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The mission of the Center for the Study of Evaluation is to conduct

~ inquiry, from a variety of perspectives, into the nature of educational

programs and services. Our commitment to inquiry into the field of

evaluation grows from the belief that school practices and the compe-
tencies and satisfactions of those who participate in the educational
~enterprise can benefit from information collected in accordance with so--

cial science methodologies. Activities of CSE involve study of the

, “instruments and methodologies for collecting information as well as the
sociopolitical contexts of educational decisions as a means of contribu- -

f : ting to the long-range growth in effectiveness of public education.

Information about CSE and\"l‘ts publications may be obtained by

writing to:

Director, Public Information

Center for the Study of Evaluation _

UCLA Graduate School of Education e

Los Angeles, California 90024
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ABSTRACT

The materials in this volume were developed for use in a series of
conferences on testing and instruction sponsored by the National Institute
of Education, in collaboration with the United States Office of Education,
“the UCLA Center for the Study of Evaluation, and a network of research and
development agencies. They are intended for use by school practitioners
and others concerned with the development or selection of tests geared
toward local curricula and objectives. The materials were tried out and

— validated in.a process—that began before the conferences, continued
during the conferences, and was completed via external review and final
modification after the conferences. ' ’

The volume provides procedures for selecting or developing tests that
are instructionally relevant and technically sound. [t -offers two '
procedures to be used in the test development process, and-two to help
make the test selection process mog® systematic. The procedures for
test development rely on domain specifications and item review for .

_ congruence with these specifications. The procedures for test selection
are concerned with a test's relevance and its.technical properties.

Domain specifications connect*]earéing outcomes to instructional
content and the assessment of learning. They are develpped so that the

- test maker will understand instructional intentions and so develop ' .
;;;’%ggropfiate test items. Specifications provide rules for describing the .
omain, generating items, and setting their linguistic and cognitive
complexity. Item review deals with how well test items reflect the content
of the domain and- follow the rules for item generation.

The test selection procedures consider a test's instructional
relevance and its technical qualities. Instructional relevance is judged
. ih terms of how well the test matches specified skills and objectives.
Technical qualities are judged in terms of what the test measures, how °
it was developed, its appropriateness for the examinees, and the scores
it reports and the interpretations thcy permit.

. The volume contains a training unit -and practice materials for each of .
these four procedures. Included with the training materials is a
facilitator's guide used by the person designated to provide the training.




PREFACE

The materials in this bbok‘are 1ntehded to be used in the provision
- their development and validation is as follows.

In the Spring of 1979, the National Institute of Education, in
collaboration with the United States Office of Education, the UCLA
Center for the Study of Evaluation (CSE), and members of a nation-wide
network of research and development agencies, sponsored a national
colloquy on the role of testing in the pub1ic schools. Eight regional-
. conferences were held as a vehicle_to share infoﬁnation among ‘
approximately 1200 participants. These people came from the communiey,
parent groeps; and the professions of teaching, educational research,
policy, and administfation, and represented local, state, and national
interests. Of,prjme_signifﬁ;hnce was the conferenee theme that testing
could have an important role in improving the effectiveness of instruction,
but thet much remained to be understood ebout testing needs and problems,

Each conference invo]ved presentations from national and regional
figures in testing and instruction. The cdnferences also provided initial
training'opportunﬁty in test'development and test selection to acquaint
participants further with some of the newer ideas in the field. The
opportunity eo prov%de this kind of training has led to the development
of the materials contained in this book. The substance of the materfals
derived frem earlier NIE ¥unded'work at CSE, and consisted of materials
dealing with (1) test development including domain-referenceqfsest

specifications and item review proceduresgyand (2) test se[eEtion from

the standpbints of a test's instructional relevance for a given curriculum,

and its technical and practical merits.




Before the materials were presented at the regional conferences they

were tried out in two local ‘field settings.” These local try-outs led

to initial materials revision and the development of a facilitator's guide - /

to be followed by the person using the materials to provide training. /// g

The materials were subject to a second period of review on the basis of
the first.two or three regional conferences, after which further revisions
uere made. We felt, however, that the materials given their potential
rfor use by and effect on classroom teachers. should be subject to further.
" review by external experts, after all e1ght conferences had been conducted.
External consultants reviewed‘the/materials in terms of their
methodological soundness the re]eyance'and accuracy of the domain
spec1f1cation examples they prOV1de and from the standpoint of classroom
application -- are; they potentially useful to teachers? are they /
sufficiently comprehensivewtomallow users to consider development of a
wide variety of assessment devices? are exemplary materials relevant and
accurate? In addition, both external reviewers examined the facilitator's
guide accompanying the materials. Concurrent with these reviews, the
materials were tried out once again with teaching and central office staff
of a school district. |
After the reviews and the trial, the materials were subject to’a,

final level of scrutiny -- this time by CSE staff with a background in
tests and testing and who represented classroom experience and content
knowledge in the skills dealt with in the materials.

: These CSE staff (l)‘independently of each other and of the external

reviewers provided detailed critiques.of the materials and made suggestions

for revision; (2) examined the results of the critiques made by the

/
/
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' e}ternal reviewers; and (3) mede appropriate changes to the training
‘uhaterials‘and the accompanying facilitator's guide. These changes are
incorporated tn the present materials. |
The entire package of materials views the test development or
selection process—in-terms of specified content areas and instructionaf
strategy. In doing this, they begin the first step in linking the
resuTts_of testing to.instructional practice. thereby improving the
effectiveness of instruction
The mater1a1s in the book provide domain-referenced procedures for

"making, choosing. and using tests. The book offers two procedures to

P

be used where ‘there is reasonable control over the test evelopmen

' process. e.g., in the design of'a district testing program or the///
development of teacher-made tests. It'offers two procedures to he'used
for making test_selectton;uore systematic; e.g., in cases where the
test is prepared by others such as a commercial test firm or a consultant.
The procedures for test development (1) provide a blueprint for writing.
domain-referenced test spectfications and,(é)’a technique for reviewing
test items for congruence.with the written specifications. The
procedures” for test selection are concerned with (1) a test's instructional
re]evance for a given curriculum and (2) a test's technical and practical
men1ts ; '

\
|

Domain spec1f1cations connect learning outcomes to instructional

" content and the assessment of learning. They are developed so that
someone reading‘them will understand instructional intentions and the
means of achieving these tntentions, and thus be able to develop -
appropriate\test jtems. Specifications define the instructional content

_and the skills the teacher will teach and the student is expected to




[

learn.' Description of instructioh includes materials used, time spent

‘°;{ £ on fhem, activities and practice for the student, and what the teacher

\,;';:" ) . C .
. will do. The specifications identify the content areas emphasized in

‘ instructipn which will be the basis for tésting at the endAof instruction.
Test quesfidns are written to provide a valid sampliﬁg of learning under
the conditions described. The sbecifications include rules for domain
deséription, setting instruttional\content,‘generating test item;;.

~‘,spec'ify'ing test format and directions, and setting linguistic and cognitive
complexityi Tests developed in thié manner provide a sensitive asséssyént
of whaf the stddent has learned and can lead to prescription respohding

to test diagnosis. | i

Item’revieh takes place after the test has been devéloped. The
review process'deals with the extent to which a test item reflects the
cohtenffof the domain; how well the item matches the domain affects the
degree to which test performance is an accurate indicator of student
performance. The réview allows one to judge the degree to which the
item.belongé in the hypotheticél set of items described in the
specifications and how well it mat;hes jnstructional content. It allows

the item to be judged in terms of its fit with the domain description,

content 1imits, item generation rules, test format and directions, and

- 1inguistic and cognitive complexity. h

‘The procedures asisociated with test selection begin with the pfemise
that a test's relevance for a given curriculum should be judged by
comparing its items with specific curriculum{skills in order to éelect
the most instruétionally rélevant test. The proceQures involve a series
of_Judgments about one's own curriculum objectivesqud she,&egree to_‘

which these objectives are reflected in a candidaté test or tests. The




procedures are especially’felévant for: decisions about major tests such

.as school- or district-wide achievement tests. The process allows test
4 ¢ . .

selection decisions, furthér, to be shared by teacheré,hcurriculum
developers, test specialists, and administrators.

Test selection should also coﬁsider a test's technical merits. The
procedures in/;he\?ook dé§] with a range o%-test features to be used in
Judging tiSt qUelity; e.g., the objectives it measﬁres, the adequacy of

its development process, how it‘was validated, its appropriateness

for the intended examinees, hIw i; is administered, and how its scores
are reported and what interpr\tations they pennif;
Included with the book of\:raining,maferials is the facilitator's -

guide which begins after the glossary of %erms.' This guide is intended

_for use by a'w/rkshop facif{tatgr who will use the guide to provide

training in tést development and§fest'sefé6}ion. This gﬁ{&é“(1)'de$cribes

the materials jn the training nn&¥1es, (2) discusses thefpurposes of the
tréining, and.(3)\deals with tﬁ? ﬂgvantéges aécruing fro# the domain-
referenced approa;h to'making, choosing, and using testsf

The guide provides the actual training procedurés a;sociated with
each of the four modules -- (1) domain specifications, (é) item review,

(3) test's relevance for a givén curriculum, and (4) tesF‘s technical
and practical perits.

The guide describés the stdﬁfbstteR details'for organizing and
6onductihg the training. It includes the\verbal instructions the
facilitator provides to the participants gﬁd provides the facflitator |
with.the necessary points to ﬁover in discd%sion periods. The guide allows
the training'tb be conducted by someone who hs'not necessarily an expert

in tests and testing.

i o ‘
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INTRODUCTION TO MODULE ON_DOMAIN-REFERENCED TESTING

Domain-referenced test specifications defipeutﬁe‘content of a specific
subject matter arep‘an& the skiiis or behaviors withip'that area which the
teacher will teach end which the student is expected fo learn. Test questiéhs‘
on the given subject are written to provide a valid sampling of student learn-
ing underithé condifions described in the domain specifications. Because
they are;peiit around specific instructional content and bepavioral goals,
tests deveibped in this manner can provide a_more sensitive, accurate assess-
ment of wﬁat the learner has learned. p

Domaintreferencad tésts require, by definition, test ‘specifications.

)!
Test specifications insure tests that are public - both teachers and students

’

know what will be tested and how. In other words, students do not have to

spend. energy guessing in order to know what to study for

an’upcoming test. Since test specifications form a blue print from which

many items can be written, domain-referenced testing is economical - financial, .

psyc#ologicai, and time costs are cut. In addition, since teachers can write
test specifications and test items, and since the test Specifications are
based, right\f(cm the start, on teachers' instructional goe]s: domain-refer-
enced testing is‘meapingfulﬂtp teachers. Since test specificﬁ%ipns counter

. the mystery of tests and guard against the flippant épd arbitrary test maker,

domain-referenced testing is also meaningful to students. Above all, domain-

'referenced tests are instructionally sensitive. Through solid, precise,
accurate and thcughtful tesf specifieations, domdin-referenced.tests can get

at how/much of ‘the intended inscructional contént has really been learned.'
bomain-referenced tests, thanks to their test specifications, can help teachers

- answer questions about students and about teaching: Is there a way to measure
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/ what I plan to ‘teach? What form should that test take’ How can .l design a
{ X -

test so that .I know why my students'have missed a correct answer? How much

] ’ ) . . ’
/of what I plan to cover will a student learn by the time of the test? Where
is the\best. olace'to pick up and review material so students will master all

the content by my next test.

Because a domain description is, by definition, all the possible examp]es .

l}

and situations of behaviors, skills and knowledge in'a specific content area, it =

is necessary to state the limits of the domain, hence' Content L1m1ts This in-

dicates to both the student and the teacher those items which will be stressed
}during the course. It will never be possible to actually test students on
every situation in the domain description; each testvitem wi]l be only one
sample of that domain as restricted by the content 11m1ts.\'For these reasons,
the teacher and the test-maker want to be as precise as poss1b1e 1n°descr1b1ng
the domain, ir wr1t1ng test items congruent with the domain and of course, in
providing appropriate instruction and\relevant practice. The domain specifi-
' cation~shou1d be.so clear that anyone reading it wou1d_know3what instructgon
is'imp1ied;band therefore could use it to write test items to measure. those
instructionalvoutcomes.' ° .
‘The-following pages orovide instructions for writing domain-referenced
specifications;'as‘we11 as e>amp1es of soch'soecifications. The examples
provided cooer a variety'of subje ts‘(English, mathematics, science, social

studies) and grade levels (secondar;?\elenentary)~jXInStructions include a

description of the components of test spec1f1cations for different kinds of
P

items. | - \l\
The appendices include a list of locations whe#e existing curriculum

~ objectives, aomain-referenced test specifications and test items may be

. ' ’ Lt

P
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. obtained and they also include a copy of Bloom's annotated cognitiye-domain
taxonomy, a élassification(of teaching/learning proé@sées from siﬁple to

complex.
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DOMAIN DESCRIPTION |

1.4

EXPLANATION AND SAMPLES OF DOMAIN SPECIFICATIONS

t
\.

CONTENT LIMITS - - - ' ' !

N . ' :
A. Explanation- The dom&in description provides a broad, operational
definition of -the behavior expected of the test taker in a par- —
ticular content area. This may be an objective or an explanation ~
of a task, its components or performance conditions. - )

B. Sampies of Domain Descriptions

1. Math -identifying shapes as triangleé;;
English-Me;hanics --applying capitalization rules.

English—wrftten - writing a well organized graMmatically
correct paragraph in which a position is taken and
‘supported. ‘ ~

~

A. Explanation - The content 1imits establish the range of eligible
content from which test items may be w;itten;*/Tﬁis may include
rules for creating questions and-for using prompts, cues, or .
additional materials (e.g.; pictures, graphs, reading selections).
For Selected Response .Items: N

A selected response item asks the test takasr to choose an answer
from a number of given alternatives (e.g., true-false, matching,
multiple.choice). Content limits for selected response items
define and restrict the characteristics of the item stem and any.
additional material included in the presentation of the question

- or problem. ' .

For.Constructed Response Items: ' :
~ Unlike the selected response item, constructed response items ask
the test taker to create, not choose, and answer. Essay tests, -
demonstrations (e.g., driving test, cooking), drawings, oral
responses, are all "constructed" responses. Content 1imits for
constructed responses define and restrict the prompt, and where
appr$priate, the conditions, setting or context surrounding the
testing. ' ~

R

B. Samples of Content Limits g

1. Math - the item stem will ask the test taker ‘to select the
' triangle from among four shapes, only one of which i$ a’
triangle. ’

2. English-Mechanics - the item stem will ask the test taker to
select the word that is improperly capitalized in a given .
sentence. The sentence will contain at least four capitalized
words, one of which is improperly capitalized according to
capitalization rules.
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3. Composition -- The‘topic presented to the students will be .
. “one -with which almost all high school students would be
familiar, (e.g., a topic. dea11ng with a situation commonly
‘encountered in daily living). -

The topic will embody an  issue wh1ch permits ‘the students to
write in “favor of or opposed to the proposition presented.

One sentence will provide a brief background regarding the
issue, and will explain both the pro and con positions. This
sentence will be labeled: Background. -

The background sentence will be followed by t Assignment
which will consist of this sentence: "Write paragraph in
which you are eithef in favor of, or opposed to, a (insert a

T brief description of one side of the: jssue). Be sure-to
L support the position you have taken." .

DISTRACTOR DOMAIN

N,

~A

A. Explanation - The distractor -domain gives the wrong answers that
may be used as alternatives for the selected response item. Based

upon specific categories of error types,sthe distractor domain ST

defines these categories of wrong answers, providing rules for
generating d1stractors for the item.

B. Samples of Distractor Domain | ‘

1. Math - distractors will be drawn form the set of shapes that -
' are lacking in one of the following characteristics:
3 sides
straightness ‘ o
closed figures i

2. English-Mechanics - d1stractors will be drawn from words in the -
sentence that are properly capitalized accord1ng to capitaliza-
tion rules. . ) _ '

H

RESPONSE CRITERIA Y | o . /

A. The response criteria estab11shes the rules and criteria for;
judging the quality of the test taker's generated response for the
constructed response items. -

B.'.Samples of‘Response Criteriaf e , /
1. Two major judgment strategies can be employed in gradlng the
students" writing samples. The first is a separate criteria -
procedure, .where the paragraphs are given points according to

how well. they meet distinct criteria (such as those to be set

forth below).” The second fs a holistic judgment approach,

where a single; overall assessment is made of each paragraph.
.~ - While it-is true that in the holistic approach one still employs ’
S judgmental-criteria, such as how well a paragraph is organized,

| -
Cy
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1

these criteria are applied in a more general sense rather than
in the criterion-by-criterion manner characteristic ¢f the L
separate cr1ter1a approach. / ,

- 2. lnd1v1duals who will be judging the paragraphs must be trained

prior to their actual judg1ng of the paragraphs. Judges should
- read the-same paragraph, give their judgments independently,

then share these judgments and discuss their reasons with the

other judges. - Disagreements regarding the meanings: of certain

criteria should be resolved. This process should be continued

unt1; judges agree on- how to apply criteria to score the para-
-graphs.

3. During the actual Judg1hg of the paragraphs, it is desirable to
- have each paragraph judged independently by two judges, with a
~third judge being called on to resolve disagreements.

4. The following criteria might be useful- in judging the paragraphs.

Clearly, each would have to be exp11cated by the judges reading
the paragraphs.

Ofganization'~
The student has written about the assigned topic.

The paragraph includes a topic sentence which states a
position regarding the assigned topic.

A11 other sentences in the paragraph support the top1c
sentence.

Mechanics

Complete sentences ire used rather than fragment or run-
on sentences.

Words are spelled correctly.
Punctuation s appropr1ate

In applying the above criter1a in the separate criteria

approach, a predetermined number of points per criterion

would be awarded to the paragraph, according to how well it

satisfied each criterion. -For example, a 1-2-3-4-5 scale

or a 1-2-3 scale might be used to indicate the extent to

w?1ch the paragraph displayed acceptable spe111ng, punctua-
-- tion, etc.

Judges might use the above cr1teria in a holistic grading
approach, but the criteria would be pblied in an overall. .
rather than separate, fashion. /?

e

Explanation - The format section of the test specificat1ons describes
the lay out or form of the test. . .




B. Samples of Format

1. Math - multiple choice: Four shapes as response'a1ternatives,‘
only one of which is a proper triangle.

2. English-Mechanics - multigde choice: one sentence with four
‘words or word groups from'the sentence as response alternatives,
one of which is incorrectly capitalized or left uncapitaiized.

3. English-Written - constructed reSponse: 3 paragraph expository
\\\ prose prompt presénted aurally and written; lined notebook paper
provided for essay response. BN

DIRECTIONS ' ‘ |
A\ Exp]anat1on - The d1rect1ons section of the test specifications

\ provides the actual set of directions to be used or rules for gener-
\§t1ng directions.

B. Sdmp1es of Directions

1. Math - Look at the four shapes below. Only one is a triangle.
Mark 'an X on the shape that is a triangle,

- 2. - English-Mechanics - Se]ect the word that is improperly cap1ta1- '
ized, v .

3. Eng]ish-written - In this section you must write a paragraph
about an issue. - In yOur paragraph be sure to take a pro or con
position regard1ng the jssue and support the position you have
taken. Make sure your paragraph is well organized. Use com-
plete spelling and punctuation. Write on the paper provided.

SAMPLE ITEM

A. Exp]anatibn - This section contains an example intended to guide test
developers in writing items. :

B. Samples of Sample [tems:

1. Math - Look at the fbur shapes below. Only one is a triangle.
Mark an X on the shape that is a triangle.

CYAYAYV/

2. English-Mechanics -
My Grandmother gave me a Timex watch For Christmas. '
Select theword that is improperly capitalized.

A. My :
B. Grandmother
C. Timex

D. Christmas

Fos
®o
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/3. English- Nr1tt§
Background ome people think that theie should be letter grades
given for high school classes, while other people
. : \ ~ believe that all classes should be graded as either

\ pass or fail.

Write a paragraph in which you are either in favor
4\ of, or opposed to, a pass/fail grading system in high
| school. N

In this secjion you must write a paragraph about an issue. In
your paragraph be sure to. take a pro or con position regarding
the issue and support the position you have taken. Make sure
your paragraph is well organized Use complete sentences anp

- correct spelling and punctuation. Write on the paper prov1dgg

SS'I nment
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INSTRUCTIONS FOR WRITING DOMAIN SPECIFICATIONS

Before beginning to write your domain specifications there are several
important decisions to make. These include decisions about the subject

,matter that is eligible for testing purpbses, the grade level factors af-

fécting the ;omplexity and reédibiTity of your items, the type of items you

wish to use, and the difficulty level of the processes you wish the test

takers to use in demonstrating their knowledge. Take a few minutes now to
make these decisions.

° What is the general subject area or content of the test (e.g.,
Spanish, basic math operations, social studies skills)?

o What is the curriculum objective within this content area (e.g.,

\ conjugating common firregular Spanish verbs, solving 2-step math story
problems, interpreting graphs)? You will note that the domain
description, which is the first step of a domain specification, often
paraphrases the curriculum objective.

] hat is the grade level of the test takers (e.g., grade 6 or third-
year 'French)? What reading Tevel is appropriate? /

e '
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® What difficulty level 15 desired for the test? This should be directly
related to the Tevel of instruction and type of practice. test takers
. have been given. See a summary of Bloom's Taxonomy of the Cognitive
Domain in this material (e.g., recognition or recall to facts? applica-
tion or synthesis of given information?). -

) , , 5
e What type of items do you want to use on the test? These may include
selected responses, where/the test taker chooses an answer from a list
‘of alternatives {e.g., true-false, matching, multiple choice) or-
constructed responses, where the test taker creates the response (e.g.,
essay test, a demonstration, or an oral response). '

[

Now yoﬁ ang ready*fo start writing yodr specifications. They should

be tackled on@/section at a timé. If you are writing a constructed,responsé

/

item, that,ig. one for which students must create their own answer rather

than choose one from several alternatives, your Qpecification will contain

. the. following components: Domain Description, Content Limits, Response

Criteria, Format, Directions, Sample Item. If your item will be a selected

respdnse item, your specification will include: Domain Description,vContent'

LImits, Distractor Domain, Format, Directions, Sample Item.




| In the fo11oWing pages, space has been provided for wrifing each
part of the domain specification. Brief descfiptions of what'shou1d be
included for each section head each page. For further reference,
/ sample Specificatioﬁs_are provided at the end of this module.
For this;exefcise, select one’of the four objectives below to

use as the domain description for your specifications.

1. Graphing a given set of data.
L ' . . o /
2. Solving mathematical wdxd problems involving the four basic : /

operations and numbers in dé 1 form. ' ' /

3. Discriminating compound words from other words and dividing

the compound words into their component parts.

4. Interpreting and using -information on a‘map to answer questions.

. WRITE YOUR OWN DOMAIN SPECIFICATION

Ssubject: Area ' . 1
. ' i ©
Grade Level - » : 415 : /

‘{ Difficulty Level

Type of Items | ' o /
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Domain Descrfptfoﬁ

Definition. 'The domain description provides a broad, operational
definition of the behavior expected of the test taker in a particular
content area. This may bhe an'objective or an explanation of a task, its
.components. or performance conditions.

Write your own.domafn description by pa?aphrasing the curriculum

b :i“'

objective you have chosen.
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'Content Limits - Selected Resppnses

The content limits establish the range of eligible content.from
which test items may be writteﬁ. This may include rules'for creating
questions and for using prompts, cues; or addi;ional méteriaIS'(e.g.,
pictures, graphs, reading selecéions)." . “

A selected fesponse item asks tﬁe test taker to choose an answer

- from a number of‘giQen alterhat}ves (e.g.,'true-false, matching, multiple
choice); Content limits for selected response items define and restrict
the characterisf?cs of the item stem and any additional material included.

in the presentation of the question or problem.
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Content Limits - Constructed Responses

. _
The content limits establish the range of e11g1b1e content from

which test 1tems may be written. This may 1nc1ude rules for creating
quest1ons and for using prompts, cues, or additional mater1a1s (e g-,
- pictures, graohs reading selections). -
Unlike the selected response item, constructed response items ask
" the test taker to create, not‘choose, an answer. Essay tests, ‘demonstra-
i tions (e.g., driving test,*cooking), drawings, oral responses,‘ére all/
E "constructed” responses. Content lin;ts for constructed responses‘define
and restrict the prompt, and where:apbropriate, the conditions,‘settig@,

or context surrounding the testing.

——

25
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Distractor Domain - Selected Response Items Only

~ The distractor domain gives the wrong answers that may be used as
alternatives for the selected response item. Based upon specific cate-
gories of error types, the distractor domain defines these categories of

‘w;ﬁﬁg\answers. providing rules for generatinc distractors for the item.




8 .

Response Criteria - Constructed Response Items Only

lThe reﬁponse criteriz establish the rules and'cfiteria for judgin
® response ¢ Judging

'tﬁé/hﬁgifty of the test taker's generated response for the constructed

response items. . . o
o
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Format | o ' -

The format section of the test specifications describes the lay out

or the form of the test.
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" Directions .
The directions section of the test specifications provides the actual

set of directions to be used or rules for generating directions.
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Sample Item » ' .
The sample item is an example intendgd to guide test developers in

writing items. Write a test item according to the rules you have outlined

T .

in the domain specification.
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Subject:

Domain

Content
Limits:

Distractor
Domain:

Directions:

Sample
' Item:

Grade Level:

Description:

- out the-back door..

1.20

Grade 5
English

Using correct;capita]ization in paragraphs adapted from
a standard fifth grade test of a practical/informative
nature

The student will be presented with a paragraph of at least
six sentences, in which all the capital letters have been
omitted. Reading level should be fifth grade or lower.

The test questions will consist of identifying the words
which must be capitalized in a senténce from the paragraph.
These words may include: the first word of a sentence;

the names of languages, people, schools; days of the week;
months of :the year; places and bu11dings titles of books
or movies.

‘The student will be asked to correctly identify all the
words in one sentence which need to be capitalized to make
the sentence correct.

The distractors may include: a) omission of one word(s)
within the given sentence which should be capitalized; or
b) 1isting of a word or words in the given sentence which
should not be cap1ta11zed

Each sentence of the paragraph. will be numbered. Each
question will be multiple choice, with four words or groups.

of words listed as possible responses.

The directions will be given: "Choose the letter which lists

all the capitalized words needed to make the given sentence
correct."

1. of all my high school friends, i remember jim the best.

2. he had a way of making adventures out of everyday eventsA
3. one sunday i remember in particular; it was a beautiful®
day in may. 4. 1 looked out the window, watching the sun-
light dance on the columbia river. 5. my mom interrupted
my daydreams, reminding me about my homework for my german
class. 6. 1 started flipping through my history book, the
american republic, to avoid beginning the german grammar.

7. suddenly a hissing voice outside the window attracted my

~attention. 8. it was jim; he was ready\ for his favorite

activity, fishing. 9. we sneaked down ehe back stairs and-

'

|




‘1. In the first sentence, fhe following words should be

capitalized: . .
/a. Of, I, Jim
~b. High School
c. Of
d. Of, I
/
.33 .

o




Grade Levgl:

Subject:

Domain
Description:

Content
Limits:

Distractor
Domain:

Grade 9

English-punctuation . . |

Correctly punctuating given paragraphs adapted from a
standard eighth grade text of a practical/informative
nature.

The student will be presented with one paragraph in which
all the correct punctuation marks have been omitted,
except for apostrophes in contractions (I'11), pos-
sessives (Jane's), dashes and semi-colons.

