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ABSTRACT

Part One: Strateg1es for Evaluat1ng the Impact of Examinations

, In this part of the report effects are identified that m1ght be eipectéd ié,éééﬁ;,iﬁ
Ontario follow1ng the introduction of province-wide examinations for selected high school
courses. Attention is focused on poss1ble effects on

marking standards,

the curr1culum,r

enrolment trends, and -
public perceptions of educat1on

W N

To monitor these effects, four stud1es are proposed. The first would involve the analysis
of data collected rout1nely by the M1n1stny of Educat1on, this study would assess effects on
enrolment trendsrand some aspects of effects on mark1ng standards. A second study would be a
survey of teachers to collect 1nformat1on about effects on curr1culum, instruction and
additional aspects of effects on marking standards The th1rd study would cons1st of publ1c
op1n1on polls to tap the effects of examinations on publ1c percept1ons The fourth study would
be an exper1ment on yet another aspect of the effects that examinations might have on marking

standards

If not all the proposed stud1es could be funded the follow1ng factors ‘should be considered
in choos1ng aﬁong them: pract1c1ng educators, whether or not new data has to be collected
whether or not the study w1ll prov1de a basel1ne for 1nterpret1ng the 1nformat1on collected in
subsequent studies, the extent to which the results are likely to be confounded by the effects
of other changes in prov1nc1al education policy (e.g., funding of Catholic high schools) and
cost. rhe key study is that address1ng effects on the curr1culum Results from any of the
other studles without information about what is taught and what is expected of students would be

d1ff1cult e fnterpret.

Part Two: Stralegies for Evaluating the Impact of Assessments

) In th1s part of the report cons1deratlon was g1ven to the effects that m1ght be eXpected to
follow the 1ntroduct1on of a prov1nc1al assessment of educational achievement, and studies were
proposed for track1ng those effects deemed most 1mportant A case was made for the study of

assessment effects




on var1at1on71n teacher marks,rr
on the evidence teachers collect and use to evaluate student ach1evement
on the implemented curricualum,

teacher marking standards,

on pub11c percept1ons of ach1evement in educat1on and of its assessment

on board po]1c1es govern1ng the use of assessment results for eva]uat1ng personne] and

Q
3

for promoting profess1ona] deve]opment

The second th1rd fourth and f1fth of these effects would be 1nvest1gated by means of stud1es
s1m1]arrto those descrfbed in Part One of this report. Proposals are advanced in Part Two for
survey studies that would address the first and last of the effects in the foregoing list.

If a choice had to be made among the proposed stud1es, attent1on should be pa1d to the
matter of how the purpose of the assessment program might 1nf1uence the effects that it could be
expected to have Also as w1th the proposed stud1es of exam1nat1on effectS* a study of effects

that an assessment program m1ght have.
Part Three: A Review of Literature on the Impact of Testing

Th1s part of the report is a review of the 11terature on test1ng effects. It is d1v1ded
into two sections that deal, respect1ve1y, with examinations and assessments. The review was
conducted with three obJect1ves in mind:

1. the identification of testing programs in which the effects of testing have been
moni tored,

the 1dent1f1cat1on of effects found to occur as a consequence of test1ng, and

the assassment of the app11cab1l1ty to Ontario of f1nu1ngs reported in the
literature.

Wi N

,,,,B" the bas1s of the 11terature rev1ewed, 1t was concluded that stud1es of the effects of
either an exam1nat1on or an assessment program on 0ntar1o ‘education would not duplicate research
done elsewhere. Previous studies were conducted on implemented testing programs, hence there
was no opportunity to collect baseline data. In aadition, the relevance of findings from other
studies fur Ontario is limited by differences between Ontario and the 3ur1sd1ct1ons in which the
studies were conducted.
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CHAPTER 1
INTRODUCTION AND BACKGROUND

~ On 29 June 1984 the 0ntar1o M1n1stry of Educat1on sent out a call for proposals to
evaluate the 1mpact of province-wide testing: The overview to this call read as follows:
The M1n1stry of Educat1on is 1nterested in the top1c of Province- w1de test1ng Such a
testing program might be helpful in address1ng object1ves sich as the following:

1. reduce 1nequ1t1es to students caused by 1ncons1stent pract1ces in summat1ve evaluat1on
at the school level and help post-secondary institutions and employers address the
issue of mark var1ab1l1t/,

2. address the needs of the public for assurance that standards of learning in our
schools are recognized as important and are being maintained;

publ1c for the quallty of educat1on in entar1o

4. help educators at the local level to compare the achievement of their pupils with
provincial standards and to report results to parents and others.

Prov1nce w1de tEst1ng would have to be compat1ble w1th soc1etal values such as eff1c1ency,

co- operat1on and equ1ty or fa1rness Society would probably expﬂct that these values be
reflected not only in the tests themselves but in the overall experience of evaluation that
students encounter in school:

@inisthg planners are faced with many decisions in attempt1ng to develop a model of
province-wide testing. The number of times a year that tests should be written, the number
of subjects and grade levels for which tests should be developed 1n1t1ally and ‘at later
dates, the relationship betwean marks on prov1nce-w1de tests and other measures of student
achievement, the ways of record1ng and reporting marks, the relat1onsh1p between province-

wide tests and OAIP [0ntar1o Assessnent Instrument Pool] peols, all are issues that could
have far-reaching effects:

The prov1nce-w1de test1ng 1n1t1at1ve is obv1ously an undertak1ng of such 1mportance and
complex1ty that there will be a need to mon1tor and evaluate 1ts development and effects
Not only that but it seems h1ghly des1rable that the mon1tor1ng and evaluat1on be planned

at the same time that the model of prov1nce-w1de test1ng and the instruments are being

developed

et
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What follows is the report for a part of the study that was done under M1n1stry contract to

evaluat1ng these effects.

Nhen work began on th1s contract the f1rst order of business was to 1dent1fy and descr1be
in a general way the form of prov1nce-w1de test1ng that would gu1de the work done on the
project. This form is described in the next section.

1.1 The Examination Model

A prov1nce w1de test1ng program could emulate two general models:
1.  the examination model

2. the assessment model

The examination model was chosen to gu1de the work reported here (In a compan1on report

wé consider the effects that m1ght follow from adoption of the assessment model. )
As envisioned, the examination model would incorporate the following features:
Examinations would be administered at the end of courses designated examination courses:

Only secondary level courses would be designated examination courses; but these would not
necessar.ly be courses taken dur1ng the last year of secondary school or courses leading to
un1vers1ty entrance (It is l1kely, however, that if examinations were 1ntroduced there
uould befstrongrpressure to include end-of-school courses lead1ng to un1vers1ty entrance
among the examination courses.)

An examination would be on the content == knowledge, skiiis; understand?ngs - that

constitutes thé curriculum of the examinatjon course-
Every student in the province enrolled in an examination course would be tested.

A1l students in the examination course would write the same examination; hence the
performance of different students on the examination could be compared directly.

The examination fiodel is severely limited in at least one respect:
The number of quest1ons that can be asked of each student is restr1cted to the number that
students can be =xpected to answer 1n an examination per1od of reasonable length, say two
or three hours Thus, the depth and breadth of knowledge that can be tésted is small in
relation to the size of the curriculum.




The rema1nder of this intrbductory chapter is devoted to the accomp11shment of the

fol]ow1ng obJect1ves

1. providing additional contextual information

2. listing the activities that were undertaken by the contract team
1.2 Context
1.2.1 Province-wide testing since 1967

Prov1nc1a1 exam1nat1ons of ach1evement for secondary~school students weére Tast adm1n15tered
in 0ntar10 in 1967 That year and for severaT years thereafter, graduat1ng students were
mathematlcs ach1evement and phys1cs ach1evement Scores on theSe tests, aTong w1th teacher
marks, were made available to Ontario universities, to be used in deciding whom to adm1t to

first-year programs.

The mu1t1p1e ch01ce test1ng program was abandoned in 1974 because of the combined effects

of two decisions:

1. The Ontario government discontinued funding for the development and administration of
the tests.

2. Most ﬂntar1o un1vers1t1es decidéd not to ask appllcants to submit test scores as a
requ1rement of admjss1on, hence there was no reason for students,to write the tests
and no possibility that the testing program could be funded from student fees.

Since 1978, no province-wide, every=pupil testing of any kind at any level has occurred in
ontario. Univers1ty and coTTege admission decisions are based on teacher marks and such other
1nformat10n as the schooTs and applicants supply.

This is not to say that the Ontario M1n1stry of Education has 1gnored student evaluation
since 1974. As noted in the call for proposals that resulted in this progect.

In recent years research on the test1ng of students in 0ntar1o has centredfarqdnd the
deveTopment of the 0ntar1o Assessment Instrument Pools: These qpen pog]srprov)de teachers
and ether”eyaTuatqrsrwjth wide freedemrof choice WﬂthTU,tﬁé framework of the objectives in
the provincial guidelines: None of these pools is complete and only two or three of them
are at the OAC (university entrance) level. It is expected that more pools will be devel-
oped in the future, and that they will come to complement prov1nce wide tests. The way in
which they will in fact deveTop and compTement one another, and the effects, remain to be

determined.
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1.2.2 The press for a return to province-wide testing

Pressire from a variety of sources has been exerted on the Ontario government for a return
to some kind of province-wide testing. As summarized by Traub and Mclean (1984), the following
pres:ures have been applied:

Tne Council of Ontario Universities has . . . been call1ng for a ratirn to examinations in

mathermatics, Engl1sh (for Anglophones) and frangais (for Francophones) ESee
Br1ef1ng Notes, No. 7. Toronto: Council of Ontario Universities,; April 1984.]

The Eomm1ss1on on the Future Bevelopment of the Un1vers1t1es of 0ntar1o - the Bovey
Gomm1ss1on as 1t [came] to be ca.led -- [was] to “address a number of specific issues
related to access.mhty [to 0ntar1o universities] such as the need for, and form of,
general and spec1f1c entrance exam1nat1ons to the 0ntar1o un1vers1ty system with reference
to the new secondary school «urriculum structure” (Minister's statement to the Legislature,

15 Decefiber 1983) [The e1ghth recommendation in the Comm1ss1on s final report dealt with
the matter of exam1nat1ons as follows:

The Comm1ss1on recommends that admss1ons d1rect from secondary schools be based on a

comb1nat1on of teachers' marks and school reports and of province-wide admissions
examinations assessing achievement in at 1least language (English or francais) and
mathemat1cs but that alternat1ve arrangements for adm1ss1on of mature students be

cont1nued (December, 1984 Dntar1o Universities: 0pt1ons and Futures Report of
The Commission on the Future Development of the Universities of 0ntar1o, P. 37. )]

Théré is considérablé ed1tor1al support for a return to prov1nc1al exam1nat1ons For
example, in December 1983, editorials calling for school leaving examinations appeared in
the Toronto Star [13 December] and the Toronto Globe -and Mail [27 December] Ostens1bly
these _were in responso to a report from Carleton Un1vers1ty that most students adm1tted to
the f1rst-year program in computer sc1ence had fa1led mathemat1cs The ed1tor1al wr1ters

speculated that too many of the students adm1tted to Earleton S computer sc1ence program

assjgned to other, more deservmg, ~tudents, whose teachers had espoused h1gherstandards
of marking. In addition, the editorial writers expressed the opinion that "standards of
education", whatever this phrase might mean, have fallen in Ontario since the
d1scont1nuat1on of the Grade 13 examinations. They seem to bel1eve that school leav1ng

exam1nat1ons would reduce, 1f not el1m1nate “the 1nequ1t1es 1n un1vers1ty admissions due to

var1at1on 1n standards of mark1ng from one secondary school to another and that such
exam1nat1ons would have the added effect of raising levels of achievement.

Informed critics of education have called for a return to school leav1ng examinations.
Mark Holmes for example, has advanced the case for exam1nat1ons (Globe and Mail, 3 May

1984' Un1vers1ty of Toronto Bullet.1n, 22 May 1984), in part for reasons congruent with
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those advanced in the December 1983 Star and Globe and Mail editorials: Holmes also argued

that exam1nat1ons could be used to sat1sfy the public's need for accountability and to
monitor changes in educational standards.

0ther 3ur1sd1ctlons have e1ther returned to a system of examinations (e g., British
Co]umbla and A]berta§ or never abandoned them (e g ; Newfoundland and Quebec). V[Despiteia
common exam that counts”for 567percentrof7the f1na] grade in Newfoundland, the teachers'
components of the marks still vary considerably. (See Nagy, 1984.)]

1.2.3 The Ontario Government's response

On 20 March 1984 the Speech from the Throne that was delivered in the Leg1s]ature of

Ontaric contained the fo]low1ng announcement:

;ﬁﬁweaﬁsojtaﬁiaﬁ 7Withwrthe caaﬁeji of entarlo Un1vers1t1es and the 0ntar1o Teachers
Federation, the Government will work to design a province-wide testing program necessary to
assess the effectiveness of our curriculum and the performance of our students. The
teacher in the classroom is the cornerstone of excellence in educat1onr and to a great
extent, the promise of 0ntar1o However, to assist the éovérnmént in meeting its
respons1b111t1es and parents in part1c1pat1ng in the1r ch11dren s educat1on such tests
will help all of us maintain the high quality of our educat1ona] system

It was in this context that the Ministry of Education framed the call for proposals that

resulted in this report:

1.2.4 Confounding factors

The form that a prov1nce-w1de test1ng program wouid assume has yet to be determ1ned

Whatever shape it m1ght take the effects it produces will be confounded by other significant

changes now affecting Ontario's educat1ona1 system:

1. A new secondary schoo? program is being put into place; the policy statement in which
this program is outlined is t1t1ed "0ntarlo Schoo]s -- Intermed1ate and Senior" and is
commonly referred to as OSIS In th1s program, it 1s 11ke1y that some students
probably arsmallﬂproportjon will f1nd it poss1b1e to comp]ete their schoo]1ng (not
counting kindergarten) in i27or 12{5 years instead of the present 13 years. Other
changes, in the number of required credits and in the curriculum guidelines governing
secondary school courses, are included in 0SIS.

2. Roman Cathol1c Separate Schoo]s wh1ch formerly were pub11c1y funded from K1ndergarten
through Grade 10, will soon be publlcly funded for all grades: Th1s change in funding
is certain to mean that ‘many students who would have gone to public secondary schools
w111 go to separate schools. How this change will affect achievement and public
perceptions of educational standards is not known.

8
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3.  Researchers who have been challenged to deslgn ‘ways to track the effects of a
prov1nce-w1de test1ng program have a further problem Base- 11ne data are needed )
that in subsequent years 1t w1]1 be poss1b1e to compare the s1tuat1on as it ex1sted
before the 1ntroduct1on of prov1nce w1de tests y)t[ theﬁs1tuat1on after the1r 1ntro-
d???‘°ﬂ;, If”proy]nceiw]deﬁtests are torberjntroduced soon; say in the 1985-86 school
year; then the time available to collect base-line data is extremely short. If the
tests are introduced in 1985- 86 data collected dur1ng that year might approximate
base-1line data, depend1ng on how the test1ng system is introduced.

It mcst be emphas1zed that the effects that w111 be assoc1ated w1th OSIS and the rev1sed

effects of province- -wide test1ng. At the very least, however, we can expect changes of two
kinds:

1. changes in the composition of the student bodies of many, if not most, Ontario secon-

dary schools;
2. changes in the composition of the teaching force in many; if not most; schools.

Further; it can be said with assurance that the effects of 0SIS and the new funding policy will
combine with and otherwise confound the effects of province-wide tests, whatever form those

tests are given.

1.3 Activities of the Contract Team
The objectives of this project were:
to "review the literature";

to develop "deslrable and feas1b1e optlons for a system or systems of mon1tor1ng Ethe
effects of procedures] for evaluat1ng ... student ach1evement in Ontario schools."
(Quotatlons from the Request for Proposals for Research, p: 3.).

To ach1eve these obJect1ves the contract team undertook a number of act1v1t1es including
rev1eW1ng the literature on testing effects, identifying the effects that should be monitored,
and proposing studies of these effects. In addition, the contract team

obta1ned 1nformat1on about the data bases ma1nta1ned by the M1n1stry of Educat1on to see
whether these m1ght be made to yield useful information about testing effects;

obtained information about data bases maintained by local school boards, to see whether or

not such data bases might be useful; and
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he]d two meetlngs one w1th experts in educatlonal research and the other with a group of
0ntar1o educators, to ascertain the1r views on the exam1nat1on erfects that should be
tracked and the feas1b111ty of mount1ng studies of these effects in Ontario.

Add1t1ona1 deta1ls are prov1ded in the fo]]ow1ng two subsections of this chapter about
the 11terature search and the study of data bases.

1.3.1 Literature search

Journals and educat1ona1 newspapers, and of ERIC and Psycho]og1ca1 Abstracts,rwh1ch aie
computer1zed 1ndexes These searches cons1dered the 11terature accumulated dur]ngrthe 1ast

16 years under such keywords as achievement tests; assessments of education; examination,

1nnovat1nn541n4educatlon prognosis of student success, test bias, testing programs and
test use.

This literature was read and sorted into various categor1es for summary and synthes1s
Note was taken of the earlier literature referred to in these pub11cat1ons and the

blbllography was increased.

Letters asking for assistance in the identification of studies of examination effects were
written to educational researchers in Australia, Great Britain, Israel, The Netherlands,
New Zealand and Sweden. The publications identified in the replies to these letters were
added to the biblicgraphy.

Seyerai North Amer1can researchers were contacted by te]ephone and asked to suggest

publications.

The literature identified in the wvarious searches was summarized in an annotated
blbllography In addition; an analysls evaluation and synthesis of this literature was

prepared it is contained in the third part of this report, to which the b1bllograph1c

The results of the literature search heiped identify the effects to be studied and design
the proposals that appear later in this report.
1.3.2 §'udy of data bases

Informat1on was obtained about the data bases maintained by the M1n1stry and local school

boards as fo]]ows

Meet1ngs were he]d w1th the Ministry emp]oyees respons1b1e for the M1n1stry data bases. In
these meet1ngs the contents of three f11es the CROS MR and Coursé Enrolment f11es, were

rev1ewed.
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Telephone contact was made WTth off1c1a1s of Met*o Toronto and other Southern 0ntar1o
school boards to ascertain the nature and extent of the data bases maintained by local
boards. It was Judged that these data pases would not be useful in conducting studies of

exam1nat1on effects
1.4 Overview >f Remainder of Part One

The rema1nder of th1s report is devoted to deveTop1ng proposals for studies whereby
1nformatlon can be obtairied about four types of exam1nat1on effects. The cho1ce of effects was
guided by reference to the examination model as descr1bed above The 1mportant features of this
moden wh1ch bear repeat1ng here, are that every student 1n the prov1nce who is enrolled in the
examination course would be tested and the examination would be the same for every one of the
students. In Chapter 2 we 1dent1fy the four types of effects and provide a rationale for the

dec151on to coneentrate on only these types. The succeed1ng four chapters consist of proposaTs
for four studies that could be conducted. Each proposaT involves the study of an ex1ct1ng data
base or the study of data that would have to be collected. Two of the studies would provide
information about more than one type of exam1nat1on effect. The seventh and final chapter of
the report consists of a brief d1scuss1on of pr1or1t1es




~ CHAPTER 2: ,
EFFECTS FOR THE EXAMINATION MODEL

As a review of the contextual information presented in the previous chapter will reveal;

attaining several important and, to these individuals, desirable effects:

raising standards of marking

iéVéiiihg standards of marking over teachers and schools

improving the impressions that university faculty and admission officers have of the

preparedness of students for university

improving public perceptions of education

Other potential effects of examinations are mentioned in the literature or emerge from
common-sense analyses. These include effects on:

the methods teachers employ in evaluating students;

. the curriculum;

éhrbiment trénd's.

An analysis of the foregoing 1ist led us to group the effects into four categories:

1. marking standards

2. curriculum

3.  enrolment trends

4. perceptions

ssveral other types of examination affects were discussed during the course of our enquiry.
The foregoing categories exclude two effects of some significance:

1. No examination of the relation between university marks and high school marks has been

recommended: Such a study would invoive obtaining marks from the universities and
'mai:c’hing them to information in Ministry files or the Ontario quver;jﬁy Application

Centre fﬁe; its cost would be higﬁ. f’ooiing’ data across universities or across
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programs w1th1n universities Would not be 3ust1f1able because of the d1fferences in
mark1ng standards khown to exist among un1vers1t1es and among programs w1th1n un1ver-
S1t1es (See Traub Wolfe Wolfe,, Evans and Russell 1976 )
The sizes of the samples of students who obtalned the1r secondary school marks from
the same teachers and the1r Ln1vers1ty marks from the same proTessors would be very
small therefore this approach to studying differences in marking standards at either
level -- secondary school or university -- would be unsatisfactory from a statistical
point of view:

been recommended Collectlon of such 1nformat1on on a rout1ne bas1s is uneth1cal 1f
not 1llegal Given the sens1t1ve nature of the race 1ssue collect1on of such 1nfor-
mation in a research study is l1kely to prove difficult.:

77777 The remainder of this chapter presents our rationale for the types of examination effects
that would be investigated if the studies proposed in subsequent chapters were actually
conducted.

2.1 Marking Standards
As noted earl1er cr1t1cs of educat1on and the authors of newspaper ed1tor1als have vo1ced
concern over decl1n1ng and var1able standards in the marking of educat1onal achlevement in

Ontario. They believe that the mark assigned for a given demonstration of ach1evement has
inflated since the Grade 13 departmental examinations were last administered 1n iéé; In
add1t1on, 1t is alleged that the mark one teacher awards is not the same as the mark another
teacher awards for a comparable d1splay of ach1evement in a course. In otherrwords, there are
soft as opposed to hard marking teachers. These allegations, if true, can be interpreted as

evidence of decl1n1ng and variable standards of marking.

2:1.1 Studying teacher marks

study of teaCher marks The ma1n problem 1s that there ex1sts no un1versally accepted measure
of ach1evement for a course, a measure that might be used for the purpose of cal1brat1ng and
compar1ng teacher marks (A prov1nc1al exam1nat1on is at best only one person s or one
"omm1ttee 5 approx1mat1on to such a standard ) Even 1f an absolute standard did ex1st it would
soon become dated. The content of the curr1culum changes over t1me and an exam1nat1on must
sertain to the curriculum be1ng followed ot one that is out-of-date. Moreover exam1nat1ons
jlave a. way of becom1ng publ1c knowledge even 1f they were to be kept secure Th1s 1s
=spec1ally true of exam1nat1ons that play a s1gn1f1cant role 1n determ1n1ng the futures of
students. Anrexam1nat1on in the public domain cannot be relied upon to differentiate students
tho have a general :Tedge of the course from those who have only specific knowledge of the

inswers to the qui  ‘ons in the examination. Most examination programs for certifying




In the absence of un1versally accepted measures of ach1evement attempts to understand and

1nterpret the standards that undﬂrly teacher marks 1nvolve c1ther accepting them at face value,
invoking stronq assumptions, or collecting corollary information.

Consider each of these approaches:

marks 1s an exerc1se in relat1ve, not absolute, Judgment To apprec1ate ‘the standard

by the teacher It may be thought that th1s standard is the curr1culum, and thatrwa
teacher's markrrepresents a correspond1ng (absolute) degree of mastery of the curriculum.
This view cannot be taken seriously, however, for two reasons:

a) The domain of knowledge for a course cannot be circumscribed precisely.

b) Th1s knowledge cannot be parcelled 1nto units that are equ1valent in any sense that is

m§§9799f91f,, Eonsequently,grldent1cal exam1nat1on ‘scores, which are earned through
unequal performance on different items, do not necessarily represent the same level of
achievement.

2. Consider then, the use of assumpt1on in the study of teacher marks It mlght be assumed

1n a large populat1on, such as 0ntar1o s,r1s relat1vely constant from year to year Were
we to make this assumption, we might conclude that Ontario has suffered grade inflation and
a decline in marking standards since the discontinuation of the departmenta: examinations.
In 1968 the flrst year in which Grade 13 marks were determined without the benefit of an

courses taken in the1r Grade 13 year The percentages for the five years prev1ous to 1968
varied from 55 to 47. It appears that marks 1nflated and mark1ng standards dropped drama-
t1cally in the single year; June 1967 to June 1968.

A different interpretation of these results is possible. There was a change from 1967 to
1968 in the way students were assessed. In 1968, the assessmient would have been based only
on the ach1evement a student's teacher expected to see dlsplayed This expectat1on stemmed
from the teacher's deta1led knowledge of what the student had been taught. The previous
year; a student's mark would have been based only part1ally on the teacher s assessment;

the rest would have depended on the student's performance on a departmental examination.
Neither the student nor the teacher knew beforehand what would be tested by the examina-
tion: To the extent that the examination tested knowledge the student had not been taught,

examination performance would have been below what it was on the teachers' assessments. By
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thlS llne of argument we see that marks may have been h1gher 1n 1968 51mply because tne

assessment was based exclus1vely on what students had been taught, and that the mark1ng

standards used by teachers did not necessarily decline from one year to the next:

Trends in the average level of teacher marks since 1968 are not confounded by the change
from a system with departmental exam1natlons to one without; hence they might be more
read1ly accepted as eviaence of change 1n marklng standards at least by those prepared to
assume no change in the true level of achievement of the populat1on from one year to the

next.

3. Rather than base interpretations of teacher marks on strong assumptions about reality; one
can collect corollary information about student achievement and use this as the basis of an
interpretation. Scores on an examination are one kind of corollary information. If we are
prepared to accept an exam1nat1on as the standard of ach1evement then the ma'ks d1fferent
teachers award 1n a part1cular year can be studied in réelation to exan1nat1on scores for
ev1dence of var1at1on in marking standards from teacher to teacher, also the marks a

teacher awards in different years can be stud1ed for ev1dence of mark inflation and fall1ng

standards.

The problems inherent in accept1ng an examination ‘as the standard of educational
achievement are serious. Not all well 1ntent1oned educators can agree on the knowledge and

1ntellectual sk1lls that should be assessed by an exam1nat1on It is also obv1ous that
some k1nds of ach1evement cannot be assessed by wr1tten exam1nat1ons Many arb1trary

examine, what type of quest1ons to use how much cred1t to g1ve each quest1on, how much of
thlS cred1t to g1ve to partlcular responses, how long to let s‘.udents wr1te what materfals
to let students refer to during the examination, and so on. The decisions that are taken
will work in favour of some students and aga1nst others. To illustrate how this might

happen, note that the students who wr1te a prov1nc1al examination w1ll differ to some
extent 1n the opportun1t1es they had to learn the knowledge and pract1ce the sk1lls
requ1red to answer an exam1nat1on quest1on These d1fferences w1ll depend on the school
attended (and w1th1n school, on the teachel), the textbooksﬁread,rthe act1v]t1esrasslgned
for homework, and so forth. Thus, a student's score will depend on whether or not a given
question is i:cluded on the examination. These issues stand apart from the well recognized

problems of scal1ng that arise in compar1ng grades these issues depend on a host of
m1nute and d1screte c1rcumstances which are peculiar to individual students and part1cular

test questions:

ThlS discussion suggests that the results of a study of teacher marks w1th or w1tnout the
corollary 1nformat1on contained in prov1nc1al examination marks, cannot be easily 1nterpreted in
terms of educational standards. Apart from fluctuation and inflation in actual grades, we might

d1fferences among teachers in the kinds of achievements considered in the assignment of
grades;
15 -
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d1fferences ahong teachers in the1r percept1ons of the gquality of a dlsplay of achievement.

A study of marks is a ster1]e way to address the issue of educational standards The
substaot1ve 1ssue that shou]d under11e any d1scuss1on of standards is what students know when
they graduate from a course. Marks alone provide little information about standards in this
sense. What would be 1nformat1ve is a study which 1dent1f1es what evidence teachers co]]ect and
use as the bas1s of their assessments of student ach1evement Class tests, end- of-term exam1na-
t1ons, ass1gnments assoc1ated scor1ng gu1des, and so forth cou]d be col]ected from d1fferent
teachers of the same subJect and compared n a cross sect1ona] study 7Th1si1nformat1ohiwod]d

indicate whether one teacher's evidence differed from another's in the following respects:

the form of the evidence -- whether one teacher relies more heavily on end-of-term
exam1nat1on results, another on class quizzes and a551gnments;

depth of coverage;
type of 1nte]]ectua1 process that is tapped -- memory versus such higher order cognitive
skills as problem solving and evaluation.

Information,couid aiso be obtained about whether one. teacher d1ffered from another in the we1ght
giver each kihd of evidéhce (e g ; one teacher m1ght g1ve c]ass ‘tests a we1ght of 58 perceht

are assessed by the1r teachers
2.1.3 Experimental investigations of marking standards

The study of teacher marks, however done; Vis 1nherent]y unsat1sfactory,‘7jt 7affords ,ﬁ@

control over the stimuli to which the teachers (markers) respond. There exist real differences
in the abilities and achievements of the students with whom different teachers work. Even if a
common examination were administered to all students, differences in the abilities and
achievements of the students in different classes would be reflected imperfectly in the
examination scores, for reasons already discussed.

An a]tevnat1ve approach to the study of mark1ng standards is the creat1on of an art1f1c1a1
s1tuat10n in which teachers respond to a common set of mater1als These materials might include

completed" examinations, project reports, essays and problem solutions. Teacher judgmerts of a
common set of materials could be collected in a cross-sectional study and examined for viriation
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in marking standards: If these judgments were collected in a longitudinal study, they could be
examined for change in marking standards over time.

2.2 Curriculum

The decision to discontinue the provincial exzminations in Ontario in 1967 was taken for
several reasons; including the following:

The examinations were said to be driving the curriculum in the sense that only that

material tested by the examination was given much classroom emphasis. The perception that

"teaching to the test" was a problem probably varied from one subject to another because

achievement in some subjects can be assessed more adequately by means of a written test

than can achievement in other subjects.

Some educators took a dim view of the industry that developed around the provincial
examinations. For example, Coles' Notes were developed as study aids.

provincial exams. The production of these notes and the appearance of schools for coaching
students in the examinations were seen as proof by some observers that factual recall was
emphasized to an undeésirable extent by tlie examinations and that cramming was endorsed as a

valid way of preparing for the examinations. (See Brown, 1967a, 1967b.)

that would be examined. The last few weeks of the academic year were then availahle for

preparing the students for the exams.

Teachers believed that the quality of their teaching was assessed by their success in
getting students to pass the departmental exams.

influenced the curriculum in undesirable ways. Some of the rhetoric encountered in the
literature review is in line with these beliefs; it argues in favour of studies to see whether
an examination system would indeed have some of the aforementioned consequences.

There is, perhaps, a case to be made that at least one effect of examinations on the
curriculum would be favourable: if the pressure of an external exam were to prevent soe
teachers from deviating from the curriculum guideline, then a province-wide examination might be
said to have had a beneficial effect: This would almost certainly be the view of those college
and university professors who want to assume that all first-year college and university students

posseéss a common background in, for example, mathematics. Against this however, are two
arguments: y

1. that every curriculum contains some topics and skills, the achievement of which cannot be
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2. that teaching (and, in consequence 1earn1ng) is often best when the top1c is one in which
the teacher is vitally interested, no matter how 1dlosyncrat1c the top1c

The danger is that these top1cs and sk1lls wou]d be de emphas1zed by teachers under the pressu e
of an external exam. This is but another facet of teach1ng to the test.

From thls 1t is clear that a number of questions wouid arise if province-wide examinations

were reintroduced. These questions include the following:

What emphasis is current]y p]aced on part1cu1ar course obJect1ves7 How much does this
emphasis vary from teacher to teacher?

Would the fntroductfon of 7@&555 cause teachers to concentrate on a narrower set of
objectives; in particular those obJect1ves that are amenable to assessment by written exam?

wou‘d teach1ng to exams pract?ce on oid exams, and spec1a1 coach1ng (cramming) materials

Wou]d the form of 1nstruct1on be ta1lored to the type of know]edge (e:g., factua] reca]])
requ1red for scoring well on written exams?

Would these effects filter down to the eariier grades?

These quest1ons could probab]y be answered best by observ1ng teachérs at work 1n7 the1r

classrooms over an extended per1od of t1me The cost, of large sca]e observat1on stud1es 1s
proh1b1t1ve An approx1mat1on to the ideal study cou]d probab]y be achieved by ask1ng teachers

to report on their pract1ces Survey1ng teachers by questionnaire and having teachers log what
is taught, whenriand 7how,rrarewrexanp]es of procedures that could determine the impact of

prov1nc1a1 examinations on the curriculum. Teachers could be asked to record the empha51s (or
time spent) on different aspects of the curriculum and in different instrictional modes. Data
collected now would establish a baseline for the situation before exam1nat1ons had been
introduced; data collected after would make it p0551b1e to track the effects of examinations.

