Wthh tie hypothesis development to \
. the element "habits causmg poor nutrition” illustrates two important principles in
the festing of content/process While most processes may be reduced to one or two '
steps, the more complex, of which hypothesis development is one, inherently
'reqwre a number of sequgntial steps, and therefore require as many- sequential items
to measure t‘herﬁ Hypothesis development really is a six-step process and requires
six items to completely cover it. The second principle is that each process must be
. tied'-to a content’ element large enough to accommodate its complexity. ‘‘Habits
causing poor nutrition” is large enough to accommodate the complexitjes of
hypothesns deveTOpment others may not be. ‘
"o -~ -

—
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Figure 2. Test Planning in Terms of Content and Process

General Topic — Nutrition

Processes

-

S

Elements of
Content ,

-

. Hyp’othes1’s
Recall Classification Inference Generalizing Development

1. Names of
basic elements

. * Typical C“\

foods

N

3. Amount of

‘intake . 3 1 ‘\/
4. Waste and )
destruction 2 1 1 N )
5. Relative , ) ) L
Costs 2 2 1 (
6. Habits causing . . ' )
poor nutrition I/’ Yo 6
TOTAL 8 4 3 4 "6
£l ’ i )
13 N v : o |
‘ \
“a ‘ & /
- p : a Y
: ! N N W ~
N s 4 * _A;38




PRACTICE EXERCISE 8

K
-4

Check each of the followir{g statements which are true..

L 1 If a test deals wuth the content actually taught it possesses content

*

.validity. . nY

. Answering each question requires the exercise of some cognitive skill or

process. . -

It is possible to wrlte tést items which measure content and require the
student to use no cognmve skill or processes.

“ . \/
items may be wrutten Wthh are pure measures of cognmve processes and
skills and involve ho coptent. Lo

. -

Every item must deal with some content and responding to it requires

'some cognitive skill or process. ° . .1

»

. Testung a sample sk|II or process requires only a small or specn‘uc bit of

content.. -

Testing complex or involved cognitive skills and proE:esses requires that

the student be given, or that already has, rather extensive blocks of

content. ' ‘

When planning a test, each element of content should Be tied to the
cognitive skills or processes to be tested with it. ‘

'

Check your answers below.

S1amsuy
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.o . . POST-ASSESSMENT - /F‘

® *

-

In the col):mn on the right below, five cognitive skills and processes are listed
.and numbered. For.the item type listed in question 1, select the alternative wh\ich
records the numbers of the several cognitive skills and processes for.which items of
that type can be used effectively as measures. )

"

’ g . < . .
Item Type ~ / Cognitive Skills and Processes .
1. Alternative response; ‘ .

A. 1,3 L ’ 1. recall of information

2. understanding
B. 24 ' . o ,
. 37 opinion vs. fact
~- *C. 4,5 4, sequ'encn'ngg ,
- £ .
; 5. organization and expression
D. 3,5. ) ) - of personal reactions

The statement in each of the two following items may, or may not, be a good
guideline for thé/vriting of objective test items. Read each, and choose the response
which best describg§ the statement as a guideline.

. > ) ° )
. 2. Except for supply type items, the stem plus the alternatives should omit at least
one element of informpation required to respond to the item.

A. exactly reversed; not correct -, ’ .
B. correct as stated_ ‘ '

.C. - even if correct, this would not be a guidetine.
7 f

3. Errors students have made in the court of their study are the best source of °

erroneous alternatives for test items. !

. A, false, because the students should not meet their errors,on test
B. whether true or not, jt-is unethical to use them because their use will make
the items tricky ' ' ' ;
C. correct as stated.

Read the following paragraph very; carefully. You will ngte that each sentence is K

numbered. After reading the paragraph, .choose the alternative which lists the

numbers of all sentences which are NOT correct.~, !
&

1. A test is valid 'to the extent that it is.reliable, that is, that it measures

dependably what it does measure. 2. The validity of a test is very specific, that is, it

b

may be valid as a measure of one ‘thing and possibly totall'y invalid as a measure of -

other things. 3."Most tests that we construct are valid to some extent, but p'robably
not”100% valid. 4. Thé same test wﬂrpe equally.valid as a measure-of a given body

of knowledge if it is administered to two groups of students differing significantly in -

\ . . *




their command of basic skills. 5. The best a teacher can do when writing test ttems is
to try to write each item so it will operate as a valid measure of what the teacher
wants it to measure when given to the class for which it is written.

7 .
4. In the above-paragraph, the sentences numbered _______ are NOT correct:
AL 1,35 S o ‘
: B. 23,4 . ¢ -
C. 35 ~ : N . - .
D. 1,4 “
¢ . . -3
Read each of the ‘numbered statements very carefy{ly and then select the
alternative which lists the numbers of all that are FALSE. "
1 If the items in a test deal wn,th the content actually covered in a unit or —
module the test possesses content valldlty J _
2. If the items require the students td employ the cognitive processes utilized
in their study of the content, the test possesses process validity. .
3. Con#ent can be tested without involvin§ one or more cQgnitive processes. '
! ‘ 4
4. Each cognitive process must be-tietl to some element of content because *
each process must operate upon some content; that is, processes cannot
v operate in the abstract. -
5. Any cogmﬁ process can be, tested by a single item if the item deals wuth
i //u:table content. . _ . r
5. |judge the FALSE statements to be:
A: 1,24 : S ,
B. 1,34 . R - S
. €. 3,5° . ,
'D. 2,4 .
‘. v .
b 4 ’ _ '
p " N (] o -
2
. , R
N G107 0°€ 'V-T v-L ssamsuy
PN . . \ 41 /_ .
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2 ‘EuAptmG ELEMENT 8
‘\‘k !\\ g
S Exampfes of Content/Process Items.
N oy R \
A. Recall | St &

Recall is the procemof callmgﬂn‘to consqrousness (rememberrng) mformatron
stored in memory. It Js basic toalhnteltectual activity, and is economrcal of time
and- effort. Recall may operate \yrth‘s;mplg or complex, small or large segments of
subject mattér.