. .
For each question, students will be asked to choose all
the correct punctuation marks which must be added in a
given sentence to make the sentence correct. The punc-
tuation marks tO«be,identified~and added may include:

a. periods at the end of a declarative or imperative
sentence, after an abbreviation, or an initial

b. question marks -following an. interrogative sentence

c. exclamation point after an exclamatory sentence-or
interjection _

d. colon after the salutation in a business letter,

~ to separate minutes and hours in expressions of time,

and before a series of things or events

e. guotation marks enclosing a quotation or a fragment
of a quotation, the title of. a story or poem which
is part of a larger work - ,

f. comma in a date or address; to set off words such as
Tyes" at the beginning of a sentence; to set off names
of persons or words (phrases) tn apposition; to separate:
words in a series, direct quotations, parallel adjectives,
parenthetical phrases; after introductory prepositional
phrases; before coordinate conjunctions; after the
salutation and closing in a friendly letter; to separate
a dependent clause from an independent clause in a complex
sentence. ‘

The distractors méy include:

a. omission of necessary punctuation from the givén sentence

or . : -
b. 7Tnclusion of punctuation which is not necessary or correct
in the given sentence. :
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" Directions: The directions will be given: "Choose the letter of the
sentence which contains all the necessary punctuation marks
Lo which will make the given sentence correct.” Each sentence
' or group of sentences in the paragraph will be numbered.

‘Format: - Each quest1on will be muitiple choice, with four sentence
as possible responses. ‘

Sample 1. If she starts to sing again I' N crack up 2. It is

Item: funny how it hurts to hold back a laugh 3. I was s1tting

in the auditorium at 10:00 am and we were having a singing
rehearsal for graduation 4. Sit up Get off those shoulders
. Think tall Sing tall S1ng like this said Ms Small 5. I
5 B knew that if she was going to tweet like a bird again I
would laugh 6. But I just could not laugh because Ms
Small would kick me out of the auditorium and that meant
Felson's office--and no graduation 7. La la la--sing
children Sing with your hearts said Ms Small 8. I couldn’ t
hold it 9. She was so funny I almost rolled of the audi-
torium seat 10. The other students didn't laugh, but ‘me
I sounded 1ike Santa Claus 11. It became qu1et for a
second 12. What are you doing Joe I know it is you
[ Present yourself to Mr Felson at once that voice said
| 13. Ms Small is a foot shorter than a tall Coke but she
: has the bark of a hungry hound dog

' 1.  The first sentence should be written:

If she starts to sing again I'11 crack up.

If she, starts to sing again, I'11 crack up
If she starts to sing again, I'11 crack up.

If she starts, to sing again, I'11 crack up. =

ano oo

o
Ci




Grade Level:

Subject:
Doﬁain

- Description:

- Content
Limits:

Distractor
Domain:

- 1,24

-
- L]

. Grade 8

Introduction to A1gebra'

Using four bas1c arithmetic operations and the properties of
equations and 1nequa11ties determine solution set of linear
open sentences with one unknown quantity.

1.

Stimuli include a number sentence with one unknown
quantity, represented by a lower case//letter in italics,
and an array of.five solution sets or s1ng1e answers,

“‘only one of which is correct.

s o
i

Number sentences may be statements of equalities or
inequalities. ;

The number sentence may require the use of any of the
following properties in its solution: adding or sub-
tracting equal quantities from both sides, multiplying
or dividing both sides by equal positive quant1t1es,
multiplying or dividing both s17es by equal negative
quantities.

Factor1ng may be a requisite operat1on for solving the
equation. /

Application of the d1str1but]ve property of mu1t1p11ca-
tion may be required for so]v1ng the equation.

Number sentences will have no more than five terms. Both
fractions and decimals may be used, but not in the- same,
expression. Terms with exponents (powers) may appear in
the number sentence only/if they cancel .out and need not
be expanded. No higher ‘powers may be used.

Solution sets for equations and inequalities will be
drawn from the set of positive and negative rational
numbers. The null set (@) may also be used as a correct
solutfon set.

The solution set for a particular number sentence may be
drawn from the set of integers, or the set of positive
integers, if it is stated that the unknown, quantity in

that particular. number sentence is an integer or a positive
integer .
Distractors may be drawn from the set of wrong answers
resulting from errors involving any of the propert1es
discussed in 3, 4, or 5 above. _

1

i

l‘ \ 3 6




| Directions:

i Sample
o Item:

1.25

2. Distract LS-may also be drawn from the set of wrong
answers 3ue to incomplete solution sets.

3. Distractors may not ref]ect errors due to wild guess-
ing.

4. “None of the above" is.not an acceptable alternative.
The equation with one unknown will be presenied Five
response alternatives, the correct response and four dis-
tractors, will  be listed below the equation.

Solve the equation. Then select the correct answer or
solution set from the choices given.

1. 8n+2=2n+38; n=2"

oo oo
g Vst gt Nagur® Vg
I3
{ T LI T TR B ]
~SNnNn LYW

- 2. .If 'z is an integer and

16z < 32; z=2

Ay
a) z =48 :
Yy b) =ze{...0,1, 2}
c) z=2
d) =< . A
e) z¢e {3, 4, 5...} 3
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Grade Level:

Subject:

Domain

Descrigtjon;

Content -

\Limits:

Distractor
Domain::

i

Forﬁat:
—’—

i .
Directions:

Sample
[tem:’

i

\ 1.26

“Secondary

-

Life science - circuTatory system ~ :

Recognizing and different1at1ng the structures and functions
of each of the circulatory systems. .

1. Circulatory systems include: - pulmonary circulation,
coronary circulation, systemic circulation (rena] and
portal). .

Heart structures eligible for identification and dif-
ferentiation of function include: 1left and right atria
{or auricles), left and right ventricles, pulmonary
ar%ery and veins, systemic artery and veins, aorta,
valves.-

Other structures eligible: Wéi:s, arteries, capillaries,
femoral artery and vein, infewder vena cava and superior
vena cava, jugular vein and carotid artery, brachial .,
artery, and baS111c vein portal and renal veins and
arteries.

2. In items requiring labelling, a 1ist of terms should be
provided including all correct terms and additional o
relevant terms, from which the test taker may select -
labels to use. !

1. Distractors should represent m{Sidentificatipn of terms,
functions. \ ~

2. Disfractors may include responseskthat are incorrect

-y

because they are incomplete or inadequate.

Each question will be multiple cho{cé;ﬁhith four response
alternatives, thrge distractors and one.@orrect response.

Select the one correct answer.

Select the one correct answer. . sz

1. assist the heart in pumping blood by
constricting and expanding as blood is pumped into them.

-a) Veins :
“b) Capillaries
Y ¢) Arteries
d) Vvalves

e

w0 e e e - o 035 e+ am ey e . lewn.
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Grade Level: Secondary
Subject: llife science - circulatory system
| Domain Applying understanding of the circulation system to predict p

Description: eause-effect relationships within the system.

Content ' 1. Circu]atory systems include: pulmonary circulation,
Limits: . coronary circulation, systemic circulation (renal
and portal).

4 Heart structures eligible for identification and
; differentiation of function include: left and right
. atria (or auricles), left and right ventricles, pul- :
. .monary artery and veins, systemic artery and veins, '
e : e aorta, valves.

Other structures eligible: veins, arteries, capil-

. laries, femoral artery and vein, inferior vena cava
and superior vena cava, Jugu1arve1n and carotid artery,
brachial artery and bas111c ve1n, porta] and rena]
veins and arter1es

E11g1b1e cause-effect situations include: heart attack,
-arteriosclerosis, injury to aorta or other major veins
. and arteries (superior, inferior vena cava, jugular,
carotid, femoral veins/arteries, portal and renal veins ‘
and. arteries, brachial and bas111c), high blood pressure, ' )
% pulse, heart murmur. v

2. Items on cause-effect may present the cause and ask
the effect or vice versa. These items may be presented :
pictorially, (e.g., showing a blood clot in the coronary
artery). However, in these cases, all parts must be
"labelled for the student

-

R

Distractor 1. Distractors shou]d represent misidentification of terms,
Domain: ' functions. .

2. D1stractors .may include responses that are incorrect
because they are incomplete or inadequate for items
. _ , ~ concerned with processes and systems only.

.Response - 1. For'labelling pictures, terms must be correct; spelling
-Criteria: does not count. Partia1=eredit may be given for correct
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labels 1in pictures requiring more than one response;
incorrect labelling that affects meaning (e.g., not
including the word artery or vein as in carotid).
should be counted as” incorrect.

.\ Correct responses to the cause-effect constructed
responses must include all underlined points below.
artial credit may be awarded at the discretion of ,/
, ‘the tedcher. ' . -,
~a. heart attack: ¢lot in coronary artery preventing
the flow of blood to the heart; heart tissue

,' damaged or destroyed ude to lack of food and oxy- .
. gen since blood can't reach cells. N\

. \injury to major veins and arteries: should diffen:.”
entiate che functions and locations of the given
“vein or artery (femoral artery and vein; inferior
and superior vena %ava; jugular vein and carotid
. -artery; brachial artery and basilic vein; portal
. and renal veins and arteries, aorta)

[}
-

c.- arteriosclerosis: described as Toss of elasticity
of artery walls which normally stretch and relax
~.~with the pulsing during heartbeat.: Lost elasticity,

_-"often due to fatty deposits en- the artery walls
(hardening of the arteries), can create abnormall
. -high blood pressure as-the bloodtis pushea tﬁrougﬁ
. narrower ducts L e

d. high blood pressure could describe two possible
. causes--exercise (heart pumps harder to SUEE‘X more
.oxyagen to the muscles}), and changes.to. the blood
‘vessels (e.g., arteriosclerosis - smaF!er tube way
or blood flow increasesepressure;

e. rpulse and heartbeat: should describe the pumping
action of the heart as reflected in the arteries,
- stretching the arterial walls, pulse as accurate

- indicator of heart action.

f. heart murmur:  must describe valve functions, normally
and their sound (ventricles contract and valves close;

ventricles relax and aorta valves ciosezi. Murmur
represents backfliow of blood from incomplete or
\improper valve closing. L 4 '

.

AN

Formaf(: L
Selected The‘question wiil be multiple choice with four alternatives. g
Response: three distractors and ohé correct response.

&

% R ‘ . l/ x | .
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',Constructed'
Response: -
Dirétiions:,
Selected Re-
ponse [tems:

Q .

[§

. Constructed

i : Response
. . - Items:

 Constructed

T —————
¢ " Response

- 1.29

:

The quest1on will “require filling in blanks, 1abe111ng f1gures,

or writing a, paragraph

L4
t

For mu1t1p1e cho1ce-items -- select the one correct answer,

OR

Complete each sentence. OR Labe4 each part of the d1agram
‘representing . OR Diagram (or describe) the
process through the heart.- OR Answer each question.completely,.

- including a description of causes,, effects, parts, functions or

processes where necessary.

Answer completely, 1nc1ud1ng a descr1pt1on of parts or functions
where ‘-necessary. .

What would be the effect of injury to the carotid artery?

LI




,Grade-LeveT;

Subject;

Domain

Content
Limits:

Distractor

Domain:

. Response
" Criteria:

»Secondary

1.30

Life Science - circulatory system .

' Exp1a1ning/descr1b1ng the process of c1rcu1ation
_ Description: (pictorial and verbal).

].

"Circulatory -systems 1nc1ude pulmonary circulation,

coronary circulation, system1c circulat1on (renal
and portal) o

Heart structures eligible for identification and |
differentiation of function include: .Teft and right

~atria (or auricles), left and right ventr1c1es, puil-

monary-artery and veins, systemic artery and veins, -
aorta, valves. 4

Other structures e11g1b1e veins, arter1es, cap111ar1es,"

femoral artery and vein, inferior vena cava and superior

vena cava, jugularvein and carotid artery, brachial
‘artery and’ bas111c vein, portal and renal veins and

arter1es

E11g1b1e cause-effect situations 1nc1ude heart attack
arteriosclerosis, injury to aorta or other major veins
and arteries (superior,>inferior vena cava, jugular,
carotid, femoral veins/artéries, portal and renal veins
and .arteries, brachial and bas#11c) high blood pressure,
pulse, heart murmur. ’

¢

. In 1tems requ1r1nq diagramming, basic representatvons

should be provided so that test takers need on1y
supply labels and arrows.

. In items requiring 1abe111ng, a list of terms shou1d be

provided including all correct terms and add1t1ona1
relevant terms, from which the test taker may select

- labels to-use (unless recall 1s being tested)

Distractors. should represent m1s1dent1f1cat1on of terms,

funct1ons

D1stractors may 1nc1ude response§ that are 1ncorrect
because they are incomplete or 1nadequate for 1tems
concerned w1th processes -and systems

-\

\

\

-

. - For labelling pictures, terms must be correct, spelling
does not count Partial ‘credit may be given for correct,




" Format:

SeTected

Response:

- labels in pictures requ1r1ng more than one response,

. incorrect labelling that affects meaning (e.g.,,not
.including the word artery or vein as in carotid), should
be counted as incorrect.

Correct responses to the cause-effect constructed re-
sponses must include all underlined points below. Partial
credit may be aWarded‘at the discretion of the teacher.

a.

heart attack: clot in ¢ coronary artery Qrevent1ng
the flow of blood to. the heart; heart tissue damaged

or destroyed due to lack of food and oxygen s1nce

' blood cannot reach cells

injury to major veins and arteries: should differs:
entiate the functions and locations of the given
vein or artery (femoral artery and vein; inferior
and superior vena cava; jugular vein and carotid.

- artery; brachial artery and basilic vein; portal and

renal veins and arteries; aorta).

arteriosclerosis: 'described as loss of elasticity
of artery walls which normally stretch and relax
with the pulsing during heartbeat. Lost elasticity,
often due to fatty deposits on the artery walls

' ‘(hardening of the arteries), can create abnormallﬁ

‘ iood flow increases pressure).

high blood pressure as the blood is pushed throug

narrower ducts.

high blood pressure .could describe two possible
causes--exercise (heart pumps harder to supply more
oxygen to the muscles), and changes to the blood
vessels (e.g., arteriosclerosis-smaller tube way for

pulse and heartbeat: should describe the pumping.
action of the heart as reflected in the arteries,

‘stretching the arterial walls, pulse as accurate

ind1cator of’heart act1on.

'

heart murmur: must descr1be'va1ye functﬁons, normally .

and their sound (ventricles contract and valves close;
ventricles relax and aorta valves close).  Murmur re-
Qresents ackflow o rom ncomp ete or improper

valve closing.

- The question will be mu]tiple choice with four response a1terna- .

tives, three distractors and one correct response.

0R

B
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Constructed .
- Response;:
Directions: /
Selected o / ,
Select the one corréct answer. 4 |
. , p ) /
f

Response:

" The questioh,will re uire'fiiTing in |
~or writing a paragraoh.

o |
Constructed Complete each sentence .OR Laoel each part of the diagram | J
Response™ represent1ng/f . Or Diagram (or describe) the ‘ .

process throigh the heart. ~OR Answer each question ¢ ompietely,_
including o/descr1pt1on of causes. effects, functions, parts,

and processes as necessary

Select one correct answer

,FSelected '

Response - : B '
Sample 1. L assist the heart in pump1ng ]
Item: ‘ bTood by constr1ct1ng and expand1ng as blood is pumped.
into .them, R ) i

a. Veins~ o ’ . . |

b. Capillaries "~ ‘ i

Y c. Arteries - . :

d. Valves »

\
;ﬂ
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. Constructed Llabel, each part of the diagramfrépreSenting_thé path of
. Response - the hlood through the pulmonary cirulatory system. Draw -
ample ‘arrows and use ‘labels from the list provided. :
Item: ’ L -

~

- systemic artery

.4——%pu1mbnary artery

systemic vein;;___________;

left a.trium(\ .

~systemic vein

—»pulmonary vein

»right atrium

valvesi——

alves

left ventricle &—

pu1m9naFy vein 3 i_ : \

pulmonary artery : _\

aorta .. - ' L »
\

left auricle/atrium \
right auricle/atrium B ~

valve(s) ‘ _ S

systemic vein(s) .. o B

systemic artery :

left ventricle

right ventricle

.renal artery

portal vein

renal vein

portal artery .

.capillaryil ™ . ' . -

yright ventricle




Appendix A
-Module 1
1.34

AN AN;QTATED COGNITIVE DOMAIN TAXONOMY*

Th1s c1assif1cation descr1bes, ‘from s1mp1est to most comp]ex, $ix degrees 2
to wh1ch 1nfonnat1on that is taught can be learned

_ /7 : : .

1. Knowledge. Recalling information4g5g;;y_mggﬂ_gg_i&_ugs_lga:ngg.
In its simplest manifestation, this includes terms, facts, dates:
and names - associated with a subject matter area.. At a more
comp]ex level, it means knowing the major sub-areas, methods of
inquiry;. classifications and ways of thinking characteristic
of %he subjeret area, as well as its central theor1es and prin-
ciples )

1

2. Comprehension. Reporting information in a way other. than how it was
learned in order to show that it has been understood.
- Most basically this means reporting something learned through an alterna-
- tive medium. More complex evidence of:.comprehension involves inter-
preting information in "one's own words" or in some other original way,
or extrapolating from it to new but related ideas and implications.

3. Application. Use of learned information to solve a problem.
This means carrying over knowledge of facts or methods learned in one
specific context to a new context. :

4. Analysis. Taking learned information apart.
Analysis means figuring out a subject matter's most e1ementa1 ideas and
their. 1nterre]at1onsh1ps

5. Synthesis. Creating something new and good, based on some criterion.

” This creation can be something that communicates to an audience, that
plans a successful goal- -directed endeavor, or that subsumes a co]]ect1on
of ideas w1th1n a new theory,

- 6. EvaTuat1on “Judging the va1ue of someth1ng for a pa:z]gu]a: purpose.

This means making a statement-of something's worth based either on one's
own well-developed cr1ter1a or on the well-understood criteria of another.»

* Adapted from TAXONOMY OF EDUCATIONAL OBJECTIVES: The Classification of

. Educational Goals: HANDBOCK 1: Cognitive Domain, by Benjamin S. Bloom,
et al. Copyright 1956 -by Longman Inc. Previously pub11shed by David McKay»

Company, Inc. By perm1ss1on of Longman Inc.

1}

N
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Abpendix B -
Module 1

v Sources of Measurable Objectives
in a Variety of Subject Areas

\

Source ' ’ ' Address °

Clark County Curriculum Guides | Clark.County School District
. ‘ , 2832 East Flamingo Road
Las Vegas, Nevada 89121

Course Goals Developed by - _ Commercial-Educational

the Tri-County Project ~ ’ Distributing Services
. : v P.0. Box 8723 .

~ Portland, Oregon 97208

Elective Quarter Plan Curr1cu1um . -'Director of Curriculum

:Materials, Grades 1-12 , Jefferson County Board of
. ; . Education

13023 Melbourne Avenue
Louisville, Kentucky 40220 ’

“Evaluation for Individualized Institute for Educational
Instruction (EII) Pool of Behavioral : Research

'0b3ect1ves and Test Items for K-12 in~ 1400 West Maple Avenue
Language Arts, Math Social Science, Downers Grove, I11inois 60515

- and Science

Ind1vidua1 Pupil Monitoring System. The Test Department ° -/
(IPMS) Behavioral Objectives Booklets Houghton=-Mifflin Company ,
for Grades 1-6 in Reading and . 777 California Avenue

Gredes 1-8 in Mathematics =~ . - . Palo Alto, California 94304

. Learning Objectives and Behav1ora1 ' Cambridge Book Company

" Objectives. (Primary, Secondany,, - 488 Madison Avenue
Junior Colleg4 . / New York, New York 10022




Appendix B L v
. Module 1 cont1nued ' S

Source | | - ' ~ Address

Measurable Objéctives Collection - Instructional ObJect1ves
in many Subjects for Grades K-12 .. Exchange
: ' Box 24095

Los Angeles, California 90024 -

Objectives and Items for K-12 in The Co-op

.~ Language Arts| Math, Social Sciences, * 413 Hills House North
T Science, and ocat1ona1 Education . ' University of Massachusetts

Amherst, Massachusetts 01002

B B - 1
Specihen Set/ of Mastery; an . Science Research Assoc1ates

Evaluation Tool for Reading and 259 East Erie Street

Math, Grade K-9 g - - Chicago, I]l1no1s 60611

(o

) | : . {159“




. -, ' 1.37
'Appendi})B
Module 1 continued

o

Sources of Broadly-Stated Goals |

_ and Goal Categor1es v | /
. |
o ‘\ —— ( :
Source _ - ' "7 Address K (
N , Brochures of Objective in Art, 1v " National Assessment %f‘
o ~ Career and Occupational Development, Educational Progress ! -
- Literature, Mathematics, Music 600 Lincoln Tower
Reading, Science, Social Studies ‘ 1860 Lincoln Street -
\\\ and Writing . Denver, Colorade 80203
\. : .
\, Taxononw'ofEducat1ona1 ObJect1ves, , David McKay Co., Incr

Handbooks I'& II. , " 750 Third Avenue
. New York, New York 10017

)

Workshop Packet for ‘ : Phi Delta Kappa, Inc.

Educational Goals and S .Eighth Street & Union Avenue

Objectives i ) Box 789
T ‘ : Bloomington, Indiana 47401

43




: . "Background

N\

INTRODUCTION TO THE ITEM RATING SCALE - MODULE‘ 1

Domain referenced testing is based on the assum jon that by limiting “\
and defining a class of behaviors, skills and informatign (a domain),

set of rules (test specifications) may be created for gen rating actual test

items. The degree to which these items reflect the content 'of the domain
affects the degree to which test performance accurately indicates competence
in.the-domain. This test feature, descriptive validity, is an important
consideration in selecting or creating tests. Afterall, the mos%® thought-

- fully written test specifications are only helpful inbpin pointing student
competence if theyaretranslated accurately into test items. The Item -
Rating Scale (IRS) was developed to provide a systematic and reliable method
’of judging the descriptive validity of test items and their specifications

The IRS methodology prov1des awcontinuum of values to use in Judging

the ”belongingness“ of an element to a set. This kind of judgment involves

examing the rules governing membership in the set to determine how well a

specific element represents the whole set. lnxotherwords, these judgments

are probability statements describing the Tikelihood that the given element “q;“%

is a member of the given set. .

In applying this concept to judgments of descriptive validity for
- domain-referenced tests, the "set" is the hypothetical set of'items described
in the test specifications, these spec1fications are the "rules" governing
~membership in the set, and the "element" is the test 1tem Judgments are

made about how well an item reflects the assessment intentions of its test

specification; that is, how well the item meaﬁbreswtne“domain. -This




L

2.2

" judgment -is not a yes/no choice. That is, each of the{severa1 features,

or dimensions, of test 1tems that are e1aborated Jina test specificat1on
(e.g., d1stractor 11m1ts format) may affect h0w we11 an item matches the
test spec1f1cat1ons for a. domain. The IRS has been devised to permit judg-
ments to be made about item compatability with each of the‘categorieslin
test specificatighs. |
Description \ . ' /

i
H

The IRS, which presumes the availability of- test specificatjbns, is
used in an item-by-item review of a test or a group of test items h_The
specifications may be those that accompany a part1cu1arotest or those that
have been locally developed. In either case, once a set of test spec1f1ca-
tions has been developed, the next task is o assemble test items that match
these guidelines or intentions. This careful matching increases the likely-
hoo& that the test will provide'a valid assessment of student performance in
the content area under the conditions described in" the spec1f1cat1ons

The ltem Review Scale, then, he1ps in Judg1ng the probab1\1ty that any
given item is a legitimate member of the hypothet1ca1 set of 1tems defined

by the test specifications. More spec1f1ca11y, the IRS is used to Judge,

along e1ght 1ndependent categor1e or dimensions the probab111ty of match

between the test specifications and any given item.

The ftrst six rating categories.of the IRS parallel. the structure of
) ]

domain-referenced test spetifications, _These categories consist of: Domain
' . a | .

: Descfiption;*Content Limits;voistractor Limits or Response Criteria, Format,

/ Directions, and Sample Item. In additton,'tWO.other categories, linguistic

and thinking complexity, are also included .in the IRS since they affect the

R
ey
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“

match between the ‘item and the test intentions embod1ed in—the specifications.

. The first category of the. IRS concerns, the genera1 Doma1n Descr1pt1on

'hThe ‘second category, Content Lim1ts. compares the descrvpt1on of e]1g1b1e

subject matter and item features with the test item's content and features.

- -

“The third category is e1ther the Distractor L1m1ts or Response Cr1ter1a de-

pend1ng on whether the 1tem is a selected or- constructed response type For
se1ected response items, the spec1f1cat1on rules for creating wrong answer
alternatives are compared with the actua1 wrong answer choices used in the
test item. For constructed reSponse items, the prescribed: cr1ter1a for
eva1uat1ng the exam1nee s responsé are compared both to those criteria
- used and to the su1tab1}aty of the item and the test conditions. Format
and Directions are the fourth and fifth categories to match specifications
“ and actual 1tems Here~ the concern is whether the layout of the item and
the directions for completing the test conform to/the test- spec1f1cat1ons
The amg\e Item is the final aspect ‘of the test spec1f1cat1ons included in
- the Item Rat1ng Scale. o
The two add1t1ona1 categorie;{not necessari]y included in the test

spec1f1cat1ons, L1ngu1st1c Comple and Th{nkigg Compelxity, provide more

1nformat1on about how student p“rformance might differ. These biasing ele-
ments are’important to the degree that the specifications and resulting items
~are intended to provide the/same measure of performance for all students in

the given. area.

-
L]

How to Use the IRS

A 5 )
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item match with the test specification component under con51deration ;” ~.

Raters are asked to use these statementstoJudge test 1tems against their

N

specvfications

o

' Raters then a551gn a whole number vaiue from 0 .to 19 inc1u51ve,
that best represents their Judgment of the probabiiity that the item and
v specification beiong together on. each particular dimen51on (e. g s Domain
‘Description). _ln this 0 to 10 scaie,-O indicates a highly improbable
match between item:and specification and 10 indicates a highly probaoie
match. Raters“proceed one category or dimension at a time. To assist
raters in their judgment, sampie itams are presented opposite each IRS
category iiiustratingihigh dnd low probability ratings. ]

When all eight categories have been 1nd1v1dua11y scored, overall
probabiiity rating may he\:aicuPated for the item. The final caicu]ations
are guided by the Overaii Item Rating Scale which applies a weighting
system to incorporate tne scores in each cateoory.

| Interpretations of the ratings‘are offered in terms of the three
features judged to be most critical -- content limits, distractor domain
or response criteria, and’thinking complexity. lmpiications for item
revision or, where nec‘ssary, specification nevision, are also briefiy
stated.l1 This informazfon will allow for more reiiabie, confident decisions

by test%makers to 75@, modify, or reject particular test items.

Fy

3




DIRECTIONS

The Item Rating Scale (I/S) is fntended for use in making systematic
content validity judgments for domain-referenced tests by comparing test
sper1f1cat1ons with test items. The Scale also prov1des feedback for
- revising ‘items or spec1f1cations as necessary -In using the IRS, one .
'test 1tem at ‘a t1me is - rated against a set of test spec1f1cations

.

1. Get a copy of the test spec1f1cat1ons and the items you w1sh to rate. .

_ Go through fhe categories of the IRS us1ng the statements in each -
. section to direct you in judging the compatability of your item with

the six test specification features and the two additional categories
concerned with complexity issues. :

: )
3. In each section, rate the probability that your item is a member of
the hypothetical set of items described by the test specifications in
that caragory. Use a scale of 0 to 10 to rate your item, letting O
indicate & highly imgrobable match and 10 a highly probabTe one..

The f0110w1ng gu1de11nes are suggested for assigning number rat1ngs in
each section:

0,1,2 This rating range should be used for items that are completely
unrelated to the specxfxcatlon in the dimension you are rating.