2.3 Enrolment Trends

7 The ca]] for proposa]s that resu]ted in th1s report suggested that tI effects of
prov1nce-w1de testing on student enrolments and m1nor1ty groups should be stud1ed A re]ated
issue, whlch arose as the report was be1ng deve]oped is the effect prov1nc1a1 exam1nat1ons
would have on the pattern of courses selected by students dur1ng the1r secondary schoo] years:
Effects such as these would be addressed in stud1es of enro]ment trends
students are tak1ng part1cu]ar secondary schoo] courses these data,prov1de a means of 1nter-
preting thc evidence collected about achievement by the administration of examinations. It is
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well known that the scholast1c ach1evements oF secondary school students in the Un1ted States

as reflected by several different 1nd1cators‘ 1nclud1ng scores on the ScholastlceAthtude Test,

decl1ned dur1ng the decade from 1965 to 1975 How to expla1n this decllne which recent evi-
dence suggests has been arrested, was the subJect of considerable speculation and debate for a
time. An appeal1ng hypothes1s, in keep1ng w1th the sresent trend toward a more trad1t1onal v1ew
of educat1on 1s that secondary school students were optlng, dur1ng th1s decade for less
challeng1ng courses than students had selected in prev1ous decades and that students may now
aga1n be choos1ng If 1nformat1on had been available on the fourses that students had taken

this hypothes1s could have been put to the test. The tracklng of students' programs would
perm1t the M1n1stry of Education to review from t1me to time its pol1c1es on requ1red cours

~ Provincial exam1nat1ons would be a powerful mechan1sm for sheplng the behav1our of
students. It seems almost certain in l1ght of the Council of Ontario Un1vers1t1es expressed
wish for exam1nat1ons -- see Chapter 1 -- that Ontario universities would require students to
take one exam1nat10n or more as a condition of admlss1on especially if several Ontario Academic
Courses (ﬂACs) had provincial examinations. (Whether more than one score would be required would
likely depend on the courses for wh1ch exam1nat1ons were developed and on the un1vers1ty program
to which appl1catlon for admlss1ons had been made ) If the role of examination scorés in
adm1ss1ons to post secondary 1nst1tut1ons (e g., un1ver51ty, college of appl1ed arts and
technology) were s1gn1f1cant students would want to achieve as h1gh an examination mark as

possible. Enrolments might be affected as follows:

zrses w1th examlnatlons to be 1n a pos1tlon to rewr1te an exam1nat1on 1f the mark on the
first attempt were Tow. An 1mpl1cat1on of this line of thinking is that stidents would
enrol in the exam1nat1on courses earlier in their seconda,y school careers than would be
the case 1f these courses were taken in "normal" sequence. Enrolment trends could be
checked to see whether or not the students tak1ng the courses 1n a sequence lead1ng to an
exam1nat1on were younger than the students in a sequence of courses not leading to an

examination:

Another consequence is that summer school enrolments in those courses in sequences

lead1ng to examinations would increase.

ﬂorerrstudents would be motivated to take the courses w1th exam1nat1ons that was
previously the case. Enrolments in optional courses (i.e:, those not required under
0SIS) might fall off.

In semestered schools 1t would become accepted pract1ce for students to take exam-

1natlon courses ih the first semester so that their exam1nat1on scores would be
available when they appl1ed for September admission to un1vers1ty (These appl1cat1ons
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are due at the Ontario University Application Centre in Guelph in April, long before
students in second semester courses would have written the examinations -- late May or

eariy June:)
For the same reason, there would be an increase in the nuiber of semestered schools.

If the provincial examinations were in OAC courses, more students than at present would
decide early in their secondary school careers to try the GAC (advanced) course stream.
Th‘S,YQU]d,31]°W them to keep open as Tong as possible the option of post-secondary study.
In Yater grades, then, there would be a larger number of iransfers than is now the case

from the OAC stream to the general course stream.
There WMdbéan1mﬁﬁé1ntm number of students who apply to post-secondary
instititions without the examination qual1f1cat1on

courses taken by various subpopulatlons of college and un1vers1ty bound students. Would
exam1naflons attract or repel students who are members of racial m1nor1t1es7 Would students
from hoives in the lower social classes be attracted or repelled by the examinations? Would
these students f1nd it easier or more difflcult to gain access to college and un1vers1ty7 Would
an examination in mathemat1cs result in fewer female students taking courses in this subJeCt’
A1l of these questions seem a priori to be of interest, and could be answered by a comprehensive
study of enrolment trends: (We note here the fact that existing data bases do not contain the
information needed to answer all these questions. Moreover, we do not propose studies in which
the additional data needed to answer all these questlons would be collected. It may be desirable
for the M1n1stry to consider expandlng the data bases it ma1nta1ns to includé information on

courses taken all through secondary school and information on additional demograph1c

characteristics of students )
2.3:1 Confounding with 0SIS

We must be careful not to expect more from a study of enrolment trends than such a study
could deliver. The present report was mot1vated by the challenge to des1gn stud1es of the
effects of prov1nce -wide testing. As has been noted; other significant factors in add1tlon to

ther 1ntroduct1on of exam1nat1ons are impinging on the education system in 0ntar1o 7 Iﬁ
particular, the 1ntroduct1on of 0SIS itself will have a profound effect on enrolment trends
For example, a student who decides to take the requirements for university entrance in four
instead of five years will be limited to a relat1vely narrow set of course selections. Siich a
student will face a large set of compulsory courses (16), and these, along w1th the sequenced
courses that are requ1red for the optional subJects that are taken w1ll Teave l1ttle freedom of
choice in a four-year program.r $ubstant1al shifts in enrolment patterns might therefore occur
for reasons unrelated to the introduction of provincial exams.
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2. 4 Percept1ons

) Accord1ng to the terms of reference of th1s proJect publ1c and un1vers1ty percept1ons of
the qual1ty of secondary school graduates should receive careful attention. It is worth noting
that most publ1c cr1t1c1sm of education has been advanced w1thout the support of systematically
collected data. The 1mportance of respond1ng to cr1t1cs by referr1ng to this kind of data is

itself reason enough to carry out the proposed prOJects.

lnflat1on,(over t1me) and”mark var1at1on (between schools) have beenr1ntertm1ned.r Thesertyo
issues probably differ in the importance that different audiences would place on them: It seems
l1kely that members of the publ1c are concerned about grade 1nflat1on, given the w1dely held
pércéption that large numbers of h1gh schoo} students lack basic skills when they graduate On
the other hand un1vers1ty faculty are probably more concerned about variation in the
backgrounds of the students they must teach. Although th1s point is open to emp1r1cal

1nvest1gat1on and to d1scu5s1on, it serves to illustrate the nature of the information that

should be gathered about perceptions:

The manner of collecting information about perceptions is straightforward enough: sample
surveys of selected aud1ences, such as Gallup Polls. To track changes in perceptions over time,

1nformat1on would have to be collected on a regular baS1s, perhaps every other year. To compare
the op1n1ons oT d1fferent groups, each of wh1ch may have more val1d op1n1ons on some 1ssue~ than
on others, various subpopulat1ons would have to be considered separately Six subpopulat1ons of

possible interest are as follows:

students

par(ﬁts

teachers

school administrators

%éculty of post-secondary institutions

adnissions officers of post-secondary institutions
2.5 Advance Organizer

Th1s completes the rat1onale  After we had considered how to assess or track effects of
the four types d1scussed 1n th1s chapter we deC1ded to organ1ze the rema1nder of th1s report

be stud1ed. This approach prov1des for more eff1c1ent use of resources: at least two of the
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proposed studies would address more than one type of effect. We turh next to a consideration
of proposals for specific studies.

(Several of the proposed studies, in modified form, are suggested in the second part of the
report on the potential effects of the assessment model.)




CHAPTER 3: |
STUDIES THAT DRAW ON MINISTRY DATA BASES

, The data bases ma1nta1ned by the M1n1stry of Educat1on could y1eld 1nformat1on on at least
two ki nds of effects mark1ng standards and enrolment trends A1 noted earl1er these data

files are known as the CROS MR and CoUrse Enrolment (CE) r1les , If prov1nce w1de exam1nat1ons
were 1ntroduced another f1le would probably be developed and ma1nta1ned the Exam1nat1on Score
(ES) File: Before we cons1der the kinds of studies that could be mounted using. these files, it
1s necessary to be more spec1f1c about the contents of the BROS MR and CE Files. Should
examinations be 1ntroduced, the contents of the ES File are easy enough to imagine.

3.1 CROS File

Honour Graduat1on D1ploma (SSHGD) course dur1ng the school year 1n wh1ch the f1|e 1s complled
(A new version of the file is comp1led each year. ) 0bv1ously, the data in the CROS File can

prov1de 1nformat1on only about OAG courses and only then if the 1nformat1on currently gathered
for SSHGD courses will also be gathered for OAC courses.

The information in the CROS File includes the following:

Name address b1rthdate sex, M1n1stry Ident1f1cat1on Number and Ontario University
Appllcatwons Centre (OUAC) Number,; if the student has one;

Student's status in Canada (citizen, landed immigrant, student visa, other);
Marital status;
Language first spoken and still understood;

Exﬁéééééiéﬁ,,féE %ﬁi%iii%ﬁé, Eﬁé, Fééaiiéméﬁts of the Secondary School Honour Graduation
Diploma (SSHGD) by the following June;

Grade (11, 12, or 13), and if 13, whether it is being repeated or not;

Nhether the student w1ll be tak1ng Grade 13 next year, or 1ntends to take a full t1me job
or apply for adm1ss1on to a university, Ryerson Polytechn1cal Institute or a College of

Appl1ed Arts and Technology;

Whether or not the SSHGD was recommended and awarded;

Whether or not the student was awarded an Ontario Scholarship;
Whether or ot the student appiied for admission to university;
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For each SSHGD course taken and passed, the course code, course credit value, and student's
mark; (Schools are not allowed to report the failing marks of students in any honour
graduation course:)

The kind of school attended, whether day or night school.

é.i.i L1m1tat1ons of the CROS F11e

Besp1te the cons1derab1e amount of data contained in the EROS Fiie; it is limited in

severa] 1mportant respects:

LI

There are only six years of data in the computer-readable bank of CROS File data: the
1983-84 file is in the process of being completed.

The Social Insurance Number was used as the student 1dent1f1er in the CROS F1les for
1977 -78, 78-79, 79 80 and 80-81. S1nce then, an unrelated M1n1stry Ident1f1cat1on Number

has been used. The records of students who appear 1n one or more of the files for 1980-81

or ear11er and also in a later file cannot be connected.

Not all the information on students who appear in more than one CROS File is "rolled over".
Spec1f1cally, until the present year (1983-84) on]y marks of 65 or more in SSHGD courses
were carried over to the next file. This means that 1f comp]ete SSHGD information were
requ1red,r1t would be necessary to search the f1les of previous years, where poss1ble, 1n
order to update the records of those students who took SSHGB courses in more than one year

Whenever marks are carried over, no indication is given of whether or not the previous
marks were obtained in the same school.

It is not poss1b1e to relate a student s marks 1n a course to a part1cu1ar teacher unless
the student attended a schoo] w1th on1y one teacher for the course. S1m11arly, it is not
poss]ole to relate a student s marksrtorarparttcular c]assr1n the course unless the student

attended a school with only one class in a particular subject.

Fa111ng marks are not submitted, hence are not recorded. It is not possible to obtain
information from the CROS file about failure rates.

Perhaps the most serious limitation to the EROS File; at least for the purpose of studying
enrolment trends, is the fact that it contains information about SSHGD courses only:
MR File

The MR f1le 1s comp1led from the Secondary Schoo] September Report It includes the

fol]ow1ng 1nformat1on
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0ntar1o schools, ret1red from school or were adm1tted during the prev1ous year,

- honor graduation credits taken by students other than grade 13 students, cross tauu-
lated by number of credits and grade;
- summer school cred1t courses Cross tabulated by language of 1nstruct1on and by level

of course w1th1n the categories of nery attempted and repeated courses;
- cross tabulations of numbers of students by age and sex, and by grade and sex;

klnds -- Secondary School Graduat1on D1ploma, Secondary Schoo1 Honour Graduat1on
Blploma and Eert1f1cate of Tra1n1ng --in January and in June;

- enrolments in courses in the off1c1al language (Engl1sh or French) of students for
whom that language is not their first language;

Data on individual teachers:

= duty (e.g:, principal, department head, regilar teacher);
- assignment to special programs (é;g:; llbrary guiaaﬁaé, specual education), if any;
- years of experience by level (elementary, secondary, other);

- language of instruction (éngllsh, Erench);
- grades taught;
- subject areas taught (including the ambiguous designation "multi-subjects"):

3. 2 1 L1m1tat1ons of the MR F1le

The data on studénts are l1m1ted in that they are aggregated to the school level Thus,
the 1nformatlon in this file cannot be related to che information on 1nd1v1dual students in the

CROS File.

The data on 1nd1v1dual teachers are l1m1ted in that they do not 1nd1cate special certtf-
1cates or spec1al areas of tra1n1ng ThlS 1nformat1on would be of interest because one p0551ble
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3.3 CE File

Th1s f11e is assemb]ed from the Schoo] September Report on Course Enro]ment It 1nc1udes
the follow1ng information on each course, whether that course is based on a Mlnlstry Guideline

or not:

Level of the course -- whether 1ntermed1ate senior, or honor graduat‘on, and within
intermediate; whether bas1c genera] or advanced:

Number of classes per course.
Credit value of the course.
Total enrolment in the course by sex.

Where appropriate, information is given separately by language of instruction, whether

English or French:

3.3.1 Limitations of the CE File

S1nce th1s f11e is based on a September Report 1t does not conta1n 1nformat1on about

subsequent changes drop-outs transfers into courses, and so forth But this file, together

with the CROS file; could yield information on SSHGD or DOAC dropout rates
3:4 Studies of Marking Standards
3.4.1 Studying marks without coroliary information

An 1nvest1gatlon of marks couid be made in wh1cr on]y the €ROS File is used. This ééa&y
would be directed to questions such as the following:

1. Is there evidence of province-wide inflation or deflation in teacher marks since
1977-78?
2. Is there evidencé of Variation trom SChOOi te sch001 fn extent of mark fnflation or

deflation since 1977 787
3.4.1.1 Unit of analysis

~ Because an individual teacher is respons1b1e for co]]ect1ng the ev1dence on which a
student's mark in a course is based the teacher should be the un1t of ana]ys1s 1n any study of
marks. As stated above an ana]ys1s of the marks contained in the CROS F11es by teacher or
class is not poss1b1e; The analysis of teacher marks can be no more f1ne-gra1ned than the



aggregation of student data to the level of the school (Analyses at the class or teacher level
are not poss1b1e.) Even then, marks will probably be encountered that cannot be referred
clearly to a school. Still, it shouid be possible to relate the marks of the vast maJor1ty of
students in the CROS F11e to a schoo], and thus obtain a distribution of marks within a school
for a course. This will make 1t poss1b1e to fo]]ow changes through time in mark distributions

for a school, as well as for the province as a whole:
3.4.1.2 Research for the Bovey Commission

- A study of marks was undertaken by the Ministry of Education for The Commission on the
Future Development of the Universities of Ontario. The Ministry compiled distributions of marks
for each year from 1978 to 1983 for the prov1nce as a whole. PResults for different courses were
poo]ed to obtain one dlstr1but1on for each year. What is proposed here waai& not &Epiieéié that

effort. A school- level anaiys1s is needed to d1scover how ‘widespread grade inflation has been
in recent years; and to provide base11ne data for future reference.

3.4.1:3 Proposal
A study of marks at the school level would be conducted roughly as follows:

copiés of CRDS Files would be obtained for the three years -- 1977:7é; IQéeiéi; and
1983-84.

A decision would be taken on which course marks would be investigated. Prime candidates
would be those courses with large numbers of students and standard Ministry Currizulum

Guidelines or Courses of Study.

The marks earned by the students who took the chosen courses in one of the three years
would be drawn from the EROS Files:

The files of marks would be processed to obtain the mean mark in a course for each school
in each year under study, and also to obtain within-school and bétween-school indicés of
mark variation for each year.

50th, ;ééﬁ,;ﬁé 9eéﬁ aé;ééaééiég a? Eﬁé &%éiriﬁoiioﬁ over schools of the difference between
the mean mark for 1977-78 and that for 1983-84).

Th1s analys1s cou]d prov1de 1nformat1on on the extent of grade 1nf1at1on for the time

perlod 1977 to 1984 Morenver,rthe phenomenon of grade 1nf1at1on could be 11nked to spec1f1c
schools, so that assoc1at1ons between extent of 1nf1at1on and demograph1c character1st1cs of

schoo]srcould be considered. Therma1nrd1ff)cultyrw1th th1s analysis is that without corollary
information, what we are caliing grade-inflation could not be separated from real changes in the
quality of the student cohort within a school.
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3.4.2 Studying marks with corollary information

If a prov1nc1al examination system were 1ntroduced for (at least some) OAC courses and 1f
the M1n1stry were to comp1le CROS F1lesiyear-by-year for OAC-level courses as is now done for
SSHGD-Ievel courses, then exam1nat1on scores would be available for the students taking the OACs
with examinations. And if the examination scores were stored in a computer file (ES File) with
students 1dent1f1eu by the1r M1n1stry Ident1f1cat1on Numbers (MINs) then it would be relat1vely

easy to l1nk a student s teacher-ass1gned marks in the CROS F1]e to h1s or her exam1nat1on
scores in the ES F1le . Th1s would make it poss1ble to study the relat1onsh1p between

relat1onsh1p var1es substant1a11y from school to school (In a study conducted two or more
years after the 1ntroduct1on of prOV1nc1al exam1nat1ons, it would be possible to compare the
teacher ass1gned-mark by exam1nat1on scor° relationship observed for a schocl in one year with
the relationship cbserved for that school in the next year.)

3.4.2.1 Proposal

) In the f1rst year of prov1nce-w1de examvnat1ons,r a cross- sect1onal study of the
teacher-ass1gned-mark by examination score relationship would be conducted as follows:

A copy of the CROS File would be obtained for the year.
A copy of the file of examination scores would be obtainad.

Marks and scores for those courses with sxaminations would be matched using MIN codes:
A var1ety of exploratory analyses wou]d be undertaken, beginning with plots of marks versus
examination scores and following with such statistical analyses as seem reasonable.

prov1de basel1ne 1nrormat1on for future reference ~ The study would measure the extent of
var1at1on over schoo]s in the strength of the re]at1onsh1p (correlat on) between teacher marks
and exam1nat1on marks. The extentiof var1at1on ~among schools in the average of the teacher

ass1gned marks for students who obtained a part1cu1ar examination score could also be studied.
The d1fferences among schools that contribute to these kinds of variation could be related to

demographic variables.
3.5 Studies of Enrolmert Trends
7 Stra1ghtforward enro]ment counts based on the data in M1n1stry ma1nta1ned f1les could be

used to answer several 1nterest1ng and important questions of a longitudinal nature, provided
the 1nformat1on collected by the M1n1stry did not change over the perlod of time under study
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The Ministry files would be useful for tracking changes in course enrolments. For example,

the MR file could be used to report on:

From

changes in the percentage of students in courses with provincial examinations;

changes in enrolments in summer school courses;
changes in numbers of January graduations;

changes in numbers of students taking French as a second language:

the CE File it would be possible: .

to track changes in enrolments in the sequences of courses that lead to provincial
examinations; and compare them to changes in enrolments in the sequences of courses that do
not end in a provincial examination;

to track changes in enroiments in courses by sex, perhaps cross-tabuiated by ianguage of

instruction.

29 -

35



CHAPTER 4

SURVFYS OF TEACHERS

The l1m1tat1ons of the data bases ma1nta1ned by the M1n1stry for answer1ng quest1ons about
exam1nat1on effects were discussed in the previous chapter: if more than a cursory study of

examination effects were to be made additional data would have to be collected.

In this chapter, we consider the data that could be collected by surveying teachers. The
surveys proposed here would involve:

interviewing a relatively small number of teachers:
sending questionnaires to a relatively large number of teachere-
asking a sample of intermediate size to supply materials of some kind;

having a small number of teachers maintain logs of their teaching activities.
Data of this kind could be used to answer questions about the effect of province-wide
examinations on marking standards and the curriculum. Data could also be collected in these

ways to answer questions about teacher perceptions, but these questions are dealt with

separately in the next chapter.
4.1 Studying the Basis for Teacher Marks

The poss1b1l1ty that d1fferent teachers a551gn a1fferent marks for ach1evem=nt at the same
leyelh1s"generallyrv1ewed as a matter of concern. A study of marks alone could not reveal
whether or not differences in the marks ass1gned by teachers were asscciated with real
differences in student achievement. The lack of a f1xed and absolute scale for measuring
achievement and compar1ng the marks of different teachers 1s the Achllles heel of any study of
mark1ng standards Our only recourse would be to collect data that would 1nform us about other
differences among teachers d1fferences that might be related to differences in marks.

Bne of the other ways in which teachers m1ght d1ffer is in the ev1dence they choose to
collect and use in ass1gn1ng marks. For example, one teacher m1ght rely heav1ly on class tests
and term exam1nat1ons in ass1gn1nq marks in mathemat1cs whereas another teacher mlght rely much
more on performance of take- home ass1gnments Also d1fferent teachers m1ght emphas1ze
d1fferent areas of content and d1fferent cogn1t1ve ab111t1es (e g ; recall versus h1gher-order
abil1t1es) 1n the1r ass1gnments class tests etc Such d1fferences do not translate 1nto
simple assert1ons about d1fferencés among teachers in the way they associate mark to qual1ty of
student achievement: D1fferences in the relationship between marks and quality of ach1evement
may well exist, but 1n4addit40n there may exist qual1tat1ve diffeérences among. teachers in the

manifestations of achievement that are considered. At this t1me l1ttle is known about such




d1f?erEHces A study has been made bf the examinations used by 0ntar1o teachers of Engl1sh at
the SSHGD level (Graham, 1984). No other systemat1c studv has beer made recently o7 the student
evaluat1on procedures that Ontario teachers employ. The fol]ow1ng questions are important to

this issue:

On Whatrbastsrareiharksihbw awarded? What proportion of marks are assigned for written
tests; projects; essays; etc.?

How does this basis vary across teachers?

What contents and types of cognitive skills are assessed? Do these differ substantially
froin teacher to teacher?

WbUld the 1ntroduct1on of exam1nat1ons be assoc1ated w1th a substant1a1 change in the
ev1dence used by a teacher in assigning marks, and in the way that evidence varies from

teacher to teacher?
4,1.0.1 Proposal

To obtain answers to the bove questions, a sample of teachers could be surveyed as

follows:
iﬁterﬁiew a few -- say 10 -- teachers of a sub3ect f1nd1ng out what ev1dence of academic
achievement is collected; obtain copies of examinations, assignments; quizzes; and the
Tike.

Use the 1nterv1ew 1nformat1on to design a questionnaire to elicit similar information from

a large samp]e of teachers:

Test the quest1onna1re on a few -- say 5 -- teachers and revise it on the basis of test
results. (This step may have to be repeated ore than ciice. )

Send the questionnaire to a randomly selected provincial sample of 100 teachers:

Have the teachers complete the quest1onna1re and ask each teacher to subm1t copies of
the qu1zzes, assignments, examinations and so forth that he/she uses in asse ’1ng student

ac'.ievement 1n the course.

Tabulate the quest1onna1re responses, and analyze them in relation to the teacher's

training and experience.

Analyze and compare the materials submitted by the teachers, again in relation to the
teacher's training and experience.




Interview a subsample of these teachers to probe responses and validate the questionnaire
data:

Th1s fype of survey should be conducted for each subgect w1th prov1nc1al exam1natlons and
fnr at least two subaects w1thout examlnatlons This would make 1t poss1ble to detect any
d1fferences between examination and non-examination subJects in teachers reliance on exam1-
natlons as d1st1nct from other dev1ces for evaluat.ng student ach1evement it would also be

skills (e.g., ab1l1ty ! apply knowledge, ab1l1ty to solve problems, ab1l1ty to evaluate).

~ [At some point, not necessarily the first year after examinations were introduced, it would
make sense to survey teachers in pre- examlnat1on grades who teach courses 1n the sequence
lead1ng to an exam1nat1on course. The survey of these teachers m1ght 1nvolve only a
quest1onna1re (perhaps that administered to teachers of the exam1nat1on course, but in reVIsed

form) This step would add l1ttle to the cost of a study, and would prov1de a bas1s for
assess]ng the extent to wh1ch exam effects had f1ltered down to Tower grades:]

Further on this proposal:

subJects.

Long1tud.nal comparlsons within a subJect m1ght detect ‘change over t1me in the way students
are evaluated by their teachers. Baseline data would result from this study It could be used
in a future study as a bas1s of compar1son, to see whether there had been a change in the
evaluat1on procedures used 1n a subJect, and to see whether the changes were more dramatic in

examiration than non-exam1nat1on subjects.

A benef1clal s1de effect is that the study would provide information for planning
in-service programs for teachers on the top1c of student evaluation.

4 2 Study1ng Curr1culum Effects

ls exper1ence 1n 0ntar1o before 1967 has shown and as 1nformat1on from other Jur1sd1ct1ons
conf1rms, there is good reason to expect that prov1nc1al examinations would have a substantial
effect on curriculum and on associated teach1ng practices. With examinations, teachers could be
expected to emphas1ze that material wh1ch is examlned and to downplay that mater1al wh1ch 1s
not. Thus, information should be collected about the emphas1s teachers put on part1cular
object1ves and about how this emphas1s changes with the introduction of exams.
7 Among the issues that should be addressed in a study of the effects of province-wide
exam1nat1ons on the curr1culum are the following:
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the extent to wh1ch there are d1fferences among teachers 1n the ob3ect1ves they espouse
both in the absence of provincial examinations and in their presence;

the extent to which there is a narrowing of course objectives following the introduction of

provincial examinations;

the extent to wh1ch there ochrs teach1ng to the test both 1n content and 1n focus on
types of items wh1ch can requ1re d1fferent kinds of cognitive function (e:g:, recall versus

the extent to which use is made of oid exams and special coaching tools.
There are two reasons for recommending the collection and analysis of this infurmation:

1. The 1nformat1on 1tself 1s 1mportant because 1t would 1nd1cate whether or not an effect
f1c1a1 or harmful gPresently, th1s debate occurs w1thout know1ng whether or not
there is anything to debate. )

2. The 1nformat1on would prov1de a context for 1nterpret1ng the f1nd1ngs obta1ned 1n
studies of other examination effects, rart1cu1ar1y those 1nvo]v1ng tne general issue

of standards.

Also, s1de benef1ts, such as those arls1ng from 1nformat1on co]]ected in the study of evaTuat1on

practices; could be eiﬁected The information collected about classroom practices would be

valuable to those who study curriculum implementation and, if collected over time, to those

interested in curriculum change.

4.2.0.1 Proposal

ass1gn1ng marks

A small sample of teachers would be interviewed to ascertain coursé content and teaching
practices

W1th the ass1stance of subJect matter experts, the data from these 1nterv1ews would be used

to dev1se quest1onna1res and log-books: The questjonna1res wou]d,col]ect 1nformat1on on
teacher perceptions of their curricular emphases. The purpose of the logoooks would be to
help teachers record, over an extended per1of of t1me, information about their teach1ng

practices and curricular emphases The q"est1onna1res and Togbooks wou]d be tested on a
small sample of teachers, and revised. (This step would prcbably require repetition.)
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The quest1onna1res would be adn1n1stered to a random sample of 106 teachers the logbooks
would be admlnlstered to a sample o’ 25 teachers. (An honorarium would probably be required
to induce teachers to take on the onerous task of keeping a logbook. )

The data analysis would be designed to portray curricular practices in a simple descriptive
fashion.

To be most useful th1s study shouid be done at least three t1mea, the first study would be
conducted before the 1ntroduct1on of examlnat1ons Therstudy §hqu1d,then be repeated,two years
later, and again two years after that: This cycle should be completed for each subject in which
there were a prov1nc1al exam, and for at least two subJects in wh1ch there were no exam, Th]S
would make it possible to rompare what happened in examination subJects and in non-examination

subJects.
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CHAPTER 5:
STUDIES OF PERCEPTIONS

The effect of provincial exar nations on perceptions would be easy to study compared to the
types of effects dealt with in the previous chapter. A survey questionnaire would have to be
developed; with questions addressed to the examination issues of interest. (e.g., Do you think
the introduction of provincial examinations would improve the standard of education? And after
the examinations have been in place for a time: Now that we have province-wide examinations,

are graduating students better prepared for university than they were before?) The questionnaire
would be administered to a random sample of the target population of respondents.

Several subpopulations might merit special attention:
1. students; specifically
a. those in high school,

b. those in first year of university,
c. those in first year of college;

2. members of the public subdivided on the basis of whether or
not they have children; and if so; whether they have a child
in secondary school, college or university;

3. secondary school teachers;

4. school administrators;

5. school trustees;

6. post-secondary faculty, subdivided by institution --
university versus college;

7.  post-secondary admission officers, also subdivided by type
of institution;

8. business and community leaders, including the personnel
officers of large companies;

9. members of the provincial legislature.
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5.0.0:1 Proposal
The basic procedure for a study of pércéptibns could be as fc  w§:
Intérview a few members of the subpopulation.
On the basis of interview data, design questionnaires for the subpopulation.

Test the questionnaires and revise them. This step might have to be repeated, perhaps more
than once.

Hire a professional poiiing company to administer the questiohnaires to a random sample of

the subpopulation.

Tabulate and analyze the responses following accepted survey methodology.

For the second and subsequent surveys, compare the results with those from earlier surveys.

Préparé a written réport of the results.
 We do not 1ist here the questions that should be asked in the questionnaire. These would
vary depending on whether the population at large was being surveyed or some subpopulation. The
intent of the questions would be to examine perceptions of:

examination effects on standards;

examination effects on the quality of secondary school graduates;
examination effects on admission decisions to post-secondary institutions. (Are these
decisions seen to be made with greater fairness after examinations have been introduced
than before?)

There would also be questions pertinent to certain subpopulations:
For students, questions about:

student attitude;

- teacher attitude;
- quality of preparation for exams;
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For

role of the teacher.
teachers, questions about:
student attitude;

teacher attitude;

exams as teacher assessment devices.



CHAPER 6
CONTROLLED STUDIES OF TEACHER MARKING STANDARDS

The issue of marking standards is multifaceted: 1In Chapter 3 we proposed studies of
teacher marks and examination scores that would yield results bearing on standards. In Chapter
4 we proposed surveys of teachers to ascertain the extent to which there are differences among
them in the kinds of evidence collected and used when marks are ass1gned

achlevement are another aspect of the standards 1ssue If exam1nat1ons reduce variance in the

mean1ng of marks ass1gned by d1fferent teachers or schools, this effect will be partly due to
the fact that teachers across the province acqu1re a more uniform shared understanding of the
standard of performance to be expected for academic work in a course than they had in the
absence of examinations. We assume that Ontario would follow the pract1ce of other prov1nces in
which provincial examinations are administe.ed and make the examinations pub11c after they had
been given. It therefore seems reasonable to suggest that greater un1forn1ty of markvfg
standards should develop after the first provincial exam1nat1on for a course has been
administered and made publ1c teachers would then be able to see what the exam1nat1on developers

expect students to achieve.

7 To study d1fferences among teachers in the standards they apply, a sample of teachers would
be asked to respond to a common set of stimulus materials. These mater1als mlght consist of
clasc tests, end-of-term exam1natlons term papers and 0 on. This k1nd of control on mark1ng
is needed to avoid two effects that may to confound the 1nterpretat1on of differences among

teachérs in the marks they assign:

1. The materials would represent a common set of students; consequently, no real
differences in student achievement would underly the judgments made by the different

teachers.

2. Since the common set of materials would not be associated in the teachers' minds with
real students; no halo effect would contaminate their judgments.

~ Because marking would be under the control of the researcher, it would also be possibie to
introduce ancillary information (e.g., information about the exteit to which the teacher's mean
mark departs from the mean of all teachers' marks) into the mark1ng situation. This could be
done to determine the effect of the information on the marks that were asswgned
A limitation of the proposed study is that the absence of personal information on students
would reduce the match between the conditions of the study and real teaching conditions.
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6.0.0.1 Proposal
A controlled study of teachers' marking standards could be conducted as follows:

A sample of teachers in the subject of interest would be asked to submit samples of student
work -- tests, examinations, reports, essays, and so forth -- from the previous school
year. (This could be done efficiently as part of the surveys of tcachers proposed in
Chapter 4.) The samples would be of varying quality in the judgement of the teachers,
ranging from failing to barely passable to competent to good to excellent.

A random sample of 50 teachers of a course would be drawn from across the province. They
would be presented with the work of 20 fictional students, and asked to assignh end-of-term
marks to the students.

The marks assighéd would be examined étatisticéiiy for evidence of among-teécher
(among-school) differences in marking standards.

~ An issue that needs to be addressed here is motivation: Why should teachers agree to

participate in a time consuming project of this kind? We have no answer to this question but
suggest that two motives might be invoked:

1. professional development; (e.g.; The teacher could see by studying the student work in

the stimulus materials what information other teachers collect to evaluate student

including the distribution of marks assigned by the other participants.)

2. financial remuneration; (e.g., Each participating teacher could be offered an
honorarium. )
 Information about the procedures these teachers employ in assigning marks to students could
also be obtained within the framework of a study of marking standards.
The teachers could be asked to provide the subjective weights that were applied to each
piece of work considered in the marking.
These weights could be compared to ascertain the extent to which ':re are differences
among teachers about which kinds of student work were important indicators of achievement

and which were not.
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CHAPTER 7:
CONCLUDING COMMENTS

‘In this report, we have proposed four studiés to address four of the effects that
province-wide examinations might cause. To review, these are:

1. effects on marking standards;

2. effects on the curriculum;

3. effects on enrolment trends;

3. affects on pubiic pércéptions of education in Ontario.
The proposed stiidies are of:

I. information in Ministry maintained data bases;

2. information from a survey of teachers;

3. information from a poii of pubiic perceptions:

4. information obtained in a controlled marking situation.