>

w oo Examples

. N N
1. In terms of typical grocery store prices, from which of the foIIowmg could a
person most likély get the amount of protein needed for one day at the least
cost? C

a. beef roast -

b. orange$

c. dry beans - '
. d. marg¥rine : :

2. Fill in the-blank with a word that makes this-statement true:

bl

A good isa_" - : i - )

~ > . .
. . >~ . B

v

_Classification o . y

Classification is the process of puttmg together thmgs actron;; or events that'

ong together because of some basic, or general principle, characterrstrc or tie.
Examples

1. Make an X'’ before each ‘of the following foods whrch ,properly may be
classified as a carbohydrate

-

Foods ' . - ) f ;
— 1. bread . 5 potatoes o "t
— 2. butter . : j‘& cake

-~ 3. bacon — 7. red-eyegravy"

4
\ ’

4. jelly ‘ / | : JK

2. Make an ""X"” before each item below which is a service.

N A. washing a customer’ s(car
N
{3. an-orange
. ' ‘ . . .
C. anautomobile ‘ ‘ . -

— D., cuttinga customer’s hair L. B
_____ E. preparing a friend’s tax return

.
r

- 2

*pr
N
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Inference Mak_ing'

I.nfer'enee making is the processw of deriving an explanation of the reason why
things-happened as they did happen. . i '
Examples

A housew:fe began to:

1. select.cuts of meat with as little bone ana fat as possible. *
2. buy perishable fruits in smaller quantities. ’

3." select vegetables from open bins instgad of prepackaged.
4. serve food on children’s plates.

5. prepare casserole dishes from left-overs.

I infer that her principal reason for doing all of these things was to:
A. get.better buys in meats.

B. reduce waste.

C. teach children to. eat properly.

D. avoid buying spoiled fruits and vegetables.

%

Bl

A lady showed her friends a new chair she had purchased. Its design, fabric,
frame and finish looked like that of a $150.00 chair. There was no brand name
on it. She said she paid about $80.0f and that the store had other chairs like it.
.She didn’t tell where she bought it, b t | infer thit it probably was a:
- A. department store. .
discount store. ’ &

B
“C. "name brand” furniture store.
D '

general store.: .
- - \ .
D. Conceptualizing ° . .

Conceptualizing 4s the process of bringing seemingly unrelated and distinct
things or events into a functlonmg whole. It is the process of developing a “blg jdea”
into which a number, of “different things or.events fit, and in terms*of whrch all of
the associated details can be handled cognitively. .

The value of a concept demands'upon the number of apparegily separate thmgs"
or events‘in an area it bringe together. Typically, concepts grow’’ with the study
and experience of students, Simply because concepts are powerful tools used' inthe
process of thinking, it i® important in Consumers’ Education that each of a few basic
concepts “grow’’ as the students study and gain-experience in the field.

In Consumers’ Education, much of the testing of the process of conceptualizing

.will present items requiring the students cofrectly to relate new things or events to
previously acquired basic' concepts. To correctly relate new things or events to

viously acquired basic concepts indicates that the basic concept has ““grown’’ in
the sense that ‘the concept is larger and covers more things or events. Hence it is
more useful and Valuaple. .8

°

49
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Examples ‘ ( '

-

<

(For convenience both examples WI deaI with the concept spectallzatlon ) A 3

1. Below is a list of five stores. Beside each store are the th|ngs the gtore used to !
.sell. The next list tells what the store sells now. Study the lists. Then put an X !
by the two stores that have become more SPECIALIN 3.

Store ' ' Used to-Sell +° .- . Sells Now, “\ .
Bill's - ' ) orangeade and lemonade :‘orangeade .
Joe's orangeade and lefonade nothing
Ken’s " ° ofangeade and Iemonade , lemonads .
John's jﬂ orangeade and lemonade orange and Iemonade R
Ben'’s orangeade and lemonatle ulemonade an_d koolaide

‘ 2 Below are four coun‘trles and a description of the|r economies. Place an X by the
two which need to increase in SPECIALIZAIION )

)

Bongonia. is heavily |ndustraI|zed wjth very I|ttIe agricultural production'"
‘e The country’s major exports have been in the. natore of heavy machinery, while -
. imports have been consumer goods and agrrcultural products A major world war "™

has broken out and forelgn trade has been compleﬁely cu’b off ) ..
| @ o
Amazoma i tment with many other,

. untries, bef ot}her countries /
are all heavily industrialized, but have very in dequ . |cuItura “production.
Amazonia is self sufficient at a very low econo I It bas rich farm lands,
but devotes 90% of its. productive éfforts to ndustrl production.» This
production is very mefflclent due to the lack of adequ i'e m ral resourbes.
. . & ..
Washlngtoma is an |ndustr|al country wh|ch produces‘heavy machlnery It

relies on the sale of the machirery to pay for its mpﬁof general consumer

goods. In recent years many other cpuntries have’ badun” ¢ompeting wrth
I Washingtonia and the C/?EE‘FV is'rapidly being forced put rharket‘ -

Ecolonia is a Iarg{e'country which has enjoyed tremend0useconom|c success
over the past two ‘hundred years. The standard of living has been high, due to . |
profits from Iarge exports of agricultural and industrial products and raw /

\. materials. Lately the gross natrona} product has declined due to mcreasrng
shortages of minerals and wear on the'land. . . o

L)

E. Hypothesrzmg . L o ) S T )
" Hypothesizing, or the formulation of a tenable and ;estable,predlct|0n based

upon the best available |nformat|on is one of the more complex’ cognrtlve processes.