3,4,5 This rating range should be used for items that are vaguely

related and/or inadequate. ‘

| 6,7 This rating range should be used for items you feel would .
! definitely require a second look and some revision, but which
\ . you feel reluctant to totally abandon. ¢

\ - 8,9 This rating range should be used for items that you feel are

' good representative match-ups with the’ specifications although
slightly off.
1o ’."Thls rating should be used for items that are beyond a doubt
perfect examples of the specification.

Enter your rating 1n the box provided.

Space for taking notes has.been provided with each section or category
It is strongly suggested that you take advantage of this'to

comments about.the ftem as you rate it. Such notes will be/usefu
Tater in rev1s1ng the item or the spec1f1cat1ons

4. _Complete the Qverall Item Rating sheet by,carry1ng over the rat1ng

: scores from each section to the appropr1ate 1ine of the rating sheet.
Make the calculations indicated in the directions there applying the
‘rating weights where indicated.

5. Refer tj the Interpretation Guide, for rating explanations.

6.  REMEMBER YOU ARE 'RATING THE MATCH BETWEEN THE ITEM AND. THE SPECIFICATION
NOT THE ITEM AND YOUR EXPECTATIONS OR STANDARDS: ALSO, EACH IRS CATEGORY

- SHOULD BE RATED INDEPENDENTLY OF THE OTHERS, FOR EXAMPLE DOMAIN
DESCRIPTION RATINGS DO NOT INCLUDE CONTENT LIMIT CONSIDERATIONS USE THE

STATEMENTS PROVIDFD TO GUIDE YOUR_JUDGMENTS.

3
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II.

The menta] processes required - to respond

_ - ~.Item Rating Scale
y B Descr1pt1on of Categor1es

-

, DOMAIN DESCR!PTION

The test item is a good and fair representative
of the subject area outlined in: the domain

. description of the test- specifications. It

does not assess an obscure or unusual aspect
of the domain.

Test jtem cond1t1ons are not at odds with test
intentions.  This is espec1a11y 1mportant in

: constructed 1tems 5

" The test 1tem content is closely related to

the instructional objective(s) stated or

. -implied in the doma1n descr1pt1on

NG

\

. .CONTENT LIMITS--SELECTED Rssgoﬂss‘xrsns ONLY

b

The item and.additional accompanying

material (e.g., graphs, maps, reading
selections) follow the content limits

‘on length and geneﬁa] difficulty 1eve1.

. The +item and add1t1ona1 accompanying

material follow the content limits on ,
eligible content, descriptive detail and - -

_completeness of 1nfonnat1on provided.

The solution processes-requ1red‘
to- answer the item match those. ,
described or 1mp11ed in the content -

“Timits.

CONTENT LIMITS--CONSTRUCTED RESPONSE ITEMS ONLY

The item matches the content limits on
eligible content, descriptive detail,
completeness of the prompt1ng 1nformat1on
prov1ded . ¢

The item prov1des a context for respond1ng
that is similar to that described in the
content limits (e.g., time restrictions,
length of written/oral response, equipment
or aid restrictions, warmup or false start

'provwsions)

to the item seem to match those described
or implied in the content limits.

1

-
- Qi

- T
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II1. DISTRACTOR LXHITS--SELECTED RESPONSE XTEHS

ONILY-—

Wit}

1. _The alternative answers, or d1stractors,
provided in-the item require the test taker to
discriminate important features or factors =
described in the distractor domain as differ-
entiating correct from incorrect answers. = °
Distinctions between correct and incorrect
answers are not based on trivial or
irrelevant features.

2. The distractors provided in the item
. correspond to the content limits on number,
- 1e?gth and general level of diff1cu1ty

IIT.  RESPONSE CRITERIA--CONSTRUCTED RESPONSE® ITEMS
' ONLY °

1. The rules used to Ju&ge the student's
response are those descr1bed by the response
criteria. . -

2. The item prompt- sets up a context for
responding that is appropriate to the
‘response criteria for judging the content .
and style/form of the responsé (i.e.,-
11ke1y to e11c1t a Judgeab1e response). ‘

3. Problems ar1s1ng from 1ncomp1ete or 1nadequate

- answers are dealt with in a way that upholds

the testing intentions of the specifications.

CIV. FORMAT -

1.  The organization and display (layout) of the
item conforms to the format description.
in the test specifications. .

2.  FOR SELECTED RESPONSE ITEMS ONLY: The
: organization and display of any additional
1nformat1dh\(e 'g., maps, graphs, pictures,
reading selections) conforms to the format
description. :

.FOR CONSTRUCTED RESPONSE ITEMS ONLY: The
. context or conditions for responding to the
item '(e.qg.,  time limits, space limits,
availabie equipment) conform to the format:
Adescript1on ‘
. /

]
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1.

S 2.,

V1.
.

2.,
/
3.,

LINGUISTIC COMPLEXITY |
1.

\
\
\

~

DIRECTIONS | s

The directions for completing the test item

.correspond. to the description of test

.

directions in the test specifications.

Thé reading level and complexity of the
directions follow the description of test.
directions in the test specifications; or
seem to be within suitable range for the
1ntended test takers.

’

SAMPLE ITEM \

| The sample item and the test item

being rated could come from the same 3
set of items described by the test

Spec1f1cat1ons 4
e

‘The sample item and thetteSt item

are very similar in content and
either d1straptors or response
Criteria. \

The sample item and the test item
are very similar in format and
-directions.

Vocabulary used in the item is"
consistent with the test specificatio
for item difficulty. Words are not
used that have different or unfamiliar
meanings for different students or
student groups. ‘ N

.Itamlanguage structure (e.q., : X

‘the’ use of compound, complex - \

sentences, antecedents) is consistent
with the test specifications for item
difficulty.

—— .




. THINKING COMPLEXITY

1.  Those mental processes required for the
solution or performance of the test item,
but that are not described in the domain -
description or content limits (i.e.; are - ' : v
~assumed) are readily available to a11 _ ’
test takers at some necessary level of : E
- competence ( e.g., drawing ability,
. "~ handwriting legibility, short-term
./ - memory capacity, imagination, ability to
, ' '~ separate relevant from, 1rre1evant detail
from genera11zat1on)

2. D1rect1ons for,comp]eting the test item

- provide the same amount of information
and structure for all test takers. Every~ , -
one has the same understanding of what is . ' .
expected and of what the limits or ru]es c -
for answer1ng are

3. FOR/ITEMS WITH NONVERBAL COMPONENTS, it
is reasonable to- assume that these
components conform with the content limits
or distractor domain in their intended
" meaning, and that this interpretation is
stable across all.groups of test takers.




OVERALL ITEM RATING

1. Recopy item ratings from each section, making the indicated
- weighting. adjustments for the starred features: Content Limits,
CDistractor Limits or Requnse Criteria, and Thinking Complexity. -

DOMAIN DESCRIPTION -

*CONTENT LIMITS  ° e (___x$3) =
1, ~ *DISTRACTOR LIMITS OR RESPONSE CRITERIA (__ x3). =
. FORMAT | '~ o
DIRECTIONS . o

SAMPLE ITEM
LINGUISTIC COMPLEXITY

*THINKING COMPLEXITY : (__x3) =

TOTAL

2.° Total the scores. Divide the total by 14. This number is the
overall item rating. ’

OVERALL ITEM RATING w1 =

3. Refer to the‘Interpretation Guide for assistance in making decisions
about the item and for suggestions for modifying the item according
to its rating. . -
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IRS INTERPRETATION GUIDE .

. le.q.

ITEMS RATED 7 OR BETTER

ITEMS RATED BELOW 7

‘IF--ALL THREE STARRED CRITICAL FEATURES
ARE RATED 8 OR BETTER*, your item is
good, basically in c?nformity with the|
test specifications.’ Review and
rewrite efforts should be directed
toward other features that scored low,
, Format). Use the statements in
the IRS rating categor1es to guide
your work.

IF ONE CRITICAL FEATURE RECEIVED A
RATING. OF 7 OR LOWER*, go back to the
specifications on that feature. Try
to better align your item with the
testing intentions described in the
- specifications. Use the statements
~in the IRS to help direct your think-
.ing. You also have problems with
other features. Rewrite 'the item but
review it again to be certain all
critical features are up to par.

IF MORE THAN ONE CRITICAL FEATURE
RECEIVED.A RATING OF 7 OR LOWER*,
the item has serious validity .
problems. If this is the kind of
- test item you want, then you should
reconsider the spec1ficat1ons you
are using. They may need to be— .
better conceptualized,, reconceptual-
jzed, or more complete in their
.descr1ption of item qualities. If
the specifications are closer to .
what you want to be testing, throw
out the item. F1nd or write a new
item. ' '

* Before rating weights are applied.

IF ALL THREE STARRED CRITICAL FEATURES
ARE RATED 8 OR BETTER*, your item is ‘
potentially a good item but has serious
problems in presertation. Go back to
the\spec1fications for those features
receiving the low ratings. Clean up

your item. Use the statements in the.
IRS“rating categories to gu1de your
efforts.

|l1F ONE' OR MORE OF THE CRITICAL FEATURES

SCORED 7 OR LOWER*, your item isn't

worth the fix-up effort. Before you
start over, reconsider the specifications
with which you are working; they may need
to be better conceptualized or more
complete in their description of item
features.




Item Rating/férm
spsc1£1c9i}on BEING RATED
' /

RATER TATLE_
.COMM&‘?S: (additional comment;.can be made on the reverse side)

- RATING SCALE | | S | - , SN
. .- . !
/'/ . - - . . . : - !
:'/ ; 4 ' : | » : : ) i
" "Domain : ' 4 . . v ) : |
Description ' !
‘ | | T —
: *Content : . -“ ' ; . | i

" Limits .

*Distractor ‘ T ‘ !
Domain or . : ~ o B :
Résponse - |
Criteria ; 1

B : 1
Format | ' : _ . - | i f

Directions [

Sample
Item
" Linguistic -
Complexity
*Thinking
- Complexity :
TOTAL . o N,
L ]4 ~ ‘ K; ‘
" *Critical features . ' : — - ) g i
b1 . f b2 B
" ! i : J
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Test Specifications S . 1\ 2.13
- ENGLISH-PUNCTUATION
- Grade Level: Grade 7 and 8 ' S , \
Subject: English-Puﬁptuatiod '\\\ ‘ \\
Domain - Applying the rules of punctuation to correctly punctuate
Description: given prose material m1ss1ng end punctuation, commas and \
" quotation marks. . \, o \
Content 1. Students will begprésenfed with a passage containing \
Limits:" six to twelve sentences at a sixth grade level. The

following punctuation marks will be omitted:

eriods at the end of statements
question ‘marks at the end of 1nterrogat1ve ‘sentences
c. exclamation marks after exclamatory sentences or
interjections or commands
d. quotation marks enclos1ng a speaker's or character's
words ’
e. commas to set off names of persons, or items in a
, ' series, to set off words such as "yes," "no,"
"well," "however," "meanwhile;" to separate
parenthetical phrases, to precede coordinate con-
junctions in a long or compound'sentences. and at
the beginning or end of a speaker's quote, such as
"Come in," said Ben.

o~

2.. Any other punctuation marks already in the selection

and all other parts of the selection (grammar capi-
talization, etc.).

3.. Each sentence of the selection will be numbered and
questions on a given sentence will refer to those numbers.
- A11 or some of the sentences of the passage may be used
as quest1ons

Distractor . The distractors will include 1) ommission of punctuat1on
Domain:‘_f marks or 2) inclusion of punctuation marks which are not

necessary or are incorrect. Only the punctuation marks listed
above will be used in the distractor domain (e.g., no semi-
colons or colons)

Format: A prose passage will be given. The sentences will be numbered.
Multiple choice questions will consist of a stem and four
alternative responses, three d1stractors and ‘the correct
response. o

" Directions: Students will.be asked to choose the answer that correctly

punctua;}s the {entence.
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Item:

1. As Tom was whitewashing the fence his friend Ben walked
by 2. Ben stared a moment 3. Then he said Hi Can you go
fishing 3. There was no answer 4. Tom stepped back to
note the effect and added a touch here and there .

5. Meanwhile Ben was Watch1ng every move and getting more
and more interested 6. Say Tom let me whitewash a little
Ben said 7. Tom was about to agree
mind 8. No said Tom it's got to be
9. I reckon there ain't but one boy
two thousand that can do . it the way

1. The first sentence should read:

a.
b.
/c.
d.

As Tom was whitewashing the
walked by.
As Tom was whitewashing the
walked by.
As Tom was whitewashing the
walked by.
As Tom was whitewashing the
walked by.

but he changed his

done very carefully
in a thousand maybe
it's got to be done

fence his friend, Ben
fence,’his friend Ben,
fence, his friend, Ben,

fenée his friend Ben,

2.14




USE THE FOLLOWING PARAGRAPH TO ANSWER THE QUESTIONS BELOW:

to come from the tail of the rocket
looked at»their insttumenes
zero lift-off said the voice on the speaker system-
ﬂ shook the ground as the focket Enterprise II began to move

off the ground

3; All systems were still Go 4. One

5. A huge roar

slowly

6. Some of the men cheered Go baby go

1. The loudspeakers:boomed Four three two and a deep rumble begah :

2. All the men in the control tower

Choose the answer which contains all the necessary and appropriate punctuation

marks. Write

1. Sentence

Y a)

b)

c)

d)

- 2. Sentence

a)

b)

the letter of the correct answer on your answer sheet.

number 1 should be written
The loudspeakers boomed, ''Four, three, two,' and a deep
rumble. began to come from the tail of the rocket.

-The loudspeakers. boomed ''Four, three, two'' and a deep

rumble began to come from the tail of the rocket.
The loudspeakers boomed. Four, three, two and a deep
rumble began to come from the tail of the rocket.

No punctuation is necessary.

number 5 should be written

A huge roar shook the ground, as the rocket En*erprlse 11
began to move slowly off the graund.

A huge roar shook the gound as the rocket, Enterprise II,
began to move slowly off the ground:

A huge roar shook the ground as the rocket YEnterprise II"
began to ve slowly off the ground.

A huge roar ‘shook the ground as the rocket Enterprise II
began to move\slowly off the ground.

number 6 should be written

Some of the men cheered “Go baby go"

Some of the men cheered, ''Go baby go!'"

Some of the men cheered, "Go, baby, go!"

Some of the men cheered, "Go, baby, go'.
b5




Test It‘en_\s ' - v ‘ 2.16

USE THE FOLLOWING PARAGRAPH TO. ANSWER THE QUESTIONS BELOW:

1. Milton the city b’éx“ﬁc'er‘claimedﬁhe-.%w_a:_vﬂying saucer near the’

3. The silver saucer was- round near the top and triangular shaped near the. |,
bottom 4. Near the top were three round windows 5. I think I-saw,

some space creatures looking -through these windows 6. Close to the bottom

L4

were four large square windows and a seven foot door 7. When giant

flames shot out of the bottom of the saucer the ship moved up and down

Circle the letter of the answer which contains all the necessary punctuation
marks. : ‘ o

4., Sentence number 1 should be written

a) Milton, the city banker, claimed he saw a flying saucer near
the Lake last night.

b) Milton, .the city banker, claimed he saw a flying saucer near
the lake, last night. .

" ¢) Milton, the city banker claimed he saw a flying saucer near

the lake last night. , .

d) Milton, the city banker, claimed he saw a flying saucer near
the lake last night.

5. Sentence number 4 should be written
' a) Near the top, were three round windows.
b) Near the top were three, round windows.
c) Near the top were three round windows.
+d) "Near the top were three round windows."
e) '"Near the top, were three round windows''.

6. Sentence mumber 7 should be read :
a) When giant flames shot ocut of the bottom of the saucer
the ship moved up and down.
b) When giant flames shot out of the bottom, of the saucer,
the ship .moved up and down. :
¢) When giant flames shot out of the bottom of the ]Saucer,
the ship moved up and down! ‘ ,
" d) When giant flames shot out of the bottom of the saucer,
‘the ship moved up and down. -

lake last night - 2. Looked like a giant two story bell reported Milton -

S
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~ USE THE FOLLOWING' PARAGRAPH TO ANSWER THE QUESTIONS BELOW: '

e~ - "1. what is a koala bear 2. it is 4 small animal that lives in the

trees of Australia. 3. a koala bear looks like a teddy bear ~ 4. He

_ fw“ﬁﬁhm§§§wgwbig head and a. short nose.

5. a koala bear is about two feet .

long one.footiﬁiéh and has a"little tail =

Circle the letter of the best answer.

~ 7. Sentence number 1 should be written
a) What is a koala bear.
b) What is a Koala Bear.
c) what is a koala bear?
d) What is a koala bear?

8. What is wrong with sentence number 4?
: " a) It should have an.exclamation mark (!).
b) It should have a comma after the word ''head."”
¢) It-should have a comma after the word 'big.”
d) No punctuation is necessary; the sentence is okay.
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Test Specifications : = 2;21

G?adekLeve1:

Subject:
Domain

Description:

Content

Limits;

/

y

ELEMENTARY MATHEMATICS-SET THEORY

Grade 5 | . _ T

E1ementary'Matﬁematics-Set Theory

Recognition and application of the set theory concepts

of membership, subset, intersection, and union for numeric
and non-numeric sample sets for simple open sentences in-
volving arithmetic at or below the third grade level.

- .

/

For multiple choice questions on membership, stimuli
may include: a description of membership rules governihg
a set and an array of four elements, only one of which

- either does or does not belong to that set; or, an array

of four sets, only one of which is the set described.

For multiple choice questions on subset, stimuli may
include: a set and an array of four sets only one of
which is a subset or only one of which is not a subset

of the original set; or, a description of rules governing
set membership and an array of four possible subsets, only

“one of which is or is not a subset of the described set.

For multiple choice gquestions on union, stimuli may
include a pair of sets and an array of four sets only
one cf which shows the union of the given pair of sets;
or, the reverse, i.e., a given union set and an array
of four pairs of sets, such that the union of only one
of these pairs would result in the given set.

For multiple choice questions on intersection, stimuli
may include a pair of sets and an array of four sets
only one of which is the intersection of the given
pair; or, the reverse, a given intersection set and

an array of four pairs of sets, such that the intersection

of only one pair would result in the given set.

Descriptions of membership rules governing set membership
may include common words and phrases relating to objects,
principles and ideas that are understood by the average
forth grade students. ‘ N
Descriptions of membership rules governing set membé?Ship
may also include solution sets of simple number sentences,
as long as discrimination of the correct answer relies

 ’upon‘know1edge of set theory, and not basic mathematical

ability or knowledge above the third grade level. -

The following symbols may be used without a key { } <> 4.




Distractor
Domain:

Directions:

Format: \

\-

A\

Sample
Item:

2.22

The following symbols may not be used unless a kéy is .
provided: \J NC €. ‘ ' '

8. Items are to.be written below fifth grade level of
readability. ‘ -

1. For multiple choice questions'on membership, distractors
may be drawn from response alternatives that are partially
or totally incompatible with the given set descriptions.

2. . For multiple choice questions on subset, distractors
: may -be drawn from those wrong answers resulting from -
reversing the set-subset relationship, from mistaking
partial subsets (sets with some elements in common but
not all) for subsets, or for mistaking union sets with
subsets. ' ) '

3. For multiple choice questions on union and intersections,
distractors may be selected from those wrong answers
resulting ‘from confusing union, intersection and subset.

4. Unrelated sets may be used as-a distractor for no more-
‘than one of the response choices.

5. In items using solution sets, answers resulting from
anticipated calculation errors are not eligible as dis-
tractors. : :

6. Distractors may not be such that discrimination of the
correct answer relies upon student reading comprehension
or student knowledge of other subject matter.

Select the correct answer.

The question will be multiple choice with four alternatives,
three distractors and the correct response.

\.."Italics or boldface must be used to.-highlight the following

words: subset, intersection, union. Also, in cases where

students are required to_select negative examples, the word
“"not" should also be highlighted.

The words member and element may be usad without explanation.
. e R

Selection the correct answer.

is NOT SUBSET of {vegetables}?

{potatoes, tomatoes, carrots}

a. ,
vb. {vegetables and fruits} . .
c. {vegetables that are green} '
d. {squash} '

;7 .
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B

AN

DIRECTIONS: Circle the letter of the correct answer to eacﬁxproblem below.

‘1;/ Find the SUBSET of {yellow, green, blue, red}
a) {all the colors in the rainbow}
b) {blue, green,'red, yélldw. orange}
c) (Yelloﬁ, green, brown} - »

/d) {yellow, red}

2. I means INTERSECTION. Find the INTERSECTiON:
{Roger, Rick, Ruth, Roberta} N {girls' names} =

| "~ _ a) {Roger, Rick, Randy)
b))
"/ ¢) {Ruth, Roberta}
d) {Ruth, Roberta, Rgchael, Renee}

3. U means UNION. Find the UNION; . '
. {3,6,9,12,15,18,21} U {(2,4,6,8,10,12,14,16} =

/ a) {2,3,4,6,8,9,10,12;14,15,16,18,21)
'b) {6,12) o

. ¢) {all odd ‘mumbers lessvthan
d) {all even?:::bers }ess‘than 2
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4.  John is thinking of a set of numbers whose manbers fit this l?
“.mumber sentence:
X+4>12 )
Find the set that isNOT.4 SUBSET. of John's set { X}
Y a) {all numbers > 8} P
b)) |
c) {14,20,36}
d {12).
A\
5. Ann is thinking of a set éf numbers whose members fit thlS \

number sentence:
N-7 <36

Find the set that is NOT a SUBSET of Amn's set {N}
a8 42)
/b) (42, 43, 44}
¢) {all even numbers < 43}

d) {all odd mumbers < 43}




, 2.25
6. Cmeans SUBSET. Which of these pairs of sets shows a SUBSET?
a) {dogs}C{collie, shepard, beagle}
b) {dogs, cats, birds, fish}C{Spot, Fido, Fluffy, Polly, Goldie}
c) {dogs, hamsters, guinea pids, horses }C {pets that 1ive in cages}

.Y d) ({dogs, cats, hamsters}C;jpets}

7. [\ means INTERSECTION. Find the INTERSECTION of set A and set B
A= {S;m, Steve, Stuart, Sandy} B = {Sue;\Sa1ly, Sarah, Sandy} '
o ANB =
a) {names beginning with S}
| b) {Sam, Steve, Stuart, Sandy, Sue, Sally, Sarah}

c) {Sam, Steve, Stuart,Sue,Saliy, Sarah}

Yy d) {Sandy}
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' 'ELEMENTARY SCIENCE-GEOLOGY

Grade Level: Grade 7 or 8

Subject: ' ' Elementary Science-Geology

Domain Recognizing cause-effect relationships of destructional forces
Description: "and constructional forces that alter the surface of the earth.
Content: 1. Constructional fbrces include the following:
Limits: volcano: pressure forces ﬁagma (1ava) to break
. through the'earth's crust
folding:  forces press the earth's crusts sideways,
causing rock layers to become folded upward
earthquake/ —_— ‘
faults: settling and shaking down the earth's crust -

Destructional forcés include the following:

erosion: flowing water bumping and wearing away the
rock and land, pulling away pebbles and boulders
that hammer away at the land as they travel

wind. erosion, sand storm blasting and:wearing
away the surface of the land

glacier ‘
" action:  scrape and drag ice and rock across .the sur-
face of the land deepening valleys and smoothing
~out the rocky mountains and hills
lichens: break up rocks by acid secretions
sunlight/ | |
freezing: cracks--expansion and contraction of rocks

causes break-up
. . @G
2. Pictorial representations of causes or effects may be used
if labelled and accompanied by a verbal promp telling the
given part of the item. :

3. A1l prose material should be at or below grade 7 readability.

Distractor 1. Distractors must be the result of miémafcﬁes'(mixups) between
-Domain: causes and effects, or misidentification of causes or effects
: (misnaming). ‘ '

— v

2. Distractors must not be from outside the content limits.

k'l

3. Distractors must not be the result of inabi]it& to»deéipher
the meaning of pictorial representations. :
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Format: - The questions will each be multiple choice with four response .
‘ alternatives, three distractors and the correct response. v N
. X : : . . \

Students will be asked to select the correct answer. Each

Directions: k
item will pose its-bwn specific question.

kR

Sample
Item:

-

1;

Pressure from surrounding rock pus es the sediment wupward,
creating mountains. This process is called .
\ |
a. erosion
. b. faulting
¢c. erupting
Yy d. folding




Circle the Tetter of the correct answer for question 1-4
. \ - .

Lichens are

a) tall block-shaped mountains formed by faults . |
b) tiny organisms that form sediment deposits-in river beds.
c) plants that grow on rocks and secrete an acid from the roots.

Solar energy can be conceived of as a des.ructive force in modifying
the face .of the earth in that the thermal effects upon rocks is to :
expand them, while in the absence of solar heat, cold temperatures //y//
affect contract1on This expansion and contract1on cycle /;///<

a) causes fault lines to deepen and| w1den creating cracks 1n///
the earth's surface.

b).” "exerts pressure upon the magma below the earth's crust somet1mes
Teading to volcanic eruption.

c) affects cracks and, eventually, promotes/break up of 1arge boulders
and rock surfaces. A

d) erodes tha topsoil, allowing the w1nds to transform valuable
fannlands into’ ver1tab1e wastelands. .

In this picture, 1ayers of the
earth's crust have tilted and
shifted, creating .

>

a) a volcano. \
Yy b) a fault. ,
c) rocks. ’
d) a glacier.
e) a landslide o
Wind and rushing water can cause . .
a) high tides. /
b) cracks in rocks. '
c) pressure on sediments.
d) erosion. ‘
8 o 9

A a4 b A W e e e e - - -
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Grade Level: Grade 7 and/or 8
T ~ . \)
Subject: . Elementary science~geo1ogy ;
: $
Domain . Applying know]edge of destruct1ona1 forces and constnuct1ona1
~ Description: forces that alter the earth!s surface, to make pred1ct1ons of
: , effects, given causes, and/or to hypothesize the caus€s of
given effects. ’
Content | 1. Constructiona] forces include the following:
- Limits: . volcano: pressure forces-magma (lava) to break-through -
the earth's crust ' "
) . folding: forces préss the earth's sediments sideways,
, causing rock layers to become fo]ded upward
earthquake/ ’ '
+ -faults: settling and shaking down the ea[th s crust
Destruct1ona1 forces include the fo]low1ng '
hd erosion: flow1ng water bumping and wearing away the
' rock and land, pulling away pebbles and boulders
that hammer away at the land as they travel
) wind erosion, sand storm blasting and wearing
’ away the surface of the land
~glacier - ’ _ ‘
_ . action: scrape and drag ice and rock across the sur-
' , face of the land deepening valleys and smoothing
out rocky mountains and hills
lichens: break up rocks'by, acid secretions
sunlight/ |
P ~ freezing: cracks--expans1on and coﬁtract1on of rocks

causes break -up

: ; Iteﬁs shou1d not use key terms, e.g., erosion, to pose: the
s o , ~ problem, but should use description or def1n1t1ons to. convey
~ - the process, funct1on A\ \,

N

. ' ™
: 3. Pictorial representat1ons of causes or effects.may be used
.. ' 3 if 1abe?1ed and accompan1ed by a verbal prompt telling the
. \QA - given part of the item. . e

{ 4: A11 prose mater1a1 bel ow grade 7 readability.
Distractor 1. D1stractors must be the result of mismatches (mixups)
*  Domain: between causes .and effects, or misidentificaticn of causes -
'  or effects (misnaming). iy ;
2. D1stractors must not be fromﬁodts1de the content 1\m1ts <

s i




~-Format :

N

Directions:

“Sample

Item:

2.30

3. Distractors must not be the result of inability to
decipher the meaning of pictorial representations.

‘The questions will each be ‘multiple choice with four response.
alternatives, three distractors and the correct response.