The following table relates each kind of examination effect to each study.

Table 7-1: Tabular Description of the Crossing of
Examination Effects and Proposed Studies

Type of Study Examination Effect

Mérking Curriculum Enrolment berceptions
Standards Trends

Ministry Data Bases X X

Surveys of Teachers X X

Polis of the Public X
ébhtfﬁiiédrétﬁdiés of

Marking Standards X
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As noted earlier, several of these studies are also proposed, in a modified form, in the
second part of the report on the effects of an assessment model, should that approach, rather
than an examination model, be adopted.

7.1 Comments on Priorities

Whenever more than one activity is proposed, it is ijnevitable that ‘he question of

prlor1t1es should arise. It is not our intention o recommend a PiibiitY'QrdeT,°f,5?qdles-
Neither do we recommend a pr1or1ty-order of effects. What we have tried to do is suggest some
of the factors that should be considered.

1. Marking Standards. Recall that three facets of marking standards were considered:

a. Teacher marks. An analy51s of the marks in M1n1stry files would address such 1ssues
as infiation in marks and variation from school to school (teacher to teacher§ 1n
mark1ng standards If exam1nat1ons were lnstltuted an analySIS of 1nformatlon ln
Mlnlstry flles could also assess the 1nfluence of prov1nc1al exam1nat1ons on lnflatlon
and mark variation. This study would be relat1vely inexpensive to conduct because no
new data would be collected. Unfortunztely, this study would yield results that would
be difficult to interpret (see Section 2.1).

b. Teacher procedures for evaluat1ng students. The study of these procedures could be
made only if additional data were collected These data could be obtained as part of
a study of the broader issue of the effect of prov1nce -wide examinations on the
curr1culum Thls study would give information that a study of marks alone would not:
the extent to whlch teachers differ in the evidence they collect about student
achievement and in the weight they place on evidence of different kinds. This study,
if done before province-wide examinations were introduced and agaln after their
1ntroduct1on, would prov1de 1nformatlon about the extent to wh1ch the exam- lnatlons
influenced this variation. A side benefit of this study would be that the data

collected could be used in in-service training sessions for teachers.

c. Controlled study of marking standards. A frustrating aspect of any attempt to study
teacher marks, as they appear in Ministry data bases, is that each teacher is marking
a different class of students. This study would attempt to establish a fixed basis on
whlch to compare teacher marklng standards by the art1f1c1al means of controll1ng the
lhus, eachiteacherrwould receive the same lnformatlon, although there were no real
students to associate with the information. The results of this study should reveal
the extent of variation in the achievement teachers expect for a given mark.
Unfortunately, this information could not be collected except in a special study
devoted exclu51vely to this purpose Moreover, it would be a relat’vely expen51ve
study to conduct. On the other hand data collected during the study would be useful
in in-service tralnlng programs for teachers on the topic of student evaluation:
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7.2

Curriculum. If a study of the curr1culum and of 1nstruct1onal methods for a course were
conducted both before and arter a prov1nce-w1de examination had been introduced; it §hould
reveal the extent of present variation among teachers in objectives and methods, the extent
of variation with the province-wide exam, and the difference between the two situations.
Tné étudy would éhow any serious negative etfects of examinations on the curriculum and

Enrolment trends: Several important trends in student enrolments could be detected in a

study of ex1st1ng Ministry data bases. A study of selected trends could be conducted
w1thout the collection of additional data. Such a study would be inexpensive, and could
be easily done in conjunction with a study of teacher marks. If the effect of examinations
on other trends (e. g.; the number of low SES students enrolled in courses with province-
wide examlnat1ons) were of 1nterest more data would havé to be collécted. No a-tempt has
been made here to propose a study in which additional data on enroiment trends would be

collected.

Perceptioné A poll of the Ontarioc public could study perceptions of the quality of
secondary school graduates and of secondary schooling. Such a study could be conducted
reiatively inexpensively. A negat1ve feature of studies of percept1ons is that they are
3ust that -- studies of percept1ons They prov1de no information about the real1ty to

which the percept1ons pertain.
Limitations

No consideration of priorities would be complete without a review of the limitations of

studies of examination effects. Several limitations should be noted:

There is a dearth of emp1r1cal 1nformat1on ava1lable about the effects of externally

xmposed exam1nat1ons of the sort we have assumed will be introduced in Ontario The

proposed studies would amount to explorat1ons of virgin terr1tory, and would be conducted
without the benefit of the experience of aJthers.

The 1ntroductlon of 0SIS enta1ls the development of niéw currlculum gu1del1nes If
prov1nc1al éxams for secondary schoo) courses were introduced in the near future 0SIS

had;
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3. If examinations were to be introduced in the near future the fund1ng of Catholic h1gh
schools would have an unknown 1nf1uence on teaching and Tearning conditions dur1ng the time

that prov1nc1a1 exam1nat1ons were being introduced.

3. L1tt1e t1me remains for the collection of base11ne data, which would be essentiai if
the results of the proposed studies were to be interpreted as change due to

examinations:
7:3 Closing Remark

Although the prcposed study of exam1nat1on effects on curriculum is the most expens1ve of
our proposa]s 1t 1s the key study Invest1gat1ons of teacher marks and the 1ntroduct1on of an
expens1ve exam1nat1on system to "ra1se educatTonal standards" would be ster11e and mean1ng]ess
w1thout stud1es that would leave us better informed about what is be1ng taught and what 1s be1ng
expected of students in the classroom. To study only mark variation would be to confuse
standards with marks. It should be remembered that standards as defined by the tasks students
should be able to do after hav1ng taken a course, are set dur1ng teaching. Marks are intended
to reflect ach1evement but they do S0 1n a relative fash1on on]y (one student compared to
another in the same c]assroom), not in any absolute fashion. Marks are best regarded as po1nts
6n a rubber ruler; a ruler that the teacher can stretch or relax as the situation dictates to
produce a result acceptable to the school's adm1n1strat1on, if not also to the students, the1r

parents and society at large.
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CHAPTER 1:
INTRODUCTION

1.1 Background

On 29 June, iééi the Ontario M1nlstry of Education sent out a call for proposals te
evaluate the 1mpact of prov1nce-w1de testing. This report is one of three prepared in response
to the call.

The term testing suggested two quite different models:

1. the examination model, and
2. the assessment model.

, By the examination model is meant a system whereby all students tak1ng a part1cu]ar course,
typlcally at the h1gh school level and typ1cally at the end of h1gh school, write a common;
proyjnc1a11y set exam1nat)on, arstudentrs mark on thatrexam1nat1on counts as a part of his/her
final grade in the subject: By the assessment model is meant a system whereby the students in a
course write one of several tests; different students in the same ciass write different tests.
The results of an assessment provide information on group (e. g.; prov1nce or board) levels of
achlevement and not on the achievement of each 1nd1v1dual student It is usual for only a
samp]e of the students in a course to be tested in 1mp]ementat1ons of the assessment model.

In the Judgment of M1n1stry off1c1als and the research team, the two models of testing were

dlfferent enough that more than one report was appropriate. Thus, the project report is in

three parts:

Part 1 - the potential impact of a provincial examination system

Part 2 (this part) = the potential impact of a provincial assessment systen

Part 3 - the Jiterature on both models of testing.

‘Further information about the call for proposa]s, and a brief historical background, is
prov1ded in the 1ntroductory chapter of Part 1.
1.2 Rationale for an Assessment Program

~ The rat1onale for an assessment program is the aneed for systematic, group level informa-
t1on on educational achievement An assessment program can be expected to have effects on many
aspects of che educational system and those who participate in it. This chapter beg1ns with a
brief overview of advantages and d1sadvantages of assessment programs:
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1.2.1 Advantages

~ An assessment program, as 1t is conce1ved here, with samples of students wr1t1ng different
tests, can cover a broader range of educational achievements than can an exam1nat1on One
characteristic of the examination model is that only a small sample of the mater1al in a curric-
ulum can be assessed. Since students are able to write for only a l1m1ted amount of time, say

two or three hours, they cannot poss1bly be examined on all the obJectlves of the curr1culum A
they make achievement of those obJect1ves wh1ch are tested more 1mportant than achievement of
those obJectlves whlch are not In an assessment program, a sampling procedure perm1ts test1ng

as many obJectlves as deslred but Only on samples of students In th1s way, group level data
1nord1nately long test. Depending on the number of obJectlves to be covered, the accuracy of
resuits that is deSIred, and the size of the jurlsdlctlon in questlon, it is possible that only

some of the students in a course will be asked to participate in an assessment

of the curriculum that it would not be feasible to test in an exam1nat1on Examples 1nclude
méasures ‘of laboratory skills in science, oral skills in f1rst and second language, and perfor-
mance skllls in music and drama. Due to numbers of examinees and costs, an exam1nat1on ‘system
can include only traditional paper and penc1l test.. Note, however, that non-tradltlonal
formats, siich as the d1ctat1on sect1on of the former Grade 13 French exam, are sometimes

poss1ble even in the exam1natlon mode].
1:2:2 Disadvantages

The maJor weakness of an assessment program rompared to an exam1nat1on syscem is that 1t

compared with the ach1evement levels of all the other students who are tested Although some
assessment programs attempt to prov1de information for comparing individuals, the methods
employed are open to questlon [Procedures have been proposed for equat1ng different sets of
1tems,rso that the scores attained by the students who took one s&t of items can be put on the
same scale as the scores of the students who took a d1fferent set of items (Lord 1980 Wright &
Stone, 1979). We reJect this optlon for two reasons. F1rst the method is open to question on
technical grounds for tests of education:] achlevement (Goldsteln, 1983; Traub 1983; Traub and
Wolfe, 1982) Second 1t 1s d1ff1cult to imagine that the publlc, as well as students and
teachers would read1ly accept the results of such a test-equating method, were they 1nformed of

1ts character1st1cs ThlS 1s like comparing one athlete's performance in the long Jump with
another athlete's performance in the high jump for the purpose of say1ng wh1ch is the better
athlete. If, as is usually the case, an assessment model w1th matrix sampl1ng is chosen that
choice should have been made accepting the fact that comparisons of individual students will

not, in general be poss1ble ]




1.3 Overview

- The purpose of th1s report 1s to out11ne some of the effects a prov1nc1a1 assessment
program could have on the educat1ona1 system of Ontario, and to recommend procedures for moni-
tor1ng these effects. As mentioned ear11er this report has been prepared as the compan1on to a
report on the 1mpact of an examination system Some of the consequences of educational test1ng
miéht follow from the introdiction of either an exam1nat1on system or an assessment program,
thus, some of the mon1tor1ng systems we recommend would be useful in e1ther case Forrbrev1ty,
the details of a monitoring system are presented in only one report. The reader will be refer-

red to Part 1 at appropriate places in this part of the report.

Asséssmént systems appear in a great variety of forms, but it is not our task to choose
amonj them: The task of designing a system to track the effects of an assessmént program is
difficult w1thout information on how the assessment program will be 1mp1emented The approach
we have taken is to out11ne in Chapter 2 the maJor objectives of an assessment program, we also
comment on the potent1a1 effects of each obJect1ve as these are reported 1n the 11terature In

Chapter 3 we out11ne several opt1ons that w111 need to be cons1dered in des1gn1ng each facet of

objectives aaﬁgiaé;éa in Chapter 2. In Chapter 4, we recommend studies for monitoring possible
effects of a provincial assessment program.
In order to set the context for the reader, we brfefiy prevfew the facets of an assessment

program that are open to choice.
1.4 Facets of an Assessment Program

The effect of an assessment program depends largely on its form. Its designers must make
choices about a number of its facets:

nature of teacher 1nvolvement -- whether and at what stages (e:g., development,
1nterpretat1on) those who must accept and use the resu]ts are involved;

—

2.  nature of the item pool -- whether open or closed;

3. nature of tne other information collected to gu1de the 1nterpretat1on of achievement
levels -- e. g, opportun1ty-to learn, teach1ng strateg1es, student and teacher demo-

graph1c data;

classroom, school, board, or prov1nc1a1 level

5. nature of the curr1cu1um samp11ng and report1ng -- wheth achiéyement will be repor-
ted at the 1tem, obJect1ve, or doma1n level; how these nains” will be defined and



organized; whether and to what extent the assessment will include non-paper-and-pencil
methods and will test higher level outcomes;

time frame and grade levels covered -- how the assessment will fit into a system of

scope of the data collection -- whether data will be collected in core subjects only
or in other school subjects as well; whether data will be obtained on cognitive
achievement only or on social and emotional development as well;

nature of information dissemination -- whether reporting will be of measured student
perf-rmance only, or will include judgment of the value of a given level of
achievement:
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CHAPTER 2:
POSSIBLE OBJECTIVES OF ASSESSMENT

2.1 In troductlon

7 The de51gn of an assessment program should be guided by its objectives. This chapter
outllnes the main objectives one might have for a large scale assessment program; it includes
commentary on the Su1tab111ty of each for Ontario and the eéffects that might follow from
attempting to achieve each obJectlve.

The objectives considered are these:

1. to prov1de data on the strengths and weaknesses of the provincial educational program
and the extent of curriculum implementation; this data would be used to confirm or
revise policies and practices;

2. to inform the public about student achievement;

3. to provide information about the extent of agreement among teachers concerning goals
and standards of education;

4. to provide information about the extent of agreement among teachérs concerning teach-
ing strategies;

5. to influence classroom tésting practices, and to forestall misdirected and poorly
conceived assessment programs:

6. to provide data for Jlongitudinal and cross-sectional comparisons of educational
development:

Most important is the obJectlve of ga1n1ng teacher acceptance of the assessment program:

The foregolng obJect1ves were der1ved from the 11terature on assessment programs in the

Un1ted States, Brrta1n. Austra11a, and other parts of Canada, and from discussions among the

prcject team and other educators.
2.2 Providing Data for Program Confirmation or Revision

In & dlscu551on of the United States Nat1ona1 Assessment of Educat1on Progress (NAEP),
Greenbaum Caret and Solomon (i977) stated that one of the maJor obJect1ves of th1s program 1s

]ocat1ng deficiencies and inequalities in part1cu1ar subject areas and part1cu1ar sub- groups
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of the population]" (p. 168). If this objective, translated to the Ontario context, is judged
important by the designers of an assessment program, then the Ontario assessment must have
several characteristics:

the data;

2. Coverage of the curriculum must be comprehensive -- that is, assessment must not be
limited to the types of objectives that are most easily assessed;

3. A matrix sampling scheme, capable of giving broad coverage, must be used;
4. The schedule of assessment and reporting must be such that:
a. time is allowed for assimilating and using the information;

b. a cyciicai procedure is followed to allow judgment of the effectiveness of the
assessment program in bringing about curriculum change;

5. Those directly responsible for changes in the curriculum (i:.e:; classroom teachers),

must accept the validity of both the results and the instructional consequences that

appear to flow from them;

have the skills needed to interpret and evaluate assessment results, and make changes.

Several program characteristics of this objective bear further comment.
2:2:1 Individual information

The results of an assessment that uses a matrix sampling scheme cannot be used to compare
the achievement levels of all students. A slight modification in assessment design is possible,
so that all students respond to a "core" set of items, as well as to a sampled subset of a
larger collection: This modification would make student comparisons possible, but would probab-
ly also be perceived as an external examination program. The impacts of examinations are
discussed in another part of this report.

2.2.2 Teacher involvement and acceptance
Meaningful change will come about only through collective effort: We comment further on

the matter of gaining teacher acceptance later in this report. It is sufficient to note that if
assessment results are to be used to guide curriculum change, then close attention must be paid
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to ga1n1ng teacher acceptance of the assessment. Further, 1f 1nstruct1ona1 conc]us1ons are to

pnderstang1ng ofwanq agreementron educat1ona] obJect1ves and on the means ror atta1n1ng those
objectives. This is no easy matter, as the history of attempts to modify curriculum through
assessment demonstrates (Gipps & Goldstein, 1983; Greenbaum, 1977).

2.2.3 Lev:) of difficulty

The purpose of the assessment; whether it is to test all curriculum objectives or only a
few, and whether it is to prescribe and promulgate standards of achievement or only identify
attained levels of achievement, can have an effect on the difficulty of the items used in the
assessment: In any curriculum, there will be objectives that virtually all children should
achieve, others that a substantial majority should achieve, and still others that only a
minority could be expected to achieve. To ignore any of these objectives would be to pitch the
assessment program to certain levels of student ab111ty For example a program focused on
i nimum competenc1es, as was the Australian Studies in Student Performance (ASSP), would say
noth1ng about qua11ty of program for average and above average students. Similarly, a program
that takes a norm-referenced approach to 1nstrpmentat1on, such as the British Assessment of
Performance Unit (APU), would tend to include items matched in difficulty to the ability of the

average student (Power & Wood, 1984).
2.2.4 Process versus product

There are difficulties in try1ng to draw lessons about 1nstruct1ona1 process from data
about the Eroductrqfrjnstruct1on. There can be a great many reasons why students fail to
achieve particular objectives:

1. The objectives may be inappropriate for the age group.

2. The objéctiVés May be inappropriate for students who lack enabling skills.
3. The objectives may not have been taught (no "opportunity to learn").

4. The teaching strategies may be inappropriate.

In the absence of other data on process, only the most limited conc1u51ons on curriculum
rev1s1on can be drawn from assessment data. Thus; a comm1tment to this obJect1ve 1mp11es also a
comm1tment to the collection of process as well as product data:

2.2.5 The time commitment

Attempt1ng curriculum reform 1mp11es a long-term commitment to an assessment program. Time
must be allowed to des1gn the program, gain general acceptance of 1t, collect baseline data,
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interpret results, determine instructional consequences, disseminate curriculum modifications,
and then go through another cycle of the entire process.

2.3 Providing Information to the Public

Although the goal of providing information underlies almost all of our discussion, the

jssue of public Uridérsi:ériding and use of results deserves separate consideration. The main
questions are these: Who constitutes the public? And, what contitutes the invormation? As
candidates for the public,; we have:

students and their parents;

prospective employers;

univérsity faculty and admissions offfters;

teachers and school admim;stratorsi and

legislators.

As candidates for informa’i;i’on, we have:

relative achievement of items which test basic skills;

relative achievement of items which test the higher-order cognitive goals of education;

relative achievement of different schools, regions of the province or segments of the
population;

relative marking standards or expectations set by different schools or teachers;

relative emphasis placed by different schools or teachers on each curriculum objective;
relative use made of different instructional strategies and teaching resources.

Having provided these lists; we offer also the following observations:

The inappropriate use of assessment data by the uninformed for the "evaluation" of teachers
and schools is a problem that must be considered; it is a major concern of teachers.

The public, however defined, is interested in extent of achievement of basic knowledge and
skills; as well as the relative preparation of students =- this siiggests reporting both on
an objective- or criterion-referenced basis and on a norm-referenced basis.
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Universities are 1nterested in prerequ1s1te skiiis, un1form1ty of preparat1on and
un1form1ty of marklng -- this suggests an emphasis on the university-bound students, and on
fairly tight central control of the curriculum.

M1n.stry authorities and ]eg1slators w111 have the1r interests in program mon1tor1ng and
policy formation best served by information on (i) achievement of specific objectives, (ii)
the extent of variation across schools, and (111) evidence as to the stability of

achievement over time.

effects of socio- economlE context will be very expensive; but it is essential if the

assessment program is to avoid the charge that it is concerned with mon1tor1ng at the

expense of exploration.

Public education on the use of assessment information must be seen as a necessary part of
the information dissemination process.

2.4 Reporting Agreement about Goals and Standards

This objective concerns the 1nterpretat1on of results when d1fferent teachers teach
different programs, using different methods and holdlng different expectations (1 e., setting
different "standards") The 1nterpretat1on of achievement results is d1ff1cult, if not
1mposslb1e without know1ng teacher goals and practices:

7 The descr1pt1on and clar1f1cat1on of goals and standards is also 1mportant for instrument
development As Greenbaum (1977, p. 162) put it, with respect to the NAEﬁ it is 1mportant "to
develop lists of educational ob3ect1ves that would fa1r]y refléct theé aims of American education
and serve as gu1des for the exercise writers". 0ne might argue that because of the discussion
it fosters about the goals of edutat1on, there is as much to be ga1ned from the development of

an assessment program as from its adm1n1strat1on In other words, s1mply ach1ev1ng an agreement

among educators on what 1t is important to assess is as important as finding out whether or not
the goals have been attained. In Ontario, this difficult task has already been undertaken, to a
considerable extent, by the Ontario Assessment Instrument Pool (OAIP) project.

Return1ng to the p01nt about 1nterpret1ng achievement 1nformat1on Even W1th a common
curriculum and common texts, teachers vary a great deal in their judgment of the 1mportance of
obJect1ves, in the1r aT]o,at1on of t1me to objectives, and in their strateg1es for teaching the
obJectlves In order to 1nterpret the results of an assessment program with a view to
continuing good programs and improving weak ones, we must obtain information about opportunity
to learn (OTL). This requires data from teachers on the 1mportance of individual obJect1ves, on
the time spent teach1ng them, and on the teachlng strateg1es used. A]so data must be obtained

on other factors, such as access to various learning resources.



~ The issué of différent "standards" can be addressed by discussions among teachers of the
objectives to be pursued; their operationalization as test items, and the level of accomplish-
ment to be expected of students: It is considerably easier to measure and report achievement,
however; than to judge its significance or value. A major problem in any attempt to clarify the

standards issue is the policy of age-promotion in the elementary system. This philosophy

the same age. Such groups contain students on remedial withdrawal, enrichment withdrawal, and
the entire range in between. NAEP solved this problem in its first decade of existance ,b-’V
tééti’n’g’ groups déﬁried by age fathéf than by grade. But this practice too has its critics
(Power & Wood; 1984), and the NAEP has recently moved to grade-level testing.
2.5 Promoting Good Testing Practices
Another possible objective of an assessment program is the promotion of good testing
practices. There are at least three aspects to this objective:
(criterion-referenced or objectives-based testing) rather than the comparison of
one individual's achievement with that of another;

2. encouraging the testing of educational objectives at a higher level than cognitive
recall;

3. discouraging inadequately conceived large-scale achievement testing programs.

The first two of these aspects pertain to classroom level testing, while the third concerns
school board or university-entrance level.

To influence testing practices at the classroom level, an assessment program must satisfy

two requirements:
1. It must be viewed by teachers as a model of good assessment.

2 Teachers must develop the skills needed to draw instructional conclusions from
achievement data, whether from a provincial or a classroom assessment program.

T.ese .equirements mean that the assessment program must be accompanied by an in-sarvic:.
pragram, in which correct uses of assessment results are demonstrated.
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2.5.1 Objective-based testing

To dea? with the public perceptlon of 1nadequate quality control in the school system, two
ﬁuité different approaches are possible. One is a norm-referenced approach, in which the
performances of individual students or groups of students (classes, schoo]s, boards) are
compared to each other. Th1s approach shows how far individuals or groups are above or below

the average.

At Teast three dlfflcu]t1es arise in 1nterpret1ng norm= referenced 1nformat1on One
d1ff1cu]ty is that those schools above the average are often na1vely perce1ved as doing a good
Job and those below, a bad Job No matter how much a school system or an individual improves,
there w1ll still be an average and some syctems or 1nd1v1duals will be above tiat average
while others will be bélow. Keep1ng the concepts of above and below separate from ggg_ and bad
is not easy A second d1ff1culty 1s that norm-referenced data is of little value in 1mprov1ng
instruction. Imp]lcat1ons for instruction do not follow readlly from relative ranking. The
th1rd d1ff1cu1ty 1s that a test cannot always be made to serve both the purnoses of norm- and

obJect1ve-based measurement equally well.

In contrast to a norm-referenced 1nstrument a well designed criterion-referenced
instrument offers a basis for comparing the ach1evements of students against expectat1ons rooted
in the nature of the tasks they are asked to perform A ratlona]e for this kind of test

programs It 1s never easy to draw 1nstructlona] and remedial conc1u51ons from the data
prov1ded by a cr1ter1on referenced test; but w1th the aid of supp]ementary 1nformat1on (e:.g., on
opportunity to learn), one can at least expect to relate resu]ts to goals. At the same time, it
must be remembered that goa]s can be defined 1n many different ways, and operational1zed in

items 1n many more ways Accomp]1shment depends on task difficulty, which varies with goa]
definition and operationalizaticn. It is apparent that care must be taken in draw1ng
instructional 1mpl1cat1ons from achievement data.

The argument that an assessment program can promote obJect1ve- or cr1ter1on based test1ng
at the classroom level rests on the assumpt1on that teachers want information about the
achievements of their students from wh1ch to draw 1nstruct1ona] 1mpl1cat1ons The hope is that
if the results of a prov1nc1a] assessment program are interpreted in terms of tasks and task
performance of expectations, then this same approach will be adopted by those teachers who do
not already follow it.

2.5.Z Higher level outcomes
The concern has been expressed that current c]assroom testlng concentrates on cogn1t1ve

objectiv:. at the lower end of Bloom's taxonomy (1956), with emphasis on memorization at the
expense of hlgﬁer level understand1ng and application. An assessment can be conducted so as to
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encourage the test1ng of h1gher-order obJect1ves This raises the issue of costs of the three
categories of objectives and instruments that can be defined for an assessment:

The first category includes objectives that can be tested hy multiple-choice and short-
answer items. These items are the cheapest to score; but the types of obJect1ves they can
test are limited to recognltlon, reca]] and perhaps some aspects of higher-order ObJEC‘
tives.

A second category of obJect1ves are those that can a]so be assessed by paper-ano pencil

tests but Wh]Ch requ1re longer, constructed answers; such answers can only be scored by a
teacher or another expert who exercises subjective Judgment. These items are more,cost]y
to score, but can cover higher-order objectives (e.g., ability to organize material and
write it down in a coherent, 1ntell1g1b]e way; ab1]1ty to solve extended prob]ems) that are
inaccessible to mult1p1e choice and short-answer methods.

The third category, and by far the most costly to assess, consists of objectives that
cannot be assessed by written instruments. Examples are performance ability in art and
music, oral ability in French and English, laboratory skills in science, and social
develorment. A broadly based assessment program would include instruments for this third
category of objectives.

The assessment de: . s expensive to administer and score can be included if they are
administered to sma .7 students. This probably means that reliable information could
be obtained anc - ; for large jurisdictions (e.g., the province as a whole).

2.5.3 Forestalling misii-ected assessments

To accept this as a goai of an Ontario assessment program, one must also accept the
following:

In the absence of a Ministry initiative, other groups are likely to act.
The practices desc: .ed in the following paragraphs are indeed "misdirected."

One category of ]arge-sca]e assessment that we view as m1sd1rected includes those intended
to screen students for adm1ss1on to post-secondary 1nst1tutlons Much of current debate over
qua11ty controT and standards concerns the un1vers1ty-bound student If entrance examsrwere to
be 1mposed by the Ontario universities, they could be expected to have a narrowing effect on the
curriculum, even for the large number of students who do not go to university. Also, the
results for schools of such examinations mlght ea511y become in the eyes of the pub]1c, a
measure of school qua11ty This would be a distorted measureé because an éntrance exam, which
is de51gned to d1fferent1ate among an elite group of students woiild consist of a preponderance
of difficult items; thus, this would be a measure of "school qua11ty for top students".



It is not necessar11y true, of course, that the introduction of a provincial assessment
program will prevent the un1vers1t1es from designing and adm1n1ster1ng entrance exams. Whéether
or not the universities are deterred will depend, among other things, on whether or not a
provincial assessment program produces changés that alleviate university concerns about
variation among secondary schools in course content and marklng standards.

states to 1mpose standardsron schools. Many of these attempts have taken the form of minimum
competency testing programs. Such programs are damaging to the extent that minimum standards
become target standards.

A third category ccnsists of the assessments mounted by individual school boards. It 1s
within the 3ur15d1ct1on of school boards in Ontario to impose system-w1de exam1nat1ons or
system-w1de adm1n15trat1ons of standard1zed tests They m1ght do so in response to quest1ons

from the publlc about qua11ty of educat1on A m1sd1rected assessment Jn th1srcategory might
involve the use of commercially available, norm-referenced tests. Several of the problems
a55061ated with a norm-referenced assessment program were outlined earlier. Briefly, these

1nc1ude an empha51s on compar1sons among the performances of 1nd1v1dua1 students and schoo]s

It mlght be argued that the present curr1cu1um is too broad and that some narrow1ng would be
benef1c1a1 however such a narrowing should be based on a better rationale than the content of

a commerc1a11y ava11ab1e norm-referenced test.

Apart fromrtﬁ?é concern, a general difficulty with school board assessments is that some
will be well-funded and others will not. Budgetary constraints are difficult to avoid; the
problem with low-budget programs is that they 1nev1tab1y emphas1ze obJectlves that are eas11y
assessed. Because this kind of object1ve is often seen by the pub11c as "basic". the forces
that lead to narrow1ng of the curriculum are very strong indeed.

2.6 Providing Longitudinal and Cross-Sectional Data

7 Another possible objective for an assessment program is the provision of data for long-
1tud1nal and cross-sectional comparisons. The distinction between these two types of compar
sons is 1mportant Long1tud1na1 studies follow the same cohort of students (e g , thoo
start1ng k1ndergarten in 1983) for several years to track ga1ns in ach1evement Eross sect1onal

ach1evement at a grade level over t1me Pub11c 1nterest is easily aroused in cross-sectional
comparisons over time. (Is it true "things were better in the good old days"?) On the other
hand, as the literature shows (Husen, 1979; Goldstein, 1983), those involved in a large scale
assessment in other countries have come to appreciate, after the fact, the value of longitudinal

comparisons.

60



There are difficulties associated with the collection of cross-sectional data. These
d1ff1cult1es which need to be considered in plann1ng an assessment prograii; centre on the
problem of making fair comparisons over time. For example in 1977 a study conducted in the
province of Alberta involved the readministration of a standard test orlgxnally adm1n1stered in
1956 (Alberta Educatlon) This study was to compare educat1ona1 achievement in 1956 with
ach1evement in 1977 At least two diffituities were encountered by those who attempted this
comparison: One is that the language of the curriculum had changed so that the wording of some
questions was less fair to the 1977 students than it had been to the 1957 students. The other
difficulty was that opportunity to learn (OTL) had changed. In twenty years, many additions had
been made to the curriculum; this reduced the amount of tlme spent in 1977 on the top1cs of the
1956 curriculum that were tested. With these differences in OTL, any comparison of achievement
was mean1ngless These problems have also been raised in discussions o. the decl1ne 1n the
Amerlcan Scholastic Apt1tude Test from 1960 to 1975 (Wirtz, 1977). There are now more subjects
in the curr1culum, within subjects, the scope and depth of coverage inéVitahiy changes over
t1me,rand, the conf1gurat1on of courses taken by high-school students almost certainly changes

over time.

One of the main requ1rements of valid compar1sons of ach1evement over time is a stable
curriculum. But it is not at all clear that a stable curriculum is either poss1b1e or de-
s1rab]e A strong argument can be made that more-or- less cont1nua] curr1cu1um renewal occurs
s1mp1yrasra consequence of year-to-year changesr1n the personnel (students, teachers and of-
ficials) engaged in education and that this change is necessary to meet the needs of a rapidly

changing society.

present day quallty agalnst a glven standard from some po1nt in the past Rather they should
be undertaken to achieve better and better approxxmat1ons to a |eve] of outcome w1de1y accepted
as a target for future attainment: That is; after the initial results of an assessment program
have been used to change curriculum policy, long-term comparisons may be =sade to determine
whether these policy initiatives have been effective.

2.7 Gaining Teacher Acceptance

Many teachers fear assessments They fearrthatrassessment fé;ﬂlts”wiil be m{sused and”that
theiassessment w111 narrow the curr1culum These fears, left unanswered could result in Tlack of

teacher Eooperation,r Exper1ence elsewhere indicates that lack of teacher cooperation is a major
problem for assessment programs (Nisbet, 1978; Kogan, 1978). The task of gaining teacher
cooperation is probably more difficult for an assessment program than for an examination
program Teacher cooperat1on" can te forced when individual students’ grades are at stake, as

they are in an examination program.
Regarding the fear that results will be used for teacher evaluation: There is a fine line
between misguided teacher evaluation and appropriate teacher evaiuation. Where this line 1ies
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is a subject of considerable debate. There are those who consider any teacher evaluation
1nap:ropr1ate, and others who consider any argument from teachers against evaluation as evidence

of self-interest.

In addltlon to fear1ng the use of test results in the forma] eva]uat1ons made by ster-
v1sors, teachers also fear the use of test cesults to make inappropriate informail evaluations:
These 1nciodé the ranking of schools or classes. While most educators readily accept that large
differences in achievement should be expected among schools from d1ffer1ng ne1ghbourhoods in a
c1ty, this is not general]y understood by the pub11c A teacher in an 1nner-c1ty school whose
Students perform poor]y in compar1son with those of co} “eagues in suburban schools, may be do1ng

a better job than the suburban teachers.