As used under m‘ost circumstances in Consumers Education: it réquires that the

L

L
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porkant relationships exist among the facts or data in hand. It then requires that
the’student reason that if these relationships exist, making a certain change will lead
tp certain results.

An example may be helpful In the previous ‘section entitled- Conceptuallzmg,
we may assume that Bill was operating a drink stand «seffing orangeade and
lemonade.- Let us assume that after a week of operatlon he had the following
information, or data.

1. Some days he lost money, other days just broke even; and sorhe days he

" made a little.
Each day he sold more orangeade than lemonade.
At the close of each day, he threw out a lot of lemonade. .
Atthe close of each day, very little drangeade was left.
. Because of the cost of femons and sugar, his costs for lemonade were greater *

. thar& the cost,o?orangeade

6. Many of those who bought Iemonaae seemed to prefer it only slightly over

" orangeade.

Examining the above information, it seemed to him that selling orangeade was
profitable; selling lemonade, of which he threw away a Iot each day, led to losses,
and few customers really preferred lemonade much over orangeade Bill now had the
basis for his hypothesis, which he may have stated i in this way:

If selling orangeade is profitable; 4f selling lemonade is not; and if most,

customers like orangeade about as well as lemonade; then if | speualnze by

selling only orangeade | will make-d profit. .

Blll had stated a tenable hypothesis because it was based upon, and was
consistént with the information he had to work with. Bill had made a prediction of a
future outcome conditioned upon an action he could take. Bill had stated a testable
hypothesns because he could specialize in orangbgde and se® whether or not he

~ made a profit. )

. Bill's next step’s consnstent with "his hypothesis would be to specuallze in
orangeade, and to see whether or not after a perudd of time he had a proflt These
actions are the test of his hypothesis. If he,gn fact, had made a profit, he would say
#Rat his hypothesns was confirmed, and he probably would contmue‘ﬁls speciality. |f
he, in fact; broke even or had a loss, he should reject his hypothesns and start ov
again. Using the total information he now has, he shouldﬁ\{ylop Fnew hypothe&
and test jt. ~ ‘ )

2 ~ Examples A ()

1. Data Available: S\a

a. A mother had three girls \z'ose  ages were 6, INand 2.

b. When the oldest started to school, she bolght several dresses, each madé of
very durable fabric, and each qunte expensnve
" The eldest autgrew the dresses in one year. °
The second wore the dresses one yeat.when she became
The third wore the dre/sses one year when she became 6. )
The first loved the dresses; the second complained thatfhe‘y didn’t look like

the other girls’ dresses; and the third objected violently to‘t'be-ir style.
) v




Hypothesis -

A. If the dresses made of d\[able but expensive fabric lasted over one year’s v
.wear by each of the three girls, and if the younger girls complained about
their being out of style, then this mother could reduce the complaints by
buying dresses of much less durable fabric at a much lower cost for each gijrl
- each year. °

. . -~
Is t'hiﬁ__'e»(t hypothesis also tenable and testable?

* -~

,B. \f the dresses made of durable but expensive fabric continued to bé of go\od

" basic quakty, but caused complaints by the younger girls because they were

. out of style,~then this mother could reduce the complaints by remaking the
dresses beforé they were worn by each suciessively younger girl. ¢

Tenable® _ X, Yes No
Testable: _ X _ Yes No

)
L J

.- .
“Note: If the purpose is to reduce thé complaints of the younger girls, there may
' be other factors to be taken into acgount before‘the mother should decide
which course of action to follow, that is, which hypothesis to test. Among
such fagtors are the cost/quality of the cheaper drésses and the time/cost of
réemakjty the expensive dresses. It is quite common in practice. that such
“other factors’” enter into the deeision of which of two or more equally
tenable and" testable hypotheses actually should be tested.

‘2. A real difficulty féce(d by students in developing-tenable and testable hypotheses°
is detefmining Wbich data among a mass of available data to use to develog a
ter’iityjand testable hypothesis. This example illustrates the problem.

re ~

Data Av_allable: . . ‘ o

Frpm.adve?tisements in the daily .paper, the folHowing information was
obtained about stores selling lawnmowers;

Store Brand  Size ) Other. InformatioM

21" O service availaile

18¥ '\/gjelf -propelled

24" Beautiful blue .. -0

21" Full service free for 1 year on mowers sold_

21" ¢ Service available free first 6 months on
#  mowers sold. . -

Hypothesis:

If a certaigpiece of goods has aivalue, and if service has a value, theh the
sales price of lawnmowers at the different stores wuil ‘increase as the service
offered increases. “

Put an X" in front -of the stores whose advertusements when taken
together, make the above hypothesus tenable and testable C

>
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Answer: 1, 4,'5 (AN sell the same brand of m'ower in the s.ar'ne size, and differ

* among themselves only in terms of the amount of service offered without
- charge. Stores 2 and 3 sell other brands in other sizes and give no information

-about service. The hypothesis is testable by gomg to these same stores and
obtaining their sales prices. If it is determmed that the price at store'1 is least, at
store. 5 somewhat higher, and at store 4, the hrghest the hypothesis will be
confrrmed.)

.

F. Generallz?ng A e . .

Generalizing is the process of developing a statement of relationships among a
number of items or events,.or the process of applying‘a known broad principle that
can explain the occurrence of the items or events given. )

Note: The measurement of this process r/e/quires that the item furnish a number
of details, or that it refer to a set of details which the writer is practically certain
that the students aIreadX possess.