Students will be asked to select the correct answer. Each
item will pose its.own specific question.

Flowing wg;er, such as a river, can change the surface of
the land by .

a) creating a strong pressure against sediments forcing them
upward into mountains. : : -

b) giving off acids which slowly eat away at the rocks making
them crumble. apart. . ’

c) causing sudden shifts upward or downward of great rock
masses and layers, " ' o .

/ d) carrying pebbles ‘and rocks that scratch and hammer away

at the Tand\and rock surface.

g

\ ]
\
\
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/

Circle the letter of the correct answer for questions 1-3.

1. The Dust Bowl was caused by

a) w1nd ‘ :
/ b) erosion aE 0 o
c) floods 1
- d) glacier -

Glaciers that once existed in North ‘America are respons1b1e for
changing of the surface of .the earth by g

\

scraping and dragging ice and rock across the 1and

)
- b) flooding the land with meTted ice and snow.

c) erupting and spreading lava (magma) over the 112 T
d) setti.ng and shaking the layers of the earth's.crust.

3. Destruction of the earth's surface can be caused by
a) faults : , :

v b) sun "~ /// .
- ¢) volcanos / | _ ~ L

d) 'earthguakés

M "
- ;. ’ o

4, Match each cause w1th its effects.

CCAUSES Y EFFECTS g
) . ) L ) l
faults I v a) acid causes rocks to crumble -and
‘ s X break up -
flowing. water 'b) deepens valleys and smooths out
. : T~— . rocky mountains and hills
v sunlight & freezing c) -expansion and contraction causes
. temperatures ) rocks to crack
. glacier action d) -washes away pebbles and 5011
o, : = causing erosion
e) magma breaks through to the surface
. ©.as lava
i .
\\‘ L
. . /
n . ¢ 8,;
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INTRODUCTION' TO TEST SELECTION - Module III: Comparing Tests' Relevance

3

to a Given Curriculum N '

‘This module is concerneff with comparing tests' curricular relevance.:
The procedures 1nvo1ve a series of judgments abhutgcukriculum ebjectives ~
anaftest materiats;/expressing theseyjquments as numbers, combining the
numbers for a sing1e test; then comparing the results across tests./f

Because the method is a deta11ed one, it is probab]y best to use. it only.
?er __l__ test se1ecc]on decisions. Questions that may help detenn1ne

whether .a test selection decision is a major one include these:

]

. /
How much class time will be required for testing? /

How many students wil] be tested? _ !

Will the selected test be used repeatedly? f&
. Will the test s resu1ts be highly visible (e.g/, to the public
- and to the higher authorities)? ]

Will the “test results be used for/decision making (e.g., about /
students, curriculum, teachers) or budget)? .

The complexity of testjng, both in terms of its relation to curriculum:.
and in tehms of numbers of peop1e affected, requires the test selector to
‘be very thoreugh and carefu] In choosing a mu1t11eve1 test1ng system, it
is adv1sab1e to have each separate level of the test rated by teachers and A
curriculum spec1a11sts who are fam111ar with the curriculum as Jt is actually
taught. The objestives of most test batteries vary seﬁewhat from 1eveg to N
level in eontent and‘in difficulty, so their appropriateness for a given
curriculbm may also vary acrossﬂﬁevels

The methods in this modu1e ask you to compare test 1t-ms with curriculum

sk111s There are several reasops for carry1ng out such a thorough ana]ys1s

v of tests before choosing one F1rsf the ana1ys1s he1ps you to f.nd the

K

’ ’ .
A, .
. R . - L
. o s . o
B b 4 "
. .
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test that is most responsive to your needs; many tests'are likely not to
match your curr1cu1um well. Second, the procedures are explicit and easy
to adao\\to the constra1nts of your situation, if you find yourse]f without
suff1c1en t1me or resources to follow them exactly. Th1rd these procedures
ca11 attent1on to some aspects of tests which should not be ouer1ooked for
‘example, the proportion of‘a\test battery that is locally re]evant{ the

% " proportion-of the local curricu1um which a test battery covers,'the importance

of the skills couered, and the appropriateness of the tast's difficulty for -

the 1ntended students Finally, the process of assigning numbers to each'

stage of Judgment and’ carry1ng them 'to the next stage ensures that information
from earlier judgments is not forgotten or lost In other words the i
component decisions all have an influence on the final rat1ng of a test.

The methods described be1ow deal with 1nstruct1ona1 obJect1ve and :
with test items. The best people to do the JOb wou1d need to be yery
familiar with the curr1cu1um at the re1evant 1eve1 /Jyaye_some sk111 in

' wr1t1ng and recognizing ob3ect1ves and believe in the 1mportance of.

curricu1ar relevance in tests. : Cot

The Importance of Curricular Relevance in Tests
An extremely important feature to consider in test selection is the’
degree to which the obJect1ves of -a.test match ‘the test user's curr1cu1um

‘A test may have’ h1gh re11ab111ty, good norms, and other techn1ca1 virtues,
' e
but if the obJect1ves which it tests are not ‘a fair samp1e of what is

©

' being taught, then the . test is not a va11d measure of that curritulum

~D1agnost1c tests, for examp]e, give usab]e 1nfonnat1on only 1f the sk111s

" on the test are the ones to be covered_6y=the.19ca1 curriculum. Tests of .
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skills not taught by the Tocal curriou1um are at best measures of transfer
and at worst measures of-1.Q. or genera1 cu1tura1 advantage. Low scores
on such tests may revéa] more about theﬁlnapproprwateness of the measure
than about students' real learnxng S o

Several recent studies show the hazards of using a test that is
— not closely re]ated to the local curriculum. One study* demonstrated

'Vthat the content of certain standardized tests is not very standard. | )

The authors found that norm-referenced tests of ead1ng ach1evement

ref]ect the vocabulary of d1fferent basa] reading series unequally.

That is, a g1ven test will give better scores fQr knowing the vocabulary
of one reading series than for know1ng the vocabu]ary f others. For
the seven read1ng ser1es examined in the study, the grade level equ1va1ent

"score that could be earned by knowwng the series’ specific vocabulary

P » ) -

frequently varied by more than.one whole grade»depending so1e1y on>whifh
test was used, a f1nd1ng that the authors refer to as "curr1cu1ar b1as
in tests.". ‘ '
A second study dea]t w1th reading comprehensxon ** The: authors

’ compared the coverage of sixteen separate comprehension skills by three
basal reading serwes and by’two wwde1y'hsed norm-referenced tests. 4Ln
‘one reading,ser1es the balance: between exercises on.]iteral versus
inferential comprehension was 83% to 17%, but for the other two series‘it‘

was about 42% to 58%. Two types of comprehension skills--cloze sentences

" e ey

* Jenkins and Pany, 1976. o S R

** Armbruster, et al, 1977. - -

e
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and words in context--were covered 1n one or more readlng series, but were

not 1nc1uded in either test Cloze sentences made up 24% of the comprehenswon

exercises in one reading series, 5[% in the second series, and 28% in the B
third. The words-in-conteéxt represented 1%, 1% and 36% respectively. Thus
~ the tests failed to credit important parts_éf these reading progréhs; and
the oversight was unequal-across programs. ‘
In a third study,*/the'authors found that fourAwidely used norm;refer-
‘enced tests of fourth.drade mathematics differed markedly frdm one another
in their modes of presehting information and in ‘the nature of the numerical -
materials used. For example, the proportion of test items using graphs, -
tables, or figures varied froh iS% on one test to.43% on another. The
proportion of 1items us{hg integers varied from 39% to 66% across tests.
'_Ihmthese studies, rather specific skills or aspects of test content
were compered "A-fourth more comprehensive study*? compared tests'
coverage of broad objectives for the ent1re read1ng and math doma1ns
~ For this analys1s the reading doma1n was’ d1v1ded into n1ne non- over1app1ng
objectives and the mathemat1ca1 doma1n 1nto tthteen such broad skills.
» ~Coverage of the readingvobjectires by eidht pdelar norm-referenced test
series and of the math obJect1ves by seven of the same serfes was reported

for each grade from 1 to 12. The overa]] trend in these data was that

or even include, the rather general.objectives in the two domains. For

LI

Y N

* ‘Porter, et al, 1978. oy SR R

tests differ consistent]y and w1de1yr1n the extent to;wh1eh they emphas;;e,

e Hoepfner; 1978. " : o o - o

Sy




3.5

1

the present purposes, the relevant result is the extent to which the
e " percentage of items per test that are devoted to a given skill actually
varigs from test to test. The median’range in these percentéges was

| 42% for the three most cohﬁbnly tested reéding skills (viz.,-recognizing

That is, the test that had the g}eatest percentage of its items devoted

to any one of those skil]s typically had 42% more of its items measuring:

that skill than did the test with the 59111est percentage of its items

devoted to that 8kill. For the math domain the variation was not so
extreme, but'sti]1 the percentage of items within a test which measured
a given objective differed by.at least 1O%Ufromitest to-test in 68 out

of a possible 156 cases.

& -

The four studies cited were based on an analysis of materials only,
not of studehts}-ﬁeﬁformante on tests. One further study* on the

effectiveness of traditional and innovative curricula Tooked at the

.

- ©. effects of test content bias on actual test scores. A secondary analysis
of more than 20 published research reports led the authors to this '
conclusion: ' T o

v : What these studies show, apparently, is not that the
T new curricula are uniformly superior to the old ones,
‘ though this may be true, but rather that different
. curricula are-associated with different patterns of
-achievement. Furthermore, these different patterns
of achievement seem generally to follow patterns
apparent in the curricula. Students using each:
curriculum do better than their fellow students on
tests which include .items not covered at all in the
other curriculum or.given less emphasis there. (p. 97)

o

" . "% Walker and Schaffarzik, 1974.

. ? ’

»

meanings of words, 1iter31‘comprehénsion, and interpretative comprehension). -
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The firstifour studies show that the content of standardized tests -
vdiffers and that these tests differ in their correspondence with any
given curriculum. The conclusion that such variation in test content
could, irre;péctive of students' actual achievément, biés the outcomes”
is qonf{nned by‘the fourth study cited. Thué, if studehts' scores
" are dffectéd not oﬁ]} By théir:aétua] achievement but also by the mere
choice offtést; if is essentia]ifor tests to be selected so as to
maximize their*relevance.to the Tocal curriculum.

Since curricuia diffef and since the objettives”of réady-made
criterion-referenced tests ;re not all the same, curricular relevance
may be equally a problem for criterion-referenced tests and for norm-

' | referenced tests. In contrast with norm-referenced tést§; however,

criterion-referenced tests give a separate score for each objective,

" .thus making it easier to distinguish students' perTonnance on curriculum- =

a

. relevant and curriculum-irrelevant objectives.
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Check11st Step 1: - /

Prepare a listing of the objectives of the curr1cu1um component to be
tested.

To find the-te§t most‘relevant and responsive to yodr cur;jcu]um;
it is necessary to be very cleer about the instructional objectives to
be tested. Such clarity is attained by making an exp]icit listing or
“index of these bbjectives. The Tisting should be prepared carefui]y,
for it will serve as the standard of curricular relevance with which test
‘materials will be compared. . | .

Preparing such a list may be comp]icated if there is a dtscrepancy
between the. operational classroom curricuium and the official, formal
. one. Or you- may be confronted with a s1tuat1on in which the operat1ona1
curriculum varies from one organizational un1t to another (1.e., from
class to c]ass or site to site). If there is 11tt1e commonality of
objectives'frem unit to unit, it wi]l not be possible to draw up a real-
istic single‘]isting; In this case, a single test cannot give a responsive,
representative measure for all units : - o .

Suggest1on§“ere g1ven here ‘or drawing up your list of curr1cu1ar
ob3ect1ves under two.cond1t1ons . -

" lhen each subJect area to be tested has a uniform

curriculum (even if there is a discrépancy between
" the ogperational curriculum and the off1c1a1 formal
32:3 ‘the objectives for the g1ven subject area vary ‘

from.organizational unit to unit, but there is
great commonality in the important objectives.

1A. ﬁhen there is a uanorm curr1cu1um, 11st or 1ndex the objectives for

the;program component to be tested as f011ows
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(1) Nrite the objectires in enough detail so that later in the process.
vft will be possible to judge how closely a given test item measures or-
matches an objecti:e, If, for example, your math course teaches division .
in working (i.e., radical) form, but a test formats its division problems

in number sentence form, your listing of 1oca1.math objectives should

enable the test taker to detect this difference and judge its importance
Similarly, the 11st1ng of your ]anguage arts curriculum should enable

the test rater to judge how well the words on a vocabulary test correspond
with the vocabulary words in your curriculum. Since formal curricula

S

are often stated in rather general or global objectives, it will often be
necessary to refine these objectives in order to use them as a basis for
judging relevance of test items.
(2) When it wou]d be burdensome to prepare such alfull statement of'your
curricular objectives; an alternatiVe is to prepare an index of them in
.the‘form of page referentes to the relevant teachtng and exercise materials
used 1n‘the classroom For.each separately teachable and testabfeqskil1,
: }1st in one place all of the pages where the skill is taught and practiced.
,/PA name or other verbal label for each of these skills 'should accompany
the page references This page referencwng of skills to teaching materials
will enable test raters to compare test 1tems directly w1th 1nstruct1ona1
content and act1v1t1es --a 1ater step’ 1n the curr1cu1um-match1ng process
The referenc1ng method of list1ng local curricular obJect1ves may
be used either, w1th or instead of the str1ct1y verba method 1n IA( ) above.
(3) In either 1nstance aboJe. it will help test raters/to work w1th the

1ist1ng if related obJectives are grouped together For examp?e,

listing of. f1fth grade math objectives could be grouped under head1ngs

i - v




R &
like geometry, measurement, money, time, graphihg, word problems,

hasic operations, and the 1ike. Forfelementary readfng, objectives
could be grouped under headings like phonics, structural analysis,
sight Qords, vocabulary, comprehension,'and the l1ike. Subheadings
‘can be used for smaller clusters of skills such as for the differeht
basic arithmetic»operations or the different types of?comprehension
skills which the’curriculam'actually covers. The objectives in
Column 1 of the sample CSE Test Re]evahte Rating Form are grouped

under head1ngs 1abe1ed Curr1cu1ar Subareas and . Skill Clusters.

3.9

(4) When the local curr1cu1um is very deta11ed your task of preparing-

a list of objectives can be s1mp11f1ed by comb1n1ng small objectives.
examp]e, if there are separate obJect1ves for aural deéad1ng of each.
speech sound in each of three pos1t1ons w1th1n words -- initial,

medial, and final -- this set of over 50 obJect1ves_cou1d easily by

reduced to six objectives dealing with‘consonants and vowels in each

Eg

of

the three positions. These six larger objectives would then be written

in the listing inStead of the many sma]jer ones. By comb?hiné very
small, but closely related obfeétives ybu can simp]ify"the.taék of
matching tests w1th curr1cu1um w1thout overlooking the 1argerwfk1lls
: which the small sk1lls comprise

Two cautions should be noted -about comb1n1ng obJect1ves First

the amount of comb1n1ngsthat is usefu] will vary w1th the 1ntended use

of the test. More comb1n1ng w111 be useful for select1ng survey tests

than for: se]ect1ng a battery of continuous progress tests. In the

o latter case, very detailed obJectives, corresponding to 1nd1v1dua1

|
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lessons, might be needed. Second, it is bossib]e to group too

“much. When objectives are broad and vague ge.g., critical fhinking, word

0 attack), then the descriptions or labels foﬁithdse objectives do not make
- it clear what is be}ng taught,'1earned, or tested. Such broad spectrum
objectives do not describe the skill in enoqgh detail to allow tkg/test \
: rater ;o judge whethér the relevant items)mgg#ure the skill as it is

(5) < In cases where the formal, official curri?u1um and the operational

classroom curriculum differ to any great-degreﬁ, you will have to decide
how to treat the differences. If.the formal cu*ricu]umnhas not kept
up with advances in classroom teaching, then it isrreésonabﬁé
to uﬁe the'pagéAreferencing method in 1isting the objectives. If,
however, the formal curriculum accurately represe tSieurrehP inténtions,‘
i;'is reasonabje to follow the official formal ob ec@ives ih preparing
/; the iisfing. Other differencés will need to be resolved on an
individual basis. | ;
1Bi. When the operational, r.lassroom curriculum varies; but the;e;is

great qonmona1ity in the important objective for the| component to be

. tested, make a listing of the common objectives as f 11ows;;\\ o e Lo

S~

(?) Either compare 1istings of the separate c1as§ro vpurricu]a'and
make-a listing out of-the~6bjectives‘thaf are cqﬁnon‘to the séparate
lists; OR

(2) G{ve;teachers of tﬁe different c1a§sroom Teve1 cwrricu]d a /
| comprehensive 1istﬁngfof»possib1e ObjéctiQés for. the qppropfiate 1eye1
‘ ana Subjéct. Ask the teachers to examine the master fisi,.and check

off -the objéciives which they actuél1y "“each at that level. . Make




a single cdrricu]um-wide listing out of the most cmnngq]y chq&}ed skills.

(3) Then go through the steps in 1A atove to make this f?gffﬁg éxp]icjt;

usable, and manageably short.
/'///
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Checklist Steps 2 and 3:

Lo |

. Write your 11st1ng of ourr1cu1um objectives to be te ted in Column 1

. of the Test Relevance Rating Form, and then record the number of ,
\\\‘\\object1ves in Bo§/B; _ _ v A

Co]umn 1 of the worksheet will contain your listing (or 1ndex1ng)

of the curricular component to be tested. The total listing will be

organ1zed so that related obJect1ves are grouped together under a
- common heading. Some of the sma]]er, more detailed objectives in~your S e \4\\

curr1cu1um may not appear separate]y in the 11st1ng because they have

been grruped together 1nto one 1arger objective.

' Several sheets may be needed for listing or indexing the component

to be tested. Number the pages and draw a heavy lihe under the last

.y N

objective, writing END OF LISTING in bold letters. Count the number:

of obiettives'in Column 1, and enter this number as tﬁe denominator

in Box B on the f{nal;pqge of the worksheet. Count on1§ the objectives

} and not the names of curricular subareas or skill clusters. On the _ "
/—_._———_ . : : ‘ . .
- ' rating form for the module exercise there are 10:curr1cu1um‘ob3ect1ves
" listed. A sample of a completed worksheet 15,51§d included in this

packet of materials.
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Check11st Steps 4 and 5:

Rate the 1mportance of obJect1ves Then dup1icate the worksheet and fill.
in, the identifying information for each test to be rated.

‘ In this step, Judgments are made about thesimportance of each of
the obJect1ves that are listed in Column 1. These judgments are then
expressed as numbers, indicating degrees of 1mportance, and are later
recorded in the third co1umn
For each of the obJect1ves, the test rater is to Judge how important

it is for students to\attawn; - The number of degrees of importance you
decide to USe s a matteruof 1ocal jUdgment but three degrees (minor,
1mportant and'essent1a1) offer a balance of convenience and contrast.

For each objective that is judged to be of minor 1mportance assign it

a rating of 1, and record the rating in the third column on\the same line

| as the objective. A minor objective is one that could be om1tted with little
l harm to student- progress. Important obJect1ves omes that clearly contr1bute
to progress or are worth learning for the1r own sake, are asS1gned a rating
» of 2. Essent1a1 objectives, ones that are prerequ1s1tes or are necessary
for student progress, are given a va1ue of 3.
After jodging the importance of each objective and recording‘its
1mportance rating in Column 3, check the ratings by comparing them with -
one another. That is, after Judg1ng all objectives separate1y, confirm the
ratings by seeing if the ratings seem appropriate relative to each ‘other. .
On comp1et1ng all of the steps up to. this point, make enough copies of
the partially f111ed in Test Relevance Rating Form to permit all of the raters
to rate all of the tests under consideration. Keep the original form blank

e

l
in-case more copies are needed. For each test, £i11 in the b]anks at the

.

top of each page of the.worksheet.. i




' Check]ist Steps 6 and 7:

List/index all of the items on the test in Column 2 of the Test Relevance
Rating Form, each on the same line as the curricu]um objective that is most

closely related to 1t
Look at each test item and deci&e which objective in Co]umn 1, 1f any,
it seeqf to measure. For each item, write 1ts number - (or test page and number)
in Column 2 opposite the,re]evant skill. At this stage, be generous in judging
whether an item istﬁeSpénsive to an objective; what is imhhrtant hehe is to
assemble with eachiobjeetive all of the items that meesure it, even remotely.
Try to hair each test item with ohTy onecurriculum objective; but if an
item seems to measure more than one ski]],'white its number in Column 2 opposite
each skii]. Circle any repeated ]isting of a single jtem for 1ater referehce.
‘There will probably be some items on the test which do not correspbnd
to any of the objectiVes in Column 1. List these items at the end of Column
2, next to the End of Listing in Colum 1. Enter either the item number or
pagz/and number éo that you and other test ratehs7cdn compére your judgments
ebo t the items. |
Ideally, you would be able to list or 1ndex a test's objectives in Co]umn

2 next to the relevant objectives.” In fact the ‘objectives of many ex1st1ng

tests  are not specific enough to serve as a basis for judging test re]evance -

accurately
/ Before going on, count the total number of items on the test being rated,
aQL enter that number as the denominator in Box A and C on the final page of

the worksheet. 1If you make this tally by counting numbers in Column 2, make

_;Lre not to count any jtem more\than once " That means do not count any

ircled (i.e., repeated) items. -




Checklist Step 8: - '
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I

Judgé how closely the test items correspond with the respective curriculum
skills, and record these judgments in Column 4 of the Test Relevance

“Rating Form.

- The burpose of this step is to judge how relevant or sensitive each
item is to the corresponding skill that your curriculum teaches. Examine -
each test item, and judge how closely it corresponds to the respective

objective in format, content, and°skill tested. The correspondence may

be unacceptable, adequate, or very close. For those dégrees'of match/
mismatch, assign a score of 0, 1, or 2 and record it in the fourth column.

If the item format (e.g., matching pictures and words) differs from °

the format of the relevant instruction and practiée,\decide whether that

difference will interfere with your students displaying their learning of
the skills on the test. If the answer is yes, than a rating of 2 is not
appropriate for that-item. If the test format is so unfamiliar és to make
it very hard for students to show their learning of the skill, then a zero
rating should be recorded. .

Attend also to the content and process that the item measures. For
ohjeﬁtives déa]ing with specific knowledge (e.g., vocabulary), make your
jqument according to how closely the content of the item samples the \
coAtent of the.instruction. For objectives dealing with processes (e.g.,
identifying the main idea), decide how well .the process,‘as taught, matches
the process needed to answer the”item correctly. !

Record fhe overall rating of format, content, and process in Cq]umn.4

as one number. For an jtem earning a zero rating, draw a horizontal line

through the next two columns to show that it does not need to be rated further.
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In the moduTe'§‘exercisé, the issue of curricu]um‘and item content is
iTTustrate&'by comparing’the first ski]] with the reshective test
items. The objective calls for specific affixes and also for some words
which do not'have-affixes. .For such judgments you mayﬂheeq to set some
arbitrary criteria, such as these: ( |
9 - 100% Congruence rates a 2
80 - 90% Congruence rates a 1
'n <80% - Congruence rates a 0 as unacceptable
The issues of item format and item sd]ution processes are i11ustratedﬂ
by comparing the 'skill on compound words with two set§ oflitems on the
sample test, #'s 7-9 and 10-{4 (p. 3.40). The objectiye/6511§ for a
matching format involving two column of real WorQS; so do items #'s 10-14.
But jtems #'s 7-9 present lines of four words'and ask the student to circle

1

Yes or No for each line. The latter format is different from the orie used

in the curriculum, End probaé]y'nmch ]ess familiar.

vItem fofmat usually affects the mental ﬁrocessesAwhich a'pupi1 must
use for coming up with corfect answers. In‘}tem% #'s 7-9, pupils need to
be able to undérstand the concept "all fdur words"” and to keep in mind
while reédihg'the wor&s. ﬂThe test-takers also need fo break dowﬁ”@ach‘word
in #'s f—9, sometimg; more than once, e.g.,

fi o - fep]ace.
e fire - place

and judge each part for whether it is a real word. Some of the parts are

‘real words and others are not. A student who uses an efficient method

for doing these problems analyzes each word on a 1ine until (s)he finds

. |
a non-compound. On finding a non-compound, (s)he will circle No and go to

109
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the next:item directly. If all of the words on the 11ne are. cbmpounds,

" the test-taker circles Yes and goes on.
In contrast, the’proéesses for solving #‘%’10-14'inv61ve rememberiﬁg,‘
a Jard on the left, building possible compoﬁnds out of it and words Béfthg
right, judging each posSiblgigngthd,Aggd continuing Jntil a compound '
' is recognized. -
If the differences between the CUrriE;fum skill and the content/
format/process of item #'s 7-9 will interfere with your pup{Ts using
their skill to answer those items assign a congruency rating of 1 or 0
depend1ng on whether you Judge the items to be acceptable reflections of the
.Skill, or unacceptable Record the rating for each of the items in the
colymn headed Step 8.0n the line where-the respect1ve items are indexed.
A_§££and example of a difference between a curriculum skill and a
tested one occurs with items #'s 33-35 (p. 3.45) on inferential compre-
hension. The skill asks for stories which are abouf three paragraphs
Tong. The items use a text which is rather short. If you think that that
difference does not really ghaqge the skill, then you will want to assign
é rating of 2 (very close) to fhe items and record it in the column
for Step 8 on the lines where the respective items are indexed. If the

difference in curriculum and test text length does change the skill

somewhat’, then assign and record a lower congruency rating.
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Checklist Step9:

Rate the appropriateness of the difficulty of each test jitem and record
the rat1ngs 1n the fifth column of the Test Relevance Rating Form.

The 1ast judgment of test materials involves rat1ng the appropriate-
ness of each 1tem's level of difficulty. Difficulty judgments are

expressed on a two-point scale where'0.= too hard or too easy, and

1 ='acceptab]e. These judgments are then recorded in the fifth column

of the worksheet. It will help in making these judgments to ask yourself
these questions:’

Is the item so easy that students who are unsk111ed on
the obJect1ve will answer it correctly much of the time?

Is the item so d1ff1cu1t that students who have mastered
the skill will miss it much of the t1me7 .

Whenever the answer is yes, the item should get a Zzero rat1ng For all

“such items, draw a horizontal line through the next column to the right.

As in Step 8, these judgments requ1re you to study.the test 1tems.

If it proves hard to separate Judgments of item difficulty from those of

format and content (Step 8), “then “this fifth column can be e11m1nated
and the overall task simplified by one step. Teachers and Curricu]um
Spec1a11sts who are very familiar with the curr1cu1um as it is actua11y
taught will be able to make these twojtypes of,judgments simultaneously
with confidence. Anyone who is not intimately acquainted with the

operational curriculum will have trouble with the process.

102




, Checklist Steps 10 and 11:
For each objective that has any acceptab]e test items, multiply
the ratings for each item (Column 3 x Column 4 x Column 5) and
record the products in Column 6 of ‘the worksheet. Then find the
sum of these products ,

A total rating for each test jtem is now reckoned by mu1tip1ying
the importance va1ue of the respective obJective (Co1umn 3) by the
item's ratings for curricu1ar match'(Co1umn 4) and difficulty (Column 5).
Items getting uhacceptab]ekratings in Columns 4 or 5 will a1ready'have
been lined out in Column 6. ' |

The numbers in Column 6 are not precise measures, they are summaries
of the test rater's judgments about the 1mportance curricular relevance, i
and difficulty of the skills covered by a test. These numbers range in
possibie value from 1 to 6. ,A rating of 6 would be received by-a test
item that:

Measures a very imoortant skill (rated 3 in'Coiumn-3)

Matches the skill closely in content and format (rated 2 in
Column 4)

,Has an acceptable level of’difficu1ty (rated 1 in Co1umn 5)'
The overall rating for such an item then comes from multiplying across

-

the form, 3x2x1 = 6 and is entered in Co1umn 6. ~

e

After mu1tip1ying ‘the ratings and recording them in the sixth ) J'f
co1umn, check your arithmetic. Then add the‘numbers in this column and

record the sum at'the bottom on the coiumn. Also, write it in Box A

. as the numerator. . ijjs\
t . : /'




Checklist Step 12:

Count the number of acceptable items on the test and write it in
Box C of the worksheet as the numerator.