 Regarding the fear that the evaluation of a program would concentrate on a narrow set of
objectives: 1In general, it is considerably cheaper to assess low-level coynitive outcomes using
multiple-choice items than it is to assess complex, high-level outcomes, such as writing
ability, laboratory skills in science and social development. Because of the financial con-
straints that are 11ke1y to be imposéd on an assessment program there is a real danger that
emphas1s will be given to those object1ves that are most easily and econom1ca11y assessed.

A re]ated fear is that the obJect1ves that are eas1est to assess become de facto most
1mportant For examp}e, if we return to the 1nner-c1ty school just described, a teacher may be
offering an excellent program to children from deprived backgrounds, focusing upon, say,
learning skills and social development. Such a program may fare poorly if assessed in terms of
low-level cogn1t1ve outcomes, but may be a very suitable program for such ch11dren Cuch a
teacher mlght fear that she would be compelled to offer a program that fails to meet her
chiidren's needs s1mp1y to sat1sfy the demands of an externally imposed assessment. Teachers
must be assured that the assessment program will not dictate the curriculum to such an extent

that professional Judgment is obviated.
To allay teacher fears, the developers of an assessment program are best advised to:
assess broadly, including high- and low-order cognitive objectives;
involve teachers in the development of the assessment;
involve teachers in the interpretation of results;

expend considerable time, energy and resources commun1cat1ng the assessment results to the
pub11c (By foster1ng pub11c understand1ng of assessment data, those respons1b1e for an
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2.”  Summary

The foregoing objectives merit consideration in any effort to design an assessment program.
should involve considerable teacher input in its development;

should include in-service programs for teachers and administrators on the interpretation of
results;

should promote discussion of educational goals and outcomes, in order to achieve consensus;

should collect other ‘nformation, such as opportunity-to-learn, teaching strategies, and

socio-economic background;

should emphasize the comparisch of achievements with goals raiher than the comparison of
relative achievements of different groups and indivduals;

should cover as muck =f ihe curriculum as feasible;
should serve as a model for the development of good classroom assessment practices;

should avoid, as much as possibie, any narroWing of the curriculum.

We will now proceed to a discussion of different facets of an a.iessment program.
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CHAPTER 3
THE FACETS

- Many of the stud1es suggested to monitor the effects of an exam1nat1on program apply also
to an assessment program. The 1mpl1c1t mechanism by which each program m1ght 1nfluence the
student instruction and evaluation pract1ces of teachers is the main d1fference between the two
programs that affects How they m1ght be monitored. Intervention in the student evaluat1on
process by external examination can be expected to have a d1r9ct 1nf1uence on the 1nstruct1on
and the student evaluation pract1ces of teachers. (e.g., Teachers can be expected to teach to
the exam1nat1on ) In contrast,; an assessment prog;am is likely to affect the instruction and
student evaluat1on pract1ces of teachers only tu the extent that there is w1despread discussion
of assessment results and widespread agreement on the importance of what was issessed and on how

it was assessed.

Whether assessment results are reported at the system or school level systew personnel
will be involved in 1nterpret1ng and apply1ng local results. This involvement and sampling
scheme employed suggest two reasons why more attention has to be paid to smaller school systems
than to larger ones under an assessment model:

1. samplina is<ies -- Results fcr the smallest boards may not be accurate unless the
stigents in smail boards respon: to more items than students in large boards.

assessment results for program mon1tor1ng,

In th1s chapter we consider the consequenres for Ontario education that might ensue from
particular decisions on how an assessment program is implemented.

3.1 Involvement of Teacher Federations

1. designing the assessment;
2. interpreting the assessment results.

Whether the profess1onal federat1ons are involved or not is llkely to affect the degree to
wh1ch teachers cooperate in the conduct of the assessment program Common sense suggests that
teacherrcooperat10n is needed in the data collection stage to ensure that students are highly
motivated to perform the assessment instruments. Teacher cooperation is also needed to
implement whatever changes in cufriculum and program are indicated by the results of the assess-
ment. Tie pr1nc1pa]s and super1ntendents of each local board must also show a commitment to
change if the instructional program is to be affected by the results of an assessment.
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3.2 Secure or Open Instrument Pool
The exercises used in the assessment can either be:
1. created each time, as for a secure test;
2. chosen from an open pool.

This choice will affect the cost of instrument production and the effect that the assessment
program has on the curriculum. If new “"tests" are developed for every assessment, ongo1ng
development costs will be 1ncurred If on the other hand, a large pool is developed, initial
costs will be h1gher but ongo1wg costs lower. Estimates of cost are d1ff1cult to make for
exerc1se development because curr1culum is always evolv1ng, and the pools must be renewed from
t1me to time. (This issue is considered again in the section on long-term comparisons.) But,
for example, use of 0AIP/BIMO would mean that the instrument developme:t rosts would have been

borne by another Ministry program, and would not be incurred in the assescment.

~ In due course, asse:.uent instruments should have an impact =~ 42 curriculum, and on what
is taught. One m1ght aiim to minimize this effect by bacing the inctruments on just a few
objectlves A comprehens1ve assessment wh1ch reflects the full range of 1ntended curr1culum
outcomes, should have maximum effect By éhéourag1ng teachers to teach the whole currlculum A

pool at least in the short run Even with secure assessment 1nstruments RIWSHA T, a
publication similar to the Coles' Notes that were developed for the secure Grade 13 examir=ti. s
of an earlier era might appear and affect the curriculum.
3.3 Ancillary Information .

Informe~ion could be collected about:

1. teacher goals and expectations;

2.  opportunity-to-learn;

3. teaching strategies;

4. socioeconomic status:
These kinds of lnformatlon Would help in the intérp etatlon of ach1evement results by 1nd1cat1ng

strategjesrrwere appropr1ate, and whether one ought to be satvsf1ed cons1der1ng the home
environments of the children; with a given level of performance. Without such infor-mation,

valid interpretation is difficult.
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3.4 Nature of Student Sampling and Reporting

1. student motivatic ;
2. use and abuse of results.
3.4.1 Student motivation

Us1ng a matr1x samp11ng system, 1t is posslble to get reliable 1nformatlon on achievement

at the board level for boards of sufficient size, and also at larger-than board levels of
aggregatlon if we do not prov1de test scores that "count” for 1nd1v1dua1 students; we must ask

levels of achlevement Data from the OAIP f1e1d tr1als 1n hlgh school physlcs and chemlstry
suggest that when questions other than mu1t1p1e choice were presented, large numbers of students
s1mp1y did not respond The prob]em of motivation is probab]y more extreme for students of high

If reportlng is at the classroom or school level, we can make a reasonable, though not
entlrely convincing, argument that students can be mot1vated to perform to the best of thelr
abilities: The essence of the argument is that if classroom or school tevel results are to be
made public, the students will do their best because their school's reputation wiil depend on
their performance. In turn the school's reputation will affect how the studen?'s own marks are

viewed.

On the other hand if report1ng is at the provincial level ou1y, then it is d1f;1Cu1t to
see why students should try hard. Added incentives would have to he bﬂ.it into the program
ﬂne way this could be done is to report the performance of individual stuANnos to the ,chool for

1ncorporat1on into the students grades for the year , Th1s m1ght 1nvolve hav1ng a]] stuuents
their performanre of the common *uestlons Such a system mlght cause a negatlve react1on,
however because in effect it would use a form of com:)n examination.

Another approach to 1ncreas1ng student effort is to use only mu1t1p1e cholce 1tems A

response items. However the appearance of greater effort may be 111usory, since responses to
multiple-choice items can be made at random As well, the types of objectives covered by the
assessment would be llmlted to those that can be tested by multiple-choice items.

One more a]ternatlve is worth considering as a means of 1ncreas1ng motivation. The assess-
ment could be constructed so that in each part1c1pat1ng school; all students would w'iie the

same set of items on a particular top1c Different sets of schools would be assigned different
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sets of ftems In th1s scheme the teacher would be returned marks that cou]d be counted toward
the student's grade for the course. School resu]ts could be aggregated to give prov1nc1a1 data.
Because the scores would count, students would have reason to do their best.

Several difficulties arise from this last proposal. First; a teacher might argue that the
assessment instrument chosen for his/hér school was not appropr1ate for the way the particular
top1c had been taught Second schools m1ght have to be 1nformed 1n advance of thp top1cs on
which they would be tested (a]though it is reasonable for teachers and schools to be expected to
prepare for an assessment of the entire curriculum for the course): This would lead to cramming
on theitop)c to be tested and to the neglect, to some extent, of the rest of the curriculum.
Thus, achievement results would be inflated; except for the very iargest boards, the sampling
scheme would provide provincial (or regional) results only, and even then, sampling errors would

be relatively large.
3.4.2 Use of results

Unless the results of an assessment are made put.1c it s d1ff1cu1t to see how the
pub11c s v1ew of the quality of educat1on could be changed by the assessment. If, however, the
results are made public, unfair comparisons might be made of boards (or schools, if reporting is
at that level). Also, public reporting may lead to concentration on a subset of the goals o
education, that subset on which a board's students performed relatively well.

If hlgh school results were to be reported, gither by the Ministry or the boards, schoo]s
could be ranked on the bas1s of their aggregate results; and the ranks then used to weight the

schoo]r marks assigned to students. This use would affect a student's chances of entering

college or university.
3.5 Time Frame and Grade Levels

Decisions on these aspects of an assessment program will determine how often the assessment
of a barthUlar subject for each gradé is repeated; hence the decisions will determine how the
results can be used in cyclical review and development of curriculum. Experience in other
countries (Greenbaum, Garet & Solomon, 1977; Gipps & Goldstein, 1983; demonstrates that much
information can be lost by too short a time cycle. Those responsible for the assessment find
themselves organ121ng for the next administration before informat sn from the prev1ous one is
fully analysed understood and acted upon. As well the grades chosen for assessment of a
subject should be wel] spaced the curr1cujum consequences of an assessment at a g1ven graue
almost certafnlyrcarry over to adJacent grades. To see how this could happen, suppose mathema-
tics is the subject for assessment in Grades 4, 6 and 8. Besides affecting the curriculum of
those grades, the assessment will almost certainly affect the curriculum of the intervening
grades. Thus, 'f the assessment at the Grade 6 level shows a weaknéss in, for example, frac-
tions, this might lead to curriculum changes in both Grades 5 and 6. It mlght be unnecessary to
2553s§ fractions at the Grade 8 level before the 1mpact of the changes in the curriculum of

Grades 5 an< 6 had t1me to appear.
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3.6 Scope of Data Colleztion
ihere are two inter-related issues here:
1. the types of objectives assessed
2. the curriculum subjects assessed

3§ noted ear11er there are three combinations of iastrument types and objectives that can

be used in an assessment

1. mu1t1p1e choice and short answer items -- These are the cneapest to adm1n1ster but
provide the narrowest coverage of curriculum and cogn1t1ve objectives.

2. the foregoing item types plus longer essay formats -- Such devices provide greater
coverage but at higher costs for scoring.

3. both the forego1ng types of instruments, plus assessment instruments and procedures
that do not involve paper-and-pencil, for example instruments and procedures aimed at
oral skills in French, laboratory skills in science; and performance skills in art or
music -- These kinds of assessment instruments and procedures prov1de the most com-
plete coverage of curricilum and cogn1t1ve obJect1ves but at the highest cost.

There are no technical barriers to the conduct of a full assessment, that is, an assessment
in wh1ch non-paper-and-penE11 instruments are included. For example, some years ago, the State
of Michigan did an assessment of the elementary music program across the state. Assessors went
to sampled schools, tape recorders in hand, and took samples of the children's abilities to

repeat rhythm patterns, to sing simple tunes, and other such skills.

The cost of a full assessment, is such that ne1ther school nor board-level data could be
obta1ned for the non- paper-and-penc11 1nstruments For these types of 1nstruments, only provin-
c1al data would be feasible. The use of multiple-choice assessment instruments on]y would lead
to narrow cvieraéé A good compromise t:tween coverage and cost would involve (1) mu1t1p1e-
choice test1ng of most students with reporflng at the school level (11) further written devices
administered to a few students in each school w1th report1ng at the board 1eve1 and (111)
1nstruments of other types administered to a very sma]] sampie of students/schools, with report-
1ng at the prov1nc4a1 lavel. Itrmjght be poss1b1e to build in the option of local participation

in the full assessment, but at local expense.

) Two competlng con51derat1ons affect the decision about wh1ch subJects should be assessed
One is the danger of creat1ng f1rst-c1ass and second-class subJects The other is the public's
need for information about achievement ~in "the ba51cs For example, there may well exist a
publlC demand for information about ach1evement in mathemat1cs and first language but there is
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probably not a public demand for information on achievement in art and music: This suggests

that all subjects should be assessed in some fashion on a rotating basis. A broad assessment
program will foster public awarensss of schooling beyond the basic subjects. It will alse
ensure that the curriculum is not unnecessarily narrowed by a focus on core subjects.

3.7 The Information Dissemination Process

 One view of the reporting of assessment data is that it should be neutral and factual.
Another is that it should contain expert views on the value of the results, that is; whether
Encouraging teachers to discuss the results of an assessment can both heighten their awareness
of the assessment and increase their use of the results in the classroom. Encouraging members
of the general public to discuss the results is likely to hei.hten public awareness of the
assessment, and of the problems of interpreting school achievement. Any increase in the level
of pubiic understanding will be beneficial.



CHAPTER 4:
THE RECOMMENDED PROPOSALS

To review and organize: In the part of the report on examination effects, we proposed six

studies:

mark1ng standards, both without and with corollary information; Th1s study would draw on
data in Ministry records. In the first case (without corollary information), it would
examjnertrends over time in variations in teacher-assigned marks, and in the second case
(with corollary information), it would examine the relation between teacher-assigned marks
and provincial exam marks.

enrolment trends; Again data contained in Ministry records would be used.

thé bases on which teachers assfgn mark5§ This study would use data collected from

teachers.
curriculum effects; Again data collected from teachers would be used.

the perceptions that various publics have of education; Survey methods would be used.
teacher marklng standards; This would involve a sambie of braétiéiné teachers in a
controlled study.

Bf these, 1t is dodbtfu] that an assessment would affect enrolment trends, $0 this study is ot
considered here. The other proposals are considered in turn. F1na1]y, we propose an additional
study of effects on personnel evaluation policies.

4.1 Studies of Marking Standards

) In our cons1derat1on of exam1nat1on effects, we described the contents of three M1n1stry
data bases that would be useful in monitoring the effects of a provincial examination system
We then proposed a study of mark1ng standards, both with and w1thout coro1]ary 1nformat1on, and
a study of enrolment trends It is doubtfu] that enrolment trends wou]d be affected by an
assessment program, bt 1t seems poss1b1e that an asse* nent program could affect teacher
mark1ng standards. The M1n1stry data bases are limited to the SSHGD level for information on
1nd1v1dua1 students, they wou]d be of very Tittle use in tracking the effects of an assessment
program on marking standards. Thus, the mon1tor1ng procedures recommended for an assessment. are
different from those suggested for examinations.

standards that teachers refer to and apply, either exp11c1t1y or implicitly, when they mark
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examinations, projects, etc. The studies recommended in résponse to this question are of two

types:

an ongoing study of the marks that are awarded without corollary information -- this is the
equivalent of the first proposal from Part 1 of this report;

a controlled study of teacher marking standards -- the equivalent of the sixth proposal

from Part 1 of this report.
The first of these studies would track, over time, the marks awarded by a large sample of
teachers to the students in a restricted set of grades (say 6; 8; and 10). The study would
cover several basic subjects; mathematics and language arts/English are suggested. Marks would
be collected from the sample of teachers every two years, beginning before the introduction of
an assessment program and continuing for a period of time thereafter; they would be examined for
evidence of inflation/deflation and increasing/decreasing variation over schools.

There are three main differences between this proposa1 and its equfvaleﬁt in the part of
the report on examinations:
The data-base for this study would be more limited; fewer teachers and subjects would be

exami ned.

The data would be harder to get because Ministry data bases would not be available.

The éxaminaﬁidqs study wpuid involve dniy SSHGD level courses whereas the study bk656§éa
here would involve several other grades:

Only a study of teacher marks would be conducted; no comparison of teacher marks and exam scores
for individual students could be made. The object would be to :ze if teacher marks vary from
school to school and change over time. Use of a relatively small sample would limit costs.
Since the data would have to be collected trom individual schools -- they could not be obtained
from extant Ministry files -- costs would be increased.

~ The controlled study of teacher marking standards that was proposed in Part 1 of this

student achievement. This proposal is suggested here, with no modifications in objectives or
design.
4.2 §vaéys of Teachers

require the collection of data from teachers:
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1.  a study of the basis for teacher marks -- the types of instruments and procedures used
for collecting evidence of student achievement, and the procedures used in combining

the evidence;

a stut. of the influence of the examination program on the curriculum, as taught in

the clc<sroom.

An obJectlve of an aSSussment prog.am might be to influence the basis on which teachers
evaliats student ach1evemﬁnt For this reason, the study of the basis for teacher marks that is
proposed in Part 1 of this report is offered unchanged for the study of asséssment effects.

The effect of an assessment program on the curriculum m1ght be expected to be less than
that of an examination program. This effect should nevertheless be mon1tored Thus, the study

proposed in Chapter 4 of the report on examination effects is suggested again here.

Bécause the 1nfluence of an assessment program depends very much on the follow-up activi-
tlés, and because these depend on the ava1lab1l1ty of the resource staff, the effects of an
assessment on the basis for teacher marks and on the curriculum might be different for smaller
boards than for larger boards.

4.3 Study of Perceptions

One risk of an assessment system is that no one may know it ex1sts An examination system
affects the grades of every student in the examination course and must be acknowledged and dealt
w1tb by the school system and public; such is not the case for an assessment progranm, which
reports achievement only at aggregated levels. Chapter 5 of the report on examiration effects
proposed a study of public perceptlons, 1nclud1ng the percept1ons of teachers. That proposal is
equally appl1cable for study1ng the effects of provincial assessments on publ1c perceptions,

1nclud1ng teachers' perceptions.

4.4 Study of Effects on Policies for Personnel

7 Assessment results might affect pol1cy on personnel evaluation and profess? ional develop-
ment. To study both effects a sample of boards and of schools within boards would be required;
hcwever the data rollected would be anecdotal, generally small in volume, and not amenzble to

quant1tat1ve analysis.
We suggest two majsv data sources:

1.  interviews, probably by telephone of a sample of officers of the teachers' federat1on
and of officials of school boards, concerning the uses being made of assessment

results,
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2. systematic perusal, using the provincial government clipping service, of all Ontario
daily and weekly newspapers, for reports of local use of assessment results.

4.5 Concluding Comments

This report has outlined the possib™. -bjectives of a provincial assessment Lrogram, and
the aspects of such a p7oQram that iv% =: an tc choice by the program designers. Although the
match between possiiils objectives = ° ° ,ices within the various aspects is not clearcut, we
have attempted to discuss the effec.s that might follow from the various choices.

At the conclusion of Part 1 of this report, on e<amination impact, we commented on factors
that should be considered in setting priorities amung the studies that were recommended for
monitoring the effects of an examination program: These comments hold as well for studies to
monitor the effects of an assessment program. And again, we wish to stress that effects on the
curriculum are most important. They should be monitored most closely.
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The foiiowing review 1§ pérf of a iarger project funded by the Ontario Ministry of

Education, the objectives of which were:
to "review the ‘iterature";

to develop "desirable and feasible options for a system or systems of monitoring [the
effects of procedures] for evaluating...student achievement in Ontario schoo’<." (Request

for Proposals for Research, p. 3.)

 The evaluation of student achievement has been considered from two testing perspectives;
the examination model and the assessment model. Both models were identified as being feasible
in the Ontario school system. 1t could not be assumed that the potential impact on the system

cons (o: ~vt! separately. The final project report consists of three parts. These ara:

Part One; Strategies for Evaluating the Impact of Proviiice-Wide Examinations,

Part Three, The Impact of Testing Student Achievement: A Review of Literature on
Examinations and Assessments.

This document is Part Three, the review of litarature on the impact of testing student
achievement. This revizw was contucted with three objectives in mind:

to iduntify programs in which effects of testing have been monitored;
to idéntify types of effects which occur as a result of féstihg;

to assess the applfcabflity i tne find{ngs reportad in the literature to education in

Ontario:
The review of literature was conducted in three phases:

1. A search of several major ediucational data bases and a request for suggestions from
several educational researchers in the English-speaking world led to the compilation
of a bibliography of journal articles, books, unpub’ished reports, newspaper articles,
and ERIC documents. Most of these were releised during the past ten years.
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2. Each document turned up in the search - iéviéWéa and those judged relevant were

annotated.

3. A summary and synthesis of the information derived from the literature search is
contained in this do.ument.

Sect1on I of this review outlines the potent1al effects of exam1nat1on4, whlle Sect1on iI
outlines the potent1al effects of assessments. In each section these are discussed under the

fo]]owxng head1ngs
1  eifects on individuals;
2. effects on the teaching-learning process;

3. effects on institutional policies.
Part Three contains two appendices, one for each testing model. These appendices consist of
annotated bibliographies of journal érficles books, unpublisned reports, and other related

materials.

to have ar1sen It seems that . em,. tomco tor1ng system that is 1ntegral to a test1ng program
e1ther has not been attempte ..» - & is unreported in the literature available to us. The

deve]opment and introduction of an impaci monitoring system for an Ontaric province- wide test1ng
program would be an important innovation in testing pract1ce.
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SECTION 1
The Impact of Examinations

CHAPTER 1:
INTRODUCTION

deve]opment or be destruct1ve of student learn1ng and persona11ty deve10pment It can have
pos1t1ve or negat1ve effects on teacuers, curriculums, and school sysf'1s ee.. it is poss1b1e to
use evaluation procedures w1sely, so that they may have a seneficial effect on 1earn1ng and
teaching. Thic is a matter of des1gn1na and us1ng evaluation with a clear awarenes: of its
possible effects and with a sens1t1V1ty to the ways in which the evaluat1on will be perce1ved by
students teachers, school authorities, and school patrons or the public" (Benjamin Bloom, 1969,
p. 45"

This discussion of examinatin - _its assumes the following apout an "examination:

An exam1nat1on is an instrument des1gned to measure learn1ng The exam m1ght be 1ntended
to reflect the degree to which a student has learned the content -- the knowledge, skills; and
understand1ngs -- of the curriculum of an academ1c course, or the degree to which a student has
mastered competenc1es in the content a program of courses.

~ An ex am1nat1on for an academ1c course or program is usually administered to every student
enrolled in the course or program at the same time and after the curriculum haé been taught

An examination is usually identical for evyzry student enrolled in the course/"‘gram th1s
enables a compar1son of the perfurmPnce ct¥ students in the course/program.

An exam1nat1on may be set b/ an 1nd1v1dual teacher to examine one class of students, or it
may be set by an examining committee at a nrovincial, state or natjonal Jevel for the purpose of

exam1n1ng every student in the province, state or nation.

An exam1nat1on score may be uséd as a criterion in dec1s1ons about certification and

selectior for academic programs of study.
1.1 The Literature
1.1.1 Types of examinations
Two types of exam1nat1ons dom1nate d1scuss1ons 1n the recent ]1teratUre minimum competency
tests, and grade spec1f1c or form-spec1f1c external exam1nat1ons Un1ted States discussion

papers have concentrated on the dangers of minimum competency test1ng programs and have raised
val1d1ty, ethical and legal issues (e.g., McClung, 1978; Lewis, 1979; Popham and L1ndhe1m, 1981;
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Airasian and Madaus, 1983). A few empirical studies have dealt witli racial (black - white)
differences in passing rates {e.g., Trusz and Parks-Trusz, 1581; Serow and Davies, 1982).

Grade- spec1f1c or form-spec1f1c external exam1nat1ons have a long trad1tlon 1n Br1ta1n and

other Commonwealth countries, 1nc1ud1ng Canada. 1In Br1ta1n and Australia, recent research has

been done to exam1ne the ut1l1ty of exam scores for pred1ct1ng un1vers1ty grades, and to examine
the relationship of exam scores to socioeconomic status (e.g:, Glossop and Roberts, 1980; Crum
and Parikh, 1983). Much of the recent Canadian iiterature has come from Alberta, where
departme-tal exams were dropped in 1973, and reintroduced in 1983. Related studies of public
impressions and mark variations have been reported by Dumont (1977), Ratsoy (1983), and Reid

(1978).
1.1.2 Types of reports

Three categor1es of reports were found: large-scale empirical surveys, small-scale
correlational studies, and discussions. Only the last were found in .y number. Of the

1arge-scaie surveys, two were U.S. studies. These were de51gned to assess the 1nstruct1onal
effects o‘ tests and other eva]uatlon methods (Barnette and Thompson 1979) and teachers

iealt with mark var1at1ons public impressions of standards, and the re1ntroduct1on of

compulsory Grade 12 exams:

0f the small-scale correlational studies; two were conducted to examine whether hlgh school
exam marks predlcted later performance at un1vers1ty (Crum and Par1kh 1983 Dunn 1982) and
one examined how teachers used test res.lts (Salmon-Cox, 1981)

Most of the citations in the annotaced b1bl1ography are discussion papers most from the
United States on the topic of minimum coipetency testing. These papers 1ist many possible types
of effects of tes.ing (e.g., on the curriculum) and offer discussions of . - - .ent issues
(e g ; va11d1ty of tests) The arguments advanced in most papers " e t subst itiated by
emp1r1ca~ data. Neither do these papers describe a research methc. D10Gy for a -8551ng the

effects that are d1scussed.
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CHAPTER 2:
LIMITS TO GENERALIZABILITY

Airasian, Madaus and Pedulla (1979) and Madaus and McDonagh (1979) considered two
characteristics of a testing program that determine much of its 1mpacf These characteristics
are (1) degree of outside control over the test and (11) 1mportance of test results on life

chances.

w1th respect to the f1rst character1st1c, 1t appears that the M1n1st vy of Educat1on would

1mpose a high degree of external contro! over provincial examinations for graduating students
The effect of the importance of exam results for students, is less clear. This effect would
depend on such factors as:

the extent to which results count toward the final course mark;

the repbrténg scheme that is adopted (i.e., whether the te:z. score is reported separately

from the teacher's mark);
the purposes served by the test results.

It is difficult to pred1ct how prov1nc1a7 exam results mlght eventually be used. The etfect
of such exam1nat1ons on the lives of Ontario students, that is, on students' pust-secondary
opportun1t1es, m1ght depend on a’ unreso]ved issue: the way post-~secondary institutions use the

exam score in adm1ss1ons procedures

2.1 “onfounding Variables

1.  how the testing program < -lemented;
2. whether both the pre- and post-test phases of the program wiii . considered.

With respect to impiémentation; some attention has been pa1d in the U. S literature to how
mi nimum competency testing programs are introduced. Tyler et al al (1978) reported that the
implementation of the Florida testing program was faulty in the following respects: "ii lack of
adequate communication; 1lack of careful consideration of all important effects of such a
progran, lack of planning to try to reduce or eliminate undesirable effects, and lack of
decentralization to the school building level of decisions that seriously affect teachers,
students and parents" (p. 33). Tyler et al went on to say that the testlng program may ot have
been appropr1ate for a large segment of the first tested graduat1ng class (the Black and poor)
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who exper1enced a very h1gh fa11ure rate, and who may have been * sacr1f1ced for the purpose of

rap1d 1mp1ementat1on" (p 35) Madaus and McDonagh (1979) concluded that othor states should

ahd w1thout tak1ng account of the educatlona] h1story of the f1rst c]ass to be affected. Popham
and Lindheim (1981) discussed the fairness of minimum competency tests, and commne~ted that in
the early stages of a minimum competenCJ testing program, teachers will not have hid time tu
change the focus of their instruction te fit the testing emphasis. The advice of & . - bar.
would be to intreduce a new testing program siow!y, s0 it can be done well.

B]oom (iéééj described three phases of a test1ng program the pre- exam1nat1on pbu;-w tae
examination phase,randithe post-examination phase. Different effects might appear ir diffeert
phases, so that the breadth of the monitoring process should be considered. Among the effect<

noted for the pre-examination phase are:
a) student and tearher anticipation and anxiety;

b) student and teacher preparation (e.g., teaching to the

test);
c) general narrowing of curriculum objectives.
During the second examination phase, there may be important effects on students' self-esteem
(e. g., sense of accomp11shment fear of fa 11ure) Post-examination effects may be very profound
and 1ong last1ng, depend1ng on the uses made of the exam1nat1on results. Fa111ng the exam or
attaining a score that falls short of the criterion for admission to a po- "-secondary institu-

tion are examples of such effects:
2.2 An Advance Orpanizer for Discussion of Effects

The pre ed1ng discussion has prov1ded a framework within which to consider the potent1al
effects of exam1nat1ons The rest of the paper consists of four chapters devoted to différent

aspects of 2xaminatien impact.

Chapter 3 outlines some potential effects on individual stadents teachers and other public

groups, as reported in the literature.

T, Chapter 4 is a discussion of potent1al effects on the teach1ng-1earn1ng process, specif-
ically of effects on classroom interactions and the 1mplemented curriculum.
Chapter 5, on the potential effects on institutional policy, covers evaluation, post-
secondary admisstons, and communications policies:
Chapter 6 is the cohc]ud1ng chapter it contains a summary of generai and specific conclu-
sions about the 1mpact of examinations.
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CHAPTER 3: ,
POTENTIAL EFFECTS ON INDIVIDUALS

"Perhaps the main point to be made about the effect of examinations is that it is largely a
perceptual phenomenon That 15 if students, teachers or administrators be11°ve that the
results of an examlnatlon are 1mportant, 1t matters very 11tflc whether this is really true
or false - the effect is produced by what individuals perceive to be the case" (Bloom,

1969, p. 44).
3.1 Effects on Students
3.1.1 Test anxiety

"Test anxious people see evaluat1ona1 s1tuat1ons as d1ff1cu1t cha]leng1ng, and threaten1ng
and themselves as ineffective rn coping with academic challenges. They focus - sometimes
obsess1ve1y - on the undesirable consequences of persona! jnadequacy. Their self deprecat-
ing thoughts are strong and interfe-: with orderly problem solv1ng Tést anxious people
frequent]y expect and anticipate failure and loss of regard by others". (Sarason 1983, p:
133).

Test anxiety is raised in discussions of exam effects on students: The concern of school
personnel (teachers, prsn 1pals and counse]lors) is that the scores of test-anxious students do
not reflect those students' true skills level. Test anxiety affects individual students to
dlfferent extents; while some students experience a mild form of anx1ety that puts them at the1r
compet1t1ve peak (Ligon, 1983), other students can suffer from a severe form of anxiety that can
cause debilitating effects (Sarason, 1983).

Several art1cles discussed ways of counteract1ng test anx1ety, these m1ght be cons1dered
secondary effects ci ev am1nat1ons t1gon (1983) discussed the need for teachers and principals
to prepare student.. .. =~ e course of the school year to take standard1zed tests, this wniild
m1n1m1ze tﬁe influen.c of factors that prevent best performance on tests 1nc1ud1ng test
anxiety: t1gon (1983) bYetlieved that the heart of the prob]em was the unfamiliar ity of the
testing s1tuat1on and that the solution lay in glv1ng students exper1ence with "the featuves of
standardized tests that are uncharacteristic of regular classroom instruction a~d tedcher-made
tests: mu1t1p1e choice 1tems the w1de var1ety of item formats, time Timits, separzte answer

sheets" (p. 20).

Atk1nson (1981) d1scussed the role and activities of school counse]]ore 1n protect1ng
students from test anxiety and other pctent1a1 51de effects of Jtate 1mposed m1n1mum competency
testing (MCT) programs. Atkinson con51dered test- anx1ous students tc be disadvantaged when
expected to demonstrate sk1lls on m1n1mum competency teets particularly when "the provision of
sanctiofi: aqa1nst tho e who fa11 is 11ke1y to increase their anxiety and lower their perfor-
mance" (p 23) He coi<luded that, as MCT programs become moi2 prevalent, counse'lors need to
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be aware that test anxiety is a condition that may influence student test performance and "be
prepared to advocate on behalf of students affected by [th1s cond1t1on]" (p 26).

Several other factors are ment1nned 1n con]unct1on w1th test anx1ety éiada (1939)

commented that the exam1nat1on s1tuat1on, 1n add1t1on to arous1ng anxiety, can a]so cause
frnstrat1on and selfrdoubt,rL1gon (1983) d1scussed aixiety as one of four factors that prevent
best test performance; the other three are carelessness, confusior. and poor use of time.