¢ Examples

1 A family bought a new household appliance. They paid in cash all but $100.00
of the total cost. They agreed to pay the $100.00 and carrying charges in
payments of $20.00 per ‘month. The store gave them this schedule

4

Payment, Total ‘ , Paidto . * : ) Paid to
s Number Payment Balance'Due . Carrying Charge
1 $ 2000 © $ 18.5G © 8150 .
2 ) 20.00 . . 18.77 * 1.23
3. 20.00 19.06- € 94
.. 4 20.00* 19.34 .66
5 20,00 1963 - 37-
6 477" 470 07
Totals ©+$104.77 '$100.00 $4:77

4

in the,space below, write one statement which describes the changes that take place )

in the share of each-payment that goes to pay off the balance/ and in the share that
goes to pay carrying charges as this type of credit account is paid off.

Answe[ — : ‘ 8

2. Malnourrshed children whose mothers prepared few regular nieals ate mostly
chips, bread and jélly, sandwiches fade with cold cuts and drank bottIed soft
- drinks. ¢

The children were brought into a school prog/am provudrng break fasts with

RS

fruit, cereal, or eggs, toast and milk and, lunches of cooked meats, potatoes,-

vegetables, salads, bredd agd milk. They ate the bread, potatoes if frengh fried,
threw the rest of the food in the waste can, and bought bottled drmks from, the
store across the:street. '

Y
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#= ~ Which of thg following generalizations best explains the children’s actions?
. - . - .

Children will not eatfoods they have not learned to Hke.

Mothers tell their children not to eat what they were given.

B.
C. Schoollunches cost money.
D. The food would have made them sick.
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© B. Write-one classification item

PRACTICE EXERCISE 9

In this exercise, Vou are’ given a section of content entitled YOUR BREAK.~
FAST CEREAL. Then you wiH bé asked to write test items illustrating eat:h of the
~s|x cognrtlve processés presented under Enabllng Objective 8.

- . . ’

)

YOUR BREAKFAST CEREAL

- & x

t

What did you have for breakfast thrs morning? Was it cereaI from a box. you or
your parents bought from a grocery stqre7 ‘ : T g

We are going to pretend 'that you ‘did have cereal, and that it was purchased
from a store. Long ago, you would have had fewer choices to make’ There were
fewer companies that: prodLiced cereal in boxes, and not as many stores sélting it.
The companies didn't make cereal with the sugar already in it. People had less
-money to spend on the,purchase of ceréal, too. - )

But this i§ today, not long ago. What happens when you decide you want cereal
for breakfast? First, you must decide how much’ you wish to spend. Then, you need
to know somethrng about the %real you' are thrnklng of buying. How did you find
out about it? Does anyone youknow eat it? Where can you get it?, . -

Once you think you will I|l<e it and ‘want to buy it, you may have a few“more
questions about the purchase 'of a partlcular cereal. Some cereals contain, mote |
vitamins than others; some have sugar in*them and others do nat. Cereal boxes are -
ditferent “sizes. Some bgxes have pri¥es in them. All’of them cost money but each
different box does not cost the same amount. Can you think of some reasons why
® cereals cost different amounts? : : '

-

Using the above content:

A. Write one recall item

>

C.’ Write bne inference itent

. .
L)

D.: Write one generalizing item.
E. ‘Write one ’conoeptoalizing item -

.

'

-F. Write one hypothesizing item w—
' L ! . .

Compare the rtems with one. the author wrote Do they seem to be similar in terms
.of process? '

°




e . % Hlustrative Items

-

. Recall | A ' .
~ According to this story, what is the first thmg you must decide when you start
to ¢hoose wh|ch cereal-to buyZPlace an “'X"’ in front of the rlght answer. °

___ -A. which kind you will not buy
= B. whether or not your friends eat cereal
_ C. how much your wish to spend

v e

.D. how big a box to buy

N

Classification . -

\
Some of these things are true ndw and some were true Iong ago. Make an ““X"" in
front of each th|ng that is true now,

~

fewer choices of cereal

more companies produce-cereal in boxes
fewer stores selling cereal in boxes

sugar was not already in the cereal -

people have more money to spend on cereaI \

Inference - ’

R ~

Although the story did not say exactly, | think the statement below that | have
marked X" is true, . ( . ot

3 ke

kids long ago ate more cereai than today -
rt was harder to choose cereal Ioni; ago than it is today

peoplereat more kinds of cereal today than they dié I6ng ago
kids do not ask tneir mothers to buy cereal so they can get prizes,

S
[y
5

Conceptualizing (Concept: choice) - ) . * a ,
The big idea is that people must choose what: they will Buy if there are many

' thmg's they could buy, because they don’t have the money to buy, or don't
want, everything. Put an ‘X’ in front of the story below that describes a
sntuatlon in which cloosing is most necessary. . :

— A. Mr. Brown'’s store ‘sells 15 kinds of cereal. HS has most cereals in
s - » two or three sized boxes. Some have sugar, some vntamlns and

-

’ some pnzes ro
4

_;___ B.  Mr. Jones' store sells rolled oats, .corn flakes, wheat and rice cereals.
“All arein 16 ounce boxes and are just plain cereal

50.
v Bp
Al
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E. Hypoih zing

If there’ were fewer cereals to thoose from long ago than there are today, the
. older people ate the same kmd of cereal much of the time when they were little
i children. Place an X" in front of the statement below that identifies an
approprlate hypothesns .

——— A, There were fewer cereals long ago because the tastes of people were

more Iamlted -« .
- ____ B There.were fewer cereals' long ago because the incomes of people
were |ess,

. —— C. Children today ha’ve sweeter tashtes than they had long ago.

I ~

F. Gen:aralizing \\\ | \/)
. Make an "'X" before the statement that is true. ‘ A
. R A: ' allltampames makmg cereal make all kinds
—— B. ifyou try, you can buy one cereaI that has everything you want

—— C. big boxes of one cereal always cost more than little boxes of ‘any
) other cereal -,

_____ D. there are many more things to think about when you buy cereal
today than there yvere long ago .

v v

t
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. C ENABLING ELEMENT 9
. . "

\ Norm Referenced and Criterion Referenced Tests
~ ) -

When a test has been prepared, administered to the students, and the papers
scored, the teacher obtains a test score, and only a test score, for each student. Each
test scare is a bit of. information to the effect that. the student earning it answered
that many of the questions on ‘the test correctly, or received that many credits for
his efforts. To make a meaningful decision about the attainment represented by the
test .score, the teacher must compare it with some generally understood and
“accepted standard. The process of comparing a test score to some stated standard ‘
commonly is known as referring the score to that standard.