As a step toward finding tﬁe proportion of the test's items
which are relevantlto your curriculum, count the nuhber of acceptable
items. These. items are the ones which. were not linéd out in
Column 6 (Step 10). In other words, count the number of numbers in
Column 6, and record it'%s\the numerdtor in Box C on the last page

of the worksheet.

Lug
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Check]ist Steps 13 and 14:

Compute summary indices and use them to compare tests' congruence with

© your curriculum..

~ To summarize a_test‘s curricular re]evance, three indices are

- computed: the Grand Average, Index of Coverage, and Index of Relevance.

The Grand Average, which may range in value from 0 to 6, describes the .

average, per test item, of the combined judgments of importance (Step

' 2), curricu]ar match (Step 8), and item difficulty (Step 9). Compute

the Grand Average by dividing the result of Step 11 by the total number
of items on the test (Step 7). Record this number in hox,A on the
final page of the worksheet.

The Grand Average for a single test has little meaning. It takes

on meaning when compared with the same figure for other tests. The one

“test with the highest Grand Average does a better job of covering more

of the important curricuium skills. This onewcomparison still does not

indicate whether the highest rated test covers the curriculum well enough

’That judgment is aided by two other summary figures on the worksheet, the

Index of Coverage and the Index of Re]evance
The Index of Coverage te]]s how comp]ete]y a test covers the curricu]um
object1ves listed in the first column. It is derived by dividing the _

number of objectiues in Column 1((Step 3) into the number of those objectives

‘which the test measures adequately. Adequacy of measurement is de‘ermined ~

by two factors: the'number of test items per objectives and their goodness
of match to the objective. Test raters will have to use their discretion

in deciding whether the‘number of items measuring an objectiye 15\

. | . o
sufficient. This decision, however, will be guided by the intended use

of the test. One or two good items per objective might be en&ugh for a

105
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survey test, but eight to /en might be a min1mum for a battery of tests .
for monitoring proa;eggﬂﬂ In counting items per objective, count,only
"the ones which have an acceptable mateh wite the carriculum skill » that is,
which get a numerical rating in the sixth co]umn of 1 or higher.
While the Grand Average is based on test items, the Index of
- Coverage is based on numbers of obJect1ves: the proportion of objectives
(Column 1) that are edeguatelx measured, Its possible values range from
a low of zero to a hig; of 1.0. If the|value of the Index of Coverage
for one test is..6,vthen.40% of the skills to be tested are not covered
by the test. For tests that differ very\little on Fhe Grand’Avefage,
the one with the highest/index of Coverage would be preferab]e. ‘ X
The last summary fiPure for comparind\teste fg,tpe Inde; of Re'evance,
which tells what proportion of the test is‘;uffieiently relevant tol your
~curriculum. It ié EOmthed by dividing the\total number of items 5L the
test (Step 7) into the number of items that adequate]y match the curr1cu1um
/(Step ]2) Those items are the ones thaterece1ve a numerical rat1qg of
1 or higher in the sixth co]umn of the rating form ;
| The Index of Relevance has p0551b1e va]ue ranging from zero (fota]]y
.unreSponS1ve~to the local curriculum) to 1.0 (a]l of the test itemg are
adequate measures oflcurriculum skills). On a test with a relevance rating
of .75, a quarter of the items measure skiq;e that\ere either not part of
your curriculum or are not at the right level of di \jculty.
~ This third factor is impoetant because selecting a test with a large
pefeentage of items that are not re]e?ant to your cur&

Scu]um means paying,

both in time and money, for test materials that work against you. Your
- o

students may do poorly on skills in the test which do not match your
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curriculum, and the test results will not be very helpful for assigning

Tessons. v o | : [

| Each of the three suﬁmary figures gives a different piece of

. information about a: test. Since they are based on different types of
information, itiwoqld not‘be meaningful to add them for a single summary

Judgment. Tpe‘%tphl choice of a single test will be based on a comparison,

across several tebts, of each of the 'summary figures. To facilttate this

comparison, enter the three soomaryfigures in the spaces;prorided_at

the top of the first page of the worksheet )
“QOther useful kinds of 1nformat1on can be derived from the Test

Relevance Rating Form. For example, ‘the average 1mportance of curriculum

Ask111s not covered in a test could be reckoned and compared as a supplement

to the other three summary measures. Also, the entries in the sixth

| column of the worksheet'cao be used to guide the ;coring and reporting

of pupi1s'£responses to a test. Items which are identified before the

testing occurs as curriculum-irrelevant can later be ‘omitted from the

analysis of scores\\ Tota1 test scores could be reported if required by

higher author1ty, but the custom1zed, curr1cu1um-re1evant scores wohip

provide an important context for interpreting the total sc‘res

J




- two or more raters disagree, they may resolve the1r differ
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On increasing the re]iabiJity of these methods

The basis of the methods given in this unit is human judgment,
not-pre51se Jhysica] measurement These methods are an aid to
judgment anq‘memory, not an errorproof mechanjsm for measuring_tests;
Sjnce’the'choice of tests is_a,socﬁajlpo1itica1 one which depends on

- knbwfedge of durricnlum and,pupils, it cannot be completely automated.
These methods reduce the unreliability of judgment by prbvnding-some
uniform rating sca]es (namely, importance of objectives, conéruence of
items with objectives, and difficulty of items) and uniform cutting
points or criteria‘a]ong these sca]es.; Furthermore, the 1ndividua1
ratings are recorded as they are maee and are eombined in a unifdhn" 4
_manner, rather than 1eft unrecorded to he combined into a summary
rating of a test in an 1mpress1on1st1c and forgetfu1 manner

L]

The users of these methods can 1ncrease\the1r re11ab111ty further
by.severa1»means. First, it will help to give the.test raters some ’
practicefbefore having them do-an operat1ona1 compar1son of tests'
currieu1ar relevance. The e;ercise materials in this module can be
used for training, or else a part\pf your'curriculum may he used, for
familiarization, withfa real test.\\Next, it will help to haye somel
&}scussion of the judgmenta] sca1esvto\eneourage uniformity in applying
the cutting points to the scaies Third/r?t\i\\important Fo have each
" Tevel of a test rated 1ndependent1y by more than\Bne\\\rso Where the
Eﬁﬁes. or they
may decide that they have well founded differences of JudgLent and
‘.split the differences. N o P | ' |
'A1though=the Qrocedures in this unit are detailed, they are

e ————————
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a

“easier to carry out than to read about. They are intended as a flexible
prototype to be adapted to Tbcal\ngedsoan&,fééources.  The attention
to detail will be rewarded by your choice of a testAthat’comes closest

" to meeting your needs. ' _ L R
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HOW TO SELECT A TEST

Comparing tests'nhe1evance/to a given curriculum

Checklist
-
A
Prepare a_11st1ng of the part of the curr1cu1um that you want

!

“to test.

Enter your listing of ObJECLTVES in the first column of the-

Test Relevance Rating Form, called the worksheet.

Count the number of program skills and enter in Box B on the

final page of the worksheet.

Rate the importance of each objective in your 11st1ng and record -
these judgments in the third column of .the worksheet. ,

Make enough copies of the worksheet for all of the raters and all
of the tests still under consideration. Then for each of the tests
fill in the blanks at the top of the pages of the worksheet.

For each test, index its items in Column 2 of the worksheet next

to the-objectives they relate to.

Box.C on the final page of the worksheet.
Judge how closely a test's items correspond to the- respect1ve
program skills in-format, content, and process. Record these

Jjudgments in the fourth column of the worksheet.

_Rate the appropriateness of the difficulty of the test items,

and record these ratings in the fifth column of the worksheet.
For each program objective that has any items on the test,
multiply the ratings in Columns 3, 4, and 5, and enter the
products in the sixth column of the worksheet

Add all of the products from Step 10 and record at the bottom
of the sixth column and in Box A of the worksheet

Count the number of adequate test items (i.e.; the number of
numbers in Column 6) and record as the numerator in Box C.
Compute the summary indices of tests' congruence with the
curriculum (namely, the Grand Average, the Index of Relevance,
and the Index of Coverage) and enter at bottom of last page and
in sgaces at top of front sheet of the worksheet.

Compare the summary indices of the tests under consideration.
Decide whether one test has markedly greater congruence with

© your curriculum. =
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GSE TEST RELEVANCE RATING FORM (partially ‘¥iiled in for. Workshop Exercise)

».‘.-s

A est name, level, and form All American Test of Reading Comprehension, brown Rated by

rogram subject and level

level
5th/6th\grade reading comprehension

Date

First ‘sheet of

y | sheets

Marion Cﬁoy

-1/15/176

Overall ratings (€ill in last):

Grand Average

‘Index of Coverage

. Index ;f Relevance

(average congruence per (proportion of program

__item rangirng from 0-6) skills measured by test)

(proportion of the test that is/
relevant to your program skillsﬂ

Step 2 Step 6 Step 4 Step 8 Step 9 Step 10 |
-Index of | Importance Match -. |Appropriate-- ~ -
) - corresponding} of program between items:iness of item |[Combined ~
- Listing of Program Skills test {tems skills and skills _|difficulty judgments Notes ]
- v ' l=minor O=not accept- [0=too hard Products |
s 2=important able or too easy lacross f
_ - 3=essential l=adequate l=acceptable |columns ,
N e ' =very close | 3, 4, 5 g
_Werd level objectives : . i ?
(X R b
@ Word attacic
\\ E —_'— »
g Affixes: In a list of words, , p-3.39 #1 _ |
.94, some of which have prefixes, ’ 2 W - s
-m.S some others of* which have 3 N ..‘\\\\\‘ \\\‘i
H 3 suffixes, and some of which L D e s RN o N
d'd  do not have affixes, pupils 5 e h | N
\ o~ Will underline the affixes. 6 . | R
f1  The affixes will be drawn ' |
gé‘; from this list: re-, pre-, : |
o -, mis-, dis-, -ness, @ ) = ]
s -less, -ful, -ly, -y, -en, - |
~ and -er (as in driver). | 112
. , _ : - Ay
Compound words: Pupils will |p 3.40 #7 i '
_ complete compound words by 8 :
matching words in a left 9 j
' column with words in a right | p 3.40 #10 ;
11 column. 1 / -
ST : 1,2# \ /
13 \
1k ! e
\ ™, *// ~ |
i «
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™ . I page __2 '
CSE TEST RELEVANCE RATING FORM ' \ - e
Test name, level, form " A1l American Test of Reading Comprehensigq,_gljg‘jf}f,,,R,a,te,._ Choy _ .. Date -""1/:1'5’/;76*"**?"*“’”'*'—“:_7-
: Tevel : ‘ - . '
- Importance Match between Pppropriate- [products ’
Index of of program nrogram ness of item |of prev.
‘Program Skills iters |skills Iskill & item Mifficulty |3 columns| Notes
Root words: Given:a list p 3.k #15 :
of words, each containing 16 | .
an affix, the pupil will T ' ’ . o . '
write the root word. Affixeq ‘ _ : : -
will include verb markers for : -
tense and progressive, e \
comparatives, ‘and superla- i
tives, and the ones for the A ;
objective on affixes above. | ~
Meariing \
Synonyms : ‘Given a vocab- p 3.h2 #18 e
ulary word, thehﬁppil will 19 ‘ : .
select from multiple choices 20 . o ¢
the word or phrase which ' ] ) _ 3
is a synonym. : : ' h,,vf,wfwff»;fMVft”i””““ T
Antonyms: Given a vocab- p 3.k2 #21 S B ’ , )
ulary word@ which has an e 22 B ] ' o
opposite, the pupil will 23 : - t
: : : : . \

select its antonym from
multiple choices.
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- B o ) : page
CSE TEST: RELEVANCE RATING FORM ) : ;

Test name, level, form All «merican Test of Reading Cgmp[ghgnajgn browm Rater Choy. Date 1/15/76
' - level - ‘ ,

- Importance Match between ‘}\Epropﬁaate- Products . .
. : , Index of of program program pess of item |of prev. : i
Program Skills itens - Iskills skill & item |difficulty |3 columns} Notes '

Phrase, sentence, and text
level objectives )

Meaning from context - words | p 3.43 #2y

with one familiar meaning: 25
Given sentences-with one word- 26
omitted, pupils will select

from multlple choices the P

one word whose meaning is : ,

most closely related to the ' 3

context. Choices will be . ' -

about the same length (+ 2 ] v ’ ‘ .
' letters) and at least two of .

them will start with the samq

. letter.’ :
. ) . o

Meaning from context - words | p' 3,43 #27 : . . N : ;
with more than one familiar’ 28 g ,
meaning: Given sentences with 29 '

a multiple-meaning word
underlined, the pupil will _ . I
pick from multiple choices : o . : g ) ' .
the definition of theword . : o o o dig E
which fits the context.” ' - ° " o ' o ST i

Main idea: Given a story of | p 3. iy #30

'

3-5 sentences, pupils will 31 A . e
.1 ] =; select the main idea, where 3 ' ' -
-+¢J the three distractors deal T \ : "

with particulars of the ) _ ‘ .{ ,
\ story or with generalizationT K B ' .
' * from single particulars. . ’
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3.30

i
i

Finél shegt

ifip 13

'colqmn (step 11)
S
divided by

Total nbmber of test
*“items (step 7)

adequately measured by test f

divided by

Total number of program
in first column’

skills
(step 3)

(step 12) |

divided q§

Total nzhber of items on the

test (step 7)

"

|

CSE TESI RELEVANCE RATING FORM
.Test name, level, fonn All American Test of Reading Comprehen51on brown Rater _ Choy Date 1/15/76 1
. Tevel : /
\ 7 ‘ Importance Match between Appropriate- ﬁrbducts
oL Index of of program program ness of item |of prev. .
Program Skills _items skills 1skill & item [difficulty 3 columns
Inferences: Given a story in |p 3.45#33
about three paragraphs, pupils -3k
will mark whether eaph of 35 .
several supposed inferences
from the story is probably "\
true, probably false, or can't ' o
tell. ) .
Meanings of colloquiall p.3.46439 f
phrases: Given a sentence Lo
with an idiomatic colloquial L1 , /
phrase underlined, pupils will - !
select the literal phrase with ;
the same meaning from multiple Step 11
choices. /
. ' (Sur of
END OF LISTING p 3.454#36, numbers :
o 37, 38 in- sixth
Clearly column, -
irrelevant Write it in s~
items Box A also.) rlulig
Box A | Box .8 Box C i :
GRAND AVERAGE: INDEX‘OF COVERAGE : INDEX OF RELEVANCE S
OVERALL . %
RATINGS Sum of numbers in 6th Number of program skills Number of acceptable test items
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GSE TEST RELEVANCE RATING FORM

(worked example)

[rest name, level, and form All American Test of Read1ngﬁComprehen51on brown Rated by Marion Choy

level

S5th/6th grade reading comprehension

Da;e

gProgram subject and level
~ Ovarall ratings*(£ill in last):

Grand lverage 2.1

‘Index of Coverage .70

(averasze congruence per (proportion of program

skills meéasured by tes;)

N

;oo

R

sheets

/

1/15/76

Index of Relevance _ .63
{proportion of the test that is

relevant to your program skills) .

- item :ang;1g;from 0-6)

K\ -

St=» 2 Stes 5 Step 4 Step 8 Step 9 step 10
Index of Importance. Match Appropriate-
/ corresponding| of program between items |ness of item [Combined
Listing of Program Skills test itams - | skills_ and skills difficulty judgments Notes )
~ ' l=minor =not- accept- |0=too -hard products | ' o
2=important able ‘or too easy lacross v
i =essential l=adequate "J=Ezbeptab1e columns
N 2=very close | 3, 4, 5
WOrd level objectives '
T» Word attack
& —_— .
§ Affixes: In a list of words, |p 3.39 #1 2 1 N
A ‘some of which have prefixes, 2 ) 2 1 N
& b some others of which have 3 ! 2 b - N
s-g suffixes, and some of which b 2 1 - 4
3 do not have affixes, pupils 5 2 .1 L
g 0 will underline the affixes. 6 2 1 N
1 The affixes will be drawn . \ )
4d from this list: re-, pre-, ’ %
©® yp-, mis-, dis-, -ness, g
" ~-less, -ful, -ly, -y, -en,
and -er (as in driver). N o \
Compound words: Pupils will |p 3.40 #T 1 0--- SN PRSPPIV RS S Fcrmat is way off.
complete compound words by 8 0- - - e—ea—=}~5 Not similar enough to
matching words in a left 9. ‘ 0 - -] -}-- ) program skill
column with words in a right | p 3.40 #10 f p) 1 )
column. 11 2 1 e
d 12 2 1 2 1o
11 13 2 1 2 140)
= 14 2 1 2 N ;
~you the program skills.

ies and the

impbrtance of




' RN R

“~

. "2 . ’ ] ) " . ’ ’ - . ) b’vuiug,guuuu.luu ditne 1.
CSE TEST RELEVANCE RATING FORM . R g _ ‘ ; : o : : — !

'

Test name, level, form, All American Test of Reading Comprehension brown Rater ' Choy Date 1/15/16 L i
level - . - ‘ |

: ' .. - L e
z Importance Match between fippropriate- | products 1 ‘
| , Index of  [of program program ness of item | of p ev. |~ B
Program Skills ' iters . skills skill & item difficulty - |3 columns Notes : *
Root words: Given g,;;;x,/— p 3.41 #15 1 0- -— -——-+4-) _More important as a
of words;, aach“contalning 16 l- 0-- —_— - writing skill than a i
an- affix, the pupil will ° 17 ‘ ‘ , reading one: Item
write the root vord. Affixes ‘ format calls for pupils|
will include verdb markers for ’ : . ) °  to select root words i”
i

r*l

-t

tense and progressive, - ' _ from four very

compr.ratives, and superla- ) . : " different choices. -

tives, and the ones for the . C e s e
- objective on affixes above: ' : . '

Meaning = - - _ B 3 o o -

Synonyms: Given a vocab- p 3.42 18
ulary word, the pupil will > 19 |
select from multiple choices 20 ~|
the word or phrase which ' ' ‘ S -
is a synonym : N

e
ST
o
=

fAntonyms : - Given a vocab- p 3.42 g21 . 2 7 2 1 : b N .
ulary word which has an .22 )L : -
opposite, the pupil will . 23 _

select its antonym from ‘ . o . ‘ , .
multiple choices. ‘

Fd

ot
O
o
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- CSE TEST RELEVANCE RATING FORM

3

Test name, level, form All American Test of Reading.Comprehension, brown Rater _ choy Da 1/15/76

- level

] Importance - [Match befween ppropriate- [Products
, Index of of program program ness of item -of prev. )
Program Skills 4 itens - - |skills skill & item [difficulty |3 columns] Notes

/

Phrase, senténce,ﬁand text
level objectives

v Meaning from context - words p 3.43 #2h 1 | ) 1
with one familiar meaning: 25 1
Given sentences with one word 26 1 o : 1 : o 4 ,
omitted, pupils will select : : !
from multiple choices the
one word whose meaning is
most closely related to the
context. Choices will be
about the same length (+ 2

. letters) and at least two of
them will start with the sams
letter.

no
-
n o
¢

Meaning from context - words |{Pp 3.43 #27 * 3 o TNUUS SN L |
with more than one familiar 28 3 1 0- - -4 Too hard

meaning: Given sentences with 29. 3 1 [0 YNV | MR . ’
a multiple-meaning word 1 g '
underlined, the pupil will
pick from multiple choices
the definition of the word
which fits the context.

-

‘Main idea: Given a story of |p 3.4k #30
3-5 sentences, pupils will , 31
select the main idea, where 32 )
the three distractors deal [ v ' " L .
with particulars of the - : ’ . : : |
story or.with generalizationg : . :
from single particulars.

ww W
N N
e
O\ O
e
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- CSE TEST RELEVANCE RATING FOR.M R o - ;

e e n e S i + btag v o+ o

- Test name, level, form All American Test of Reading ComprehenSLOn brown - Rater Choy ~ . Date 1/15/76
- : : ‘vael ’
: ' - - Importance Match between Appropriate- Products | X
- : : 1 Index of - | of program program ness of item |of prev.- : |
Program Skills - ' | items skills ‘ skill & item [difficulty |3 columns| Notes ’
Inferences: Given a Story in |p 3.45#33 1 2 1 2 The small difference
about three paragraphs, pupils . 3h 1 2 - 1 2 _ between itém and ,
will mark whether each of - 35 1 ’ 2 1 12 . program paragraph
several supposed inferexaces ' : , length does not seem
from the story is- probablx : : - important.
" true;. probably false, cr can't . - : |
tell: - ' :
Meanings of colloquial 1 2 0 -+ - Too easy. The
phrases: Given a senteace 1. 2 i 0] _ ~}- distractors don't make ,
with an idiomatic colleguial ﬂi. ” 1 .2 0 - sense, so they couldn't:
phrase underlined,- pupl‘s,u{il ‘ bte correct choices.
select tne-literal phrase with| ' '
the same meaning from =—iltiplej’ Ster 11
- choices. : '
-} B ) 88
' - ) It u ° : . (Su= of
ENZ OF LISTING p 3.45#36, nurters
e 37, 38 e C in sixth )
. ' ‘ Clearly ~Icolumn, T 4
irrelevant : . , Write it in <
items - ) : ' " |Box A also.) . i
T . Box A : Box B Box C -
» ' . : ’ . ' oy ™
o GRAND AVERAGE: _.2.1 , INDEX OF COVERAGE _.70_ INDEX OF RELEVANCE: __ .63 143\)
OVZRALL | =~ . _ ' o ‘ : . '
RATINGS Sum of numbers in 6th , ~ Number of program skills - Number of acceptable test items . ’
Step 13 | column (step 11) 88 .adequately measured by. test (step 12) . . ) X
-' B T D 26 . |
divided by - . : divided by . ’ b
L divided by - ‘
Total number of test - . - | Total number of items on the
\ items (step 7) b1 Total number of program "~ test (step-7) :
: : skiHs in first column o bl

(step 3) 10 )




3.35

‘CSE T RELEVANCE RATING FORM . ’

est name,, level, and form

. .

First sheet of
sheets

l

n - Rated by
@Program subject and level S Date . B
7)) . . . R \".; :
Overall ratings (fill in last): Grand Average Index of Coverage " * Index of Relevance .
- (average congruence per (proportion of program (proportion of the test that is
item ranging from 0-6) skills measured by test) relevant to your program skills) o i
Step 2 Step 6 - Step 4~ Step 8 Step 9 Step 10 ' :
» _ Index of Importance Match Appropriate-
: . corresponding} of program | between items [ness of item |[Combined '
- Listing of Program Skills test items skills and skills difficulty judgments Notes
. oo 1=minor O=not accept- |0=too hard Products
=important able or too easy lacross
3=essential | l=adequate l=acceptable jcolumns

=very close

3, 4, 5

'




S ’ : ! ' . : continuation sheet

b
™

™ ' 1 _ , / , page
CSE TEST RELEVANCE RATING FORM : . . , —
Test name, level, form 1 ' Raier - Date
Tmportance atch between Pppropriate- |Products
: _ |Index of of program program - pess of item |of prev. v
Program.Skills ‘ 11items skills ' skill & item difficulty 3 columns Notes
- 8] i
|
| . { )
j 139
x
123 |
: . . ‘. |
: . .
K L L
- S
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“ o S . I " Final sheet ,
" , . : : page
CSE TEST RELEVANCE RATING FORM ‘ : AR
Test name, level, form . v ) ~ Rater : ___ Date
— : - | [
| |
T Importance {Match between Appropriate- Products
v . Index of of program program ness of item jof prev.
> Program Skills s 4 | items skills skill & item difficultyu - B_columns Notes
s . ..'/ ‘
| -
b
/
!
Clearly | | ' : Step 11
irrelevant . :
items '
/I{Sum of
! ' S . : numbers
' 4 - ' in sixth
4 column,
Write it in
‘ ' Box A also.)
) \ : : ..
" Box A ’ . Box B Box C ' - , 132 .
: GRAND AVERAGE: -~ ' INDEX OF COVERAGE: INDEX OF RELEVANCE: -
OVERALL . ' : ’
RATINGS Sum -of numbers in 6th v Number of program skills ’ Number of acceptable test items
Step 13 columis (step 11) : adequately measured by test. (step 12) : ’ ‘ :
B divided by . — | | | divided by | N
13; divided by ' g . _ k '
Total number of test o S - Total number of items on the , : /
ftems (step 7) Total number of program test (step 7) :
: L ) ' N skills in first column R | ~ : . /;
' ’ - (step 3) ' S 1- '
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3.38

| . All-American Test of English
) ~ Reading Comprehension '

‘Brown Level

’

c. Test Deveiopment Corp., N.Y., 1978

Some of these materials are adapted fron the jtem banks of Downers Grove,
I11linois, Un1f1ed Schoo! D1str1ct and the E1 Dorado, Ca]1forn1a County-

School District.

4
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DIRECTIONS:

EXAMPLE:.

A

3.39

In the 1ist of words below draw a 1ine under zach -
prefix or suffix. Some of the words do not have a

prefiX\sr a suffix. A worked example is given in ‘
X’
<\

thE\bo

[ \\

rewrite

happy

watchful:

Draw a line under each prefix or suffix.

>

[
pa——

1.

x w £~ w N
. . . .

dislike
during
driver

people

. quickly

refill




EXAMPLE: ©

4

- EXAMPLE:

* DIRECTIONS: *

~ EXAMPLE:

10-14.

)

- DIRECTIONS:

- words that make a bigger word.
~example for. you.

. ‘ 3.40

~

~

If all four words
If any word is not a
The first two are done for you.

Read each group ‘of four words below.
are compound words, circle Yes.
compound, circle No.

~
¢

Inkb]ot screwdmver, p1gsk1n, notebook - No

Hamner, teamwork keycham enemy . Yes

-’
.

Afterrioon, barefoot, walking, mailed Yes  No

‘ ~ ‘o

Fireplace, football, bedtime, icebox Yes No

Bookcasé,'ku]e}, raindrop, heavenly Yes No
A

In* each box below, a word on the left makes a bigger. word
with one word on the right. Draw a line to connect the two
The first box is a worked

eye. fruit Explanation {s
grape nob eyebrow .
door~ brow grapefruit
| doorknob
an noon
after fly .
any 1ight
butter body
flash other

_Go to the next ‘page .

135




3.41

L

DIRECTIONS: In each problem below put a check next to the one word that o
is a root word. The first problem is done for you. : °

®

EXAMPLE; _ Chetk the one word that is a root word: ' o i.
_JZC_ paper |
~_”_.‘;€ﬁ o . f_' e -se]fish o
| V o naughty

unsafe

15.  Check the one word that is a root word:
looked
R happi]y
_ dirty

cold

6. Chech the one wdfd that js a root word:
____ thirsty | >

______vfami1; .

. talking

smiled

N : 17. Check the one word that is a root word:

v ¢

I ______arhangé‘. o t E
/ O Tfiled | o C :
____ books
—_— wtnnjgg

\\
\‘
M
\
\

Go to the qext’page




*DIRECTIONS:

~ EXAMPLE:

18.
19.
20.

DIRECTIONS:

[EXAMPLE :
x

21,

$

22,
23.