3:1:1.1 The fear of failure

"Examinations are more threat-provok1ng than most educational sett1ngs The formality and
time- pressures consp1re w1th the importance of good resu]ts to Sh]ft the ba ance between hope
for success and fear of fa1lure f1rm1y towards the lTatter" (Entwistle,1981):

Fear of failure is one aspect of test anxiety. It can arise in any situation where a

person can succeed or fail, or interpret performance in those terms; exams are b'! .. such

situation:

The fee11ng of failure is fear-of-failure realized. It can arise because of : .9fied
examnation or as a consequence of not hav1ng qua11f1ed to take an examiration. Among the

concerns expressed most frequently by the public in response to the inrtroduction of external
examinations in Alberta were the welfare of unsuccessful students and such consequences of
examinations as "an increased high school dropout rate, and negative effects on self-concept,
rebell1ousness and other psychological aSpects, part1cularly as these relate to non-academic
students" (Ratsoy, 1983, p. 25g) Report1ng on the Chinese National Examination System intro-
duced in 1977, Epste1n noted that fa1led candidates developed a sense of fa1lure and many
contemplated su1c1de Qurat1ons then ar1se about the respons1b111ty of the school to counse]

careers (Atk1nson, 1981).
A summsry of potential effects of test anxiety might include the following:

a) Test anxiety could be one of the more immediate consequences of the introduction of an
examination system in Ontario, because students are inexperienced at test-taking
(e.g:; Bloom; 1969; Atkinson, 1981; Ligon, 1983).

b) To counteract test anxiety, exam-coaching classes and guidance counselling sessions
may be introduced in sciiools (e.g., Atkinson, 1981; Ligon, 1983).

c) §écbhdary ettécti due to fear of failure m1ght be an 1ncrease in the percentage of
students entering the general stream of high school courses and an increase in the

percentage of students dropping out of the system (e.g., Ratsoy, 1983).
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d) Later post-examination effects, such as loss of self-esteem, may be felt by students
who actually fail the exam or fail to meet the requirements to continué towards their
desired vocation (e.g., Bloom, 1969; Epstein, 1982).

e) The real1ty of failure may result in such secondary effects as add1t1ona1 vocationa’
counselling for these groups (e:g:, Atkinson, 19€1).

3.1.2 Attitudes towards learning

"Many puplls guing into an examinati~n v+l st111 be rehears1ng 1n (short term memory) an

array of fu.is, formulae, and outline iwers. It is not only during the examination, bqt
throughout the revision per1od that »i7 ;s may feel pushed towards memor1zat1on A commdﬁ

experlence of many pup1ls who have re’ over-learning to pass an examination is that the
'slate' is enthusiastically 'wiped ciean' of the knowledge, once the anxiety is removed"
(Entw1st1e 1981, p: 261):

Student attltudes towards learning may change if a prOV1nc1a1 examination is 1ntroduced
Epste1n (1982) reported that, after the new Chinese examination system was 1ntroduced in 1977,
students assumed a more pass1ve role and adapted to a precon1e1Ved 1earmng env1ronment (p 86):
Bloom (1969) discussed the compet1t1ve, beat the system" sttitude necessary to survive in an
exam1nat1on system where "pass1ng the exam1nat1on by cramming, sttdying the tricks of examiners.
memorizing materjal Just for the exam1nat1on, and other examination- tak1ng strategles are
separable from learning the subject" (p. 46).

In a Scottish 1nvest1gat1on Sharp and Thomson (1984) looked at the effect of external
exams oh students' tudy habits. Ana1y51s of exam1nat1on marts and studen* ‘responses to an
attitude questlonnalre led to the finding that the students who earned better scores on the
examinations were more pos1t1ve1y motivated toward school work; they were less defensive about

the1r teachers, perce1ved wore support °* pressure from home, were more active and more indepen-
dent learners, and were “::t>r able to ' .e with pressures of examinations.

"It may be that the umu.tance of exam1nat-ons in contemporary society is suff1c1ent1y
stressful to generate a cop1ng response in which the tone is primarily cognitive and expedient
rather than committed" (Sharp and Thomson, 1384; p. 50).

Some potent1a1 effects related to student attitudes towards 1earn1ng are thase:

a) Students' attitudes to 1earn1ng may become more influenced by their need to succeed in
the examination; and less i; “lucaced iy their interest in the part1cu1ar subject
(e.q., Bloom; 1759).

b} The perceived importance of examination success may trigger such secondary effects as
improving student motivation to study (e.g., Sharp and Thomson, 1984).
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3.1.3 Classifying students

small elite of pup1ls and that 1t has groun in a somewhat topsy-turvy manner to cover a much
larger proportion of pup1ls than was criginally intended" (Gray, 1981, p. 33).

Gre effect of examinations has been the ftream1ng of students by ab1]1ty and the consequent
emergence of schools within schoo]s w1th pup1ls grouped accord1ng tc whether they will 11ke1y
be certified" (Madaus and Airasian, 1977, p. 84). In the new Chinese examination syscem,
shility grouping was reinstituted at every age level, as pressures increased for compulsory
x'=t1ng at these var1ous levels (Epste1n 192). Passmore (1983) reported that the British
0ract1ce of streaming students 1nto exam and non-exam groups led to the exam groups receiving
more than the1r fair share of resources and the non-exam groups dlsplay1ng greater absenteeism,

disruptive behaviour and lack of motivation.

Recent articles in the London Times Education Supplement vo1ceu concern for the neg]ected
students, those who have demonstrated insufficient ab111ty to s1t for the exams (e:g: ; Mak1ns,
1983). The needs of students outs1de the academ.c, exam-oriented program was raised as a
potentia: prob’em by the respondents to a public opinion survey about Alberta Education's
proposal to adopt compulsory Grade 12 exams (Ratsoy, 1983). Ratsoy further noted the pub11c
concern that the needs of non-academic student- be met by establishing either separate exami-
nations or a different type of high school diploma. Passmore (1982) commented on the 51tuat1on
in Wales; here some schools deliberately aveid the traditional goa] of teachlng to the examina-
tion in order to devise aducat1ona]]y successful courses for their less able h1gh schoc

students (p. 10).

Province-wide examinations may have the ol7r ing effects:

a) There may be more ~igorous streamira ¢ 7 'iiah school s-udents, according to ability or

chance of passing the external exam (e.&., ¥+7aus ang 4irasian, 1977).

b) fhere may aiso bé more rigofous ab{iity stfééming ih jaﬁiaf high sehaais; Séeaaasﬁiéa

Epstein, 1982).

c) When pr1or1ty is given to students in academic programs that end .. exéminations,
non-academic students, their parents and the general pub11c may be concerned that
students in non-academic programs deserve equa] consideration (e.g., Passmore, 1983;

Ratsoy; 198?,.

3.2 Effects on Teachers

Most of the recent reports on how teachers deal w1th test1ng come fiom research on the use
of minimum competency t3sting in classroo=s LIt is worth not1ng that minimum competency
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testing, in which the test items are not closely tied to the curriculum, has been found to have
little 1ﬁ§éct on teachers in the classroom (e.g., Madaus et al, 1979; Ke]]aghan et al al 1982)]
Desp1te major differences between this kind of testlng and the school leav1ng exam1natwons that
are attractlng attention in Canada, leisons may be drawn from the attitudes of teachers toward
minimum compeiency tests.

It appears that teachers trust their own jddément more than a SCGi« i, a minimum competéncy
test. Yeh (1978) found that teachers believed test scores to be more a product of test tak1ng
sk11]s and student motivation than of instruction or student abvl1ty Salmon- Cox (1981) found
that 50% of teachers surveyed used standardized test data only to confirm the: 'r own expecta-
tions: Teachers tended to pay attention to students' test scores only if the scores were higher
than their own teacher-set marks Kellaghan Madaus and A1ras1an (1982) confirmed this finding
1n the1r study of test1ng in Ire]and Madaus (1981) c]a1med that teachers w1‘1 mod1fy the1r

individual students (e.q:; grade promot1on)

) A second issue of concern to teachers is that of ba]anc1ng test1ng time and teach1ng i G 3
This appeared in the resuits of 3 survey of teachers attitudes to test1ng (Hor= < nd By
Bremme, 1983). In this survey, the use of tests in 91 schoo] d1str1cts in the Uni 3tes was
examined. The teachers reported that, a]though test1ng 1s a tecnn1qoe fcr mot1vat1ng students
to study harder, it also reduces the amount of time that can be spent teaching non-tested
subjects or skills. A 1982 report from the Canad:an Teachers' Federation (CTF) expresses a
similar view and questions the benefit of testing programs on student learning.

A th1rd issue concerns the use of test scores io evaluate teach1ng and teachers. The 1983
study of teachers attitudes by Herman and Dorr-Bremmt found that teachers did not want to be
held accountable for students' test scores. °opham and Rank1n (1981‘ also maintainec that
teachers do not want to be held rnspons1b1e for pupil def:c1enc1es that are due to external
forces. The CTF Report (1982) caut;ons that *ests should not be used to measure teacher effec-
t?veness,” it recommends trat teachers be dinvolved in establlsh1ng province- wide test1ng

objectives:
To summarize:

a) Teachers may believe external exams prov1de an incertive for students to study (e.g.,
Yeh 1978 Herman and Dorr-Bremme, 1983):

b) Teachers may feel that too much time will be spent preparing students to iake the
examination, time that will be lost to tearhlng (e.g.; Canadian Teachers' Federat1cn
1982; Herman and Dorr-Bremme, 1983).

c) Teachers may resist the 1ntroduct1on of exam1nat1ons because they fear being evaluated
on the basis of the exam scores of their students (e.g:, Popham and Rankin, 1981;
€anadian Teachers' Federa! 7n, 1982).
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3.3 Effects on Other Public Groups

In recent Alberta and U.S: surveys of public attitudes to examinations and students, the
concept of public has been refined in different ways. Oumont (1977) isolated eight groups:
general pub]1c students tea- hers, émp]oyers pr1nc1pals trustees consultants super1nten-

dents and post-secondary deans and department heads. Ratsoy (1983) identified five groups:
parents and other ay groups, 1n-schoo1 groups; school boards, Alberta associations, and post-

secondary individuals as well as institutions. Gallup (1984) used three categories for th-
general pub11c. no children in sChooi; public school parents, and nonpublic schnol parents:

The Alberta surveys izcused on perceptions of standards and reaction to the introduction of
a testing program. Dumont (1977) found that the pubiir was concerned by the fact that a common
"yardstick" or standars had been lacking ever since the discontinuation of compU]sory
departmental exams in 1973. Public groups not 1nvolved in educat1on made up about 50% of
Dufont' s sample and they expressed a preference for a grad1ng system invoiving a comb1nat1on of
teacher marks and departmental examination marks. A subsequent survey hy Reid (1978) 1nd1cated
that the publ1c perceived standards to be declining. Ratsoy (1983) surveyed the public's
reactions to Alberta Education's proposed introduction of compulsory comprehensive exaninations
for all graduating Grade 12 students. There was surprisingly weak support for compulsory
examinations; only 21% of the respondents were in favour, and another 22% prov1ded conditional
support if certain aspects of the proposa. were changed (e g., make the examinations more like
the former Departmental exars wh1ch were course-spec1f1c and adm1n1ster the exams to acadom1c
studen 3 only) The most frequently ment1oned concerns 1ncluded the negat1ve impact of exams on

dropouts andrthernon-academlc student; the discrediting of school-awarded marks, and the narrow-
ing of high schoo? curricula and student choice of courses.

A public survey conducted by the Ontario Institute for Stud1es in Education (Livingstone
and Hart, 1979) posed two quest1ons sbout centralization in the organ1zat1on of the school
system Th1rty"f1ve percent of respondents felt that there should he more control of the school
oo ciculum at the prov1nc1al level, and 44% felt that provincial test results should be a
crlcer1on for Jjudging progress in h1gher grades. The interpretation of these results is compli-
cated by the ?act that preference for centrallzat1on of curriculum development at the prov1nc1al
level was not highly correlated with a preferente for 1ncreased use of provincial tests (Living-
stone and Hart, p. 20). Five annual surveys later, Livingstone Hart and Davie (1985) concluded
that "publlc op1n10n seems to be ask1ng for greater external test1ng of student achievement” (p
£3). In the 1984 survey, 67% of respondents anreed that "prov1nce wide test1ng should be used
to assess individual performance of high school students" (1985, p: 26)

] Several references to public opinion sorneys were found in the American l1terature Gallup
pr ., conducted annually for the past sixteen years, havi' measured the public's attitude toward
the public schools. In 1283, 75% of respondents agreed that standardized national tests should
be usad to compare the achievements of students across the nation. Thic was the same response

rate as that observed in 1970 (Eiam, iéﬁﬁ). In i§é4, 65% agreed that all high school students
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in the U:S: should be required to pass a standard nationwide examination in order to obtain a
high school diploma (Gallup, 1984).

The introduction of examinations may reinforce the attitudes of various public groups, and

allay or incite public concerns for:

a)

b)

c)

d)
e)
£)

g)

the state of educational standards (e.g., Dumont, 1977: Reid, 1978):

the ‘ise of exam reésults to compare students, schools and school systems (GSHUEJ,
1984);
the impact of exams on lower achieving students (Ratsoy, 1983):

the distinction between central control of the curriculum and use of central examina-
tions (Livingstone anu Hart, 1980);

the narrowing of student choice (Ratsoy, 1983);

the narrowing of the curriculum (Ratsoy, 1983).
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CHAPTER 4

POTENTIAL EFFECTS ON THE TEACHING- LEARNING PROCESS

"The most prevalent danger of any...objective-based certification system...is the tendency
to focus upon the starting and ending points of instruction with insufficient concern for the

process of education" (Madaus and Airasian, 1977, p. 81).

In the above quotat1on Madaus and A1ras1an identified the issue that external examinations
m1ght affect the teach1ng-learn1ng process. An "ends approach" to education will tend to
emphas1ze the end product (the test score), as opposed to the process (the 1nstruct1ona1 activi-
ties). A goal-oriented approach to education may lead to neglect of the study of the instruc-
tional process itself.

The foTTow1ng d1scuss1on 1ncTudes att1tudes of stiidents and teachers in cTassrooms, as well
as the pedagog1cal activities carried out in the classroom

Examwnatlons can o expected to have an 1mpacf on the cTassroom act1v1t1es of students and
teachers including their interaciions. Both groups involved in the teaching-learning process
face the dilemma that under a system of external examinations they have two sets of learning
objectives, not one: (i) the curriculus and (ii) test-taking strategies. These sets of

objectives do not necessarily involve similar activities.

The act1v1t1es of students may be mot1vated by the des1re to beat the exam1nat1on system,
an obJective that may be quite separate from learning the subJect (BToom, 1959) To accomplish
this, cramming and rote memorization are common techniques, as noted by Entw1stTe (1981, p.
2615. Sharp and Thomson (1984) have commented that examinations cause students to adopt an

expedient approach to Tearn1ng rather than to develop a commitment to learning.

Tnachers w1TT try to fu|f1T their respons1b1l1t1es to promote Tearn1ng and to prepare
students for prov1nce w1de exam1nat1ons (canad1an Teachers Federat1on 1982; Herman and Dorr-
Bremme, 1983). An add1t1onal responsibility, part1cularly for teachers of graduat1ng students
is to provide their students with experience in the kinds of workrandﬂstudyﬂhah]ts regu]redrln
post-secondary studies and examinations. Several writers have commented that exam preparation
activities in secondary schools do not normally instill the type of independence and study
habits that post-secondary institutions expect (Makins, 1977; Entwistle, 1981).

There is nuch speculat1on but T1ttTe ev1dence about the changes that externaT exams cause
in the :‘assroom 7 Madaus and A1ras1an (1977) stated that exams have tended to determ1ne the

1nstruct1onal emphas1s when "they have some import for pup1ls and teachers" (p 83) In part1c-
ular, they suggested that external exams foster mechanization of the teaching and and learning




process Mak1ns concluded on the bas1s of an analys1s of reports from several schools in
London, England that exams were causing narrow and didactic teach1ng, with more amphas1s being
placed on written competence, and less emphasis on oral and aural competence (1983).

The work1ng relat1onsh1p of students and teachers mer1ts cons1derat1on. Under a system of
external exam1nat1ons, this relat1onsh1p has been described as an all1ance they work together
at overcoming a 'common enemy' - the external examiners" (Makins, 1977 p 3). But although
both groups work together towards a common goal they are not l1kely to be equal partners 1n the

enterpr1se It would seem that teachers will be very much the leader:, and students the
followers. Mak1ns referred to the teacher s control of students' working habits, with many
small pieces of work assigned and done regularly. Reporting on the new Chinese examination
system, Epstein (1982) noted that the exams have reinforced the distance between the roles of
teacher and student, with teacher expertise becom1ng more h1ghly valued and student dependency

maintained.

In sumnary, the following effects of external examinations may be expected:

a) Teachers and students may be forced to alter thelr obJect1ves and act1v1 is in the
classroom (e:g:; Entn1stle, 1981; Canadian Teachers' Federation, 1982; Herman and
Dorr-Bremme, 1983).

b) There may be increased camaraderie between the teacher and students, as they work
toward a common goal (e.g., Makins, 1977).

c) Students may become more dependent on teachers for organ1z1ng the1r work §é££%ﬁ§

un1vers1ty (e.g., Mak1ns, 1977; Entw1stle, 1981):
4.2 Effects on the Implemented Curriculum

As well as to chang1ng classroom 1nteract1ons and act1v1t1es, the 1ntroduct1on of examina-
tions m1ght also be expected to change the curriculum taught in the classroom:

4.2.1 Narrowing the curriculum of subjects with examinations

B Recently publ1shed art1cles in the London Times Educational Supplement (e.q., Sayer iééz
Mak1ns, 1983) have criticized the external examination system in Britain for d1stort1ng, domi-
nat1ng and narrowing the curr1culum to the po1nt where the exam1nat1on boards are alleged to be
d1ctat1ng curr1cular change ETh1s hypothes1zed effect of test1ng has not been substant1ated

by emp1r1cal évidence. 3

) Ratsoy s analys1s of publ1c responses to compulsory exam1nat1ons in Alberta showed that a
maJor pub’1c concern was that exams would result in an "“exam-driven curriculum" (1983 p. 23)
There were three aspects to this concern:
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Curricular emphasis might shift in the direction of objectives that could most easily be
examined externally.

The curr1culum m1ght become "watered down" in those examination subJects that all grad-
uating students take because teach1ng will have to accommodate the least able students.

focusing the curr1culum on exam1nat1on subJects.

Madaus and Alras1an (1977) state that "when there is a cho1ce between emphas1z1ng tested or
nontested obJect1ves,r 1t is general exper1ence that the ob3ect1ves actually tested assume
primacy” (p. 85). They go on to say that both teachers and students strive for the objectives
made explicit in external exams rather than those made expl1c1t in the curriculum gu1de11nes

The foregoing discussion suggests the following effects of external examinations:
a) Teachers will become more selective about curricular objectives (e.g:, Ratsoy, 1983).

bl After the f1rst examination year, teachers w1ll choose obJect1ves defined by examina-
tion questions (e g. ; Madaus and A1ras1an, 1977)

4.2.2 MNarrowing the curriculum of subjects with no examinations

"Whenever the cutward standard of real1ty (exam1nat1on results) has establ1shed 1tself at
the expense of the 1nward the ease with wh1ch w0rth (or what passes for such) can be measured
is ever tend1ng to become in itself the chief, if not sole, measure of worth. And in proportion
as we tend to value the results of educat1on for their measurableness so we tend to undervalue
and at last to ignore those results which are too 1ntr1nsacally valuable to be measured."

(Holmes, 1911, p. 128)

Non-tested subject areas have bean affected by a narrowed curriculum, an effect which "is a
consequence of the 1mportance ascribed by soc1ety at large to test scores and of an emphas1s on
basic skills" (Herman and Dorr-Bremme,, 1983, p. 15). The perception of "having a good
educat" f may come to mean atta1n1ng a level of excellence in tested subaects rather than in
non tested subJects Nhen pr1or1t1es cnange to emphaf1ze test scores (and thus, the subJects
that are tested), the 1nvestments of t1me cﬂd enerqy on the part of students and teachers will

also change. A Ga1ad1an Teachers Federat1on report (1982) d1scussed the effects of exams on

credentials over teaching for social competence?" (p. 2)
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Effects on subjects with no examinations might inciude:
a) a lack of interest in these subjects (e.q., Herman and Dorr-Bremme, 1983);

b) less time for these subjects in thé school timetable (e.g., Canadian Teachers'
Fédéraiion, 1982).
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CHAPTER 5: |
POTENTIAL EFFECTS ON INSTITUTIONAL POLICIES

Perhaps because of the complexity of 1nst1tut1onal pol1cy-mak1ng and the problems of
mount1ng emp1r1cal stud1es of institutional pol1cy maklng, no reports have been found that
d1splay data on thlS tOplC. Several discussion articles do touch on related 1ssues, and these
are summarized in this chapter.

5.1 Evaluation Policy

"Faced with the choice between having test results that are misused and having no test
results, knowledgeable teachers w1ll generally vote for no test results...There is danger that
publ1c pressure for publlcat1on of test results may destroy the very information teachers and
administrators need to make wise decisions” (Coffman 1980, p. 3)

- A pol1cy that may follow the 1ntroduct1on of prov1nce w1de exam1nat1ons 1s the use of exam
results in the evaluation of teachers, administrators and schools: Madaus”and Airasian (1977)

noted that "one hidden agenda in the competency-based (testing) approach is teacher
accountab1l1ty" (p. 88). This hidden agenda was also uncovered by Tyler et al.(1978) in their
evaluat1on of the minimum competency test1ng program 1mplemented in Florlda Tyler et al

described "the use of students' scores ...... as the maJor criterion for evaluat1ng a teacher's
effectiveness in the classroom" (p. 365. As ment1oned in sect1on 3. 2 teachers do not want test
scores used to measure their effectlveness, th1s reluctance is surely one reason for teacher
resistance to the introduction of an examinat1on system.

There are many examples of pol1cy or the wish for pol1cy Whereby test scores would be used
for evaluating teachers or schools For example, Epste1n (1982) reported that 1n Ch1na the

and continue on to un1vers1ty A recent survey of 196 Alberta school trustees by Webber (1984)
showed that a maJor1ty of trustees want to use test results to compare teachers and schools.

Eoffman made 1t clear that th15 waaia constitute a misuse of test results (1980) ,Hé

noted that in any comparison of schools based on test scores, var1at1on in school context (e g,
student abilities, family support of education, and student mobility) cannot be ignored. Gallup
(1983) also discussed this problem.

Earl1er survey reports have pOJnted out that comparisons should

take full account of the compos1t1on of: the school populat1on

language barriers exist obv1ously cannot be expected to ach1eve
the same 1levels of- test scores as schools in high~income
communities (Gallup, 1983, p. 38).
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B It is 1nterest1ng that these evaluat1on pollc1es and 1ntentlons seem to have developed very
shortly after the testing programs were 1ntroduced (e.g.; the m1n1mum compEEency movement in the
late seventies in the U.S., the Ch1nese examination system in 1977, the Alberta comprehensive
exam1nat1ons in 1983) In fact, 1t 1s 11ke1y that there was not sufficient time to evaluate the
test1ng programs on their mer1ts before it was suggested that test results be used to evaluate

groups or 1nst1tut1ons within the edurat1onal system.
Examination effects on evaluation policy might include the following:
a) A policy of using exam scores to evaluate schools and teachers (e.g., Webber, 1984).
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b)
cores in the calculat1on of students f1na1 grades (e.q., Ty]er et a]., 1978).

!

5.2 Post-Secondary Adnissions Policy

Present admission procedures in Ontario un1ver51t1es are based a]most exclus1ve1y on

teacher marks this 1s a matter of concern to many un1ver51ty eddcators (Traub and McLean
1984) Loca] stud1es have attempted to re]ate success at un1vers1ty to Grade 13 marks (Etkln

s1t1es, 1979) The Interface stud1es (Traub etfal 1977) found that the Grade 13 mark average
correlated qu1te well with first year un1vers1ty mark average (a correlat1on of 0.64). If

exam1nat1ons are 1ntroduced in the graduat1ng year of h1gh school, they will almost certainly be
used as a criterion in the universities' admissions process.

These considerations suggest the foiiow1ng effects of exam1nat1ons on post-secondary

admissions:

a) 0AC exam scores are trans]ated into admissions criteria by Ontario colleges and

universities (e.g., Council of Ontario Universities, 1979).
b) The types of students admitted to selective university programs may change.
5.3 Communications Policy

Every phase of a test1ng program, from plann1ng to 1nterpretat1on of results, should be
reported to a varvety of aud1ences -- educators, students 1eg1s]ators trustees and the general
pub11c One of the cr1t1c1sms of the Flor1da m1n1mum competency test1ng program was the lack of
aaéaaafé communication and the failure to involvé thé groups most seriously affected (teachers,
students, and parents) in dec151ons (Ty]er et al., 1978 p. 31): If pub11c percept1ons of

tant. Recent American reports have stressed the 1mportance of communication about test1nq
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ﬁﬁbéfams and the use of test scores (e.g., ﬁoeber, 1980; Masséchusetts State Dept. of Educatioﬁ,
1982).

Because of the existence of misinformation and speculation during the time when the
reintroduction of exams in Ontario has been under consideration and because of the controversial
nature of province-wide examinations, considerable effort will have to be made to convey correct
information to the various audiences with a stake in the educational system.

a) the reasons for communicating information about exams, such as informing the general
public, evaluating the exam program, promoting curriculum improvement, and providing
help to decision makers (e.d; Roeber; 1980; Massachusetts State Dept. of Education,

1982);

b) the types of information to be communicated; such as the rationale for reinstituting
exams, the curriculum objectives being examined, and the exam scores (e:g., Tyler,
1978; Coffman, 1980);

c) the sectors of the educaticnal community to whom information will be communicated,
such as the générai bubiic, Schobi,boardsi sthbbjs, subjecf coordinafors, teachers,
and students (e.g., fyiér gi_gl., iéfé; ﬁoéber, iééO).
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CHAPTER 6:
CONCLUSIONS

6.1 General Conclusions

6ne conclus1on of th1s review is that an impact s»udy on the effects that the 1ntroduct1on
of prov1nce wide testing mlght have in Ontario would not dupllcate research done elsewhere:

A second conc1051on is that a great deal of cautwon must be exerc1sed when one attempts to
apply f1nd1ngs frof other contexts and other geograph1c regions to Ontario. One subject of
research and d1scuss1on papers has been the standardlzed minimum competency test1ng movement in
the U. S Th1s type of test1ng has few 1mpl1cat1ons for an end-of-course exam1nat1on system
cest1ng program on 1nd1v1duals depends on the uses to be made of the test scores; th1s 1s also
one of the major dangers in genera.1z1ng from ex1st1ng research on the effects of a test1ng
program To 1dent1fy the effects of an examination program it is first necessary to identify

these uses.

6.2 épecfffc Conclusions

o B1scuss1ons of the effects of exam1nat1ons on the 1nd1v1duals d1rectly concerned (1 e.
students and teachers) pervade the literature. These effects vary from feel1ngs of self-worth
and fear of failure to activities in the classroom and students' future chances of success.

The effects of exam1nat1ons on the teach1ng-learn1ng process m1ght be cons1dered an
"intrusion" on the classroom. Classroom teaching may become more expedient and tactical, and

]ess d1scovery-or1ented

The effects of exam1natlons on 1nst1tutlonal pollcy may come later but the effects are

]IKE]Y to last longer. Policies concern1ng evaluatlon admlss1ons, and commun1cat10ns are most
]1kely to change as a result of such innovations in the educational system:

6.3 Types of Effects

Four types of effects have been 1dent1f1ed in Part One of this report, Strateg;es for
Evaluat1ngﬁthe Impact of Prov1nceeWJde Examinations. These types of effects are cons1dered
under the headings: perceptions, currlculum, enrolment trends, and mark1ng standards. The
following notes are included te link this review to that part of the report.

1nd1rectly by exam1nat1ons Many wr1ters have dlscussed the arousal of anx1et1es in students
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and teacher and changes in their attitudes. The attitudes of other groups towards standards and
external examinations have also been of interest.

__ In general, the literature on curriculum effects has consisted of discussion papers rather
than empirically-based reports: Part of the reason for this lamentable state of affairs has
been the tendency of researchers to analyse the end result, the examination scores, rather than
to focus on the curricular processes that led to the result.

 Effects on enrolment trends have not been studied; however, much can be decduced from the
literature on perceptions. Concern has been expressed over the problems facing the non-
academic; non-tested student when there are external examinations. It is possible that the
long-term effects on non-tested students may have consequences for enrolments in non-tested

subjects.

~ The effects of examinations on marking standards have not been reported in the available
literature. The reason, perhaps, is that most educational systems with external examinations
have a long history of exams, and dc not have a baseline for comparison. Ontario is well
situatgd to collect baseline information before monftoring the effects of an examination

program.
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SECTION II:
The Impact of Assessments

CHAPTER 1:
AN INTRODUETION

777777 @efore d1scuss1ng the potent1al impact of a provincial assessment of education, it is
necessary to acknowledge the problem of definition. Assessment has been defined and therefore
interpreted in different ways. The writings of Bloom (1970), Satterly (1981) and Wood (1984)
reveal this confusion in terminology.

B]oom (1970) descr1bed assessment as only one of three aspects of the test1ng enterpr1se
the other tworbejngrmeasorementiandreva]uat)on.riBy assessment B1oom meant attempts torassess
the characteristics of individuals in relation to a particular environment, task, or criterion
situation" (1970, p: 30). He emphasized the fact that assessment ought to be as much concerned
with the environment as with the individuals who interact with the environment.

Satterly offered a general definition of assessment:

Educatlonal assessment is an omnlbus term wh1ch 1nc1udes a11 the

processes and products _which _describe. the -nature and. extent of

children's - Tearning, its degree: of correspondence with the a1ms
and_objectives of teaching and its relationship. with_the envirou-
ments which are designed to facilitate learning (1981, p. 2).

Satterly also used the terms 'inpressiois' and 'constrictions' to distinguish between informal
and formal assessment. The first referred to observations of the student's performance recalled
later, the second to more deliberate assessment procedures conducted with established criteria.

Wood (1984) d1scussed the variation among working def1n1t1ons of assessment; he expressed
the need for educational researchers to reconceptua11ze the term assessment' and to separate

the term from 'measurement' once and for all.

7 Be51gners of an assessment program for 0ntar1o w111 need to ach1eve consensus on a def1n1-
tlon of terms. Attention to such details can ensure that few problems of mlsunderstand1ng the

intent of an assessment, or its monitoring, occur.
1.1 An Overview of Implemented Assessment Programs

In the literature; assessment programs were described at three levels of implementation:
1nternatlona1, nationai and intranational. Most references to the 1mpact of an assessment were
reports of, or reactlons to, one i three assessment programs -- the IEA, NAEP and APU. The
first of these is an international association for educational assessment, while the others are
nationai assessments one for the Un1ted States and the other for Eng]and wales and Northern
Ireland. A1l three programs are ‘described in more detail in the following sect1ons which are

organ1zed by 1eve1 of 1mp1ementat1on
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1.1.1 International assessment

The Internat1ona1 Assoc1at1on for the Evaluat1on of Educat1onal Ach1evement (IEA) has
ex1sted for over twenty-five years: It "attempts to establish a science of empirical compara-
tive educat1on based on close cooperation between institutions in many countries” (Husen, 1979,
p. 371). The first survey, a cross-national examinatioi of cogn1t1ve deve]opment in ch11dren,
was proposed in 1958, and led to a 12-country study of mathematics achievement. It was followed
by a Six SubJect Survey of 21 countr1es, 1nc1ud1ng four deve]op1ng countr1es (Passow, Noah,

Eckste1n and Mal]ea 1976) IEA studies have recently been conducted in secondary mathemat1cs
and sc1ence Ontario and Br1t1sh Co]umb1a were each treated as “countr1es in the mathematics
study; and nine €anadian provinces (Quebec excepted) participated in the science study.

o Later sect1ons of this paper will refer to lessons learned from the ear]y IEA stud1es,
because these suggest poss1b1e effects in Ontario (Husen, 1979 Th1esen, Achola and Boakar1,
1983).

1.1.2 National assessment

) Power and wOod (1984) rev1ewed and compared three national programs des1gned to "define,
assess, and monitor student achievement at a national level" (p. 355). These are the American
National Assessment of Educat1ona1 Progress (NAEP), the Br1t1sh Assessment of Performance Unit
(APU), and the Australian Studies in Student Performance (ASSP).

1.1.2.1 The National Assessment of Educational Progress (NAEP)

The NAEP was des1gned in the late 1966'5 as a survey test1ng program It was 1ntpnded to
monitor pérformance at national and regional levels, not at state and school-district levels.
The program assesses performance and monitors changes in ach1evements of students in the grade
that is usual for nine, thirteen and seventeen year olds in ten subJects 1nc1ud1ng art,
c1t1zensh1p,,11terature mathemat1cs, read1ng, science, soc1a1 stud1es, and wr1t1ng (Greenbaum,

Garet and So]omon, 1977).

7 More recently, there has been a sh1ft in contro] of the structure of NAEP from the Educa-
t1on Commission of the States (ECS) to the Educational Test1ng Service (ETS) There has been an
accompany1ng sh1ft 1n emphas1s from that of d1ssem1nat1on of reg1ona] information to that of

1.1.2.2 The Assessment of Performance bnit (APY)
o The APY was set up in 1975 to p omote methods of assessing and monitoring student achleve-
ment at a time when standards were believed to be deter1orat1ng Two initial programs, consis-

ting of five consecutive years of annual mon1tor1ng of mathematics (11 & 15 year old students)
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and science (11 13 & 15 year old students) have been completed. The intention is to replace
annual monitoring with periodic monitoring at five year intervals (Gipps and Goldstein, 1983).