In current practice, test scores are referred to one of two types of recognized .

, standards. They may be referred to the mid-score, or to the, median of the’

distribution of scores, earned on the same test by a group of students of the same

general age and grade ‘in sghool. The mid-score, or the median of the distribution of
the scores of the groug/cls defined as the normal score...The group is called the
norming group. When scores of individual students are compared with norm scores,

it is said that they are being referred to a norm. Tests that provide a table that

enables the teacher to compare the scores of |nd|V|duaI students with norms are said

to be ““norm referenced’ tests. ’ <

The second type of standard with which individual scores may be compated is a
pre-set and gated number or percentage of items answered correctly. That number,

or percentage is called the criterion score. Tests which provide a pre-set and stated °

number of items that must be answered correetly for a student’s performance to be

accepted as satisfactory ard said to be ‘‘criterion referenced” tests. | '
Students’ scores obtained on a good test may be used in decisiori-making by

) referring them”either to norms or to criteria. The same test may be either norm

. referenced or criterion referenced. For deciding which of the students are in greatest

' need ofyspecial help, or deciding whether or not help that has been given has been
efféctive,” a norm referenced interpretation should be made. For deciding who has,
and who has not, attained a sufficiént level of mastery to enable the student to go

-“on to the next unit, a criterion referenced interpretation should be made. Thus the

. kinds of evaluative decisions to be made deterrine whether the teacher should
interpret test results on a norm referenced or crlterlon referenced mannér. The

following example ‘may be helpful P .
4 - < 2
Exaénple . -
1‘ . The students were studyung a.module on the computatlon of interest and other

types of finance charges. This module ndrmally would be followed by one requiring
the 'students to compute alternative costs of purchasnng a home and equipping |t
"with certain high cost iters if each of two finanging plans were used. .
v ‘The teacher would' need to make two tyges of evalyative decisions. The first
decision was which of the st'udents)had, and Wwhich. ha not, attained a sufficient

N ]
N




level of mastery to enable them to work with the ‘content of the next module The
second decision was whether or not a special assistance program used by- thec,t?free
students who typlcally scored lowest in the cldss had been effective.

The teacher prepared a good ten-item test on the module being studied. He/she
made the judgment that all students answeririg correctly seven of the ten items were
pkepared .to undertake the next module. By making this judgment, the teacher set,
the criterion, and would be able to refer the score of each student to it. The test
" could be used in a criterion refefenced manner. ,

The, three students who had reéeived.the special assistarice prograrn typically
scored Iowest in their class. By making.the rest of the class the norm group, that is,

o

the group with whom their performance wouId be compared the test could be used .

jn-a norm referenced manner.
After scoring the students’  answers, the results were tallied as follows: a zero
tally mark (0) represents ore of the three sp'ecial help students and a straight tally

mark (/) represents one of the other students.~~ ; ‘
Test Score _ Students '
. ’ A * ¢ R
\ 10 . . ? //
L9 S,
8 . TNL T .
7, 4 7L 0  Criterion
6 /00
5 ‘ _ ] .
4 , - ‘\ « @ -
' 3
‘ 2
1 )
\ ' ’ ” .
TotaI 25
v M -~

In the example how many met the criterion? Yes, twenty._ How many did not? They

would have further work before attempting the riext module. Do you sée that using ‘

classroom tests in a grterlon referenced manner assists in the making of important
evaluative decisions?

In the example the three students who had recerved the special prograrﬁ‘ are
-represented by ""0’s.”” Typically, their test scores were the fowest in the class. Their
" grogram could be Jjudged to have been effectrve if they no longer scored lowest. Was.
the program effective? How Hoes th%.use of the test results in a norm referenced
manner show you this? Do you see that using test.results in & norm referenced
manner may help in the making of important evaluative decisions?

=
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. ENABLING ELEMENT 10

* A |

Reasons for Considering Other ObservationakData

\\\_)

' . 4
There are two basic reasons for considering abservational data other than test
' scores when evaluating student attainment. First, the objectives for mdst units of**,
instruction include some that can be assessed only by observing behavior other than
test performance. Developing interests, changing attitudes, applications of what is
'.‘Iearned to out-of-school sitda.tionsp independent exploration of related topits, etc.,
are examples of Such objectives. Behaviors related to such objectives must be
observed when they occur and cannot be tested for formally. ° : s
Second, some’ behaviors séem to be indicative of change in cognitive learning,
and many teachers feel.that their occurrence should be weighed when evaluatin
student attainment, Participation in group or class discussion by withdrawn’ children
" seems to be indicative of improved cognitive learning. Bringing a picture or a short
article pertaining to some phase of the topic and sharing it with peers may be a
signal of better work to come. These behaviors too must be obsserved when they”
occur, *and cannot be formally “scheduled without losing their_spontaneity and
significance. L ¥ SR
Behaviors which are the subjects’ of, stated objectives should be obserVed and-
fully considered when evaluating student attainment. Behdviors thought to be
indicators of change for better or for worse in the level of student attainment
likewise should be observed and considered when devising teaching strategies and

»

when evaluating student attainment. -
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ENABLING ELEMENT 1

Techniques for R&:ord.ir'tg Other
" ."  Observational Data .

Observations of unscheduled student behavior. typically should be recorded as
‘anecdgtes for use primarily by the teacher making the observations. For evaluatnve
uses d’%\&zeed be preserved only for relatively short periods.