- flat: . rough . k ta_]] L

Read the word.on the left below. Then circle the one -
word on the same line that has the same meanmg The
f1rst problem is done for you

blonde:  ~ hairy = fair-headed brunette
N &

wide: narrow broad . long

steal: irghT give rob

‘ 'C1rc1e the word that means the oggosxte ‘of “the word on the

left. The first prob]em is worked for you.

~

i

near: " high ' a\fvay

warm: , / hot cold cool

happy : - sad silly funny

rough: ,soft  smooth - hard °
S ,' L o 6o to the next page

oo




- DIRECTIONS:

Read the first part of each Sentehce, then circle the yéijlthat
completes the sentence best, The'first problem is dope for you.

a. Jack and .Jill went to a well.
b. How well cari you tell time?
c. Mike can not draw animals well..

28. . Tom can't find his pen.. B

a. This pen has red ink in it.

b. Dick put the pigs, in the
c. Pete wants a pen for his

EXAMPLE:  The dog gnawed the -
_ a. boy ‘ 1‘ .
c. boat - / ' ./
/ -/
o A s '
24 To h1t the ball the boy needed a- S -
T a. glove ‘1 Y/ S
b. bat £ /
| c. belt ‘ ‘,//
25.  The bird ate thré?/ /.:
a. words '
b. worms
C. nests |
26. Mary bought_ an_apple at the ;
a. barn , o
b. start = | 2 : . %
c. store - 5 |
‘ . o , g
DIRECTIONS: Read the first sentence, thinking carefully of the underlined word.
: "Then read the other sentences and check .the one in which the under-
1ined word has a new or d1fferent meaning. The first question is
done for you. .
EXAMPLE : Mother cut her hand on a can. .
a. wh1ch is your right hand?
. ). Please hand me that Book.
’ c. Put your hand on your head.
27. Susan reads as-well as Jane.

E%%thday. ¢

29. Do you have anything to eat?

Pete will have a birthday party.

a.
b. Have you got any pennies?
e

c. We have to go home now.

Go to the next.page = -
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"DIRECTIONS:

EXAMPLE:

30. .

31.

32.

U'ﬂl

Q.ﬂ U’ﬂl

aoow

3.44

Read each story be]ow and then check the main idea for the story
The first question is done for you.

Gold is soft, almost as soft as putty. It can be .hammered into
a thin wafer five millionths of an inch thick without being ‘
heated. Just one ounce of gold can be beaten into a thin sheet
100 feet square, or drawn into a thin wire stretching fifty
miles. In addition, gold is a superb conductor of e]ectr1c1ty
and a-marvelous ref]ector of heat.

&

The"story main]y te]]s'

Why go]d ref]ects heat and 11ght ~
. Why gold is so soft

. What makes metals so valuable

vﬁ What wonderfu]-qua]ities go]d has

The frankfurter, named for the c1ty of Frankfurt in Germany, is
easily the most popular sausage in the world. Frankfurters,
popularly known as "hot dogs," are sold almost everywhere in the
United States. They are consumed in great numbers at sporting

~ events and amusement places. People from foreign countries often

think hot dogs are one of? the character1st1cs of American life.
The story mainly tells:
. Why hot dogs dre popular , - |
. How hot dogs and frankfurters differ - o
. What foreign peop]eTt ink of hot dogs:
. How popu]ar hot dogs! are

*Why does a mustang buck-so ildly when a saddle of man is on its

- .back for this first time? Mustangs have the blood of wild horses.

Their ancestors roamed the plains, hunted by wolves and mountain
Tions. They had a built-in terror of being attacked and killed
by fang and claw. Instinctively they became all fear and fire
when scmething leaped on their backs.

The story mainly tells:

. What the mustangs' ancestors did
. What animals killed mustangs

. What makes mustangs buck wildly

. Why horses are difficult to train

buffalo stampede was a frightening thing to‘see The shaggy-
headed buffalo, weighing from 1000 to 2000 pounds, rushed
blindly forward bringing death and destruction to anyone and

>

anyth1ng un]ucky enough to be caught in their path ~ELLg

The story ‘mainly tells:

. How heavy buffalo are 5 . 5\
. What a buffalo stampede was like : : |
. How hard buffalo charge .

. Why people are afraid of some animals . : ¢

Q.ﬂ o w

Go to the next page
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| . S 3.45
DIRECTIONS: Read the following sentences.

The next morn1ng the two men came back for brown pet.
dack and Nancy ran to the barnyard.

They wanted to tell the cow good-by.

Mr. Stone said, "Your pet will be happy at the 200."

7 If the sentence below could be true, check A. If the sentence is
- /. probably false, check B. If you can't say whether it is true or
' ‘false, check C. The first question 1s done for you. ,

L . EXAMPL&_ B The men were go1ng to take brown pet away

e Va. Probab]y true "
- s~ b. Probably false ,
‘ c. Can't say : - =

33, Brown pet was in the barnyard.

a. Probably true
. b. Probably false
- c¢. Can't say

34, The men were taking brown pet to the zo0.

a. Probably true
b. Probably false
c. Can't say

35. The men came for “brown pet in the morning because it would take
- all day to get to the zoo.

a. Probably true
b. Probably false
c. Can't say

DIRECTIONS: Read “each sentence and then underline the part of the sentence
- - which shows e exaggeration. The first one is done for you.

" EXAMPLE: "Don't drop that light bulb, Roger," said Mr. Fa1rf1e1d
o "If you do, it will break into ten million pieces."

36, - "Don't walk so heavily, Debbie. It sounds as if an ‘elephant
were walking through’the ha]]," sco]ded Mr. Glass.

37. "This. f]ash11ght battery is powerful," said Jerry. "I'11
"bet it could make 2 f]ash11ght bright enough to 1ight up all.
the city at once. ' )

- -

38. “That certain]y is a- strange-looking anima] " said Linda.
’ "Its tail must be a block long. Is it dangerous?"

Go to the next page
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DIRECTIONS:

EXAMPLE:

39,

p S | 3.46

-

Read each sentence and underline the meaning of each
- colloquial. express1on The f1rst one 1s done for you.

When. the dog ate the g1ngerbread ‘Mrs. Weber was Eg1ng mad

hopping 1ike an , angry rabbit
very angry

~

At is easy to catch co1d in very bad weather

"get sick w1th a cold

40.

41.

: grabbed the leading player -

catch ‘hold of cold air

Our tean played very well, and it soon took the léad.

got the better score

Mrs. Lane was so worr1ed that she s nagged at Ann for no reason

“at all.

tried to bite
spoke crossly to

END OF TEST:
RAISE YOUR HAND

N\




4.1

INTRODUCTION TO TEST ssu-:cnm -- MODULE IV: Comparing the Technical. 7

© and Pract1ca1 Mer1ts of Tests

This module discusses characteristics of tests that may be used to
compare the tests' overall technical and practical merits.

As an aid in identifying features to use for screening and comparing

:;;tests, a Iisting of 32 such d1mensions of tests is included 1n th1s

moduie. You are urged to mod1fy ‘the list accord1ng to your experience and

to the present need for tests. There is almost no end to the number of

test features which you could cons1der, SO you may want to add to the
list (e.g., a feature such as the availability of in-service training in
- giving and scoring a test). On the other hand, not all test features are

important for a/given test use (e.g., alternate:test forms are not

important to have if you are doing one-shot tésting), so you will probably = .

eliminate some of the listed features for any given testing situation.
The listing of suggested test features follows on pages 4.2 to
4.6. R




4.2

Features that Can Be Used to Screen Tests'
Technica] and Practical Merits.

Objectives or domains that a test includes -

- Sources of 1nfonnation on the feature: Listing. in a test manua1 or

"ﬁvcontinuum chart of the objectives covered at each 1eve1 of the test. .

Re1eva t test uses Program p1ann1ng, d1agnos\s progress monitoring,
o prof1C1en testing - |

1. C1arity of objectives: Does the statement of each objective or
skill make 1t clear just what content and behavior are being tested;.or
would many different types of content and behavior be consistent w1th
each objective? Objectives such as the following are not clear:

reading comprehension, critical thinking, arithmetic operations,
arithmetic applications. The following objective apprdaches'c1arity, o
but still has much: 1eeway

G1ven a story of 4-5 lines at a fourth grade reading level,

- pupits-will—select-the-main—idea:—The-three-distractors- wi11
‘ "deal with particulars of the story or with genera11zations from
s1ng1e particu]ars

2. Rationale for ogject1ves The primary justif1cation for includ1ng
an objective on a test is that the objective is actually taught in the
classroom. If a test is being selected to measure the direct effects «
-of instruction, this test feature may ‘be omitted here because'it is
covered in detaid in another module. But if a test is be1ng used for
some predictive purpose .such as to test survival skills in reading and
math the choice of. object1ves should be well justified.

3. . Flexibility in select1ng objectives Is an adequate range or = =x
number of different objectives covered? For testing at several levels,
are the most important core objectives covered at several test levels
with items that are appropriate for the respective ages? For continuous
progress monitoring (end of unit testing), are sing]e objectives easy

to test separate1y? : . .

’

4, Number of itemsgper objective: Is the number of test items for
' each objective appropriate for the intended use of the test? When
test results are to be used to make decisions about the specific skills"
of 1ndiv1dua1 pupils, there must be at Teast several items per specific
skill.  For end of unit testing there should be at least eight or ten, -
and often much more, depending on the desired level of proficiency. When
there are only one or two items per objective, then the results may be
misleading, because the score for an objective can be greatly affected
by carelessness, guessing, or using a neighbor's answer. If a test is
to be used to survey a program, and not to support classroom 1nstruction,
then the number of items per objective can be small, and the variety of
objectives should be great : ‘ ‘ ~
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4.3

. B. AdequaCy of the test development process

Sources -of information on the feature: Technical r ports, technica1
manuals, or technical sections of the test manual :
-.Relevant test uses: 'a]]f | |

1. Itém review Nere the test items adequately rev1ewed for clarity,

reading level flaws in item construction, etc., not only reviewers,

but also on the bas1s of pilot testing? , { ‘
2. Congruencx. Is there convincing evidence that the test items
measure the skill and content described by their respective objectives?
If there are only sketchy objectives, then there cannot be any

v convincing evidence. This is important for ‘objectives-based teséing.

3. Representativeness: Is each set of items which‘gets scored a
. typical, representative sample of the skill? Or is it instead a
biased, untypical sample? R -

4. " Pilot testiqu Was pilot testing of the test items carried out,
Bk ~A~MMM~mwand -if-so,-was it on—a~representative and sizable samp]e of test takers?

C. Vvalidation by field testing

_ Evidence: Technica] reports or technica1 manuals.

Relevant test uses: All, e&cept where noted. .
1. Pupils in the field testing‘sample. Was .the production versijon
.of the test validated through field testing, and if so, was the group
of students in the field test sizable and either representative of the
nation or of the groups to be tested in your program? If not, then

' any data for C.2-5 below are not meaningful.

2. Sensitivity to learning: Is evidence reported that instruction is
followed by dependable increases in scores on relevant items? The

. evidence should be free of the usual problems in measuring gain (e.g.,
the increase in test scores should not be attributable merely to
maturation of the pupils) .

" 3. Consistency of scores: Is appropriate evidence for the reliability
. of test scores reported?"?or tests where human judgment is heavily ‘
involved in the scoring it is essential to have evidence of inter-judge
or inter-rater reliability. If alternate forms of a test will be used,
consistency in their scores for individual test takers should be shown.

When scores on individual objectives or subtests will be used: (e. g.,
for diagnosis), then the reliability data should be for such scores, not
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4.4 -

~ merely on total test scores. Finally, if the scale.of test scores
is to be split into two or three categories (e.g., fail, marginal,"
pass); the reliability data should be for that type of decision and
not for total test scores. _
4. lLack of bias in jtem. statistics Does the test publisher report
. statistical evidence that the test functions essentia]]y the .same for

- the different pupil groups that you will be testing? ‘A showing that
" one group performs somewhat lower overall than another is not sufficient
evidence, because that result will occur when the one group has not
learned the target skills as thoroughly Sound evidence will consist
of data showing the pattern of item difficulties (that is, the difficulty
of each item on a test relative to the difficulties of the other items)
is the same for the various groups being tested; or that items cluster
similarly.

5. Validity of passing scores: If cutting scores ‘are to be used
is evidence offered that pass/fail scores strongly predict a valid
indicator of success’

_Appropriateness for examinees
Sources of information on the feature: Examiner's manual, test materials, _
answer materials | \
Relevant test uses: All

1.. Surface-fairness: Are different racial, national, or cultural
groups portrayed, in words or pictures, representatively and positively?

2. Vocabulary of test items: Is the language of the test. items at
an appropriate 1evei for ‘the. test takers?

\3. Item content and response béhaviors Are the contents of the
jtems and the behaviors reﬁ‘iredi?or answering, appropriate for the:
‘tesi takeirs? ;

‘4. Directions to test takers: Are the directions for each subtest
clear and complete? Are there separate directions for each group of
items that need to be ‘introduced separately? Are sample (i.e, practice)
items given where needed? The difficquy of the directions is

relevant here. :

5. Testing time: Is the time required for testing appropriate for
pupils Tike yours? 1If tnere are time 1imits, are they appropriate?




~

6. Layout, print, and illustrations: Do the visible characteristics
of the materials make it easy for the pupil to do the test? Are

the print and illustrations clear and large enough? Is the content B
of the illustrations familiar to the pupils? Is the material for

each test item adequate]y separated from the materia] for other
items’ & S o v

tem’ difficu]ty vaered,in“the modulezon‘ratih§~tﬁe curr1ch1er‘
re]evance of a test. ‘ ‘ .

1

Procedural feateres
Sources of 1nformation'on the feature: Publishers’ cata]ogs exam1ners
manuals, directions to pupils, d1rect1ons for scoring, other samp]e
;materials
“Relevant test uses: Al1, except where noted

Q

1. Oua]1fl_etlnns_gf_test_admlnlstnatone_—Areathe“quaJ1f1caf1nn= of.

the t‘_t adm1n1strator made clear,.and are your personnel qualified?

2. Directions to the tester: Are the directions to the tester clear,
complete, and easy to use? - '

3. Ease, .speed, and flexibility of scoring: Are the desired opt1ons
_for scoring available? For classroom use of scores, .either hand scoring
by means of a template (or other objective and efficient key) or
machine scoring with very rapid turnaround is needed. For program
planning, accountability, or program eva]uation . slower scoring may be
adequate.

.‘4.‘ Objectivity of scoring: Are the gu1de11nes for scoring so clear
that different scorers {a) know what to do and (b) get the same results
with the same pupil responses?. '

5. Curriculum 1ndexing:’Does the test publisher offer an optional
index relating the specific skills on the test to specific learning ,
activities or to the lessons and exercises in several series of -
appropriate instructional materials? This is relevant when test scéres
are to be used to support 1nstructiona1 decisions in the classroom.

6. Availability of alternate test forms: Are two or more parallél
forms available? This 1s important when pupils are to be tested

more tggn once, -as in:pre- and posf testing

RS | *




4.6

F."‘Reportingfand interpreting test scores

Sources of information on the feature: Technical manuals, examiners'
manuals

Relevant test uses All except as' indicated .
. l. . Choice of score reports: Are the levels of score reports that you
want available? Scores are needed for individual pupils on individual
objectives for 'diagnosis, prescription, and ongoing progress verifica-
. tion. Classroom-scores for single objectives are -useful to teachers
for instructional planning. Class, grade, building, and program level
'scores may be useful for accountability, needs assessment, or program
evaluation
2. Choice of score types: Are the types of scores that you want .
available?  Mastery (pass/fail), domain (% correct), and percentile
- norms are possibilities Grade level equivalents should not be used.
Are the scores given in a form that is easy to use and 1nterpret7 ’

o

3. ~ Score report or récord forms Are the forms for reporting or
recording scores easy ,to use and appropriate for the test use?

4;'\ Guidelines for decision‘making Does the publisher give usable
advice on how to make decisions about individual pupils on the basis :
of a combination of information sources, some of them being test scores?

5. Cautions Does the publisher give information on. the 1imits to
inter reting test scores? Information on the amount and sources of
-error in measurement is useful, as is information on the.types and
probability of decision error,

6. Appropriateness of norm groups: Are_the pupil populations for
norming the test meaningful to compare with your pupils?

The following section, pages 4. 7 to 4.19, provide step-by-step 1nstructlons

for comparing tests on the above kinds of features.




. !
Checklist Step 1:1 : <

Select test.featuﬁps to evaluate.

The first step is to decide which characteristics to use for comparing
\
the tests overa]] technjcal and pract1ca] merits You can simplify

" - the task by e]im*"ating two sets of features

- Ones that do not make a test better or worse for meeting your
testing needs. These are features which are irrelevant or are
of negligible importance. For example, the two test features,
prescriptive curriculum indexing and availability of alterrate .
. forms may be eliminated from the judging process when there is to
be a oneLt1me survey testing for accountability purposes, with
1ts broad normative scores and slow reporting of resu]ts

-  Features that have already been used in a pass/fa11 fashion to
narrow the pool of available tests. These are called exclusionary
features. In screening tests to use for student diagnosis, for .

example, you will already have excluded tests which do not prov1de
scores: for separate obJectives :

Some features may ‘be used in both a pass/fai] fashion and a comparative _

on \ For example, tests with fewer than some ‘minimum acceptab]e number of

items: per obJective mayv be excluded in the initial screening; then, when

tests are compared feature by feature, tests with.]arger numbers of items

per objective may be rated higher than tests with smaller numbers. In the

same vein; test which do not offer optional prescriptive curriculum 1ndexes

may be screened out and the remain\ng tests later compared on the qua]ity
of their curriculum indexes.

. A Worksheetpjs provided (pages 4.21 - 4.22) in this module for organjzing

.your comparison of tests. ‘In using this kind of form, the first step'is

to write 1n the fiZst column of the sheet the names of the features which
you want to usé fo comparing the practica] and technical quality of tests

for the given testing s1tuation

a7 LR s
e, R
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Check]1st Step 2:,

-

Rate the importance of the features to be compared, and record the ratings

- on-the-worksheet——-- e

< . . \

A test's suitability to meet your needs depends more heavily on some

“of its features than on others. Three degrees of importance in features

o have already been mentioned: .
R Exc]us1onary features - ones that are necessary for a test

to have it it to meet your needs. These are used in a pass/fa1]

fashion to exclude c]ear]y unacceptab]e tests.

- lrrelevant or unimportant features - ones that have just been
& . crossed off the 1ist of charactéristics to be evaluated.

- Comparat1ve features - all of those aspects of a test which make it
more or.less suitable. These include éxclusionary features on -
whﬁch tests may still vary in quality, after they meet minimum .
lévels of acceptability, as mentioned under Step 1. Also included
are all of the other aspects of tests which make them relatively
| . . more or less practical and technically sound. These are the features

' - which have not’ been crosSed out on the worksheet plus any you have
'added ,

o K .
Now judge the re]ative importance of these remaining features and

ass1gn 1mportance rat1ngs, or we1ghts, to them. A s1mp1e scheme would

assigq a rat1ng of 2 to more 1mportant -than averag;,features and a rat1ng :

of 1 to the ones of average 1mportance Th1s scheme has the advantage of

simplicity, but it may not be sens1t1ve enough to the real (in your judgment)

differences’ in importance of test features; A three level we1ght1ng system,

~ like this .
) : 3 = most jmportant
¢ . 2 = average importance
# 1 = useful, but not 50 important I ' SO

E3

e wikDrecdgnize a broader range in the value of tests' characterist1cs

~ The later, overall rating of a test is-infﬁuenced by the importance

y

1q




weight of each feature. The;point of having both exclusionary features

o

for screening‘tests»at first and ?importance" weightssfor_adjustjhgwtheﬂwwg.

influence'ofrteatures on the eVera11;rating is this: we~want to keep the

less iypoftant features from adding up.in the final analysis to overcom-

pensate\for the absencetof essential and more‘important ones. This

principle - Don't 1et thexminor test features dominate the comparison of
tests - should gu1de the ‘test se1ect1on process As noted above, a

feature that 1s of minor importance for one test use, may be essentia]

for a different use.

The different audiences and users of the tests shou1d participate
in mak%ﬁg the importance ratapgshso that their needs and interests Qi]]
be taken into acébunt. We recommend that teachers have a major voice
at tﬁiS'stage because'they have a good sense of how tests may or may hot

be usefu] for 1nstruct1ona1 purposes of how pract1ca1 a test is to use,

and of the effects of testing on pupils’ motivation and mora1e

2 - 5
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Checklist Step 3: . T~ ' |

e Enter*the4hame5“of“the’tests to becompared at the top of the worksheet
~and then dup11cate the form. '

In the spaces at the top of the workshee§§5nter the name, form, and

filling out the rest of the

level of each test to be evaluated. For use i\

s 7 worksheet, write an abbreviation of each test's name in the column labelléd
Abbreviated Names. |

‘ Make a photocopy of-the.fbrm for each person (or team of persons) who,
wi11-5ebeva1uat1ng'the tests, keeping'the original copy'bTank in case’mo;e

clean dyplicates are needed.

/o
/

/
/




Checklist Step'd:

Find the ev1dence e.g., “in the sample mater1a1s, for the f1rst

test feature.

The specimen sets for many tests have an examiner's manual, a technical_

‘vreport,fone~comp1ete_test-fonn for each test level, a complete set of

answer- sheets (if they are separate from the test fprms)z a complete set
of scoring keys, examples of score reports, any relevant stimulus materials,
ete. Not af] specimen sets arelorganized the same way, and the evidence
for any, g1ven test feature may be spread over several places.

The test rater shou]d become familiar with the specimen sets, f*nd1ng

and noting the evzdence for each feature which (s)he has the job of

/

"_evaluating. - If there appears to be no evidence for a given feature, that

-

will be noted-1n the next step. ‘
’ _Find the evidence for the first test feature in all of the specimen

sets.
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Check11st Step 5: ) .

‘7““ Arrange the tests in descending order of- merit or qua11ty On the first
/ ~ feature. Enter these rankings (best, second, third..+} in the respect1ve
‘ /// co1umns of the worksheet h;xt to the name of the feature > -

Study the various tests -evidence for the given feature and deC1de
which one (if any) is better than the others on that one dimension. Then
\' decide which other test' is second best and so on. For any tests which .
Provide no ev1dence of merit on a feature, or else evidence pf insufficient'
|~ merit, rank them as geggs_on that characteristic. You will have to decide
“{ 1oca11y on how Tittle merit a test can have on a featare and still be
; worth ranking above zero. iFor example, yéu‘hay decide that reliabilities
f below .6 areg\s bad as hav1ng no re11ab111ty data at a11 Then yau would
rank all tests w1th no reliability figures or w1th figures below .6 as
zZeros, and give the remaining tests.pos1t1ve rank1ngs » )
For this first feature write the tests' abbrev1ated names in the
co1umns for their respective rankings. Make these entr1es on the same .

- line as the name of the feature. Be sure to write the short names of

- the zero-rated tests in the zero column because this information is used

;_ later.
|
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" Checklist Step 6:

How to_handle ties and sma11 diferences 1n rank1ng tests on a 51ng1e

ﬂfeature.

0ccasiona11y two or more tests w111 "be equa11y good on a g1ven feature,
o) that they are tied in ranking. - For these cases it is necessary to have

.a standard method of recording the rankings . A method that is common1y used

with such ordina] (rank order) data 1s tr assign each: of the tied tests ;_

the average of the ranks they would have occupied 1f they had not been

tied. Imagine a case like this: ‘for the feature concern1ng number of

1tems per objective, one test has the most appropriate number of items.

Two other tests have an equa1 and somewhat 1ess su1tab1e, number of 1tems

per objective A}fourth test has a still 1ess suitable number. Any test

_ with an unsu1tab1e number of items per ob3ect1ve wou1d have been eliminated
in, the prior screen1ng, ) fhere should be no zero rankings for this feature.
| For this feature the best test will receive a first p1ace'and the

least suitable one a fourth place. The tests that are tied in'the middle
will both be ranked (2 + 3) + 2, or 2.5. On the 1ine of the worksheet

for that feature draw a circle that includes the spaces for the second

and thirg places, write the abbreviateo'names of the two tied tests in

) 1t', and write 2-1/2 or 2.5 in the circle. In the same vein, if three:

tests were tied for third place, you would circie the spaces for third,

fourth, and fifth, write ‘the tests short names in the: circle, and write

-

in the average of 3, 4, and 5, which is 4.
In short give each of the tied tests the average of the ranks
which they would have earned if not tied.

A re1ated difficulty in ranking tests arises when they differ, but




onJ& slightly, in their merits on a given feature. Here you need to decide

"How much of a-difference in quality makes a difference?" One rule of

“thumb is that small differences in merit deserQe different rahkings for
;  test features'that are very important, but they 'do not for features that .
‘are less important. A second rule of thumb is that sma]],differgncés in B
merit deserve the same ranking for features that are judged subjectively

or on wh1ch d1fferent Judges disagree a great-deal "For features, that
have clear, obJective evidence, small differences in quality are a firmer
- basis for assigning different rankings. o i
You will still have to decide Tocally how huéh of a diffeéente in

qual1ty should be treated as an effect1ve d1fference but the two rules

of thumb w1ll make those dec1s1ons much easijer.
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Checkk1st Step 7:

: RﬂneaI_Siesz_ﬁ_fm‘_aJ_] ,of_me_other_tgs;_ieatures to be evaluated.

Compare the tests, one feature at a t1me, apd record the1r rank1ngs
on a feature before going on to evaluate the next one. When problems
or questfons ar%se; note them in the right-hand column of the worksheet
under "Notes.#' They can be reso]ved later by conferring with other test
v L ,

raters. Staff members with special expertise should be assigned special

features to evaluate, so one person need not rate all of the features.

- -
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. Checklist Step 8:

Summarize ‘the rank1ngs of all tests by we1ght1ng them and transferring them

—the—F%na%—Resu%t£~tab&e—on—the—workshe

The next step toward~an overall comparison of the\tests is to transfer
the rankings to the summary table at the ubperrright of the\worksheet. The
rankings will be recorded as tallies in the tha] Results Tah]e and wil] be
- weighted according to the-importanee of their respective_features." ‘

 Start with the rankings of the“firet feature. For the test that is
ranked Best you will enter one, two, or three tallies in the first column e
‘of the Final Results Table for that test accerding.to_whether the feature |

has an wmportante:fating of 1, 2, or 3. That is the test which is ranked
. Best on‘'a Very Important feature will have thﬁggﬂta]lies entered in the

first place column of the table.‘ Two_tests that_ere tied fo;-second and

third place on that teatupe (thus both ranked 2.5} will each have three

tallies entered in the column headed 2-3 of the Final Results Table.

Any other fract1ona1 rankings will be transferred to the in-between co]umns‘
'K\\of the summary table. ..Another test which had not acceptable evidence for

that same feature wou]d ‘have three tallies entered ‘in the right hand column

of the table. A]] tallies are written on the line of the tab]e opposite

- the respective tests' name.
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~ Checklist Step 9:

Check your work before proceeding.

Check,your entries in the Final Results Tab1e.by counting the number
of tallies for each test. hThe.total_ndmbef of tallijes should be the same
for~ea;h tesf, and should eﬁua1>theysum of the importénce Qeights for the
features which were evaluated.. If it is not, re-do Step 8 on a shget_of '
scratch paper column by column, inétead of feature by feature. Again,
.verify your work be seeiﬁg if the number of tallies is equa]-and correct.

The product of this step is a table of profiles for the‘tests éhowing
how many first places, in-between first and second piaces, second places,
etc., eéch teét earned. These overall profi]es'will be comp;red next as

the index of tests.' technical and practical quality.