1.1.2.3 Australian Studies in Student Performance (ASSP)

?a§1C,Sk?1lwlevels 1n 11teracy”and nomeracy for a sample of 10 and 14 year olds. As a resu]t,of
the 1975 survey, the government pressed for the establishment of a national system for
monitoring standards. Finally, in 1979, the Australian Studies in Student Performance (ASSP)
was initiated to proV1de nat1ona1 data on performance in bas1c skills. ASSP was perm1tted to
release only minimal ‘1nd1ngs national breakdowns by year (1975 vs. 1980) sex, and locat1on
(urban vs. rural). The or1g1na1 1ntent had been to collect assessment data for five consecut1ve
years. It was later decided not to proceedrwdth further testing, due in part to changesr1n the
political context, opposition from the teachers' unions, and the minimal results released for
the 1980 study (Power & Wood, 1984, p. 359).

1:1.3 Intranational assessment

1.1.3.1 Canadian provincial assessments

‘Several Canad1an prov1nces conduct assessments (Canad1an Teachers Federation, January

1980 McLean, 1982): They”dlffer in types of items or instruments, subject areas, grade levels
and samp11ng procedorés; Some provinces use standardized tests (e.g., Nova Scotia uses both the
Thorndike Intelligence Test and the Metropolitan Achievement Test). Other prov1nces have
deve]oped or are deve]op1ng 1tem pools with the a551stance of teachers and subJect matter
experts One example of this is the 0ntar1o Assessment Instrument Pool or OAIP While items of
the multible cho1ce var1ety predom1nate most provinces have included other forms of 1tems

(Mctean, 1982, p: 80).

The subject areas tested include mathematics, science, language arts (or reading and
writing), and social studies. Each subject in a given grade is assessed on a 3,4, or 5 year
cycié Several sequences of grade levels are assessed (e g.; 3 6 & 9 in Alberta 4 7 & 10 in
British Columb1a and 9 & 12 in Nova Scot1a) Samp11ng procedures range from every-student

test1ng in Br1t1sh Columb1a to random samp11ng in Manitoba.

~ Provision for optional testing of students from outside the sample means that the assess-
ments can serve an evaluation function at other levels. For example, Manitoba teachers can opt
to have all students in the1r class write the tests while Alberta school boards can opt to have

additional schoois included in the assessment
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1.1.3.2 Other intranational assessments

technology (Greenbaum, Garet and Solomon 1977 p ;2) Sebr1ng and Boruch (1983) reported on
the number of states which have recent]y begun to use th1s opportun1ty In add1t1on, there are
many assessment modéls cesigned by individual states. One example is the California Assessment

Program (CAP).

Bne of the obJect1ves of the APU was to promote assessments in cooperation with Local
Educat1on Authorities (LEAs) (Hextall, 1984, p. 245).

1.2 An Advance Organizer
The preced1ng d1scuss1on has been a br1ef 1ntroduct1on to the assessment programs reported

in the 11terature The rest of the paper consists of five chapters devoted to different aspects

of assessment 1mpact

o Chapter 2, on the consequences of assessment p]ann1ng dec1s1ons, acknow]edges three compo-
nents of an assessment that may contribute to its effects These are the purposes of the
assessment, the nature of the contextual measurec, and the techn1ca1 spec1f1cat1ons

Chapter 3 out11nes some potent1a1 effects on individual students teachers and other public

groups as reported in the literature.

Ghapter 4 is a d1scuss1on of potent1a1 effects on the teachlng-learning process, spec1f1-

process.

éhabter 5 on the potential effects on institutional policy, covers curriculum, assessment

Chapter 6 contains some conclusions about the potential effects of an assessment program.
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CHAPTER 2:
IMPLICATIONS OF PLANNING DECISIONS
The discussion in this chapter assumes that the various components of an asseéssment program
each contribute to the impact of the program in unique ways. The following three components are
considered:

[y

the purposes of the assessment:
2. the nature of the contextual measures in the assessment;
3. the technical spec%t%cations of the assessmment model.
2.1 Purposes of Assessment

s1derat1on to the purposes of each assessment The”effect of the assessments has been monitored
(at least in part) through an evaluation of the extent to which the purposes of the assessment
were achieved. The following purposes of assessment might be expected to produceé different
effects on the educational system:

Mon1tor1ng the system: the assessment serves to produce an objective statement of student
achievement.

Conduct1ng research on the svstem ancillary data are used to form variables for students,

classrooms or schools; these variables are correlated with, and, with supporting rationale,
may be presumed to cause, student achievement.

Eva]uatlng the system the assessment data are 1nterpreted to y1e]d a statement about the
qua]1ty of student ach1evement (good bad, indifferent) and the quality of instructional
programs; of schools and school systems.

- In a review of the NAEP APU and ASSP programs, Power and Wood (1984) found that each
program was primarily conce1ved as a mon1tor1ng prOJect rathér than a research prOJect "Each
project has tried to d15t1ngu1sh between descr1b1ng the current status and changes in perfor-
mance and exp]a1n1ng the how and why of observed 1evels, variations, and trends in performance"
(p. 364).

N A]though the 1n1t1a] emphas1s of nat10na1 assessments appeared to be on mon1tor1ng as
opposed to research Power and WOod fe]t that this appearance d1d not 31be w1th the appearance

suggested by later developments in the three programs (Power and Wood 1984). For ‘example,
although the pub11c pronouncements of the APU 1gnored research and stressed mon1tor1ng, C1pps




initial discussion of items to writing of final reports" (p. 157). The conclusion of Gipps and
Goldstein was that "if anything of real use is to emerge then it will do so as the result of a
high-quality research effort rather than a narrowly conceived monitoring exercise" (1983, p.
164).

Husen (1979) cr1t1c1zed the early IEA studies for the1r rel1ance on "an 1nput-output model
[of educat1on ‘their breadth] of scope, and [the1r] emphas1s on quant1tat1ve methods and statis-

tjgalrﬁtechn1qoes with no ”rellancer at rall on qualitative observations and anthropolog1cal
methods" (p. 384). Although the early IEA studies were pioneering ventures, Husen maintained
that the limitations of the research paradigm had a lot to do with the weaknesses of the

research.

Ihe stra;ghtforward paradngms w1th representat1ve samples -and

strict quant1tat1ve and standardized methods to test hypotheses
un1formly over a number of age levels and countries seemed at the

time to be self-evident. We never -seriously considered an
alternative strategy, for —example, limiting ourselves to -a

selection of a few schools and classrooms that could be subjected
to intensive;, qualitative.observations. :We certainly expected:too
much from the broadly collected information that was obtained by
guestionnaires from the students about their home background and
from the teachers about how they taught (Husen, 1979, p. 382).

Wood and Power (1984) stressed the 1mportance of 1nclud1ng classroom measures based on
observational data in assessments
From now on; any project which aims to survey what schools manage
to-do- with students ... ought to concern itself, as best it can,
with the whole business of schooling- and, above all, with teaching
and learning (Wood and Power; 1984, p:. 319):

It would seen that the exper1enced des1gners of prev1ous large scale assessment parad1gms
have a lesson for proponents of assessments 1n the 1980's: There is a need to make assessment
results more d1rectly relevant to classroom pract1ces and thus, to approach the realities of
teach1ng and learning more closely (McLean; 1982, p: 95).

Adopting a certain purpose for the assessment may have the following consequences:

a) The purpose of mon1tor1ng m1ght. y1eld ob3ect1ve statements about ach1evement as
reflected in 1tem responses,rbut 1t m1ght not prov1de the correlational information
needed to explain and understand the response data.

b) The purpose of research might be expensive in time and expertise, but it might also
generate answers to questions about teaching and learning.

109

ek |
ok 11
By




c) The purpose of system evaluatiﬁn might 1mply compar1sons of different classes, schools
and boards and; thereby, guarantee a lack of cooperat1on from teachers and other

educational groups;
2.2 Contextual Measures

The term 'contextual’ is used here to denote measures of student env1ronment and back-
grbund Both the IEA and the national assessments have been criticised for fa1l1ng to. obtain
adequate information about contextual var1ables The shortcom1ngs of the IEA studies in th1s

regard have been d1scussed by Thiesen Achola and Boakari (1983, p: 46) These shortcom1ngs

1nclude the fa1lure to collect data related to the soc1al demograph1c and env1ronmental

character1st1cs assoc1ated with school settings: For example, the IEA Second International
Mathematics Study (SIMS) 1ncluded only one question about the social environment of the school
(whether it was in a rural or urban environment), and only four questions about student back-
ground (age, sex, parental education and occu-pational status).

Conspicuously missing are items dealing with schoo! selec-
tivity, general level of district rés'o'ur'cés, local occupa-
tional . opportunities, socioeconomic . status - of . _local

res1dents, school learning environment, or related indicators
of _economic/cultural context (Th1esen Achola and Boakari,
1983; p. 47).

To enhance the 1nterpretat1on of nat1onal data Thlesen et al. (1983, p. 67) suggested that

1. occupat1onal asp1rat1ons of the student -- both level and type,

2. general educat1onal and occupat1onal asp1rat1ons and expectat1ons prevalent in the

local env1ronment

§; job opportun1t1es and remunerat1on in occupat1ons related to d1fferent d1sc1pl1nes,
4. quantity and emphasis of instruction that occur within schools, especially in cases
where samples stratified by reg1ons, SES (socio- econom1c status), and so forth are

l1kely to produce sharp cross-sectional differences in these measures;

5. classroom environment measures such as the extent to which indepsndence is fostered,
authority is exhibited, encouragement is supplied, and so forth:

6. perceived importance of the subject by the students as assessed by:
a) level of parental encouragement;
b) inpbrtance of achievement in the subject to the student's status in society;
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c) relationship of achievement in the subject to educational and occupational goals;

7. general structure of the educational system and the opportunity and values inherent in
it (Thiesen et al., 1983, p. 47).

W1th the except1on of the f1fth and seventh clusters of var1ables these would be easy to
include in quest1onna1res for students or teachers.

The shortcom1ngs of the nat1onal assessment programs in obta1n1ng 1nformat1on about context
have also been noted. Power and Wood (1984) described the limitations of the NAEP, APU and
ASSP. Power and Wood noted the failure of these programs to measure variables that would permit
an investigation of the relationship between performance and environmental characteristics.
This failure was felt to have been a direct result of conceiving the purpose of assessment as
monitoring rather than conducting research. Thus:

1nadequate prov1s1on [had- been made] for the difficulties of
interpreting performance levels: in the absence ~f home -and

school background -and process data -or- the add1t1on§l infor-
mation needed if the results were to be linked with other
educational and social data; so _as to inform policy and
deepen our understanding of what is happening in the nation's
schools (p. 363).

"add1t1onal student and school background and process data [had been] collected and further
research on the instruments and follow-up studies [had been] undertaken" fp. 376).

Greenbaum, Garet and Solomon (1977) d1scussed the fa1lure of several contemporary research
efforts to 1dent1fy explanatory variables of ach1evement (p 107) They claimed that the NAEP
had not made a systemat1c attempt to f1nd out wh1ch background var1ables would be most approp-

riate to measure in relation to the academic achievement of students: Bespondjngr to this
criticism, the NAEP claimed to have funded a review of literature on the association between
educational outcomes and background variables, and to be considering the implications of this
review for NAEP pol1cy The object of this was to assist NAEP in presenting better descriptive
data and to "strengthen the analys1s and the 1nterpretat1ons" of achievemént data (Greenbaum,

Garet and Solomon, 1977, p. 209).

look at d1fferent background measures in try1ng to account for student performance Many of the
or1g1nal background measures used (e. g., pup1l/teacher ratio and region of the country) had been
of little interest to pol1cy makers school districts and teachers.

More relevant variables which would relate to the circum-
stances- in- which . children Jlearn, for example, size of

teaching group, qualifications and exper1enCL of the teacher
resources available (particularly for science) and aims of

m
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the programme of work, have been used in the later surveys
(1983, p. 161):

G]ppS and Goldste1n expected that forthcom1ng reports would e1ther confirm the ut111ty of these
variables or recommend that this type of information be collected more effect1ve1y through
in-depth studies rather than through large-scale surveys.

The forego1ng dlscu551on of contextual variables suggésts the follow1ng matters for

consideration in des1gn1ng an assessment

a) Relevant contextual measures may require other methods of data collection than

guestionnaires:

b) Non trad1t10na1 research methods have hlgh costs for data coTlect1on and analys 15;
which m1ght prevent théi. inclusion in an assessment program.

c) Case studies might be used to coliect information on contextual measures in a less

costly way:
2:3 Technical Issues of Assessment

) The technical spec1f1cat1ons of an assessment affect its 1mpact Hextall (1984) referred
to technical spec1f1cat1ons as the "cloak of techn1c1sm and expert1se" (p 266) that the public
assumes tp be mystical in nature. He argued that technical decision making should not be left

to experts:
The  establishment of - assessment pr1nc1p1es, criteria for
evaluation, and testing procedures is a- crucial: social

process whvch must be rendered more open to scrutiny; not
least by those who. are to.be the subject of assessment. - This

demand implies much fuller public and collective debate of
the basic ground-rules upon which any mode of assessment is
formulated (Hextall, 1984, p. 260).

Four technical issuss will be discussed in the following sections:
1. sampling procedures

2. the nature of the assessment instruments

3. réporiing procedures

4. the testing cycle
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2.3.1 Sampling procedures

The way in which exam; =+ and test items are sampled seems likely to affect the impact of
an assessment If sampl1ng were not used and every student responded to tlie same 1tems, the
greatest 1mpact would l1kely be on 1nd1v1duals (as in an exam1nat1on system) However, th1s
would mean that coverage of d1fferent curr1cular obJect1ves, and hence the ab1l1ty of the

assessment to reflect the whole of the curr1culum, would be severely restr1cted On the other

hand, matrix sampling from a large pool of test items could represent the curricalum better; but

have little effect on individuals:

procedure 1ncluded the same core of 1tems on every form of the 1nstrument or 1f every student 1n
a class were to take the same form, the results m1ght be 1ncluded in the grade of students who

part1c1pated 1n the assessment Th1s result m1ght also be ach1eved if teachers were encouraged
to use the assessment instruments in subseguent student evaluation.

) HUsen (1979), in d1scuss1ng the techn1cal problems of the early IEA surveys of ach1evement
ment1oned proper sampl1ng as a problem that surfaced from the beg1nn1ng of the studies. Until
that t1me, few countries had had exper1ence w1th draw1ng representat1ve, random samples of
school and student populat1ons for educational research (p: 375):

Hextall (1984) descr1bed the sampling process used in an APU assessment of science. The
sciénce team had conducted a number of surveys using a 1.5 percent sampling of all eligible
students. In the 1980 study of 11 year olds, this meant surveying 11,000 students in 1097

schools out of a poss1ble 800, 000 students 1n the same age cohort in 19,362 schools Six
categor1es of sc1ent1f1c performance were 1dent1f1ed for test1ng, none of wh1ch was adm1n1stered
to as many as a th1rd of the sample of students By averag1ng, 1t turned out that results for

two of the SiX categor1es of performance were based on only 1 of 200 and 1 of 600 students
respect1vely, or 1 student in every 5 schools and 1 student in 15 schools respectively. Despite
this limited sample, results for science achievement were publicized in the press, with the
following generalizations:

"Too many dunces in science class";

“Science is all fun but no method to haphazard 11 year olds";

"Boys do better than girls in primary science";

"Sc1ence:, Sex differences start young, APU reports show" (Gfpps and éoldstefn, iééﬁ,

Append1x 9).
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Hextall (1984) believed that this type of analysis raised questions "about the claim of the APU
to be collecting national facts and figures on which to base significant statements about

standards in schools" (Hextall, 1984, p. 253).

McLean (1982) discussed how poor sampling procedures (of students and behavior) can
threaten the validity of the assessment. He found that most Canadian provincial assessment
reports ask the reader to accept the quality of the sample of students on faith alone.

Given that the essence of assessment is generalization to the
student population of the province, and given that designing
such a sample requires not_only high technical skill but also
a- good knowledge of schools and access to detailed informa-
tion (school -types -and sizes,  community characteristics,

etc.) both the designed and achieved samples deserve more
attention (p. 90).

2.3.2 The nature of the assessment ;tems

~ The items selected for inclusion in the assessment instruments can affect the impact of the
assessment program. Two reasons are discussed below:

pubiic access to the items
the difficulty level of the jtems

2.3.2.1 Public access to jtems

If test items are available to teachers prior to administration of the assessment instru-
ment, then it is possible that the items will have an impact before the assessment is conducted:
We can imagine teachers using the instruments in their own teaching to give students practice
responding to the items. If test items (and corresponding results) are available to teachers
after the assessment has been completed, then teachers might use this information to assess the
performance of their students and evaluate the siccess of their own teaching strategies.

~ The NAEP has had a policy of releasing about 50 percent of test items after each assess-
ment. Until now; the items used in APU assessments have been unavailable to teachers: Gipps
and Goldstein (1983) reported that once the current five-year program of annual monitoring is
over, the APU plans to make the items available. This is in line with their perception of the
future role of the APU: ‘concentrate on making more use of the information that is available by
opening the item banks, making data available to interested researchers; and improving dissem-

inaticn among teachers" (p. 159).
The implication of item availability is that there is a fairly large pool or bank of items
from which test items will be drawn for each assessment. Along with matrix sampling, Shoemaker
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(1976) believed that item banking provided the essential technology for “placing educational

assessment on a firm foundation" {p. 226).

) There are two confl1ct1ng views of item pools or 1tem banks. One is that a pool or bank is
s1mply a collect1on of test quest1ons, the other is that the test q1est1ons are calibrated, that
is response data are added to the pool or bank so tha* examiners can find out how well examinees

have answered particular items.
2.3.2.2 Item difficulty

A measure of how well (or how poorlyj students have answered a part1cular test item can be
calculated as an ?Qd?XA,Pf,"ﬁlff‘ggltY: ,Th?, djff1culty7”of 1tems const1tut1ng an assessment
instrument affect the assessment results, and therefore, thefassessmentrs )mpactffPover and Wood
(1984) emphasized the importance of this for the results of the national assessment programs
they reviewed.

depend very much on the d1ff1culty of the 1tems utJl1zed

The three approaches (of the national assessmehts} lead - to
the development of tests that differ markedly in the d1ff1-

culties of the items employed, and this leads in turn. to

quite different pictures of national performance: It is not
easy. to recognize how: much- the image, created by national
assessment, of the health of the education system depends on
the. test development strategles employed . the-outcome of

a national assessment is a function of the character1st1cs of
the instruments used (Power and Wood, 1984, p. 366).

To 1llustrate thlS, contrast the 1tems selected by the NAEP and APU. For the NAEP, the
obJectlve was threefold: to assess what most, what typical, and what relatively few students
could do. Thus, equal numbers of ‘easy; average and difficult items were included in the assess-
ment tests. In contrast the ob3ect1ve of the APU was to assess the student norm, and 1tems of
50 percent or med1an d1ff1culty were thought to have been favoured for the assessment tests
(Power and WOod, 1984, p. 366):

2.3.3 Nature of the reporting

The purpose of an assessment determ1nes to some extent the nature of the reportlng
Consider the d1fferent types of reports that m1ght be generated by assessments which adopt the
three d1fferent purposes of mon1tor1ng the system, conduct1ng research and evaluat1ng the
system{77ifitherpurpose”wereVtormon1tor7the sgstem,ithen reports would l1kely consist of item-
level results, with little in the way of interpretative information. If the purposerwerefto
conduct research, then reports would likely reflect the interests and specializations of the
researchers who chose the ancillary variables. If the purposes included evaluating the system,
then reports would conta1n conclusions based on 1nterpretat1ons of the data and reflect1ng the

value systems of the evaluators
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POWer and WOod saw the goal of the three natlonal assessiient programs as hav1ng been that
of mon1tor1ng, this was reflected in the types of reports that were publ1shed neutra] non-
1nterpret1ye, factsanjyT The 1ack of interpretation was advanced as the reason why the assess-
ments were of limited use tordec1§1on makers and practitioners. At thersame time, Power and
Wood remarked that the dull, low-key quality of reports ensured they did not upset people (if,
indeed, they were read at all); this may have accounted for the survival of at least the APU in

its early days (p. 371).
It may be a fact of program development that reporting becomes an issue in the later stages
of a program. For example; the early years of NAEP were consumed with other issues:

the problems of contract monitoring; sampling, data analysis,
and objectives and-exércise development;-little time, money,

or. staff were available for consideration of. NAEP 5 end
product; its reports (Greenbaum; Garet and Solomon,; 1977, p:
213).

tater on, NAEP d1d rea]1ze the necess1ty of gett1ng information in 'séieétivéiy fucused”
(p 214) ways to educators legislators, and lay audiences.

McLean (1982), writing about Canadian provincial assessments, commented on the absence of
any concrete p]ans to feed resu]ts back to schools "The 1mpl1cat10n seems to be that every-one
will know what to do when they recéive the mon1tor1ng results” (p 94). He cited British
Columb1a as the only prov1nce with a systematic process for d1scuss1ng results and poss1b1e
fo]low-up act1ons at the local level (p. 95).

~ Dissemination of findings among teachers is a recent priority of the APU. To this end,
they now organize regional conferences, publish a series of occasional papers, and publish
newsletters. However "fiich of the value of the APU'S results will be lost without better
d1ssem1nat1on What 1s requ1red is a means of 1nf0rMing teachers and nthers and d1scuss1ng with
themrthe 1mpl1cat1ons of the APU s work w1th1n the context of the curr1cu1um and different

methods of assessment" (G1pps and Goldstein, 1983, p. 165):

Barnes, Moriarty and Murphy (1982) advanced the view that ach1evement test1ng is a danger-
ous act1v1ty, one reason belng that resu]ts are often m1s1nterpreted or exaggerated by various
grbups "In fact the pub11c typ1ca11y views the results of district test1ng as reflective of
the va]ue qua]1ty, or respect1ve effect1veness of a school or schoo] system" (p. 14) For this
nea§qn, it 1571mportantrto 1nterpret test resu]ts fer each djfferentrconsumer gnoqpi bpard of
education members, central administration, students, parents, teachers, counselors, and the

press.
2.3.4 The testing cycle

~ The test1ng cycle refers to the test1ng 1nterval 6*,#“? fnenﬁeneywwith7@hich assessment
tests are administered. Several programs have reported frequency of testing as a problem that
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ﬁéy,éffé?ﬁ,ﬁﬁe 1mbact of an assessment for two reasons: Vﬁneireason isrthatiwjfgtheroeriod
between assessments of the same subject is short “only minor changes in performance are likely.
Gréénhaum Garet and So]omon (1977) recommended that NAEP consider the cost-benefit of widening
the test1ng cycle to ten years if it were found that most of the changes being measured in the

second cycle were minor ones.

A second reason that the frequency of test1ng has been . reported as a problem 1s the fact
that it may leave 1nsuff1c1ent time for detailed analysis, interpretation and reporting before
the next round of data collection. Greenbaum Garet and Solomon (1977) suggested that increas-
ing the length of time between tests might resu]t in improvements in the quality of testing
instruments and interpretations (p. 177). Another example is the APU's decision to go from
annual monitoring to a five-year cycle. Gipps and Goldstein (1983) expressed the belief that
this change would give the research team the needed time to explore the data, carry out in-depth
studies anc develop efficient survey designs (p. 166).

assessment 1nformat1on In the IEA stud1es accordyng to”Husen the techn1ca1 personne] “who
assisted us in p]ann1ng data processing and statistical analyses were steering us, not we them.
The data sets, therefore, were highly under-analyzed" (Husen, 1979, p. 383).

2.3.5 Implications of technical choices

a) The sampling procedures might guide the overall assessment design and, in an ad hoc
way, eventually determine the extent to which achievement is reported.

h) Mak1ng test items ava11ab1e to teachers before the assessment m1ght cause teachers to
reflect on the1r own expectat1ons of student knowledge and 1ntegrat1on of curr1cu1um
mater1a1 and ‘might also cause teachers to compare the assessment obJect1ves w1th

their own objectives.

c) Reporting only item-level data might 1imit the impact of the assessment on educators
due to the time they wou]d have to spend study1ng the results choos1ng to proV1de a

were less eas11y 1nterpreted
d) A short testing cycle may mean that the assessment data is not fully analyzed, while
an extremely long testing cycle might render meaningless any comparisons of perfor-
mance across the time interval between two testings.
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CHAPTER 3:

POTENTIAL EFFECTS ON INDIVIDUALS

Very few reports have dealt with the effects of large- scale acaoem1c assessment on
individuals. In part the reason may be that assessment programs have tended to be less con-
cerned with measurlng 1nd1v1duals, and more with measuring the educat1ona1 system. The tech-

n1ca1 dec1s1ons 1n assessments are taken in the know]edge that 1t is group responses rather than

1nd1v1dua1 responses that are of 1nterest The use of mu1t1p1e matrix samp11ng procedures means

Th]S chapter is a review of potent1a1 effects of assessment on three types of 1nd1v1duals
1. students

2. teachers

3. other public groups
3.1 Effects on Students

Little research has been uncovered on the effect of assessment on individual students.
This might mean that assessments have a minimal ‘effect on individual students. The only iden-

Assessment programs seem not to mot1vate students to perform well on the assessment tests

answers) in the OAIP f1e1d tr1als supports the conclusion that assessment instruments may be
assessing motivation or willingness to cooperate as much as, or éven more than, know]edge of the
subject.

0mv1g (1971) rev1ewed the 11terature on student mot1vat1on and conc]uded that students tend

to be careless and unmot1vated 1n the1r performance on tests unless they are personally
concerned about the1r own test scores Omvig was part1cu1ar1y 1nterested in the problem of
student motivation on standardlzed achievement tests used in studies of the effects of school
size or class size. Accord1ng to 0mv1g, "[m}ore often than not the students are involved only
as the prodiucers of test results" (p 47), which are subseqUently used to answer research
questlons He questloned whether "the students [were] sufficiently motivated to put forth the

effort requ1red to insure valid test results" (p: 47):

ey
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In 0mv1g 'S exper1mental study,ran attempt was made to solve the problem of student apathy

towards standardized tests. He designed a "pre- test" session in which a school counsellor
discussed with 1nd1v1dual students their past standardized test results, drawing attention to
those areas in which poor achievement had been displayed and praising the student for the
progress made in other areas. It was hypothes1zed that th1s "treatment" would produce more

valid standardized test scores. However, the results for 270 ninth gvade students did not

support this hypothes1s

It would appear that the problem of student apathy has not been been solved In Madaus
(1981) study on the 1mpact of standardized test1ng, he found that behavxours and att1tudes
towards testing were not likely to change if the tests did not affect the individual's life
chances Bear1ng th1s in m1nd1 one m1ght miake the assessment more 1mportant to students by
prov1d1ng feedback on test resu.ts to examinees and the1r teachers Th1s would be part1cularly
useful 1f every elxg1ble student ln every class, school ~and board had been tested. However,

d1st1nct1on between assessment and exam1nat1on.

In the absence of evidence, the only recourse in speculating about the effects of an
assessment on students is to common-sense. Some potential effects include the following:

a) If the assessment is perce1ved to be mean1ngless and unrelated to the1r stud1es, then
students are l1kely to be unmotivated in responding to the test items.

b) If the pool of assessment 1tems is sufficiently large so that typical items are made
available to teachers and students prior to testing, then students can better under-
stand what is expected of them, and they will be more highly motivated as a result.

c§ If the assessnent results w1ll be used to evaluate students, classes or schools, and
if students know th1s, then they may be more highly motivated to do well on the test

d) If individual students receive feedback on their performance sovon after being tested,
then they may be more positively motivated.

3.2 Effects on Teachers

Accord1ng to the l1terature, assessments have caused teachers to react 1n one of two ways

by express1ng 1nterest in help1ng plan the assessment and by expressing concern that assessment

results might be used to evaluate teachers.

3.2.1 Teacher part1c1pat1on

In the United Kiﬁgaaﬁ, the teachersi unions were 1nv1ted to Jo1n a consultat1ve comm1ttee

for development nf the APU. Although the teachers acted as a constra1n1ng force by limiting the
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number of background var1ables measured l1m1t1ng the study of personal and social development
and el1m1nat1ng the study of ethn1c groups, any concern. about sich effects as oppos1t1on of the
teach1ng force to assessment, was d1ss1pated by the 1nvolvement of the teachers (G1pps and
Goldstein, 1983 P 48) In fact, results of a national surveyrrjnd]cated that 70% of
headteachers wereiin favourrofrthe APU, 18% were neutral, and 12% opposed (Gipps, Steadman,
Blackstone & Stierer, 1983, p. 12C).

~In Australia, the teachers' unions were not 1nv1ted to jo1n the steer1ng comm1ttee for the
1980 ASSP assessment, $o teachers strongly opposed the program, and many boycotted it. As a
result 22 percent of part1c1pat1ng schools w1thdrew too late to be replaced. Accord1ng to
Power and Wood (1984) the failure to get the teachers' support proved fatal to the entire
Australian assessment program (p: 364).

3.2:2 Monitering programs or monitoring teachers?

A pr1mary concern of teachers has been that assessment results m1ght be used to evaluate

the1r teach1rg, thereby mon1tor1ng teachers in addition to programs. Power and Wood (1984)
acknowledged the importance of respond1ng to this concern in setting up an assessment program

Attempts to set up systems des1gned to assess che performance
of public institutions: have invariably met with resistance
from- -those whose work is -to be monitored. - The major
political problem faced in establishing a national assessment

program. has -been to gain the cooperation of the teaching
profession (Power and Wood; 1984, p. 362):

Ebr exémpié, it had been a maJor task for the developers of NAEP to conv1nce "teachers,
principals,rand diStrict super1ntendents that the NAEP could not and would not be used to

evaluate the performance of individual teachers, schools, programs, districts, or even states"
(Power and Wood, 1984, p. 362).

It may be that for teachers, the proof is in the pudding, posit1ve exper1ence w1th an
assessment program will y1eld pos1t1ve attitudes towards assessment. Wood and Gipps (1982)
reported on a Br1t1sh assessment program that 1ncluded a sampl1ng des1gn yet gave schools the
9PP°Y§?U?tY_t9,t¢§t stldentswuho uereinot partiof"the sample,rilnﬁone school d1str1ct w1th a
10% sampling policy, 92% of schools tested 100% of eligible students. Wood and Gipps maintained
that this would not have been possible had teachers not begun to trust the authority enough to
ask for every-student testing.

The foregoing discussion suggests these effects on teachers:

a) If the pool of 1tems is large enough that the test 1tems are released to teachers

prior to the assessment, then teachers may learn what the expectat1ons of student

performance are.
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b) If feedback is suppl1ed to the par11c1pat1ng teachers about the performance of the1r

t1ves had been taught but not iearned by the students.

¢) If assessment results are perceived as a means of evaluating teachers; then teachers

may cooperate m1n1mally, or not at all, with the assessment program.
3.3 Effects on Other Public Groups

Assessment programs; such as the APU and ASSP have been 1n1t1ated at times When pub11c
concern about the qual1ty of educat1on led to the feel1ng that educat1onal standards were
dete*1orat1ng In cons1der1ng the effects of assessmen, on pub]]c percept1ons of standards, one

can_ concentrate on two phases of an assessment: the introduction of the program, and the
reporting of results. The former may be sufficient to change parceptions of educational

standards, and the latter, to give the impression of educational accountability. Each is

discussed in turn.

National assessment programmes, whether or not they mean to
promote a view of !standards'-{that-is-to say, a view of what
education. is meant to be do1ng) which; in.its emphasis on

basic_or minimal- accompllshments of a severelyrse]ected kind,

is narrowing and limiting,  and definitely not cenducive to
the emergence of flexible _and imaginative _educational
policies designed to cope with the future (Wood and Power,
1984, p. 319).

3.3.1.1 Defining the term 'Standards'

'Standards is an unc]ear term in the educat1onal l1terature used frequently with the
adJect1ves low and poor The 1mpl1cat1on of the result1ng phrase is that th> educational system
is not operating as well as it should. Despite the popularity of the term in journal articles,
as well as in the rationale for the need for assessment programs; the term has rot been well

defined.

mean1ng of standards both as def1ned and reported taﬁo1ntr and Koffler (1982) perce1ved the
role of the NAEP in the search for standards as one of measuring student achievement and
reporting it publicly. But the search continies for working defiaitions of 'stendards' and
‘higher educational standards':

A_ ‘higher' or 'better educational standard is one that

student ach;evement The demand. [ for standards] refers not

only to higher student performance, but also to the inclusion
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of broader curr1cular roverage and attent1on to hlgher order
skills (Lapointe and Koffler, 1982, p. 5).

3.3.1.2 Baselines as standards

Accordlng to Power and Wood (1984), a]l three natlonal programs (1 e.,; APU ASSP and NAEP)
have chosen to keep out of the standards debate and let others use the assessment results to
form their own 1mpre551ons of how well the school system is fﬁnct1on1ng For these programs,
standards of performance referred to the bench marks prov1ded by the assessment results:

therefore, they were relative or pseudo standards rather than absolute standards.

Standards -in the abso]ute sense remain on the agenda,

national assessment programs prov1de indirect, -equivocal, and

circumstantial evidence of changes in pseudo standards, which
is not clear or  interpretable enough _to_ enrich__our
understanding of what .: happening in schools (p. 375).

the standards of performance ‘students m1ght be expected to ach1eve 7However, thjsrattempt”waf
soonrtranslatedr1nto fdescrjb1ng measured performancerover a per1od of years - a less conten-
tious task" (Gipps & Goldstein, 1983). Thus, for the APU, standard came to mean a baseline
measure comprised of composite measures produced by five years of monitoring.