AS anecdotes, they should report as precisely.as possible just what the student
did, that is, behavior. A brief notation recording the setting, or circumstanees in
which thé behavior occurred usually is helpful. Involved inferences about the
* students’ rpotives, or description$ of the impact upon other students, the class or the
teacher shobld be omitted. In terms of style, the entrleishould.be informal, but-
clear. .

" The records may be kept in a simple notebook, or in an ordinary tablet. It is

good' practice to record on the flrst page the types of behaviors to be looked for
betausté they are directly stated or ‘implied in the unit objectives. Separate from
. these, but clearly noted, should be those behaviors which' the teacher believes are
indicators of sugmflcant changes in student learning, and hence. worthy of
observation. If the combined list is, brief, it is more probable. that the teacher
actually will_be ablé-to keep up wuth the task and end up with good data to work
"~ with. N
' It is recommended that_tie students’ names be'\;}ered alphabetlcally, one
name to a page. The rulingof each page should provide one column for entering the
date of each behavuor recorded, and the remainder of the page probably should be
blank. Attempts to record anecdotes on elaborately ruled pages rarely are successful
and often are confusing. Each teacher may experiment with a recording system until
aworkable one is developed.

L4




S ~ - POST-ASSESSMENT
{ . ! ) \.‘» \

1. A teacher wrote an item to measure a certain complex !pgmtlve skill. 60% of the
students marked the correct answer. The results establushed that:

A. 40% of the students tried to use some other skill *
% B. 60% of the students got the answer.correct by some process
C. 40% of the students could perform the skill but lacked basic knowledge
“D. all who marked it correctLy can perform the skitl.

o

-w
For each of the next two |tems select the letter from the list below of the
cognitive skill of process that students probably would use in responding to |t You
may use any skill or process as often as you wish. oo

Sg;ll or Process

>

A. generallzmg - | . &
Lo Y
B. inference _
C. classification ) .
D. hypothesis development ‘ -
. ‘ C - ,
2. Given the following facts: ; v
a. insurance comparnies pay 3.5% interest to policyho ers, . ' o -

.
1

'b. national banks pay 4.5% on savings,
c. savings and loan associations pay 5.0% on savings,

If a person needed to borrow $10,000.00 to purchase a $50,000.00 home, which
type of Iendmg agency probaﬁly would lend him the money at the lowest inter-
est rate? }

probably uld be used by students

Yo s

o -

Skill or /process numbered’
responding to this item.

3. A girl found-thatshe-couid tﬁvest——wteach—e%the feHewﬁgtvpesmecuﬁtfesat B
the interest rates shown below: : ,
*U.S. savings bond—3.756% . ' -
national bank savings account—4.5% '
savings and loan account-5.0% * - .

first mortgage on a home—6.5% . - ‘. ) N
second mortgage on a home—8.75% N
In one short sentence, what probably accounts for the increase in interest rate
as the types of investment change as you read down through the list?
P ‘ P

Skill or process numbered probably would be used by students

: respondmg to this item. coL e ) ’

. 56 ]
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4. A teacher told a student that-his reading comprehehsion score indicated that he
was reading two grades higher than his grade level.
. a , ‘
Obvioeusly, the teacher was interpreting the student’s test score in:

3

/A" an unethical manner .
B. a criterjon referenced manner

C. anorm referenced mapner

D. anerroneous manner

,

\
. ' . .
5. Which two of these possible reasons really are NOT proper justifications for
considering observational data‘other than test scores when evaluating student
attainment? L ‘

-

) ‘NOT Proper _

Justifications Possible Reasons

A. 1,2. ' R . Certain objectives ‘can be, assessed

- only in terms of the behaviors of
B. 2,3 students in the course of their
' activities.

Some students do not do well on
tests. N

Some things students do probably
indicate, that changes in their

' Ieaxning are taking place before
the results show up.on test §co\res:
Observations of other behaviors
give the teacher a-defensible basis
for awarding better grades to some
students and lower grades to other’
students.
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6. Ihe' following paragraph contains statemeQts describing a technique for

recording observational data other than test scores. Not all of the statements -
may be carrect. Read the paragraph carefully and chodse the alternative wh1ch .

lists the humbers of the statements which are NOT correct, . , oo
The Numbers of the ~ \ :
Statements that are : * « *, A Technique fof Recording
NOT correct v _ Obiservational Data
. A. 3,56 o “ . 1. Observations of unsche\ uled studentl
\ ) behavior should .be recorded as anec:-
B. 2,6 . * dotes, primarily for use by the téacher
' . L making the observation.
“c. 1.4 t ‘ FE \
) 2. Each record should state, just what the
D. 2,4 . studént did and contain.a brief nota-

" tion of th& circumstances ungder which-

e : the behavror occurred

3. Each entry also should contain the
teacher’s inferences about thé students’
motives and the affective effects upon
~ other students

teacher should decide just what
. iors shé will look for, and list
. R _ them, keeping't’he list brief.

\ 1 ) . " 5. The behavnors to be observed may
Co include any that interest the teacher,
; because she has no way of knowing to

« % whatshe will relate them.