15;




‘o Checklist Step 10:

- N

”Compare the profi]es of rankings of the tests. Decide whether some have
markedly better -profiles. Select the better ones for detailed curficular
analysis, eliminate any that are markedly worse than the others, and keep

-wthe~otherswfor~possib1e*future~referenC'"“MW“' '

Refer now to the - Final Resu]ts Tab1e to decide whether any of the

tests under consideration are markedly better or worse in their overa11

rankings. Either the. prof11e of tallies for each test may be com ared,

- or the ta11ies may be converted. to percentages, if percentages are

easier to understand. To transform the tallies into percentages, simply
divide the total number of taliies, found in Step 9, into the number

of taTiies in each cell or box of the table. Record the numbers. The.
resu1ting figures are percentages of the tota1 number of ta11ies which
fall in each box. Adding across for each test, the percentages should sum
to 100% (p1us or minus rounding error).

Now compare the tests. Better tests have a greater part of their
weighted ranks in the higher places, toward‘the left of the Final Results
Table. Tests of relatively lower quality and merit have a greater halance
of‘their ranhings in the zero andtother Tower_p1aces. Small diffdrences

between tests in the balance of high and low ranks should not be seen as

significant, since the data 0 not come from precise physical measurement.

b
»

At this stage of test selectio \the purpose is to screen out tests that
have markedly Tower quality on th features which your progran considers
relevant. | _ \\ o

_If there is no obvious break between the higher ranking and Tower

ranking tests, you may select and screen on the basis of your resources

for carrying out an additional step in test selection. That step involves
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studying tests item by item and judging the items' relevance to your

-rr+cu%um7——Sﬁﬂte—th?s—anhiysﬁsrﬁs;qufte~détaiﬂéd:‘you*Wfiﬂ“want to-
carry it-out on only a sma11 set of tests. That consideration might'
lead you to sélec_tL say, the“three top ranking tests in the Finmal
Results Table for detailed ﬁurricular‘analysis. Retain the other
tésts in case the top three turn out to have too iitt]e relevance to -

your program.’

The méfhods in this module are meant to help you find, screen, and
”evaluaté tests to suit.your»speciai situation. The overall judgment -
'éBout the relative quality of tests is approachedcsystematicai]y by
breaking it into a humber of simpler judgmeﬁts,'thgn combihing the‘ |
results. Since these procedures are judgmental aﬁd not precise, you

should regard them as hints for comparing tests, not as hard and fast

rules.’ Feel free to adapt them to your needs and resources.

-~ T 1)




HOW-TO SELECT A TEST

Comparing the technical and practicéT merits ‘of tests

’

€

Checklist

Select test features to evaluate, using the CSE 1ist of features
as a guide. 5 .

Rate the importance of the test features to be compared, and
record the ratings on the worksheet. : -
Write the names of the tests to be compared at the top of the
worksheet, and then make copies of the fbrm for the various .

" test raters. -

Find, in the sample test materials for all tests, the evidence
for the first test feature. o

Arrange the tests from best to worSt.on the given feature.
Record these rankings. in the body of the worksheet.

For tests which are equally good on a feature, give them the
average of the ranks they would have earned if not equal. For
tests which differ, but not by much, use the given rules of
thumb.

Repeat Steps 4-6 for a11‘other test features to be evaluated.

Summarize-the rankings of all tests in the Final Results Table
at the upper right of the worksheet.

Check to make sure that the total number of tallies per test

in the Final Results Table is equal. '
Compare tests' profifes in the Final Results table. Eliminate
tests that are markedly worse.. Select the better ones for .
detailed analysis of their congruence with your local curriculum
(see module III).- - ' :
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<« \\j : ° CSE WORKSHEET FOR COMPARING TESTS' TECHNICAL AND PRACTICAL FEATURES ) : co
Month/Year . ‘ ’
\
\
\
|
|

| Rater(s) L L - : Steps 8-10: \ . ° ;'
’ B - Final Results: Total of Neigh;ed : Not |
Step 3 - Abbreviated Rankings for Each Test Acceptable . !
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then its decision: rules
would be, too. N

|
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S CSE WORKSHEET- FOR COMPARING TESTS' TECHNICAL AND PRACTICAL FEA‘T‘URES '
Month/Year _3/79 | | . A R
Rater(s) M. Choy (except #4-rated by evaluator) . Steps 8-10: N ‘
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Step 2: Ste s 5= 7
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2 = important ' | ngd ' 'NOTES
e 1 = useful Best Second Third Fourth Fifth !
v . , 7 : A ,
1. Clarity of skills - \\ v 3 A | B Lo o The objectives make
- . [ | 7 Test A easier to
‘ ; |- ' teach toward. :
2. Objectivity of scoring 3 B A ‘ c | The judgments are more
- i clear cut fot Test B.
AU : Also, Test B uses the
same criteria-for all
pupil responses
3. Gu1dehnes for dec1swn o - t‘18”
making ' 3 - A C B If the scoring of Tes
6 ‘ : C were more convincing
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S TEST A ’
Description of test: Pupi1s Are given pietutes and/or specific oral

directions on how to respdnd. The oral directions,‘which_ahe
very simple, are designed to try to guide pupifs’ reSponse;
so that they show specific grammatical or conceptual skt11st
Responses are taped for 1ater scor1ng The test is based on
behav1ora1 ob3ect1ves, and each item is scored orily for the skill.
it is supposed to test.. The test has several levels of difficuity

roughly corresponding to certain grades

i

1. Clarity of skills being measured

The~fol]owing thnee_objectives are’a typical samb1e of how the Teacher's

Manual for Test A describes the skills on the various .levels of the test.
A L ‘ ~
-Given a picture of a familiar object.(or color or shape, etc.)
the pupil will say 1ts name. |

oGiven a picture of persons or familiar obJects along“with a question

word as a prompt (from the set who, where, what, why, how, and when),
the pupil will make up e question about the picture that exhibits_the
correct werd order and verb forms. ' o

-Given a picture of two or more familiar objects, the pupil will
describe their similarities and differences..

-Given a picture of famﬁ1iarvobjects and the oral prompt, "Where is
the (name of ob3ect)7" the pup11 will respond with a phrase or

| sentence that uses the érpropriate prepos1t1on of 1ocat1on (e g., ih,

“ near). | o
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2. Objectivity of scoring - : e : L

AN
N

Items for each objective‘are scored only for the specific detai] or .
cohcept they are designed to measure. Directions for scoring each skill
give examples of correct answers; incorrect anSWeEs, and problematic . answers
along with exp]anatiéns of each. For example, for the itemsathap ask the
pupils to describe similarities and differences of ijectﬁ; the Manual '

provides acceptable and uhaCCeptab1é answers for the scorer to use as models

~ and scores the responses on the basis of meaning (i.e., conceptual correctness),

not surface grammar.

3. Guidelines for decision making : e A\

| Two‘1eve1s df decision making aﬁé described by the pub]isher for-using
Test A: p1acemeht decisions about ind{VidGa1sAahd'diagnostic decisions about
individuals' specific ski]]g.' The pub]ikher suggests that pupils who get
total scores below 20% on fhe test be c1a§sified’as failing, 20-75% as partial
mastery, and over 75% as having mastéred the content.

At the level of the individuéj objective, scores of 75% or less (i.e.,

6 or less correct out of the 8 items per objective),windicate that the
pupil needs more practice on that skill, the amount of practice dépending,
of course, on how many errors the pupils made. These decision rules show
that a pupil classified “partiai mastery" sti1{ needs work on speéific oral
skills. /
| For pupils with scores near a bofdef]ihe between }ho levels of classi-

i

fication, the publisher advises using other information for interpreting

the test_écores. She suggests the following procedure: for pupils whose test

17;

\.
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scores are near a borderline of classification, give them the beneftt of the
doubt if their teacher's judgment of their overall proficienc%‘supborts

the higher level of classification. Whenever teacher and tester's judgment

- clearly conf]ict, retest and if the conflict continues, work it out with

the teacher

4, 'Reﬁiabi1ity of scoring

The published version of Test A was adm1n1stered to 500 pupils each
in grades 4 and 8 who were representative of (your students') age, SES,
geography, and dialect range in the United States. Pupils were given both
of the equiva]ent‘forms of the test. Their responses to the first form
wwere ;cored independent]y by two judges, and expressed as fai]ing; partial
mastery or full mastery. Results for»the two scorers were compared fqr \
two conditions: using-the'teét responsesAa1one and using test responses pius
classroom teachers' judgments. For the first’eqndition the jnges agreed
“in 83% of the cases. In 84% of:the cases, judges' C1assitications of pupils’
responses to one of the test forms agreed with their own classifications |
Aof the same individua]t' responsee to the other test“ferm, sthihg how

equivalent the two test forms are. : : -

5. Surface fairness

A review of the items during test development for surface fairness is
not reported for Test A. .The test buyer, must study the test item by item
to judge whether the pictures, instructions, and scoring favor one group

over anotherrdr are offensive to any group.
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6. Pilot testing ..

The field test version of Test A contained abogt twice as many items
as were needed for~the production version. This draft of the test was
p11oted on a.nationally representat1ve sample of students of the targeted
age SES, geography, and d1a1ect range F1ve thousand of these pup11s,
1,000 at each of grades 2, 4, 6 8, and 10 took part in the study. Fau]ty
1tems were ident1f1ed by test administrators, test scorers, and by the
developers, who exam1ned pupils' responses. These items were either repaired
or discarded, and the product1on form of the test was created from thew

resulting pool of items.” ;

7. Curriculum indexing

None , -

3. Alternate forms

Two parallel forms of each level of Test A are sold. Purchase of the

second form is ontional.

o
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Test B.
F

Description of the test: The pupil is shown a selection of pictures
. and asked to chose one to fe]] a story about. The pupil
tells thp story, which is taped for later scoring, and the-

procedure is repeated eleven times more. The‘pupi1's’teh

N

1. C{afity.of skills being measured / y {
Since fhe items are open-ended and unstructured, they measure (or 

elicit) 3]1 of é%e speech skills at oﬁce, To improve pupils' performance

“on the test,'thé Teacher;s Guide describes exercises for practic%hg.such

~ c ,
things as intonation patterns, no§;?inf1ection, verb inflection, basic

vocabulary, contractions, asking questions, describing events, giving oral
directions, and many more.

]
I

2., Objectivity of scoring | o -

e

Scoring is done by recording pupils’ oral responses, transcribing
‘ them 1ater;’aﬁd assigniné points acéording to a standard system.d A speci-
| fied number of points 1§*giveh.foﬁ'eaqh wdrd, ph}ase, clause, modifier,
-partial sentence, and sentence. The mahual contains step-by-step pfocedura] "
directions for deriving each pupil's measure of oral fluency, as well as
ten pages of axamples ofkspeech samp]eéﬂand 9owlto s;oré‘them. The examples

) [ _ . .
are chosen to illustrate the basic units (words, phrases, .etc.), as well as -

cases where the scoring might not be obvious, such as fragmentary utterances,

s

,




‘code switching, aha‘hon-standard dialect. \\ .
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v

3. Guidelines for decision-making g o

Although individual record forms are provided'on which several types

of comoos1te score can be recorded, gu1del1nes are not provided for mak1ng
W

class1f1cat1on or prescr1pt1ve decisions about 1nd1v1dua1s on the bas1s of

r /
/

~ those scores. / «

4, Re11ab111ty of/scor1ng ) : A' : . //);///////

The production vers16ns of both forms of Test’ B were g1ven to a“sample
af 1,000 pup11s that was nationally’ representative of 1o//Je1//:;;ect and
age. Five-hundred of the pupils took the same test form on two_occasions,
about a week apart. The reliability coeff1c1ent for test-retest was .90.

The other pupils were tested on both test forms durihg one day. Agreement -

”of 1hdindua1s scores on the two forms was suff1c1ent to earn a re11ab111ty

coeff1c1ent of .88.
Data are not yet available on the reliability of Test B with other
groups, but the test manual gives step-by-step directions for doing re-

1iability studies locally and for,norhing tests 1oca11y;

-

~
~

_ . | /
5. Surface fairness '

Items for Test.B were composed by testing specialists who had at least
N . : 1Y .
N ~
two years of experience in classroom teaching at the respective grade levels.

A1l levels ¢’ the test were hen reviewed by a national panel.of language

teachers and representatives of the target student groups. Reviewers

eliminated items for which a test taker would need special geographical,
ethnic, or socio-economic experiences,”or which seemed to portray any social - =

» . . ‘ . i
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. published English and language értsﬂséries, the Teacher's Manual contains

2

! e , 4.33
groups in a“Sterectyped or prejudiced 1ight.~‘The remaining items were put \
together into test forms. ] i
6. Pilot testing |

. Pilot testing.of the items for Test B is not reported or described. |

+

“

7. Curricular indexing ' .

Although items and scores for Test B are not cross-referenced to

ten pages of directions for pfeparing and conducting prescrig;ive activities
whigh are designed to imp}ove pupils' performance: on the test. Some of the .
target skills have been mentioned above undeq)#1? Clarity of skills.

l .

. ; . [
8. Alternate forms '

Alternate forms, cénsisting of different sets of stimulus pictures - ” "

\ !

are optionally offered for purchase. . . : _ /f
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TEST C

-
Y
.

Descr1pt1on of ¢he test: The pup11 1s shown a set of four pictures which |

- depict a sequence of events and is asked to tell a story which ment1ons

the action inpeﬁch picture. Pupils’ responses are tape recordeﬁ for
1ater sCoriné.'iScoring is done by making an overall judgmenﬁ of‘the

qualityiof pupils' utterances.

1. C]ar1ty of sk1lls be1ng measured

Test C calls for conversational speech samd1es which are then scored

in.one ovéra11 judgment. pec1f1c componenc skills are not 1dent1f1ed.

!
2, ObjeétiVity~of scoring. ‘ S | i (;J

‘The scorer is told to listen to the pupil's entire story and categorize

the speech as fo]]ows ' ' E

— ‘ . l

,Fa111ng. the meaning and sense of pupil’ s utterances in English is
| usua11y unc1ear. A1th0ugh some words may be\!dent1ﬁ1ab1e in
Eng]ish,Jthey arelput together in a~faShion that obscures the
1ntended meaning. ‘ 1
v;Partia1imasterv- the mean1ngm1s c]ear from as 11tt1e as somet1mes to as

LT much as ofiten, but he grammar shows moderate to severe 1apses

wh1ch 1mpede commun1cat1on Pupil" s speech 1s¢hes1tant ha1t1ng,
or ]abored | , ‘ ‘
-t ey @

Fu11_mastery: The mean1ng is genera{1y c]ear, and the 1apses in grammar

‘do not often block cmmunication.’ Pup11.s‘speech is generanly

p " mooth not halting. - ' I

. ; P
1 , v s

j—
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5.  Sunface fairness

6. P11ot test1ng T

Guidelines for decision making

The pupil is ready to start learning to read in English when a11

/
of the fo]lowing requirements~are met:

o

f - The\pup11s score on Test C is above the fa111ng Tevel;
- The pupil has the skills that are taught in any standard read1ng

readiness program; . | -
1

- The pupil isvreading words and~cqmprehending text in tfe(prjmary

language at a level that is appropriat®- for her'gradg”or age.

f, ‘ \

Re11ab111ty of scoring = |-

\The re11ab111ty of Test C and the effectiveness of the\Ho11st1c

\

‘Scor1ng Method, is strongly supported by a tryout of the test forms. when

two 1ndependent Judges scored the tapes of a samp]e of 100 test takers at

~ each test level, the1r-c1ass1f1cat1ons of the pupils agreed 70% of the

time. The level of agreeéent did not vary by}more than 5% across leveis
) : bl o . '

of pupil. ’ /o oy

e A

The items and sconigg rules were reviewed by a panel of Hispanic,
Or1enta1, and\Amer1can Indian - educators from Ca]wforn1a, New Mex1co,

Arizona, and Colorado. \\R\ywewers were asked to study the materials for

ey . oo |

poss1b1e reg1ona1, cu1tura|, or rac1a1 bieses Bad 1tems were either

o ) ”

revised or eL1m1nated,_ o f‘“" Ny : -

e

The Manua] with its directions for test adm1n1strat1on, scoring,

and interpretation were piloted in at 1east three programs for each of

o 173 o
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'(Mandar1n), and American Indian.

these 1anguage groups in California:

|
@
\

\
\ .
Spanish (Mexicah American),

|
| |
\ 4.36

Chinese

‘After testing at 1e?st 25 pup11s in

their own programs, educators in these programs suggeﬁted rev1s1ons of

[y

7. Curriculum indexing

None ( e

“g. Alternate forms .

. None

the Ma"”a] to improve its c1ar1ty and practicality. | L B

hd /
/
!
//
s .'!/ )
A\
/ \
/
/
o /
///// |
p, ) ) )
-~

175

s




Glossary 5.1

An achievement test measures what the student has learned (as in
an academic field -- chemistry, English -- or as in-basic skills).

An aptitude test measuresva.student's botentia] in a specific area,
e.g., academic, scientific, clerical, 1anguage, etc ‘

'Behav\bral 0b3ect1ves are goals of instruction wh1ch are stated in.

terms of\precisely identified, observable behaviors. The behaviors

are indigators for teachers or evaluators of pupils' learning.

. - : _
Content or Curricular validity establishes the"correspbndence\between
the content of a test and:-the content of the course for which the

; test 1s used.

~ [ R
.Construct validity,COncerns:the psychological QUalities a test measures,
1.€., the relation between a test and explanatory concepts or theoretical
constructs. By both logical and empirical methods, the theory underlying
the test‘is'valjdated For example, if students-with a high level of
responsibleness are found to be more willing to acknowledge their
m1stakes\or 1nappr0pr1ate conduct, suck behavior may be exp1a1ned by
the construct- esponsqbleness i —t
A control group, in educat10na1 experiments, is a group to wh1ch the
test group 1sncompared The -control group mirrors the test group as
closely as possible in every aspect except that the control group does
not rece1ve'the "treatment" given to the test group. Differences in
the group's scores can then be attributed to the d1fferences in é{/

2

treatment. N }

Corre]at1on is a commonly used ‘measure of re1at1onsh1p between t
variables or paired facts. It shows the extent of s1m11ar1ty in
direction ahd degree of variations in correspnndlﬂg/aaTrs‘df scores

on two variables. It ranges in value from -1.00 for penfect negatfive
relationship through 0.00 for none or pure chance to +1.00 for perfect
positive relationship.

"

A criterion, 1n the classical psychometr1c sense of the word, refers

to a Tevel or standard of perfbnnance -However, the ‘word criterion
takes on a'somewhat different meaning in the expression cr1ter1on- .
referenced test where it signifies a class of behaviors. “ -

-~ A criterion group is a group of individuals who possess the sk1115 or

attributes that one is attempting to measure.

A criterion= referenced test determines the extent to wh1ch a student

has mastered a spefgf1ed domain -of behavior (cr1ter1on behavior).

Cr1ter10n re1atedea11d1tx>may be: established by examining how closely
students’ ‘performance on a pred1ctor test parallels their performance
on a criterion measure such as. grade-point average prof1c1ency rat1ngs,
or another test. !
. Concurrent validity is based on the relationship between a
v predjctor test and a criterion measure.when both. var1ab1es
©oare assessed 1n essentially the same time period.




'pena]ize members of specific cultural groups.
-Curricular relevance exists when measurement coincides with the

“school's goals. A useful distinction is made between curricular
' and instructional relevance. Instructional relevance exists when

S referenced tests.

\

. Predictive validity is obtained through dual measures 5'2

separated by a span of time. " If the predictor test
successfully foretells students' performance on the
criterion measure,.it is predictively valid.

. Cultural bias in measurement refers to factors in item development,

test administration, and interpretation of results which favor or

tests measure what is actually taught in the courses. Thus,
instructionally relevant measurement may be more sensitive to

actual practice than is measurement of the curr1cu1um on paper. - \\

\ .
Decision errors in measurement generally refer to two part1cu1ar areas-
false positives and false negatives. \
. A false positive error occurs when one 1nc0rrect1y advances
an examinee (say, to a master status), believing the examinee
to possess certain skills or characteristics when, in fact,
the person does no&
. A false negative efror occurs when an exam1nee is not judged
to possess a skill or characteristic wh1ch, in fact, the

exam1nee does possess
\

Descr1pt1ve validity refers to the extent to which a test accurately
describes’ the attributes which it claims to measure. Content va11d1ty
is one aspect of descriptive validity, but non-content’ var1ab1es in
the affective and psychomotor duma1ns are included as well.

i

D1scr1m1nat1ng power refers to the ab111ty of a test to differentiate
among individuals who possess d1fferent 1evels of skill in the attribute
being measured.

_.Domain-referenced tests assess examinee performances with respect to N
a well circumscribed area (domain) of .learner behaviors and subJect- ]

matters to which a set of test 1tems are referenced. . o -

Domain selection va11d1tx7addresses the relevance of the behavioral .'m
domain that has been chosen for a criterion-referenced test. . This
procedure is s1m11ar to the construct va11d1ty associated with norm-

Doma in spec1f1cat1ons establish the limits of learner behaviors and." o

subject-matter content be1ng measured by a doma1n -referenced (criterion-
referenced) test. .

Fqu1va1ent forms re11ab111ty is estab11shed by g1v1ng two forms
{equivatent or parailel) of a test to the same person and determ1n1ng
the cons1stency or agreement of the resu]ts ;

-




Ve : 5.3
Face validity refers to one' s instinctive appraisal of a test; does

1t Jook valid. Although not based on any sound ana]ys1s, if ‘a test
does not look valid, it Tloses cred1b111ty in the viewer's eyes

A frequency distribution is an -arrangement of scores gathered from .

a group of individuals to show the number of scores (frequency) S
falling within various intervals (distribution) on the measurement
scale being used. . T '

High internal consistencxr(re]iabi]ity) occurs when most items o
~ test measure essentially the same thing. It consists of high
correlation of scores on the different items within the test.

=
LY

Item analysis refers to any one of a number of -processes used in
test construction to determine the effectiveness, d1ff1cu1ty, and
d1scr1m1nat1ng power of an item.

_Item difficu]ty is determ1ned by the pertentage of individuals who
get an item right. If ninety percent of the examinees were to
answer an item correct]y the item would be easy. Conversely, if only
ten percent of- the examinees were able to answer it correctly, the
item would be d1ff1cu1t : :

Kuder- R1chardson formulas constitute a w1de1y used method of estab11sh1ng
the internal consistency (reliability) of a test based on jtem
inter-correlations (KR-20) or estimates of such intercorrelations (KR-Z]).

s
-,

A local nom, as opposed to a nat1ona1 norm, is based on ‘the performance
of _examinees in a particular, generally not w1despread area. _

A mean -is the average score rece1ved on a test.. It is ca1cu1ated by
adding all the scores and dividing that sum by the number of scores.

A minimum competency test measures a part1cu1ar minimum number of skills
(competenc1es7'necessary to funct1on effectively in the task area which
the test measures. -

A norm is_the average (expected) score on a test ~for the members of . a
part1cu1ar group.

A norm group~is a group of prev1ous1y examined 1nd1v1dua1s from which’
one establishes a _norm. : R . v

- Normal distribution refers to an ideal frequency d1str1but1on in- .
which the score$ cluster around the mean, then taper off.at the extremes
The phenomenon As represented by a bell- shaped curve.

A norm- referenced-test compares 'a student with. other students Norms ' o,
for Tocally (classroom), regionally, or nationally sampled compar1son
groups may be estab]ished to interpret how one student compares to

A»other students. , , , o I

°




- An objective test is character1zed by having a list of “correct
answers which allows- the scorer to avoid subjective evaluation
of the student's performance. Multiple-choice, true-false, and
matching item tests are examples of objective tests. Short .
answer and completion item tests may involve.some subJect1v1ty,

hencj are typ1ca11y not considered objective: .

- An operational definition is an 1nd1cator or measure of a concept
- such as achievement or self-esteem. The indicator fust be: 1n
terms df some measurement or observation, 11ke a test score.

- Process measures are best understood when compared to Eroduct
measures. Process measures deal-with variables which occur during
instructional activities, such as the methods the teacher-uses,
the teacher's educational background, etc. Product measures deal

with variables which constitute the outcomes ‘of 1nstrUct1on, i, e.,-

that which the student has learned.

- A proficiency test measures students expertise in-a certain area,
, such as in basic skills, e’ 9., reading, mathemat1cs, or in a
vocational specialty, e.g., dent1stry -

- A random sample is a sample drawn without bias.from a spec1f1ed
‘popuTation usually on the basis of a table of random numbers. _ fv »

- A raw score is the “First quant1tat1ve resu1t obta1ned when scor1ng a
test C?req uently the number of correct responses).

- e11abi1ity refers to the consistency of a test s results.
- Sens1t1v1ty to instruction, in criterion-referenced measurement,

indicates” the extent to which student performance on an jtem can
, be improved by (effective) instruction.

- The standard dev1at1bn'(S D ) is a measure of the d1spers1on or
variability of scores. around their mean.

- A standard score is a score expressed .as a dev1at1on from the mean
in terms of the standard deviation of the dis jbution (raw score
_ minus the mean, divided by the standard deviation). -

2

-7 A standardized test is one which has (1) a set of prescribed d1rect1on%
- for the test's administration, (2) definite rules for scor1ng, and S A

(3) norms. for score’ 1nterpretat1on et

- Stanines (STAndard NINE) are a unit of a standard score .scale wh1ch
divides a distribution of test scores into nine. segments The mean
(is five and the standard dev1at1on is "two. S :

- .Stat1st1ca1 s1gn1ficahce describes an event's chance probab111ty

+  When, for instance, two means are different and the difference is

’ greater than that which would:- be caused by chance alone, the d1ffer—
ence is said to be statistically significant.

W

%
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-  Test-retest re11ab111ty_occurs when the same test is readministered
" to the same students after a time interval and produces consistent
. results. ' -

"7 Test spec1f1cat1ons describe the behavioral domain being assessed
-~ by a criterion- or a norm-referenced test. These specifications
typ1ca1]y range in descr1pt1ve prec1s1dn

- validity refers to the extent to which a test accomp11shes the task
for wh1ch Ft was 1ntended ; .
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GENERAL INTRODUCTION T0- TRAINING SESSION

)

1. Descr1pt1on of materials in the part1c1pant notebook:

a. Modules 1 and 2; dea11ng with test development
b. Modules 3 and,4; dealing with test selection

C. Glossary of terms used in testing and instruction.

2. Purpose of training sessioni™

- a. To introduce participants, ‘through discussion and activities, to
‘test development procedures. This session consists.of activities
in domain-referenced test specification and construction. It will
involve the materials in (1) Module 1 - Domain-Referenced Testing,-
in which the domain specifications are laid out. Participants
develop a domain Specification during the session. . (This kind of .
specification generates rules for the construction of test items
specifically geared to the instructional domain); and (2) Module
2=- The Item Rating Scale, which provides for systematic examina-
tion of a pool of items to see how well they fit the intentions of
the domain specification that was developed to guide their genera-
tion. Participants will rate a sample of items for the1r goodness
of fit with their .specifications._

b._. Modules 3 and 4, dealing with test selection, are intended to
provide guidance to people who want to select (standaridized)
tests. . Module 3 prqvides step-by-step provedures for comparing
tests' relevance to a given curriculum, as well as practice

rexercises in_theﬁsomparison'process Module-4 provides step-by-step
/ procedures for ‘Comparing tests' technical and practical merits,
/%’ as we]]:as pract1ce exercises in the compar1son process.
y - - : -
-~ Y

3/1 Preamb]e to Modu]es 1 and 2, Domain-Referenced Test1ng

Doma1n referenced test1ng can help, in the deve]opment of tests which
) satisfy severa1 1mportant criteria: ' ) ST

.

a. Publicness - all invalved understand what mdteria] wi]ﬂ be covered
-, in instruction, what is-expected, what wﬁ]] be: required
and studied, what will be tested and how, how the test

results can be used. /

- b.. Economy \- The tests are economical in terms of mpney, student
v -~ '\ and teacher time, student and teacher/anxiety

c. Instructional S
ens1t1v1tz- “the tests are respons1ve to 1nstruct{ona1 1nterven-~
t1on they have a spec1f1c dec151on-mak1ng ‘purpose.
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d. Meaningful- - ’ ~ _ SR —

ness - - the tests are of significance and value to those who

give them as well as those who take them. e

e. Emphasis - given their deliberate congruence with instructional .
' - ‘concerns, the tests are intended to supplement,. and -
not to supp1ant, other less formal measures used by
‘classroom teachers, such as Judgment and observation.

| - Other advantages and purposes of domain=- referenced testing which are related -
| to the above attributes .

a. Stating expectations to students (and the process of teachers and other
staff writing the domain specifications): .