3.3.2 Perceptions of accountability

One effect of an assessment may be sat1sfy1ng the need for accountab111ty in educat1on
For examp]e, Hextall (1984) d1scussed the possible use of APU results in meeting the account-
ability needs of tocal Educat1on Authorities (LEAs); their needs include:

the need to evaluate the quality of schools and teaching across the region;
the need to have an objective basis for allocating dwindling resources.

70r1g1na11y, the APU reJected the not1on that nat1onw1de mon1tor1ng m1ght be used as a bas1s
for educat1onat accountab111ty, but later papers under11ned the connect1on between assessment
aaeaaﬁiasiimiy and resource allocation (Hextall, 1984, p. 255). At a time of severe cutbacks in
educatlon expend1tures 1n the Un1ted K1ngdom, test results could offer LEAs a "va]uable means of

teachlng" (p 256)

WOod and G1pps (1982) descr1bed two LEAs that 1ntroduced test1ng programs for the purpose
of a11ocat1ng resources: Although the LEAs maintained that information gained from testing was
only one factor in decision making, Wood and Gipps believed that the test results would
influence any decision, since there is “a strong tendency for quant1tat1ve data to overwhelm

othér sources of 1nformat1on whatever the protestations to the contrary" (p. 53)
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3.3.3 Potential effects on public perceptions
~ The effects of an assessment on pubﬁc per'cé'ptibns of standards m1;g'ht include the
following:

a) If an assessment were initiated, then the public might think that something was being
done to increase standards.

b) Assessment results might confirm existing perceptions that the educational system is
ot Succeeding, or they might suggest that the system is in better shape than
previously thought.

c) Comparing assessment results over two testing cycles might lead to the conclusion that
educational standards are either improving, declining or staying about the same.
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CHAPTER 4

POTENTIAL EFFECTS ON THE TEACHING-LEARNING PROCESS

The present chapter cons1ders assessment .npact on the teach1ng 1earn1ng process féacniné
and 1earn1ng are considered to beﬁ]nteract1yerprocessesrJn the classroom and will be discussed
as one activity. Literature on impact on teaching-learning has concentrated on the teaching
part of the process. This is not surprising considering that the literature on effects on
individuals (see Chapter 3) has tended to concentrate much more on effects on teachers than on

effects on students.
This chapter is divided into three effect areas:
1. teaching
2. the implemented curriculum
3. evaluation of the teaching-learning process
4.1 Effects on Teaching

Most of tne 11teratore reported in th1s chapter and accepted as ev1dence of contr1but1ons
by assessments to iéétﬁihg methodology has resulted from NAEP assessments The research
reported in many of the art1c1es was funded by the Nat1ona1 Science Foundation (I'SF) of the

United States and the Nationa] Council of Teachers of Mathemat1cs This suggests that the

4.1.1 Teaching practices

- The test items and results from an assessment can be used to guide instructional practice.
Sebr1ng and Boruch (1983) conducted an exploratory study on the uses made of NAEP results and
found that most results were used in profe551ona1 ways, "emp]oy1ng NAEP data, methods, and
mater1als to 1mprove educat1ona1 research programs and instruction” tp. 17) Teachers have been
encouraged to use the NAEP resuits in two ways. F1rst ‘they were encouraged to examine the NAEP
results for part1cu1ar content obJect1ves (espec1a11y those resuits that were poor) and consider
whether their teaching strategies had contributed to the poorrresults. Second, teachers were
encouraged to use the published NAEP exercises (and corresponding results) to assess the
perfornance of their students in relation to national or regional results.

H1ebert (1981) reported on the contr1but1on that Nhéb resu]ts made to know]edge about
e]ementary students concept1ons of un1t of measure He descr1bed students responses to
several exercises on the NAEP mathemat1cs assessment These provided 1ns1ght into the lack of
student understanding of bas1c properties of units. For example, they "do not fully understand
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that a un1t of measure may represent more than a sinﬁle ent1ty“ (p 38) fﬁéﬁ— he éiséﬁégea the

1t s not appropr1ate to th1nk of ch1ldren as completely
possessing or lacking a measurement. concept; but rather-as
be1ng able to_-apply the understanding they have in-particular
situations. = Some children demonstrate knowledge of a concept

in simple tasks. but appear to abandon this knowledge in more
complex settings (p: 42).

In his recommendations for instruction, he suggested that teachers administer the NAEP exercises
reproduced in the article in order to confirm their own students' degree of understanding of the
topic.

LindoUist Carpenter S1lver and Matthews (iééﬁl compared the results of the second and
thlrd NAEP assessments of mathemat1cs for elementary and m1oule schools A maJor f1nd1ng was

exerc}ses,rsuch as computatjon and that students had made no ga1ns on exercises assess1ng deep
understanding or applications of mathematics: Lindquist et al. elaborated on this finding in a
consideration of results for whole numbers, fractions and decimals, and other basic concepts and
skills. The article included NAEP exarcises (as well as national percentiles) which were used
to interpret performance in these content areas. Then the authors posed the foilowing questions
about teaching technigues:

Boes class d1scuss1on focus on the varlety of 1nterpretat1ons or representat1on< that might
be possible, or do students see only a single solution for a problem?

Are students asked to defend their reasoning, or justify an answer, or explain why a

particular result is reasonable?

4.1:1.1 Téaching to the test

- An assessment can 1nfluence what is taugnt in classrooms by focus1ng on the subJects and
object1ves be1ng tested Wood and Power (1984) discussed the possibility of this effect in
Amerlcan states that have state-wlde assessment programs part1cularly in cases where assessment
results are perce1ved to be a measure of the quallty of a school's program An easy way to
raise scores (hence, an easy way to substantvate the cla1m to have ra1sed standards ) would be

for schools to teach to the assessment tests WOod and Power quote newspaper reports from
Callforn1a describing how schools in San Dlego Countyrreg1stered 51zeablerscoxe increases on the
annual state assessment tests (California Assessment Program, or CAP) by remodelling their
curriculum to emphasize material tested by the CAP, and by te.ching test-taking skills (p. 316):

Another example o‘ teach1ng to the test was c1ted by Gipps and Goldsteln (iééjl Head
teachers of some pr!mary schools in a particular tEA insisted that read1ng be treated as a

subject when it was discovered that the LEA had 1ntrodoced a read1ng testing program (p 189)
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4:1:1.2 Teaching tools

The effect of an assessment on teach1ng too]s such as textbooksi in c1assroom activitiés
has been suggested in the literature as a secondary effect of assessment; but n. empirical

ev1dence has been uncovered.

B Forbes (1977) conc]uded that the NAEP wh1ch was des\gned as a 1ong term prOJect whose
major 1mpact would come only after it had reassessed severa]rlearnlng areas, had already proven
useful to manv audiences; one such audience was professional educators who had interpreted the
NAEP results in terms of their implications for textbook improvements. Textbook coverage of the
object1ves tested by the NAEP has been found 1nadequate in many 1nstances Hiebert (igéi)
concluded that students needed much more exper1ence with s1tuaf1ona1 prob]ems on the top1c of

inc]uded 1n most textbooks Thus "it js"1mp0ftant fqn tne teacherr‘;rsupplement the textbook
program with measuring activities ... which are designed to facilitate children's urderstanding
of the basic unit measurement concepts" (p. 43).

L1ndqt1st C;rpenter Silver and Matthews (1983) discussed the more general problems of
students' failure to ga1n a deep understand1ng of mathematics. Their questions about the
qua11ty of textbooks included the fo]low1ng

Do textbooks place sufficient stress on the higher-level objectives, or do they dwell too
heavily on routine knowledge?

What supplemental materials are available to extend the text in the direction of
higher-level objectives?

4.1.2 Potential effects on teaching
The foregoing discussion on the effects of assessment on teaching practices suggests the

following effects:

a) Ind1v1dua1 teachers m1ght eva]uate their own teach1ng obJect1ves and content coverage
by exam1n1ng the published samp]es of prov1nc1a1 assessment items and object./es

b) As a group, teachers might use assessment results to assess how effective their
teaching strategies have been in relation to student performance on assessment items
and objectives.

c} In response to exceptional student responses (good and bad) to assessment items, the

teaching profassion might suggest new strateg1es to produce better results.
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d) Textbooks and other 1nstruct1onal a1ds m1ght become targets of the concerns of educa-

t1onal groups about poor assessment results, especially on curriculum objectives
deemed to be important.

4.2 Effects on the Impiemented Curriculum

~ Gipps and Goldste1n (1983) bel1eved that 1t was too soon to make a pronouncement about the

impact of the APU on the curr1culum They did say, however, that fears ‘about assessments
dominating the curriculum and causing revisions have not yet been realized (p. 159). They
attr1buted this lack of effect to two features of APU assessments the sampl1ng procedures and

the lack of 1ntelllg1ble publlc reports. They pred1cted that curriculum might be affected by

the nature of the assessment. If the assessment were subject-specific (e. g-s limited to
mathemat1cs, language, sc1ence and modern languages) then the curr1culum m1ght become narrower

and additional emphasis might be placed on these subjects .iowever, it the assessment cut
across all curr1cular areas, it m1ght shape the content of the curr1culum d1fferently G1pps
and Goldstein reported circumstantial evidence suggest1ng an effect of APU assessments may be to
widen what is taught in the tested areas (1983 p: 159).

It --may- well be thac the APU s assessment mater1al, capable in
many cases oprromot1ng -a -widening of the curriculum, will

come to be seen as. its grt:test achievement, rather than any

direct contribution  to the debate on standards or
accountability (p. 162).

Effects on the implemented curriculum might include the following:

a) If the assessment plan 1s to cover the ent1re curr1culum, that is al subJect areas

and obJect1ves, then assessment may broaden the curriculum coverage.

b) If the assessment plan is to cover a few subject areas and specified topics, then tha

4.3 Effects on Evaluation of the Teaching-Learning Process

Large-scale assessments have had a an effect on evaluat1on methodology they have identified
evaluat1on problems, 1nstrumentat1on requ1rements and so forth, spec1f1c to large quant1tat1ve
studies, and have attempted to resolve such problems and requ1rements through the development of
statistical procedures. To illustrate this type of effect, the following discussion will
consider two methodolog1cal problems common to large- scale assessments:

1. problems with measuring change in student achievement

2. problems with synthesizing assessment results
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4.3.1 Measuring change in achievement

A goal of pol1t1c1ans 71f not of the educators resnons1ble for an assessment, is to track

academic achievement over time:. Husen (1979) criticised the design of the first set of IEA
5£aa%é§ for not emplovlng a longitud1nal des1gn whereay the same students would be followed for

383 384) Thlesen Achola and Boakar1 (1983) also bel1eved that the second set of IEA studies
should have collected long1tud1nal 1nformat1on over t1me However they acknowledged “the great

distance Ethe IEAJ knowledge base has advanced in the past 15 years" (p 52) In other words;

pr1ority to mak1ng 1nferences about trends over time; l1ttle attempt appears to have yet been
made to deflne the mean1ng of trends over t1me or to dlSCUSS associated measurement problems
Us1ng the APU for 1llustrat14e purposes Goldste1n (1983) oatl1ned the most commonly used
methods for measur1ng absolute change 1n Wachjeyementﬂiover77t1me!7 and presented ralternatjve
formUlat1ons ~Re suggested that measuring relative changes over time, using either standardized

d1fferences or long1tud1nal analyses at the level of the school, would be feasible and could
yield 1nterest1ng results.

If we discover that reg1onal dlfferences have narrowed,and

that-this continues to remain the case even after _a number of
p0551ble confound1ng var1ables have been alloWed for; then we

Bock, Mlslevy and Woodson (1982) speculated about the next stage in educatlonal assessment.
They claimed that the assessment movement had been shaped if not actually made poss1ble by

several developments.
1.  the accountability movement
2. survey sampling techniques
3. m'rix and multl'pie-matrlx sam'pllng’ techniques
4. creation of the NAEP

7 Bock et atl. held that the next stage of growth would be in the area of report1ng assessment
results The orig]nal method of reporting was described by the authors as a fixed-item
approach, typical of social survey research. The idea was to report the percentage of correct
responses to each item as well as the change in this percentage from one assessment to another.
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The authors proposed instead that the random-item concept be applied to assessment results (p.
6). In this approach, the data are reduced to a small number of broadly interpretable
attainment indices that reflect performancé on séts of items sampled from specified domains by
pupils sampled from specified populations. The use of item response theory to do this was
described {p: éj;

The foregoing discussion suggests that assessment might affect evaluation of the

teaching-learning process by stimulating:
a) the development of procedures for tracking trends over time;

b) the use of procedures involving more data reduction or synthesis so that item indices

are replaced by achievement indices:
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o PHAPTER 5.
POTENTIAL EFFECTS ON INSTITUTIONAL POLICIES

Potential uses of assessment results by policy makers have been mentioned in the
]1terature, ‘although few examples of policy-related effects have been cited (e:g:., Sebring and
Boruch, 1983). That assessments have had little effect on instilutional policies might be due
to the fact that the purpose of assessments has usua]]y been mon1tor1ng the system, not
conducting research. G1pps and Goldstein (iééé) believed that this restricted focus limited the
sefu]ness of the APU for pollcy mak1ng and that if the APU were to become useful to po]1cy
makers, then “a h1gh qua]1ty research effort [would have to be mounted] rather than a narrowly

conceived mon1tor1ng exercise" (p. 164).

t.me from the 1ncept1on of an assessment program to the dlssem1nat1on of results. The prob]em
of time is exacerbated by the fact that the 1n1t1a1 cyc]e of an assessment program is often only
a pilot, the resulte of which are used to mod1fy and improve the de51gn of the program.

The fo]]ow1ng sect1ons on potent1a] 1nst1tut1ona1 polfcy effects cover the areas of

curr1cu]um, assessment and commun1cat1ons policies.
5.1 Effects on Curriculum Policy

Assessfient may affect dev]eopment and evaluation of currlcu]um po]1cy In the 1n1t1a] stage
of the assessiient proqram, curr1cu1um spec1a]1sts and educators are forced f1rst to determ1ne
and .agree on the curricular obJect1ves for testlng, and then to assess the re]evance of

part1cu]arwjnstruments and 1tems for measur1ng those objectives. tater, the assessmentrresu]ts
can be used tordecjderwhetherrthe curricular objectives had been met; and if not, to guide the
modification of existing curricular policies. Kearney (1983) mentioned the use of assessment
results to qidentify relative strengths and weaknesses within an educational system (or
subsystem, such as a part1cu1ar school within a d]StPlCt), and thereby to 1dent1fy the system .

needs for resources.

7 Sebrfng and Boruch (1983) prOV1ded 1nstances of boards and teachers us1ng NAEP 1t°ms to
eva]uate and modify Tlocal curriculim po]1c1es Th1s tended to happen more often when the
district chose to conduct its own assessment: that is, the state tests were administered to a
suff1c1ent number of students to perm1t fa1r compar1sons with state data (p 17) It was
reported that the state assessment for M1nnesota had a pos1t1ve 1mpact on decisions about
curriculum content and plann1ng at the d1str1ct 1eve1 (p 18). Also, seven state case stud1es
revealed that local schools used NAEP resources to estab11sh objectives and develop curricula as

well as to engage in curriculum assessment and evaluation.
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In one program, planned but not yet implemented, assessment results were intended to have
an effect on policy for teacher training. This assessment model, developed in 1982 for Trinidad
and Tobago, was described by Wood and Powei (1984). The objective of the first round of testing
was to expose deficiencies in mathematics fa1nment of pr1mary school leavers. Once identi-
f1éd these problem areas were to be addressed via changes in the teacher tra1n1ng program A

training had 1mproved ach1evement of pr1mary school leavers (Wood and Power, 1984, p. 316)
Assessment effects on curriculum policy might include the following:

a) In plann1ng an assessment, curriculum commitiees may need to refine and order their
obJect1ves, evaluate their curriculum gu1del1nes and thereby, revise curriculum
policy.

b) In exam1n1ng assessment results curriculum committees may need to compare the

relative achievement of students on different objectives and modify curriculum

priorities a:cordingly.

Effects on Assessment Pol1cy

(4, ]
N

B An 1ntended mpact of several large scale assessment programs has been to make other
systems and subsystems more conscious of the potent1al uses of asseSsuant act1v1t1es for the1r
purpose For example, the APU and NAEP have included among their objectives the advancement
and dlssemlnat1on of assessment technology. In fact, the NAEP shifted focus from collecting and
analyz1ng ach1evement data at national and reg1onal levels to d1ssem1nat1ng information about
conducting assessments. They prov1ded their model for the de51gn and adm1n1stratlon of state
and Tocal assessment programs "encouraged the use of its released exerc1se 1tems. and ass1sted

By 1983, at least 12 states had copied the NAEP model and 14 had adapted the model (Sebr1ng and

Boruch, 1983, p. 17).

These observations suggest the following possible effects of provincial assessment on board
assessment policy:

a) A school board m1ght adopt or adapt a provincial assessment model for its own needs.

b) In adapting a provincial assessment model a school board mlght choose to test every

student and usé the assessment results to evaluate students, classes, or schools

w1th1n the board.
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5.3 Effects on Communications Policy

In a discussion of the misuse of assessment results, Kearney (1Ycs) referred to twc
communications poiicy issues. He believed that aSSéESmént piénnéré need to find an effective
means to communicate the purposes and disseminate the results of an assessment to policy makers.
In addition, Kearney argued that policy makers at local, state and, possibly, national levels
ought to be communicating the results of an assessment to the general public (p: 10). Evidence
that tbmﬁunitaiioﬁsrbbiiéy is important to the success of an assessment program was presented in
Chapter 2, under the heading, Nature of the Reporting.

Assessment planners may need to consider the foiiowing in dévéioping a communicaticns
policy:

a) the potential uses for which assessment information can be communicated:
b) the types of information it will be necessary to communicate:

c) the potential audiences who can use the informatioi: iii a positive way.
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CHAPTER 6:
CONCLUSIONS

6.1 General Conclusions

Bne conclus1on of the llterature rev1ew is that few emp1r1ca1 stud1es of the effects of

assessments on educational systems have been made Assessment of student achievement is a
recent phenomenon; it originated within the past twenty-five years on national and inter-
national educational levels. The early assessment programs can be considered exploratory,
p1oneer1ng ventures, which had the effect of foster1ng advances in assessment methodology It
may bé that insufficiént time has elapsed since the beg1nn1ng of national and international
assessments for the1r 1mpacts to have been ser1ous]y considered.

A second conclus1on of th1s reV1ew is that the few examples of 1mpact that are reported may

not be appl1cable to other assessment situations because the effects have been confounded by
such factors as the historical and political context. and by design specifications that are

unique to particular assessments.

6.2 Specific Conclusions

The follow1ng spec1f1c conclus1ons summarize the findings of the present paper regard1ng

three areas of potential effect -- individuals, the teaching-learning process, and institutional

policies:

Effects on 1nd1v1duals d1rect1y 1nvolved 1n the assessment seem l1kely to be dependent upon

made, then the effect of the assessment on 1nd1v1duals might be 1ncreased.r Hoyeyer) if
comparisons of individuals were not possible, or, at least, not practical, then the assessment's
effect on the individual would be less. Effects on other public groups might include changes in
percept1ons of educational standards and accountab1l1ty, both tnrough the introduction of an

assessment and through the report1ng of assessment results.

Effects on the teach1ng-1earn1ng process can be expected to take t1me Before teachers and

other educators can begin to interpret the results and use them in 1mprov1ng teaching stratagies
and chang1ng teach1ng priorities, assessment results need to be analyzed and reported, possibly

over several testing cycles.

Effects on 1nst1tut1ona] pol1c1es may occur in the areas of curr1culum, assessment and
commun1cat16ns Assessment may affect the p]ann*ng, modification and evaluation of curriculum

policies: Assessment policies at sub- system levels may incorporate the policies of large-scale

assessment programs that encourage such adaptation.
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THE IMPACT OF EXAMINATIONS: AN ANNOTATED BIBLIOGRAPHY

B. saakg, Published Reports and Unpublished Documerts

C. Newspaper Articles

D. Documents from the Educational Resources Information Center (ERIC)

A. Jc rnal Articles

Airasian, P.W., and Madaus, &.F. "Linking Testing and Instruction: Policy Issues”.
gournalfofeEducationa1 Measurement 20 (1983), pp. 103-118.

D1scusses Mi nimuim Competency Test1ng (YCT) and some prohiems sééaéiSiéa, with content;
curricular and 1nstruct1ona1 validity: Also refers to the legal implications and an
article by M:S: Mc€lung (1978); annotated later in tais section.

Atk?nson’ D.R: "State- mandated M1n1mum Competency Testing Programs: Implications for

School Counsellors". School Counsellor 29 (1981), pp. 22-27.

(p 25), with the need for counse111ng in both cases:

Barnette, J.J., and Thompson, J.C. III: "A Descriptive Assessment of the Effect of
Evaluations on Instruction". Studies In Educational Evaluation 5 (1979), pp. 77-86.

A study of 224 secondary schools in a Northeast U.S. state. Accord1ng to teachers

perceptions of evaluat1on, student performance affected 1nstruct1ona1 pract1ce much more
than either program or teacher evaluat1on While o':servations of students was most often
used (49%), standard1zed tests counted for only 5% of instructional change, which included

reviewing, modifying and revising instruction to meet student needs:

Boreham; N.C: “An Evaluation of a Method of Monitoring Grade Standards in Examinations".
Research.In Education (Manchester) 22 (1979), pp. 74-85.

This was a U K. study 1n wh1ch a stat1st1ca1 method for externaT test1ng was evaluated It

re- marked 20 teacher-marked tests, and regraded them if the average grade ass1gned by a
particular teacher was one-half grade out.) Later newspaper article by Doe (1980) refers
to Boreham. Likely of limited interest to our study.

137

143




Brown, S., and McIntyre, D. "Influences upon Teachers' Attitudesrtorﬁ??ferent Types of
Innovation: A Study of Scottish Integrated Science". Curriculum Inguiry 12 (1982), pp.
35-51.

This was a study of the implementation of two d1fferent types of innovations,
Organizational and Pedagogicai Innovations of the 0rgan1zat1ona1 type were presented
c]ear]y and carr1ed out w1thout any teacher contro] However the pedagog1ca1 innovations

not 1mposed by an author1ty There was no 11nk between teach1ng activities and course
obJect1ves and no explicit criteria for pup117 performance. “The innovation will be
implemented in any oiassroom only insofar as the individual teacher has a favorable
att1tude toward it; has the motivation, skills and resources to mod1fy his current natterns
of teaching, and understands what is meant by the innovation and how to go about
introducing it." (p. 43)

Crum, R., and Parikh, A. "Headmasters' Reports, Adm1ss1ons and Academic Performance in
Social Sciences". Educational Studies 9 (1983), pp. 169-184.

fhis is a U.K. study of 158 university students in the social sciences; exam grades,
qualitative attributes, and success in university were studied. Crum and Parikh
recommended that universities attend to the headmaster's report on performance (standard of
work) and recommendation (head's pred1ct1on of the success and potential a student
possesses) as important indicators of degree performance.

Dixon, N.R. "Testlng - Its Impact on Expectat1ons Practice, Accountability".
Educational Leadership 35 (1978), pp. 294-297.

It is argued that standard.ved tests have too much power: use of such tests haQe
educatlonalgpclicy, affects the what (ach1s1t.on of facts 1mportant) and how of teach1ng
With such tests, electives are de- emphas1zed and the back to bas1cs movement is emphas1zed
In aadltlon, teacher effect1veness and school quality are measured by test performance.
“Another impact.... is that it has led to ]abe]llng and tracking students in the schools
and in society. These tests have led to punitive educational discrimination for blacks,
other ethnics, and the children of the poor" (p. 296). In terms of accountab111ty, the
author states that tests assess narrow intellectual funct1ons and omit so much that is

critically important in both school and 1ife.

The author's comments are based on reflection only, and not empirical evidence.

Dunn, T.R. "An Empirical Demonstration of Bias in HSC Examination Results".
The Australian Journal of Education 26 (1982), pp. 190-203.

An Australian study of ngher School Certificate (HSC) results and success at Melbourne
Un1vers1ty for arts and science students. Dunn found that state schoo] students do better
at un1ver51ty than 1ndependent school students with the same HSC score.
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Epstein; I. "An Analysis of the Chinese National Examination: The Politics of

Curricular Change". Peabody Journal of Education 59 (1982), pp. 180-189.

‘The Chinese National Examination System was introdiiced in 1977. It had a marked effect on
educational policy: (1) Middle school was expanded from 2 to 3 years to allow for more
concentrated teachlng of the exai subjects (2) the learner comes to assume a more pass1ve
role and is expected to adapt to a preconceived learn1ng environment (p. 186); (3) access
to un1ver51ty is still unequal since urban facilities were better than rural; (4) pressures
lncreased for compulsoryrcest)ng atrthe middle school level as a prerequisite; (5) ability
grouping was reinstituted at every age level; (6) certain key schools received
disproportionate public funding; (7) the reputations of schools and teachers is influenced
by the percentage of students who pass the exam and continue on to un1vers1ty, (8) teachers
are forced into retra1n1ng programs for the newer curr1culum, (9) fa1led cand1dates
internalize a sense of failure and contemplate su1c1de (10) the exams have re1nforced the
distance between the roles of teacher and student, teacher expertise has become more h1ghly
valued and student dependency has been reinforced:

An historical approach; with no actual empirical results reported.

Glasman N S, and Bln1am1nov, 1. "Input-output Analyses of Schools". Reviéew of
Educationa) Research 51 (1981), pp. 509-539.

This paper advances a useful model of school, student input and student output var1ables
(p ‘36) It may suggest some useful measures:

Glossop, J.A., and Roberts, C. "An Eiploratory Study of Examination Policy Differences

and Performance in Three Comprehen51ve Schools". Educational Review 32 (iQéO), pp. 67-85.

This is a U.K. study of 3 schools in a worklng class district, with n (of students) = 2012.
Social Background Factor Score was used as a var1able (1nd1v1dual measures compr1s1ng 1t

are l1sted on page 71) Success at 0 Level was found to be related more to measured

the three schools.

Gray, J: "A Competitive Edge: Examination Results and the Probable Limits of
Secondary School Effectiveness". Educational Review 33 (1981), pp. 25-35.

Gray analyzed British data bases (e.g.; Inner London Education Authority, Sheffield; and
the ScottlSH Edutation Bata Archive). took1ng at the pred1ct1ve power of intake variables,
the "best" predictors were verbal reasoning scores of intakes, the social disadvantage of
the schools, and the percentage of pupils from non-manual occupations; all with an r of
0.85 or greater. Controlling for differences between intake variables, differences
remained that were attributed to the effects of schools themSélves (p. 33).
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Interesting quotation, but no reported evidence: "It is easy to forget that the
exam1nat1on system was or1g1na]1y des1gned for a re]at1ve1y sma]l elite of pup1]s and that

than was orvg1na11y 1ntended Some teachers argue both that it has a d1stort1ng effect on

the curiculum and that it fails to cater for the needs of less able pupils. " (p: 27)
Haertel; E:; and Calfee, R: “School Achievement: Thinking About What to Test".

Journal_of Educational Measurement 20 (1983), pp. 119-132.

Discussion of the validity of tests to assess instructional outcomes.

Halpin, G.; and Halpin, G. "Experimental Investigation of the Effects of Study and
Testing on Student Learning, Retention, and Ratings of Instruction". Journal of
Educational Psychology 74 (1982), pp. 32-38.

This study showed that students who studied for and took a test achieved more and retained
it longer than students who studied in order to learn rather than for a test.

Hataia, R.J. "Test1ng in Perspect1ve" New Directions for festingfand Measurement

16 (1982) pp. 141-145.

He maintains that the issue is not "to test or not to test", but "Who tests, and for what
reasons?". He discusses two assumptions of college admissions tests. The first is that
the progression from high school to college to a profession forms a closed system. That
is, admissions tests are seen as bnlng valid for young students who have continued to
progress through the academlc srquence" from h1gh school to un1vers1ty, but of more
11m1ted app]lcat1on for o]der people who stepped out of the system and seek reentry A

mathemat1cs apt1tude test becom1ng a 51gn1f1cant pred1ctor only for students in
math-oriented programs:

Herman, J.L., and Dorr-Bremme, D.W. "Uses of Test1ng in the Schools: A National
Profile". New Directions for Test1ng and Measurement 19 (1983) pp. 7-17.

This is a H;s; study of 91 school diStricts; conducted to see how tests were used.
Principals were found to use tests for decision making and communications, although they
relied more on teacher opinions and recommendations.

Teachers' attitudes to tests were described as follows: test1ng is a technique to motivate
students to study harder, m1n1mum competency tests (MCT) are often unfair to part1cu1ar
students; MCT may affect the amount of time that can be spent teach1ng subJemts or skills
the tests do not cover (thus, narrcw the curriculum); teachers did not wish to be judged by
students' performance on standardized tests; they did not want to be held accountable for
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students’ scores; they had concerns about the equ1ty of MCT for some students, and
reservations about the pressure that testing exerted on teachers.

One iﬁbéét of test1ng the authors discuss is the effect on non-tested subject areas.
"A&m1tted1y, tests alone have not caused the curriculum to narrow. Rather, the narrowing
is a consequence of the importance ascribed by soc1ety at large to test scorcs and of an
emphaSIS on basic sk1]ls" (p 15) The authors query whether the sample of skills assessed

def1n1ng the curr1cu1um
The attitudinal test used to tap teachers' views was not included in the report. It may be
available from the Centre for the Study of Evaluation at UCLA.

Lewis, D.M. "Certifying Functional Literacy: Competency Test1ng and Imp]1cat1ons for

Due Process and Equal Educational 0pportun1ty" Journal of Law and Education 8 (1979)
pp- 145-183.

A discussion of legal implications; test reliability, validity and instructional match (p.
159); and racial discrimination (p. 165).

Ligon, G:D. "Preparing Students for Standardized Testing". New Directions for Testing and
Measurement 19, (1983), pp. 19-27.

A discussion of 8 factors that inhibit opt1ma1 performance on tests the f1rst four are
"targets of preparat1on act1v1t1es" (test anxiety; care1essness confusion and poor use of
t1me) the f1fth 1s cons1dered a controversial topic (unsuccessful guess1ng), and the last

three are considered long-range issues (lack of skills, special circumstances, and
handicapping conditions).

Linn, R.L. "Test1ng and Instruct1on Links and Distinctions". Journal of Educational
Measurement 20 (1983) Pp. 179-190.

A discussion of four features of minumum competency tests used in classrooms. (1) Matching
(the degree of match between test items and instructional objectives); (2) Feedback (the
use of test results to provide feedback to students and teachers); (3) Flagging (the use of
tests to flag facts or concepts that are considered important); and (4) Grading (the use of
tests to determ1ne grades) Since classroom uses of tests are stressed this article may
be of limited value to our study

Madaus; G.F. "Testing and Funding: Measurement and Policy Issues". New Directions for
Testing and Measurement 1 (1979), pp. 53-61.

Mention is made of Gallup surveys in 1976 and 1978 in which the public agreed that state or
national exams should be required for high school graduation.
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Madaus, G.F. "Reactions to the Pittsburgh Papers": Phéebeifawkappan 62 (1981), pp. 634-636.

A comparison of two studies of the uses made of standardized tests: the Carneg1e Mellon
study in Pennsylvania and Madaus' study in Ireland. Results were similar: administrators
did not use test results because they had no effect on po11cy However; it is claimed that
whenever test results become a key element in decisions affect1ng individual life chances
(e g. 5 grade promoc1on), the adm1n1ster1ng agency assumes a great deal of power over the

scheo11ng process, and administrators, teachers and pupils modify their behavior and
attitudes.

The testing programs mentioned were felt to lack this important dimension: that is, they
"were not used as an administrative mechanism in an 1mportant po]1cy context" (p. 635).
Thus, the findings had to be 1nterpreted with this in mind.

"The Clarification Hear1ng A Personal View of the Process".
Educational Researci.ar 11 (1982), pp 4, 6-11.

This article is about the National Clarification Hearings on MCT. Suggestlons for a
modified judicial evaluation model were advanced. (Th1s was the Con view: for the Pro
view, see the reference to Popham, 1982.)

, and Airasian, P.W. "Issues in Evaluating Student Outcomes in Competency-based
Graduation Programs". Journal of Research and Development in_Education 10 (1977),
pp. 79-91.

Teachers and students adhere to objectives implicit in external exams rather than expl1c1t
curricular objectives. Exams determine theé instructional empha51s because they "have some
1mport for pup11s and teachers" (p 83). The authors refer to Bloom (1969), who pointed
oit that "examinations which are used to make 1mportant decisions at major disjunctions in
the educational system have great effects" (p. 84).

Some of the disadvantages of external exams include: the narrowing of teaching and
learning; the focusing of study to the po1nt of crammlng, the mechanization of teach1ng and
learning; the emergence of schools within schools, with pup1ls grouped accordlng to whether
they will l1kely be certified (p. 84).

In terms of the effect on the curriculum; they state that "when there is a choice between
emphasizing tested or nontested objectives, it is general experience that the objectives
actually tested assume primacy" (p. 85). '"Most studies have found that the proportion of
instructional time spent on various objectives was seldom higher than the predicted
likelihood of their occurrence on the external examination."