6. A simple noteboo E page for each pupa'l
listing his name provrdmg a column for
dates, and blank space for recording the

observed behaviors probably is the bestf

VL record system to start wnth

& . l ! i . \ ' “
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. ENABLING. ELEMENT 12

W\ays of Using Observational Data
There is no single way of using observatnonal data in*the makmg of evaluative
decisions. There are no ways that are umve;salkﬁrrect and probably none. that are
universally wrong. The ways to use them are matters for the judgment of each
teacher, and they should be arrived at Judxcnaily, takﬁh into.agcount the situational '
factors in eafch case and the. quality of the data available.’ ’fgc _
\Two types of mistakes may be made in dealing with observatlonal “data. The
first is Wssngn numencal values to the observations and then to treat the
values assigned as if they were measures of physical obJects They are not!and
* treating them as if they were is a serious mustake Even a simple count of the number
' of observations of a given behavior may be mnsleadmg hecause the number of times
g’Yt occurred and was not observed cannot be knowsn. The second type of mistake is to
attempt a completely unplanﬁed appreach to the use of observatjonal data when
evaluating student achievement. The results “will be difficult to explain, and the
~teacher may be accused of being too severe with some students and too generous
with others. Some reasonable ratiogale for tagﬂuse of observational data in assigning
student grades and in eyaluating.learning/teaghing strategiés is a practical necessity.
' In many situations, such observational data should sufplement test data and
grades for class work. In effectb they may furnist¥the basis for adding a few points or
for subtracting a few . Usually either of these can be-done with good
Ju(fgment Another very |mportant use is in explalnlng 10 a student or to parents ina
counseling settmg why the student is achieving as he is, and identifying things he
could do to h%rove Used in these ways obfrvattonal data-should make positive
. contributions to evaluation and to learning: -
It usually is advisable for the teache? to begm to use suth data by consudermg\,
: how best they may be used wuth the task at hand. From "this deliberation, the
teacher should develop a few guidelines. Bbﬁreferrmg to the guidelines'from time to
time, the -teacher *ill maintain an éven-handed usage throughput.the task. With
experieQc formulatmg personal guidelines and in applying them, the real value of
“such observations almost% certainly will increase.
\/However there=are some behavuorsvwh:ch~are highly valued in consumers’
educatlon but simply: are not observablg—life- long persgnal budgeting, perhaps. At
. any given time and in any given setting, observatfonal da%a wull not be complete but .
it should be better than nonel! . ’ L.

»




) " . him/her of the important things to be looked for. ’
‘ \\,‘ 6. Records of‘observations should be brief anecdotes. ' ‘

PRACTICE EXERCISE 10 :

\ R * N v
. Other Observational Data -
.

=  Place a check before each of the statements below which is correct.

»
'S

-

\J

—— 1. The assessment-of many important objectives requ:res observations of
behaviors other than test scores. .

_____ 2. Some behavuors are clues to important changes which students may be
making. . g

.« . ) w L

— 3. Observations of what students actually do should be considered when
assigning grades.

— 4. "It is not necessary to keep a record of such behaviors because the
teacher will remember them,.anyway.

1Y

____ 5. A short list of behawors to be observed helps the teacher by remmdmg

— 74 Each teacher should experiment with ways of keeping records of
observational data until he/she develops one that works well.
- ‘N
— 8. Records of observations of students’ classroom behaviors should be
given numerical values and treated as test scorgs.

—— 9. ‘Récords of observatlons of studs#f behavuor are valuable for student
and parent conferenges. s

Y

- 10 Planning how he/she will use observatnonal data will |mprove the use a
teacher actually makes of them.
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_Organizational Note .

" Up to this point, the contents of this module have dealt with the obtaining of
data pertaining to student attainment. The material was directed to the evaluation of
the achievement of-the individual student. ' .

A professional responsublllty of teachers is that of evaluatlng, making decisions
about, the effectiveness of instructional sequences, units or niodules as they actually
were carried out in the classr . The purpose of these evaluations is to enable the
teacher to mt)<e changes in the instructional strategies, in the in'structional materials
provided to th

- instruction progresses, or before the same topic is taught again.
Meeting this professional responsibility requires an evaluation of three

components. The first is the students’ activities—the types of study in which they-

engage, time spent in each, estimates of the effectiveness of each for students of

different ‘types, and contributions_ made by instruction in other classes and by -

out-of-school experiepces. ' . ~

The secZJnd component is the mstrugtlonal materials provided. The evaluation - -

should take into account their adequacy, availability, and‘smtabnllty for the students
involved. -~

The third component is the input of the individual teacher. The teacher’s input
largely is determined by a basic grasp of the subject matter, by planning efforts, by
activities during the instruction, and by the demands made upon the.teacher for
related and unrelated work with persons and groups other than the students.

Within this module the evaluation of the students’ activities and of the

instructional miaterials will ot be considered because of time limitations. The )

module will closé with a very brief treatment of the evaluation of the input of the
teacher.’

e students, and in the teacher’s own activities as thg study and
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ENABLING ELEMENV‘i3 ,
_Reasons for Documenting Teacher Input

It is-almost universally,accepte?that what the teacher puts into a. learning/
teaching sequen}, influences directly what the students recelve from their study.
But the teacher” may put in many things. Not all of them are obvious to students
and somg may not be recognized as inputs by the teacher. The first reason for
documenting the things a teacher dogs is to make them evident to the teacher, and
to others who have reasons to be interested_and concerned. ~

Itﬁfact of life for teachers that they have only so much time and epergy that
can be devoted to any given teaching task. The_ effectlveness of their instruction is
dependent on a very considerable extent upon the way they disBibute their time
and effort among the principal activities in which they engage. The second rgason
for docymenting the things teachers do is to enable them to readjust the distribution
of their time and effort so that their total input may be more effective.

. In the final analysis, the basic reason for a teacher t6 -record the types, the
dmounts of t|me .and possibly his/her judgments about the effectlver)ess of the
activities related to a module learning sequence or.unit is to enable the teapher to
teach students more effectlvely
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Illustratnve Form for Documenting Teacher lnput “

~ : " ., < ~

The form in whrch teacher input. should be documented is that vﬁnch the
- teachet concerned frnds usable and useful. Therefore_ the form presented below is
rHustratrve of the types of |nformat|on which  are useful in making evaluative
declsrons and simple enough to be usable in most situations. Teachers should
experrment by modifying the form until they develop one, which. they find most

"The form presented lists three broad classes of teacher inputs, namer A.