* reduces anxiety on the part of the student

s takes the mystery out of the test and the testing procedure
* allows both teacher and student to ‘concentrate on ta aching and
learning A . :

' places or affirms the respons1biiity of students to direct their\\
- own learning to a defined body of knowledge -
‘“ b. ~Keeps the teacher focused on his or ‘her own most important concepts
; or facts and allows the teacher to concentrate on the most effective
[ processes ‘which will bring about “learning (because the content has

/ N a1ready been decided upon).
c: Adaptabi]ity - the content remains the same, while the processes of -
presenting the materials can vary depending on the age, skills, inter- J\\

~ests, and background of the students (and of the teacher)

~d. Fairness and content validity to students and to the teacher, the pro-

" cess helps.ensure validity of tests; teachers and students know what
is expected .of them, tests provide a more vaiid measure of what stu-
dents know. - e e - Lo

i

e.. Teachers have control of what will be taught (e.q. » content must be
teacheable to the particular class of students)

f. The test supplements teacher judgment and proVides an exce11ent con-
text for feedback to the student (what the student’has learned as
we11 as what still heeds to be learned) as well as to the teacher.

g. The ‘process of specification, item writing, and item validation BT
helps foster a sense of local ownership of the testing process, in N\
that the- validity and reiiabiiity of the tests are influenced by : L
the 1oca1 curricuium/and the context -in which it operates ) o
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MODULE 1: DOMAIN SPECIFICATIONS. Approximate time - 1 1/2 hours |
INTRODUCT ION
Step 1: ’ o
a. Introduce yourself (and any other staff working with you) —
b. Find out the range of pebp1emin the'gr up; e.~., how many :
teachers? principals? administrators? researchers? evalua- - . e
tors? ‘testing spec1a11sts7 university personnel? etc. The .
mix of people .in the group should deterh1ne the tone and .
focus of the presentation. :
Step 2: \
a. Describe. the scope of the modu1e and the*act1v1t{es 1nvo1ved g
b, Purpose/Focus: ‘
what is a'domaiﬁ? B
why is it specified?
how is it specified (p01nt out that there will be a group
exercise in which a domain specification| will actua]]y be
. written) * !
- . ? /
- Step 3: ) ‘ e ~
a; Examples of domain- referenced test content. |These examples

are intended to give the,group a general idea of how domain
specification focuses on 'those aspects of theé domain in which
students will be taught 3nd tested

1. ‘Wr1t1ng a paragraph (or 1dent1fying a parigraphﬁ\\\\;

main idea :
supporting deta11s
sentence form; first sentence indénted .
spelling, punctuation, grammar, handw iting (for
{constructed response) " . B

anoooe

2. Writing a friendly letter (or identifying‘ ne)

a. format (date, salutation, kc1os1ng, s1gLature)
b. content (friendly, newsy, inquiry; thank-you) .
c._ spelling, etc. (1f the Tetter is a constructed response)

o

3. Addition facts

a. recognition of whole numbers (and concepts of whole numbers)

-\\ X \_\ “ ) . .
\ e ~
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Step 4-?‘"

¢* “closed shape - . : : \idv

o

single-digit who]e numbers

c. word problems (to what extent will language be in- -
volved in the teaching examplés, in the partitylar :
problems students will so1vef,and in the test problems)

4. Identification of mammals

self-regulating body temperature

a. .
b. wusually with hody hair o ’ y
c. nursing-of their young o
d. many species, including humans o N
7
5. Identification of triangles : 7/
a. three sides S
b. straight sides e
c. closed shape ‘ 7
- Amplify the triangle example to,suggest 1nstruct1ona1 implica- *

tions of -domain specifications; i.e., discuss domain specifica-
tions as a means of identifying critical features of instruction
and testing. In this examp1e/ you will beé discussing some of '
the critical features. that}gou]d be used in teaching and testing

students in 1dent1fy1ng triangles. For example: ST

What are the critical features that define triangles?
three sides ’ ~

straight sides - e | //

i /

What k1nds of d1scr1m1nat1ons do you want students to be ab]e to-
make?

% : 1
§

" isosceles triangles

7 equilateral triangles i — i ' “

* right triangles

What conditions or barriers do you w1sh students to be able to

- cope with?

triangles standing on their bases as opposed to-their vertices

use of color as a distractor

JUP SUnwU.
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5" Encourage the participants to respond to the above kinds of

questions relating to triangle identification so that the
whole group.ev?]ves the critical features in the identifica-
tion. ‘ : ,

Keep the group focused on the notion of what you deséribe
as testable must also be teachable.

If there is a blackboard in the room wri te up the group-
developed identification features; or use a blank transpar-
ency. :

Step 5:

Explain and discuss the components of domain speEﬁfications as they
are presented in the participant materia]s:

point out the materials in the prose section describing domain
specifications, pp. 1.1 - 1.8. These materials may be read

later.
"~ : * point out the activity worksheets the participants will be
’ using in the group exercise, pp. 1.9 -1.19. ;

point out the sample domain épecifications, pp. 1.20 - 1.33;
the annotated\cognitive domain taxonomy, p. 1.34; and the
suggested sources of objectives and goals, pp. 1.35 - 1.37.

\

Step 6:

Acknowledge that domain specifications or criterion-referenced test
specifications can come in a variety of forms and still contain the
same information. The participants may be familiar with Popham's
Instructional;Objectives Exchange (IOX) abbreviated specifications,
for example, or they may have district versions. In discussing the
components (e.g., domain description, content limits, etc.), you can
refer back to @he components generated for the triangle example.

Steg 7: Ty \\

Discuss the components of domain specification. For this step, use
the overhead transparencies numbered 1.1 - 1.12 as an aid in your
presentation.’ These transparencies correspond to (1) pp. 1.4 = 1.8
in the participant materials and describe:

the domain description (transparency 1.1)

content limits (transparencies 1.2 and 1.3)

=
ek
O
3
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distractor domain (transparency 1.4)
response criteria | ’(trahsparencies 1.5 and 1.6)
format ‘(transparency 1.7)
dﬁrectipns (transparency 1.8)

~

sample item {transparency 1.9)

and (2) pp. 1.20 - 1.21 and 1.26 - 1.33 in the participant materials
and show fu11y worked examples of domain specifications for:

grade 5 English, selected response (transparency 1.10)

grade secondary Life Science, selected v
and constructed responses (transparencies 1.11 ~ 1.12)

These transparencies are intended to give the group an'idea of the
features of domain specification, what their task will be in the
exercise when they write a domain specification, as well as what
their written domain specification could Took Tike.

GROUP EXERCISE - WRITING A DOMAIN SPECIFICATION

Step 8:

Now that the group is ready to write a domain specification, have
them make the decisions described on pp. 1.9 - 1.10 in their
materials; these decisions relate to: ’

the subject area and objective which will provide the content
of the specifications. The objective chosen should be one of
the four examples Tlisted on p. 1.11.

the grade 1eve1 of the intended testing audience.

the difficulty level of the test.. See the taxonomy on p. 1.34
in the participant materials.

the kind of item to be treated in the specifications. The
group should decide if they want to develop specifications for
a selected response or a constructed response.

You should keep the group.working together-as these decisions are
made. For purposes of the exercise, it will probably be easier

for you and the group if a selected response decision is made. If
the group cannot agree on a grade, suggest some central grade, such
as 6 or 7, as a compromise.




When the group decisions have been made, have the participants
turn to the worksheets in their materials. These worksheets
begin on p. 1.12 and run to p. 1.19. These are the pages on
"which the participant write their specifications.

The group~should be evolving the specification together; i.e.,
consensus should .be-reached in each area before going on to the
next. Obviously, things may bog down unless you keep the group
moving along. It will help if you use a blackboard to develop
the specification while the group work on their notebooks; or
use a blank transparency.

While the groups are working on a particular component of their
specification, e.g., domain description, content limits, etc.,-
re-show the corresponding transparency that goes with this
module, so that the participants have a quick reference to the
features of each task in the specification process.

Step 10: ’ '
Each disagreement among group members should be an opportunity to ' '
stress the instructional and testing linkages in domain specifi-
cation; e.g., Do you want to teach this? Can you teach this? Is
that actually a different objective? .

Step 11:

When the group reaches the content limits section briefly reiterate
the difference between selected and constructed response item .
types, and the differences involved in writing content limits for -
each (different emphases). Based on the previously made group '
decisions, the participants will be working on only one of these
item type.

Step 12:

When the group reaches the distractor domain sections, the dif-
ference between selected and constructed response item and speci-
fication needs should be briefly reiterated. Again, based on the
earlier decisions, the. group will be working with only one of these

components.
Step 13:
N When the group reaches the format, directions and sémple item
. sections, do not let thempass these off too lightly. Consider

the complexity and structural needs of the directions. Consider
the labelling and constructing of the item set-up. Consider

the importance of these sections in constructed items (e.g., oral
tests, performance tests, demonstrations).
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If there is time left at the end of the module, you may wish
to take the group back over the materials and this time work ,
in the item mode that was not used the first time through.
This might also be an incentive for the group to keep moving
along during the first go through. '
Step 14: | . |

Wrap-up and questions and answer period. If there is time

remaining, you might start a discussion of how this module
might be used in subsequent in-service.




MODULE 2: ITEM RATING SCALE. Approximate time = 1 1/2 hours

A. INTRODUCTION .
Step 1: (only if you did not run Module 1 with the group)
a. Introduce yourself (and any other staff working with you)

b. Find out the range of people in the group; e.g., how many
teachers? principals? administrators? researchers? evaluators?
testing specialists? university personnel? etc. The mix of
people in the group should determine the tone and focus of |
the presentation.

a. Describe the §Cope of the module and the activities involved.
b. Purposes/Focus§'

the imp]icatiohs/of’domain-reference testing; to include
specificat?ﬁﬁgiitemdeve]opmegt, item review for fit with
the. written specifications. ‘

how may one judge the quality of the items written based
on the domain specification?

what kinds of judgments can be made about items and how
can they (or the specifications, if appropriate) be re-
vised? .

need for a judgment system that suggests areas of revision
in" the item or the specification, as opposed to judgments
by experts or review panels which may not fulfill the needs
for systematic and informative review. The Item Review.
Scale (IRS) is intended to help fill this need. (Point out
that there will be a group exercise in which items will be
compared with their domain specifications and rated for
goodness of fit.) :

Step 3:

Explain and discuss the components of the IRS as they are presented
in the participant materials:

point out the materials in the prose section discussing the
IRS, pp. 2.1 - 2.4, These materials may be read at a later time.

point out the explanations of the IRS on pp. 2.5 - 2.11. These
pages will be discussed during the module.

point out the exercise activities on p. 2.12 (rating sheet to be
used in the exercise); and pp. 2.13 - 2.17, or 2.21 - 2.25, or

194
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2.26 - 2.31 (domain specifications and items to be rated). Ad-
ditional copies of the rating sheets are on pp. 2.18 - 2.20.

a. Discuss the components of the IRS. For this step, use the
overhead transparencies numbered 2.1 - 2,13 as an aid in your
presentation. These transparencies correspond to pp. 2.5 - 2.11

. in the participant materials. Each transparency breaks out a
T “single component of the item rating scale as follows:

suggested rating guide]inés for using

the IRS (transparency 2.1)
domain description. (transparency 2.2)
content 1imits - selected response (transparency 2.3)
items . - '

content limits - constructed '(trans;arency 2.4)

response items

dist;actor 1imits (selected response (traﬁsparency 2.5)
only . .

response criteria (contructed - (transparency 2.6)
response only)

format (transparency 2.7)
. directions (transparency 2.8)
sample item _ (transparency 2.9)
linguistic complexity o _(transparency 2.10)
thinking comple;ity (transparency 2.11)
overall item rating sheet (transparency 2.12)
guide for interpreting ratings (transparency 2.13)

b. While you are showing the transparencies, point out that the
statements listed under each category are intended to guide
the' raters in his/her consideration of the degree of match be-
tween the test writer's intention (i.e., the specifications)
and the item itself. '

For participants who are not familiar with the selected or
constructed response item forms, a brief explanation of the
difference in items and domain specifications will be neces-
sary (refer to Module 1).

195




c. Point out to the ‘participants that the IRS uses each com-

. ponent of domain specificationasa.rating section; i.e.,
domain description, content limits, distractor limits or
response criteria; format; directions; and sample item.’

In this way, an item can be rated against the specific rule
prescribing each feature. Point out that in addition to the
above domain specifications, which are identical to those
treated in module 1, the IRS also includes two other cate-
gories for rating the match between an item and the specifi-
cation. These are linguistic complexity and thinking com-
plexity. These categories are intended to provide a screen
for those features of an item that are not described and
limited- in the domain specification, but which are Tikely to
have an effect on the difficulty of the item. -In such cases,
the intentions of the specification may not be realized.
Point out that there is also an overall- item rating sheet,
and a guide for completing the rating.

d. When you have shown and briefly discussed each of the trans-~
parencies once, have the participants turn to the overall
item rating sheet in their materials (p. 2.10) and re-exhibit
the corresponding transparency (2.12). Explain the weightings
and the ten-point scale used to rate each section in the IRS.
At this point, you may also wish to re-exhibit the transparency
showing the suggested rating guidelines (2.1), and use both
transparencies as an aid in discussing the scoring system.

Then have the participants turn to the guide for interpreting
ratings (p. 2.11) while you re-exhibit the corresponding trans-
parency. Use the guide:for discussing the decision rules for
item revision (or domian specification revision if appropriate).

GROUP EXERCISE - RATING ITEMS AGAINST THEIR DOMAIN SPECIFICATIONS

Note: This activity can become bogged down 1in discussion and argumenta-
tion as raters express their scores for any given category. This can

be (and should be at first) used to refer again to the value of domain
specifications in limiting and defining the content and conditions of
tests (and by implication, of instruction). You might suggest that
differences voiced may be the result of differences in personal value

or emphasis placed on the. same factor by people in the group. You might
also point out that when all raters are working in the same content and
value system (e.g., at the level of the individual schooi or possibly
the district) the IRS has yielded high levels of reliability or consis-
tency among raters.

Keep redirecting the participants to the domain specification that they
are rating items against in the exercise. Often participants rate
against their own standards rather than those given them to use for the
exercise. ‘

195
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Step 5:
Have the group decide on the sample domain specification and
items that they would like to rate. Depending on the particular
subject matter familiarity of the majority of the group, you may
wish to use the English-punctuation specification (pp. 2.13 - 2.14)
and its corresponding items (pp. 2.15 - 2.17); or the Elementary
mathematics-set theory specification (pp. 2.21 - 2.22) and its
corresponding items (pp. 2.23 - 2.25); or the Elementary science-
geology specification (pp. 2.26 - 2.27) and its corresponding
items (pp. 2.28 - 2.32). ‘ ,

Step 6:

After the group has decided on which specification/items to rate,
have them remove the worksheet from their materials (p. 2.12).
Briefly go over how to use the rating sheet in rating the item
against the specification.

If there are no quesfions, you can begin to walk through the
exercise. :

Step 7: | | \

Have the partf@ipants read the specification they have selected to
work with and the items that go with the ipecification.

Step 8:

when the participants are familiar with the specification/items,
have them focus specifically on the first item wirtten for the
specification.

Go back to the transparencies that go with this module and flash
the first category (i.e., domain description - transparency 2.2),
and lead a discussion of the item through the statements listed for
that category.

NOTE: 1In the past, some participants have mistakenly begun to rate
the sample item that is included with the specification. Avoid this
probTem by ensuring that all participants are 1ookiqg at the first
test item written for the specifications, and not the sample item
that was used to help generate the pool of items. v

Step 9:

Ask different people for their rating of the item against the category

of domain description. If many participants are hesitant or if there

is too great a range in responses, show the suggested rating guidelines

on the overhead again, and ask participants to elaborate the flaws and

the degree of seriousness with which they think these flaw violate the
- domain specifications. /

/
/
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Step 10:

Eventually, ask the group if anyone is unhappy or unable to live
with a particular score (choose the most popular rating). Bring
the group to consensus and have then enter the rating on their sheets.

Still using the first test item, move on to the next rating category |
exhibiting the appropriate transparency, repeat step 9, and eventually -
bring the group to consensus on the second category. : -

Repeat the above process for 2ach category on the rating scale until
the first item has undergone the complete cycle. Then compute the
overa]] rating for that item.

o NOTE: Make sure that the group includes the weighting system where
v appropriate (i.e., content limits; distractor domain/response cri-
teria; and thinking comp1exity).

Sometimes a participant may uncover a flaw in the item-specification
match that either reflects mainly upon the specification or that is
" best dealt with in a different category of the IRS (e.g., thinking
‘complexity). For subjects best dealt with in other categories, ask
“the participant to wait and see if the other category picks up that
particular concern.

Step 11: | \(

Point out that the interpretation guidelines include suggestions to
reconceptualize or restructure both the item and the specifications;
that is, it is not always the item that must be revised. The item
may be appropriate for the intended testing situation and the speci-
fications are somewhat off target and therefore need to be clarified.

Don't be appalled at low ratings that may come up. Raters often
tend to be harsh critics; also, the example items were deliberately
marred in certain places.

For example, if your group used the English-punctuation specifi-
cation and items to rate (or perhaps even if they did not) point
out the potential problems with items 1 - 3 for this specification

in terms of thinking complexity. The first prompt for items 1 - 3

is often identified as being too complex in terms of required
comprehension for the sixth grade level. Participants often bring
'up the difficulty of recognizing the loudspeaker as a voice re-
~quiring quotation marks.

Step 12:

Ask the participants to turn to the interpretation guide (p. 2.11)
and discuss the rating given to the item rated in steps 9 and 10 and
how this rating might be interpreted. Discuss the changes in the
jtem or the specification that the group may recommend.
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If there is sufficient time, have the participants rate.another
jtem or two from the specifications previously used in steps 9
and 10. ‘ o

If there is .time to do this, point out the importance of rating
each item separately against all the rating categories, rather
than rating an item on the first category, then rating another
item on the first category, and so forth. The principle reason
for rating each item separately against each category before
beginning to rate another item is that we want to have each item
rated independently of the other items in the pool. When items
are rated against the same catégory at the same time, the ratings
given to one of the items may tend to influence the ratings given
to another item. In this way potentially good items may be kicked |
out. : ‘ :

If participants do'have time to go through the second rating pro-
cess, save some time to discuss the various ratings given. '

Step 13: -

Wrap up/ and question and answer period. Remind participants of the
extra tating sheets and additional example materials that they can
use later.
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MD!UEE 3: COMPARING THE RELEVANCE OF TESTS TO'A GIVEN CURRICULUM

Approx{hate‘t1me'for this Module: 2 hours if participants rate the entire
sample test, 1 1/2 hours if the 1eader on]y walks them through the first
two ob3ect1ves

A. INTRODUCTION
Step 1:
Intoduce yourself

Step 2: 5

DiscuPs the scope énd éequence of this module, which will consist of:

1. sﬁort oral introduction and discussion
2. inFroduptibn‘tb materials
3. deﬁonstration of procedures with the first two objectives
4, part1c1panfs finish rating t+e sample test
5. discuss how to use the output from the rat1ngs
step 3: | ;

Intended audiences: teachers, curriculum specialists, and anyone
who will coordinate or supervise test selection.

-

Step 4:

Set the context for th1s module; for example:

- the functions and limits of test1ng in eva]uat1on
- mention earlier stages in test selection, such as:

dgc1d1ng whether to test

picking domains to test

choosing test functions (survey, diagnosis, mastery,
aptitude, etc.)

1dent1fy1ng @va11ab1e tests

screening tests from information in secondary sources
order1ng spec1men sets

screening samp]e test materials for disqualifying
characteristi¢s such as cultural, geographical, or
diaTlectal b1a§es

comparing the surv1v1ng tests' technical and practical merits
the importance ofattend1ngclose1y to tests' content when
choosing a meaghre to use in a local program

. Z?()i}
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SteQVS:

'

Describe ¢ontents of notebook

A written exp]anationiéfvthe checklist for review, self instruction,
and teaching to others. Explain that you will be giving this infor-
matign orally in the workshop, do not have them read it (pp. 3.1 -
3.25). o s

v
Checklist to compare tests' relevance to a given curriculum (p. 3.26).

A partially filled-in worksheet to use in the workshop exercise (pp.
3.27 - 3.30). N '

A fully worked example worksheet, based on the exercise materials.
It serves also as feedback for the exercise (pp. 3.31 - 3.34).

e

A g}ink worksheet for local reproduction or modificatién (pp. 3.35 -
3.37). _ ' ! ‘

Al1-American Test of Reading Comprehension, a mock—upi(pp. 3.38 - 3.46).

Step 6: y ,

EXERCISE: Using these materials: the All-American Test, the partially
filled-in worksheet, and the one-page checklist. (90 minutes)

&4

Step 7:°

Using a transparency of the worksheet, skim through the §teps in the
checklist. Introduce the final ratings as what you ar working toward.

Step 8:

Briefly describe Step 1. Discuss the importance of Step 1, which for
this exercise has been carried out already. The listing of an_imaginary
curriculum has been done for the participants. Step 2 also has been done
for them. At this point emphasiié\the jmportance of teachers and cur-
riculum coordinators as.test raters\- that is, people who are intimately
familiar with the real eurriculum and with pupils' capabilities.

!

Step 9:

Have them carry out Step 3, counting and recording program skills.

Step 10:

Lead the group in doing importance ratings, Step 4, on the first
two of the program'skills on the partially worked rating sheet.

Steg'11:

After taking questions, have them finish rating the importance of
the sample program skills.




“

Step 12:
{

. 5 Mention Steps 5 and 6, duplicating the rating sheet, labelling it,
; _and indexing the test items, which have already been done on the
partially worked sample worksheet. Have them do Step 7, counting
and recording the number of items on the test. co

Step 13:

- Walk them through Steps 8 and 9 with the items for the first two
- objectives. Items for the first objective are designed to illus-
trate the dimensions of content, and the two sets of items for the
~ second objective illustrate item format and solution processes.

Step 14:

Walk them through Step 10, multiplying the ratings, for the first
two objectives. At this point acknowledge the detailed nature of
the procgss and discuss these two points:

the proceSS'i§ easier to do than to hear about, and it beéomgs
much easier with a 1ittle practice
o

the process is designed so that all of the many component
judgments are recorded and their effects carried through to
the final ratings of a test. In more impressionistic or
intuitive methods of judging tests, the component decisions
may get\ignored,‘1ost,»6r mis-remembered. -

Step 15: ' ~

Have the group carry out Steps 8, 9 and 10 on the rest of the sample
test materials. Try to meander through the audience to answer ques-
tions, get a feel for the process, etc.

Step 16:

/

kAt some predetermined time, stop everyone for questions and discus-
sion. Then walk them through computing the final ratings. '

Step 17:
On a transparency, QO‘OYer the test ratings (i.e., Grand Averages,
Indices of 6Bve(§ges, and Indices of Relevance) and discuss how to
use them for comparing yests' curricular relevance (i.e., what their
indices mean for quposgs@of.comparison).
- =

: . . ' o \'\m\
CLOSING OR TRANSITIONAL‘REMARKS! ; \\\\\\\\\\\
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MODULE 4: COMPARING THE TECHNICAL AND PRACTICAL MERITS OF TESTS

Approximate time for this modu1§a: 90 minutes_max{mum
A. INTRODUCTION | k
Step 1: | . /

E Introduce yourself

;o Step 2:

Diézussvthe scope and sequence of this module, which will consist of:
1. short ora]/introduction and discussion
2. introduction to materials:
- 3. demonstration of pro;edhres with a couple of test features
° 4. participants finish rating the.samp1e materials

5. discuss how to use the Final Results Table

Steé 3}-

Intended audiences: Anyone who will take part in or supervise
the process of selecting tests, inclading: -

teachers .
test administrators
testing specialists
evaluators

~

Step 4:

Set the context for module, for example:
1. the role/ of testing in evaluation
2. mention earlier stages in test selection, such as:

/ .
dec%ding whether to test
picking domains .to test :
choosing test functions (survey, diagnosis, mastery,
. ’ aptitude, ets.)
* " jdentifying available tests _
screening tests from information in secondary sources
ordering specimen sets : :
screening sample test materials for disqualifying character-
istics such as cultural, geographical, or dialectal biases. /




\ . ] ‘ :
Siég 5: , \

- .\,
Describe contents:

~ 1. A written explanation of the checklist for review, self-instruc--
tion, and teaching to others. Explain that you will be giving

this information orally in the workshep; do not have them read
it (pp. 4.1 - 4.19).

2. Checklist to compare the technical and practica] merits of tests

T4.20). @
3. Three copies of a worksheet for carrying out the: steps on the :
checklist. ’ S e
| Two blank worksheets, one for reproducing or modifying locally f-““<ﬁ
(pp. 4.25 - 4.26) and one for use in the workshop exercise ’
(pp. 4.21 - 4.22). : L
. * A fully worked example that is- based on the éXercise materﬁa]s.
It serves as a model and a feedback to the participants
(pp. 4.23 - 4.24). :
Descriptions of three imaginary tests, Tests A, B, and C
(pp. 4.27 - 4.36).
Step 6: | B

EXERCISE: Using these materials: ithe checklist, the partially filled- !
in worksheet, and the information on fictional Tests A, B,
and C.

Step 7:
Give a general idea of the proéedure. Encourage discussion throughout.

First, orally refer to the familiar practice of ranking things -
as best, second, third.

" Then, introduce the notion of test features.

Combine these two notions into ranking tests with respect to
individual features. : ’
\

Step 8: o !

Using, a transparency of the worksheet, introduce the worksheet, and

then show how it serves to record your rankings of tests, feature by
feature. - ' :




Step §:

Discuss Checklist Step 1, noting that the annotated Tist of features

(in the participant's materials) is an aid to this step, and noting
that,the choice of features to be evaluated is made Tocally, varying

frqm/one testing purpose tq“énother.
Introduce the features which are pre-selected for the exercise,
noting that #5 is excluded.

Step 10:
Introduce the importance weighting of features (Step 2) and walk
‘through the weighting of the features #1 (Clarity of skills) and

~ #7 (Curriculum indexing).

Step 11:
Have them do Step 3.

Step 12:
Walk through Steps 4 and 5 for the first feature.

Step 13:
Walk through Steps 4, 5, and 6 for feature #8 (Alternate forms)

1

Step 14: ‘

Let them compare the tests on the remaining features and record

their rankings (Step 7). ‘
|

|

Step 15: o
‘After they finish, exp]ain'hOW‘tO'summarize/the rankings in the /

Final Results Table (Step 8).
Step 16:- “ . ’ei v \/
E§p1ain how to check the accuracy of thé\ﬁinai Results Table (Step _
9). - S A

) B {’ / AN

StEE 17: . / 't
) ;
1

Discuss how to make decisions with ‘the Final Results Table (Step 10

CLOSING OR TRANSITIONAL REMARKS « |
w |
: f
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