PIanmng~ and ‘Direct’ ‘Preparation; B. Diréct’ Instruction; and C Oths Related - -

Actrvntles Each of the broad classes is sub- dlwded inte’ more specrflc activities
related to it. For each of-the specific activities in which the teacher engaged, space is
" provided for recording the dates and the time spent on each date on thét actnvnfy
The last column provndes space for recording the teachers notes and™ comments
about the conduct of each activity. . . -7
The documented input, if kept current, may be very valuable for formative
. evaluatjon purposes For example, by gIancrng over the previous day’s entries the
_° teacher can identify activities on whrch too much time was sp’ent and those on‘
" which "too little time was spent. As a basis for the summative evaluation of the
learning/teaching sequence, the teacher-may add the number of minutes spent on/
. each activity and examine the grand total and the ' balance among.. activities. -
Relatronshlps between the_kinds of things the students produced’ and theit Ievels of
chrevement and7 the types- and extent of teacher input probab1y erI become
. apparent. ' . . ‘;& -
, Documenting teacher input serves its purpose when it enables the teacher“to .
{Q adjust teachrngactlv,rtles while instruction is in progress, or to adjust the distribution '
of teachér efforts the next time the unit is taught
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. PRACTICE EXEHpISE n

1. Which of the foIIowmg are valid reasons for a teacher to make a record of his/her
- actnvmes? Check as mdny as are correct
—__ " A. to help the teacher distribute his/her time wisely
. —r B. " to’prove that work was done .
C. fo eall to the teacher’ s, attention the types of related activities ln

~

—_— .
which he/she did or pOSS|ny should have erigaged. K . - .
2. Classify each of the entrres on the right by recording its number besrde the type
- of teacher actrvrty to wh|ch it belongs tr ‘ T
. _J Typeof Actwity . ) \
S LA, °Pl'anning and Direct Preparation 1. \v\v\‘orked with Susy M :

——a. Planning teaching §tl;ate~ 2. made plans for tea'ching “banking"’~
gies and stydent activities 3 c.anned

=~ b. Reviewing content

—o C. Assembling materials

scanned chapter in the textbook
4. prepgred pragram on Consumers‘

;Education for parents - ~
. . . . 7’ % *
, B. D'reCt Instruction _ 5. attended extensron(class . i
ol
—— d. Large group ° 6. prepared test for unit - L
——¢€.,Small grou ‘ ©
. group 7. worked in Irbrary selecting ma- »
. —— f. Individual ) - terials for the cl , ,
.. _ Evaluationé erla stor ¢ ass - . N
¢ . ko . % - * o ( . ' R c s .
, C. Ofther Related Activities ~ - ’ . "%
. — h. Formal Inservice =~ . S - .
—i. Independent study ' o SR ‘
—J. Related committee Work _~ * Ty
"~ —— k. Related cémmunity work o u R y :
. N (43 ’ ) )
v Y N . . , '
Check your answers with the Key below. .
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POST-ASSESSMENT

. . »

1. Listed on the right are possible ways of using observational ‘data. Choose from

the alternatives on the left the one that lists the ways of using observational data
,that are NOT generally advisable: ¥ - '

{ J

NOT generally .

advisable ways . e Possible Ways

A. 2,3 / 1. Quantify them and treat the results mathe-

. N : matlcally 2. Plan how best to use tie records for

B.. 1,5 . ~ all students |1’\5 ey will be used in arriving at the

- Lo grade for an§/student. 3. Use the _records _for

C. 3,4 ) . counseling individual students and in eonferedce
- T . with individual students parents. -4. Use them a3.

D. 23,4 ' & one part of a student s record bging aware that the

_ behdvjors recorded, canstitut® only a part of the
tote/of any student s behawors 5.-Use them in a
pletely unstructured and unplanned manner so
yoﬁxwrll not prejudice the behaviors of any

student.-

[ A : ~

» ‘ —
\ 2

2. Whlch of’ tHe Posmbl/ Reasons flsted is (are)- NOT valid. professmnally as a

-

reason(s} for doc0m§’1tmg teacher input into the iearnlng/teachlng process?

NOT valid s ; o, B C .
A‘:/,l 7 . 1. Documenting the several things the teacher
. oL h .- does makes them evident to the teacher. . .
B: 1, 3 N . ) - ' ' )
' 0 - 2. Documentifg the,several things the teac
C.'3. . .7+ . «  does ptovides evidence that the te"acher did d
Lo . . ‘ﬁusomethrng Lo R
. “D.-2 . . e e SN ' .
’ R < 3. Documenting the several things a teacher does
> ' : “enables him/her to redistribute his/her efforts
o, , ' and thus becorne more effectlve
N ° - N {
" ’ s v . -
I . - . s . - ) ' /
- o .
. g ) o, . ' . &
B 4 ¢ . ¢
.{ ! a 3 N >
! ] . - 3
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‘Classify the specific teacher activity given in each of the two following

belongs from the list on the right.

Specific Teacher Activity -

3. ‘Prepa‘red presenta:tion on Consum-
ers’ Education for parents’ club
(2 hours) -

—

i

4. Scanned text materials for the
unit (30 minutes)

-
DN \ N

O®>

OO0 w>

* questions by recording the letter number of the type of ,tacher input to-which it

-

Type of. Teacher Input -
Related Activities: Committee

* Related Activities: Community

Planning: Assemble Instruction
Materials . .

Direct Instruction: Large Group
Planning: Assemble Materials
Other Activities: Formal Inservicé
Planning: Review of Content
Direct Instruction: Individual

[0




- . * GROUP ACTIVITY

S

1. Have teachers meet in small groups and anatyze some tgsts that have examples of
poor test items. Give reasons for their statements.

.
'

3
.

2., Have teachers meet in small groups and construct well constPucted test items.
Allow time for large group discussion. Vv
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