One way that certifying exams came to céhtrp1 ihe curriculum was through their emphasis on
recall of factual material (p. 86, references listed).
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Regarding teacher practices, they say the principal; negative effect of external exams is
that so much teaching time can be devoted to coaching or cramming for the certifying tests.

There are tremendous social pressures on teachers, and "one hidden agenda in the
competency-based approach is teacher accountability” (p. 88).

. : Kellaghan, T. Rakow E.A.; ] and Klng, D.J. "The Sens1t1v1ty of Measures
of School Effect1veness" Harvard Educational Review 49 (1979), pp. 207-230.

They compared standardized tests and public examination performance; and found that the
latter, curriculun-based tests; were more sensitive to differences in school
characteristics. School variables that proved to be important predictors of achievement
were those reflecting the climate or activities of the school, rather than such static
characteristics as size, teacher qualifications, etc. (p. 225). "Wha* seems 1mportant in
affect1ng achievement are the academic demands of courses, the students' concern for and
comm1tment to academ1c va]ues the amount of t1me spent on study and homework, and, in
general; a climate of h1gh expectat1ons on the part of students and their teachers."
The appendix lists the predictor variables, grouped under the headings: individuals,
classrooms; fam1iy background, individual-classroom, and IQ.

_ ., and McDonagh, J.T. "Minumum Competency Test1ng Unexami ned Assumptions
and Unexplored Negative Outcomes". New Directions for Testlggfand Measurement 3 (1979),
pp- 1-14.

Several interesting conclusions are drawn:

(1) Other states introducing MCT should look to Florida's experience and (a) not call
the test a MCT; (b) not use social promotion through the grades and then use the test
toc deny pup1ls a d1ploma years later, (c) not introduce the tests until the measired

sk1lls are part of an 1nstruct1onal program, and (d) not 1ntroduce tests abrupt!y and
w1thout tak1ng into account the prior educational h1story of the first class to be
affected.

(2) When legislation weds tests to graduation, putting a test under state rather than local
control results in a shift of control over schooling to the state. Two dimensions that
glve a test its 1mportance as an administrative device are indicated in Flgure 1 (p 5).

These are: thé éxtént to which the local district or state contrcls the test1ng process;

and the degree of 1mpact of the test results on an 1nd1v1dual s life chances. Different
types of testvng in the result1ng four quadrants are theﬁ descr1bed Prov1nc1al exams
would fall primarily into quadrant I, along with most external exam1n1ng. (This may be an

interesting model for our study.)

(3) The history of certification exams in Europé is worthy of closér examination.
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McCiuné, M.%.  "Are Cénbetenéy Testing Programs Fair? Legal?". Phi Delta Kappan 59 ¢1978),

pp. 397-400.

Curricular validity (curricular 1ntent) is d1fferent1ated from 1nstruct1onal va.1d1ty
(curricular rea11ty) Also, the fairness of the tests is quest1oned for the fo]low1ng
three reasons: (1) students did not receive §dff1é1ént notice prior to the phasiag in of
minimum competency tests as a g;aaaafiaﬁ requirement; (2) the test items did not match
c]assroom 1nstruct1ona1 obJect1ves, and (3) students from different racial backgrounds were

discriminated against.

beﬁhy; R:J:L: "Reliability of Marking in Eight GCE Examinations". British Journal of
Educational-Psychology 48 (1978), pp. 196-200.

leferences in re]1ab111ty were reiated to: (1) subJect areas; (2) number of quest1ons in
the exam; and (3) question types other than free response.

o "Teachers' Assessments and GCE Results Compared”. Educational Research 22

(1979), pp. 54-59.

Teachers' rank1ngs were different than the GCE exam rank1ngs but there was a higi: Tevel of
agreement between tea:hers' pred1ct1ons of students' GCE grades and actual GCE grades.

,,,,,,,

Examinations". British JounnalecfAEducatJonalgPAyehqlggx 52 (1982), pp. 58- 63

Mark1ng re11ab1|1ty was higher than in the prev1ous (1§7§) study, and higher than
anticipated for essay and free response type questions.

Popham; W.J. "Melvin Belli, Beware!". Educatijonal Researcher 1i (1982), pp. 5, 11-15.

an MET at National Clarification Hearings (seec Madaus, 1982, for Con argument); an
appraisal of merits of MCT.

_._—, and Lindheim, E. "Implications of a Landmark Ruling on Florida's Minimun
rompetency Test". Phi Delta Kappan 63 (1981), pp. 18-22.

Question: what is a "fair" test? Discusses content validity and the source of data
required to answer the question: i.e., 1) instructional materials; and 2) classroom
transactions. What is needed is a balance between the two. Comment that in the early
stages of MCT, teachers will not have changed the curriculum focus to fit the testing

emphaSIS.
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Popham, W.J., and Rankin, S.€. "Minimum Competency Tests Spur Instructional Improvement.
Phi Delta Kappan 62 (1981), pp. 637-639.

It is asserted that the public wants reassurance of educators' effectiveness, while
educators don't want to be held accountable for pupil deficiencies that are due to external
social forces.

Powell; B., and Steelman; L.C. "Testing for Sex Inequality in Standardized Admission
Exams: The €ase for Open Access". Integrated Education 20 (1983); pp: 86-88.

Resnick, D.P. "Testing in America: A Supportive Environment". Phi Delta Kappan 62
(1981), pp. 625-631.

An historical analysis of testing.

Resnick, L.B. "Introduction: Research to Inform a Debate". Phi Delta Kappan 62 (1981),
pp: 623-624.

The introduction to a series of articles by D. Resnick, Sproull and Zubrow, Salmon-Cox,
Madaus, and Popham and Rankin.

ﬁiggs; ﬁ.ﬁ.i and Lewis, W.Lf "fhe ihfiuéhce of Méndatédrﬁinimum Compétéhty ?esting on
Teacher Education Curricula". Phi Delta Kappan 60 (1979), pp. 751-752.

A survey of teacher education curricula revealed that there was not as much change due to
the introduction of MCT as had been anticipated.
Salmon-Cox, L. "Teachers and Standardized Achievement Tests: What's Really Happening?".

Phi Delta Kaspan 62 (1951); pp. 631-634.

A report of the results of a survey of 68 elementary teachers' use of standardized test
data: 50% used it to confirm, 20% to guide for instructional change. When standardized
test scores were lower than class performance, teachers tended to disregard test scores;
when test scores were higher, teachers paid more attention to them.

Serow; R.C., and Davies; J.J. "Resources and Outcomes of Minimum Competéncy Testing as Measures
of Equality of Educational prortunfty“. American Educational Research Journal 19 (lééé),
pp. 529-539.

The report of a study of 1731 students in North Carolina. "Negative outcomes, mainly in
the form of test failures, occurred disproportionat2ly among blacks, and reading
remediation appeared to be less effective for blacks than whites."
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“From the perspective of rac1a1 equ1ty, the major problem suggested by the present f1nd1ngs

many black pupils seem to require add1t10na1 assistance." (p. 537)

"What may be needed are: earlier 1dent1f1cat1on of acmdem1c def1c1enc1es, more 1ntens1ve

m1nor1ty pupils:"

Sharp, A:, and Thomson' G. ”Performance in External Examlnatlons and Pup1ls
Orientations to Studying". Educational Review 36 (1984) PP 37-51.

A U.K. study of 539 pupils in 4 schools, both quant1tat1ve and qua11tat1ve data were
co]lected A+t1tude 1nventory, mod1f1ed from Entwh1st1e (1979), resulted in 5 scales: (1)
Motivation and organ1sat1on (2) Ratlona11s1ng or blaming; (3) Home support; {4) Passive

1earn1ng, and (5) Exam coping or strategist approach. (p. 40)

"The ev1dence suggests that the most successful puplls are more mot1vated by learn1ng, less
given to blaming and rat1onallsat10n perce1ve themselves as be1ng in rece1pt of more home
support and better abie to ccpe with éxaminations than their failing counterparts." (p.44)

Sproull, t.j and Zubrow, D. “Standardized Testing from the Administrative Perspective".
Phi Delta Kappan 62 (1981), pp. 628-631.

An intensive, small-scale study in Pennsylvania which reported that testing and
test-related matters did not have high priority in most school systems. Also,
administrators did not depend heavily upon test data for decision making.

Trusz, A. ﬁ and ﬁarks’Trusz S.Lk: "The Social Consequences of Minimum Competence Testing".
EducatlonaT Studies 12 (1981), pp 231-241.

Th= authors contend that minimum competency test1ng "rev1ta11zes the social role sort1ng
functlon of public education in such a way as to destroy equa11ty of educat1ona1
opportun1ty" (. 231) They argue that tests, by their very nature must dlscr1m1nate 1n
favor of some groups and against others, also, the log1c of test construction means that
th~ tests must be biased in favor of a "normal" group. The inevitable effect is a tracking
along c]ass, cu]tural and racial lines. They discuss adJust1ng the d1ff1cu1ty of a test
and refer to 1978 statistics for three states which showed d1screpanc1es between fa11ure
rates ‘or b]ack and white students (e. g., in North Carol1na, 25% of blacks and 37% of
whites failed). They refer br1ef1y to a situation in which tests were adjusted in
d1ff1cu1ty, and the ratios of black-to-white failure actually increased. .
Tumin; M.M. “The Functions of Testing". New Directions for Testing and Me~ ‘rement
9 (1981); pp: 21-29.

A general discussion of university admissions testing.
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Ty]er R.W.; et al. "Impact of Minimum Competency Tt‘t1ng in Florida":
Today § Education 67 (1978) pp. 30-38:

A panel report. "From the testimony presented at the hearings, we conclude that the
1mp1ementat16n has been faulty, particularly in lack of adequate communication, lack of
careful consideration of all important effects of siuch a program;, jack of planning to try
to reduce or eliminate undesirable effects and lack of decentralization to the school
bu11d1ng lével of decisions that ser1ously affect teachers, students, and parents" (p.

33).

sacr1f1ced for he purpose of rapid 1mp1ementat1on of the functional literacy segment of
the Accountability Act. It is evident that there was little active concern for the
appropriateness of the testing program for a large segment of the school population (the
Black and the poor)" (p. 35).

1s the use of students scores on the bas1c sk11]s and funct1ona1 literacy tests as the
major criterion for evaluating a teacher's effectiveness in the classroom" (p. 36).

Weir, A.D. "The Scottish Certificate of Education: Factors Affecting @upii P& formance" .
Scett4sh4Edueat49nalfStud1es 7 (1975), pp. 5-14.

There are possible useful suggestions here for measures of s6cio-economic status.
Willmott, A. "Assessment and Performance". Oxford Review of Education 4 (1978),
pp: 51-64.

Defines "Assessment" and "Performance", then discusses item bank1ng, say1ng it fulfills the
necessary conditions for sound measurement. Refers alsc to the Rasch model.

B. Books; Published Reports and Unpublished Documents
Ainsworth, M.E:, and Batten, E.J. The Effects of Environmental Fzctors on Secondary
Educational Attainment in Manchester. London: Macmillan, 1974.

This is a report on the second phase of a long1tud1na1 study of 2348 pr1mary school
childrén in Manchester. The intention was to identify those env1ronmenta1 factors
assoc1ated w1th the students’ "d1fferer*1al ability to extract the maximum advantage from
the school system as it ex1sts“ 7 The1r study of school environment showed factors in the
home background to be of major importance in educational attainment. For our study, the
nine Appendices may be worth examining. These include copies of quastionnaires, interview
schedules, a school characteristi:s 1nventory for students and tables of the 90 school

variables and 116 individual var1ab1es together with their source and basis for ana]Vs‘s
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Airasian, P.W.; Madaus, G.F:; and Pedulla, J.J., eds. Minimai Competency Testing.
Englewood C1iffs, N.J.: Educatonal Technology, 1979.

Of some 1nterest is a discussion of models under which m1n1ma1 competency test1ng programs
may be implemented (see Chapter 11 p- 183- 206) Three centra] aspects are considered to
be: spec1f1catlon of competenc1es, selection of testing procedures, and definition of
standards of competency. The policy implications of the two predominant models (i.e.

state adm1n1strat1on and local district administration) are discussed in terms of seven
areas: (1) state versus local control, (2) impact on curriculum, (3) remed1atlon, (4)

standards, (5) measurement issues, (6) legal issues, and (7) costs.

The editors conclude W1th a set of 12 recommendations for educators; parents and concerned
citizens confronted with the prospect of a minimal competency program in their state or
school district (p. 216-217).

Alberta Education. Revised Provincial Student Evaluation Policy. Discussion Paper.
Edmonton: Alberta Education, 1983.

This pos1t1on paper proposed five changes to student eva]uat1on in A]berta (1) compu]sory
comprehensive examinations for hlgh school graduates in four discipline areas: Language

Arts, Social Studles Mathemat1cs and Sc1ences, (2) 1ncrease in credit requirements in
soc1a1 stud1es for graduat1on (3) d1scont1nuatlon of ach1evement testing at the high

schoo) level (4) transcript reporting of the comprehensive exam mark as a percentage,

a]ong with the school-awarded mark; and (5) increase in the minimum requ1rement for
awarding a course credit from 40% to 50%.

Bloom, B.S. "Some Theoretical Issues Re]at1ng to Educational Evaluation". In Educat1ona1
Evaluation: New Roles, New Means, edited by R.W. Tyler, pp. 26-50. Ch1cago University
of Chicago Press, 1969.

ff particular interest is his discussion of non-specified outcomes of instruction, maximal
and minimal effects of evaluation, and positive and destructive efffects (see pages 38-50).

Canadian Teachers' Federation. Province Wide Student Assessment Programs. Discussion Paper.
Ottawa: Canadian Teachers' Federation, 1982.

It is interesting that the date within this five-page report is February 1981, while the
date on the title page is April 1982. The general concern is that teachers have no
decision making power in establishing assessment practices in schools. The paper discusses
the problems which arise for teachers and students, and quest1ons the benefit of testlng

programs on student 1earn1ng For example, "If music and art are not subject to
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prov1nce wide test1ng, doés this mean they are not 1mportant7“ and "Will schools be forced
to emphas1ze the teach1ng of sk1lls for credent1als over teach1nc for social competence”II
(Pt,?) VThe prtnc1ples and reeommendat1ons stress that teacher organizations must begin to
assess the use and implications of student assessment programs:

Christie, T., and Forrest, G.M. Defining Public Examination Standards. London:
Macmillan Education, 1981.

Conta1ns i discussion of the dual funct1ons of examinations as summaries of current
atta1nments and as pred1ctors of future performance The study itself explores the ' nature
of the Judgement that 71s requ1redr when exam1nat10n Vboards are charged w1th the

responsibility of maintaining standards": The authors discuss the importance of
maintaining equilibrium between “"the definition of attainment by reference to a syllabus
and by reference to the performance of other candidates". Two theoretical models of
grading are then considered from the point of view of their fit to models of the nature of
educational achievement. A third model - limen-reference assessment - is der1ved which is
thought to represent current pract1ce in publ1c examination boards, its propert1es and

potent1a1 development are discussed.

Council of Ontario Universities. Experimental Achievement Testing Programme: Summary Report
Toronto: Council of Ontario Universities, 1979.

The obaect1ve of this test1ng prOJect was to evaluate the usefulness of standardized
achievement tests for assessing pre un1vers1ty academic achievement and apt1tude for
adm1ss1on se]ect1on or for post-adm1ss1on d1agnost1c and placement purposes The basis of
the project was that the Ontario university commun1ty felt that entering students were
il1-prepared in Engl1sh and Mathematics. Standard1zed tests in English and Mathemat1cs
were administered to entering freshmen at four Ontario universities in 1975. Because of
experimental difficulties, firm conclusions could not be drawn. However, "the
part1c1pat1ng 1nst1tut1ons did obtain benchmark data which (with some limitations) could be

useful for compar1son in any future administrations of these tests" (page vii).

Dumont, F.J. Alberta Grade 12 Examination Study: A Study Commisioned by the 7 7
Minister's Advisory Committee on Student Achievement (MACOSA). Edmonton: Province of
Alberta, 1977.

This study attempted to answer a question posed by the Alberta Legislative Assembly in
1976 name]y, "What has happened to the quality of education since compulsory grade 12
examinations were dropped in 1973?" To fulfil its mandate, the study addressed three
questions, the answers to which are listed below.

(1) In regard to current grade 12 student evaluation po]1c1es and practices at the school
system and level across Alberta, it was found that almost all of the systems offering grade
12 had developed an implicit or explicit grade 12 student evaluation policy.
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(2) Concerning the changes that had taken p1ace in the distribution of marks in grade 12
subJects over the past five years; there were two conclusions. F1rst there had been an
increasing trend in marks for two years after the prov1nc1a1 exams were dropped in 1973 and

then a decreas1ng trend for the next two years; with an ant1c1pated return to the average
estab11shed under the former exam system. Secondly, the data indicated a difference in

evaluative cr1ter1a between schools in the same system as well as among schools.

(3) To survey the public's concerns for the quality of education, 4,476 rnspondents were
po]]ed The various educational groups saw a lack of common standards as being a prob]em
since the compu]sory exams were dropped A]so the 'non- educat1on1st' groups wanted a
return of the compulsory system, and preferably a system that involved a mixture of teacher
marks and departmental marks:

Dumont, F.J. Alberta Grade 12 Examination Study: Condensed Version. A MACOSA Study.
Edmonton: Province of Alberta, 1977.

See above entry.

Dumont; F.J. Alberta Grade 12 Examination Study: Executive Summary. A MACOSA Study.
Edmonton: Province of Alberta, 1977.

See above entry.

Dunn, S.S., ed. Public Examinations: The Changing Scene. Adelaide: Rigby, 1977.

A collection of 10 papers. The third, by Moore, on functions of examinations, is

particularly thoughtful. Figure 3.1 indicates major effect areas and their constituent
simpler effects. Worth perusal.

Elley, W.B., and Livingstone, I.D. External Examinations and Internal Assessments.
Weiiington: New Zealand Council for Educational Research, 1972.

A discussion of the advantages and disadvantages of external exams and of the accreditfng
system in New Zealand (p: 37-43) may be of interest.

Entwistle, N. Styles of Learning and Teaching. Chichester: John Wiley, 1981.

p. 247), and a discussion of effects of examinations on student 1earn1ng (p 261)

. and Wilson, J.D. Degrees of Excellence: The Academic Achievement Game. London:
Hodder & Stoughton; 1977.
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Etkin, B., and Leathem, B: G?éaeAi3eﬁéiiéeéé,éwPieditiviﬁcfeéerformance in_Engineering
(Parts I and II). Toronto: University of Toronto, 1978.

‘See paper by R. Traub (1979).

Harrison, A. Profile Reporting of Examination Results. London: Methuen Educaijonal, 1983

This report is concerned with how the results of pubiic examinations in Britain could be
presented in greater detail to provide more information about different kinds of
éEﬁieVeﬁeﬁf within a subject. That is, profile reports would show grades or marks achieved
in separate components of a s1ng]e examination. Several top1cs under discussion are

rellabillty, methods of assessment, and uses of results.

Holmes,  E.G.A.  What Is and What Might Be: A Study of Education in General and Elementary
in Particular. London: Constable; 191i:

ﬂeiﬁeé recogn1zed the dangers of evaluating a program according to the most read1]y
measured aspects, while the objectives of the program are not reflected by the measuring
instruments. Interesting quote contained on page 128.

Kellaghan, T.; Madaus, G.F. ] and A1ras1an, P.W. The Effects of Standardized Testing.
Boston: Kluwer- N1Jhoff 1982.

This study examined the effects of standardized norm-referenced tests. The authors chose
to conduct their investigation in Ireland, a country in which very 1ittle use had been made
of standardized testing in the past. An experimental design was used in which some schools
Wou]d test and receive test 1nformat10n, while others would not. The main features of an
American test1ng program were simulated. In genera], it was concluded that standard1zed
test1ng tended to be used to support; rather than to disrupt, existing school and teacher
practices. Th1s study is also discussed by the above authors in journal articles cited

above (see Section A).

Livingstone; D:W:; and Hart; D.J. Public Attitudes Toward Education in Ontario: 1979.
Toronto: OISE Press, 1980.

Of interest to our prOJeet is the pub11c response to the 1ntroduct1on of exam1nat1ons Tﬁe
first dealt with control over curriculum development, and the second, with testing the
academic progress of students in the higher grades (p. 20).

Montgomery, R: A New Examination of Examinations. London: Routledge and Kegan Paul, 1978.

This book is an h15tor1ca]/ph11050ph1ca1 discussion. Chaptér 2, on the functions of
éxaminations, may be of limited interest for our study: Once again, the distinction is
me.Jde between qua11fy1ng exams and compet1t1ve exams:
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Moore, W.E. "“Some Functions of Examinat’ons". In Public. Examinations: The Changing Scene,
edited by S.S. Dunn, pp. 51-75. Adelaide: Rigby, 1973.

as examination roles, goals, and the curr1cu1um F1gure 3.1 (p: 54) indicates major effect
areas and their constituent simpler effects.

Queensland Department of Education: Public Examinations for Queensiand Secondary
School Students. Brisbane: Queensland Department of Education, 1970.

The pro's and con's may be of interest (p. 54-58). Also, they refer to a dated study of
400 freshman enter1ng the Un1vers1ty of Queensland in 1955 in wh1ch matr1cu1at1on sceres

Ratsoy; E:W. Public Reactions to the Proposed Provincial Student Evaluation Policy:
Edmonton: Alberta Education, 1983.

This report presents an ana1y51s of pub11c responses to a request for submlsSIOns by
Alberta Educat1on upon rélease of a discussion paper on a proposed rev1s1on to the
prov1nc1a1 student evaluat1on po]1cy (See comments on this paper under entry for Alberta
Educatlon ) At the time (March 1983) Grade 12 comprehens1ve examinations were optional

exams 1n the Alberta system and the discussion paper recommended that they be made
Eoﬁpulsory.

Ratsoy categorized five public groups who wrote submlss1ons parents and other 1ay groups,
in- school groups, schoo] JUP]Sd]Ct]OﬂS, A]berta assoc1atlons, and post-secondary groups
The1r reactions to six proposed mod1f1cat1ons in the examination system were summar1zed as
well as twenty related concerns. These are of interest to us in terms of public reactions
to educational standards.

Reid, J.E. "Inflation of Standards: Fact or Fiction?". A paper presented at the Annual
Meeting of the Canadian Educational Researchers Association, London, Ontario, 1978.

This is a very usefu] article. (l) Shows grade 1nf1at1on between 1966 and 1976
(departmentals were d1scont1nued in 1973), (2) Teachers better '"qualified" in 1976 than

earlyer, (3) Student competence, as measured by common exams, was steady over time
(1975-1977); (4) Public perception is that standards are declining; (5) Survey respondents
in an "educator" category were against return to exams becauuse: a) evaluation should be
based on a year's work b) mu1t1p1e choice format is too restr1ct1ve, and c) non-exam
subjects wou]d be treated as second-class, (6) If there is a return to exams: a)
curriculum obJect1ves and eva]uat1on procedures should be spec1f1ed ear]y in the year and
oommun1cated to the student, b) evaluation procedures should include more than multiple
choice tests, and c) the system should involve a combination of teacher and exam marks.
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Stewa

Stren

Traub 5

rt; C. ; and Rhodes, A. C eds. "Ach1evement Test Scores Show a Decline in U.S.: A
Summary of Journal Articles and an Annotated Bibliography". Alberta Educat1on, 1976.
(unpublished m1meograph)

io, A:J. The Testing Trap. New York: Rawson, Wade, 1981.

Contains an interesfing; conversational chapter on the impact of test abuse.

; R.E. “Unsupported and Iniquitous: A Proposal by Bernard Etkin and Brian Leathem"
Commentary prepared for Research and Evaluation Branch, Ontario Ministry of Education,
1979.

This is a commentary on the two-phase report by Etkin & Leathem (see earlier citation).

; and McLean L.D. "A Rosy View -- Un1vers1ty Admlss1on Officers' Preferences
and Expectat1ons for Provincial Examinations". The Ontario Institute for Studies in
Educat1on 1984. (unpub11shed report)

Traub and McLean d1scuss d1fferent pressures on the Ontaric government for a return to some

kind of province-wide testing.

— Wolfe, R.; Woife C Evans P., and Russell H. Secondary-PostsecondaAy Interface

PrAJect I1: Nature of Students. Volumes I and II. Toronto: M1n1stry of Education and
the M1n1stry of Colleges and Un1vers1t1es, 0ntar1o, 1977.

The purpose of the set of three Interface projects was to examine the interface between
schooling at the secondary level and postsecondary education. This project focused on the
nature of students and their achievement; the other two dealt with perceptions and the
curriculum. The most 1nterest1ng result concerned the pred1ctab1l1ty of the first year
mark average in un.vers1ty. Account1ng for differences in mark1ng standards among
uh{Vérsitiés and among program areas,; the correlat1on coefr1c1ent between Grade 13 mark
average and the first year mark average was 0.64. A second comparison of teacher marks and

aciievement test performance indicated some ev1dence of mark variation:

TyiEr' 1 W., ed.  Ecucational Evaluation: New Roles, New Means. The Sixty-eighth Yearbook

= NatiﬁﬁélASOCIety for the Study of Education. Part II. Chicago:  Unversity of
'hlcagf Press, 1969.

ihis is 1 general collection of articles. The most relevant might be Chapter III by B.S.
Sloom, "Siie Theoretical Issues Relating to Educational Evaluation" and, in particular,

pages 38-50 1in which he discusses non-spec1f1ed outcomes of instruction, maximal and
minimal effects of evaluation, and positive and destructive effects.
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Webber, C.F. "School Board Member Perceptions of the Utility and Importance of Student

Evaluation Information in Alberta". Planning Services, Alberta Education, 1984.
(unpublished report)

This survey was conducted on 196 school trustees to determine how well the Alberta
prov1nC1a1 test data were be1ng commun1cated and how useful the data were for decision
mak1ng Somé conclusions were: (1) the data were perce1ved as being most useful for
ma1nta1n1ng educat1ona1 standards (2) trustees wanted to use test resu]ts to compare

to be m1n1ma1.

W1gdor A:K:, and Garner, W.R., eds. Ability Test1ng Useg, Consequencesi and

ControversJes Washington, D.C.: National Academic Press, 1982.

A report by the Committee on Ab111ty Test1ng 1ntended to descr1be the theory and practice
of testing and to help dec1s1on makers make better- 1nformed judgments about tests and test
use. Part I conta1ns seven chapters, including the topics: methods, histori..! and legal
context employment testing, ability testing in elementary and secondary schools, and

admissions testing in higher education.

Part II, the documentation sect1on, is a set of 11 papers organized under three head1ngs
emp]oyment test1ng, edicational test1ng, and psychometr1c issues: Gardner S paper on use
and misusé of tests, and Co]e s paper on the 1mp11cat1ons of coaching might provide some
1nS1ghts for our study.

C. Newspaper Articies

"Blacks Shy Away from O Levels". The Times Educational Supplement 3157, December 5, 1975,

Doe,

p. 13.

In a study of 668 students, each white had an average of 2.8 passes, each biack 1.9.
Reasons given by schools for lack of achievement (including language and linguistic
problems, and lack of discipline) were not supported in the research findings.

B. “Quarter of Candidates Get the Wrong Marks". The Times Educatjonal Supplement 3155,
November 21 1975 p. 3.

bi5cu$sion”of a report, "The Reliability of Examinations". Where grades are as:igned on a
S-pciat scale, unreliability of measurement means that 25% of grades may be under- or
over-istimated. The report looked for internal consistency (re11ab111ty) by treating
differ.rs oarts of the exams as if they were separate measures of the same th1ng The
typical reliability coefficient for the exams was 0.88.
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. "Choice of Questions Confuses 0 Level Mark1ng" The Times Educational Supplement ,
3158 December 12 1975 p. 5.

Discussion of a report; "0 Level Examined: The Effect of Question Choice." Report alieges

2 out of 5 m1ght get o1fferent grades 1f quest1ons were fa1rer There is a need to

be1ng assessed Also, it was noted that in mark1ng, the proport1on of scale used was
different for different subjects (Math 75% of scale; Engl1sh 45%) Concluded that
prof11es weré better than add1ng marks from Several papers measur1ng different aspects of
the subJect.

“Exam Board Joins the Don' t Knows in Debate over Shifting Standards".
The Times Educational Supplement 3242, July 22, 1977, p. 3.

The top1c in this article is the problem of def1n1ng exact]y what "examination standards"
are. Wider range of curricular chcice may be the cause of reported 1ncons1stenc1es of

standards. If standards are difficult to deflne then a "fall in standards“ must be even

more difficult to pvnpo1nt It m1ght refer to puplls be1ng less sk11]ed or knowledgeable,
teachers be1ng Tess hardwoiking or competent exam1ners more erratic, or today's curriculum

less worthwhile. "J¢ i not for the examining boards to decide whether consistency in
public exems shou’: :ndence over freedom in the curriculum, but it is an issue to
be faced in the d:: -ing place about core curricula and educational standards".

. "Gradiry _: - Have C(aused Inaccurate CSE Results". The Times Educational
Supplement 3326, Marr+ 1980, p. 8

Method recommended to moderate teacher assessment may have caused one third of papers to be
misgraded: To check on exams set and marked by teachers, an external examiner marked 20
papers from each teacher and modified the teacher grade if there was a half grade
difference between the examiner's and the teacher's average. See Journal article by
Boreham (1979) also.

Fields, C.M. ‘"Measuring the I:'yact of Standardized Tests". The Chronicle of Higher Education
17 November 27, 1978, p. 13.

Report on public hearings held by the National Academy of Sciences' Committee on Ability
Testing. One issue was the over-reliance on examinations for admissions, piacement and
h1r1ng dec1s1ons, critics felt that standard12ed testé contain raC1a1 class, sex, or
geograph1c biaces". (A report was scheduled to be issued January 1980)

"Heads Angered by Use of Figures for Political Ends". The Times Educational Supplement 3299,
September 22, 1978, p. 5.
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React1on to pub]lcat1on of a table of A Tlevel resu]ts of 1nd1v1dual comprehens1ve schools
1n Manchester Report 1ooked at poss1b1e reasons for a long-term decline in A level pass
rates, and suggested that social and demographic changes in the inner city were altering
the ability range of students. One critic, who said the figures were misleading commented:
“There are fewer bright children in deprived working-class areas than in affluent
middle-class ones. The free parenta] choice system now operating in Manchester also means
that ambitious parents tend to send their children to (other) schools. u (Sendlng ch11dren

to other schools is a poss1ble effect to be noted. )

Kirka]dy;rrj. “Empioyersr Unhappy with State Test". The T1mes,Educat1onal Supp]ement 3300,
September 29, 1978, p. 18.
Australian report. Employers there want a return to external exams for school certificate.

Teacher assessments are too difficult to interpret.

Makins, V. "Nhy Cream of Sixth Goes Sour". The Times Educational $uppiement 3243,
Ju]y 29, 1977 p. 3.

Report on "Degrees of Excellence" by Entwistle and Wilson. 'A' level exam results are poor
predictors of success at university, more especially for arts subjects and social sciences,
and less for mathematics. One cause of students' difficulties may be the mismatch between
sixth form and university teachlng styles. "In the sixth form ... the pup1l s worklng
habits are controlled by the teacher there are generally many small p1eces of work done on
a regular basis ... Teachers and pupils work together at overcoming a 'common enemy' - the
external examiners." (N111 exams make closer allies of teachers and students in courses
with exams?)

"At university, the student ... may find large first-year classes, ill-defined course
objectives, infrequent assessment of progress and many lecturers who do not pr1mar11y
consider themselves as teachers. In add1t1on students and staff find themselves on
oppos1te sides of the assessment 'war'."

. “Exams Cause of Narrow Teaching". The Times Educational Supplement 3491,
May 27, 1983, p. 12.

This article is based on HMI reports (available from the Department of Education and
Sc1ence) on several comprehens1ves and one prep school in the London area Based on the
above reports the writer draws these conclusions (1) Exams are caus1ng narrow and
didactic teach1ng, (2) eral and aural language competence is on the decline; and the range
of writing gets narrower; and (3) The needs of less able students are ignored. (However,
statistics are not included here.)

Morgan, D.I. "Fresh Insights - After Which Nothing Will be Quite the Same".
The Times Educational Supplement 3282, May 26, 1978, p. 15.
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Regarding the proposal for N and F (Normal and Further levels) as a two-tier examination to
replace the A (Advanced level) examinations in Great Britain.

Morris, M. "More Realistic for the Majority". The Times Educational Supplement 3279,
May 5, 1978, p. 14.

About N and F examinations. (See previous item.)

Mortimore, P. "Why Not Marry 16-plus and Graded Tests?". The Times Educational Supplement

3465, November 26, 1982, p. 2.

The proposed examlnatlon is only for 60% of the ab111ty range 1n each subJect S0 students
will have to be d1v1ded accord1ng to ability, "despite the fact that our views on ability
have broadened and our understanding of the influence of both individual motivation and
school effectiveness have developed". (In terms of our study, we might want to consider
the effect of exams on streaming according to ability.)

A second concern regards opt1ona1 papers, and the prob]em of compar1ng a good performance

Passmore, B. “Welsh Pupils More Reluctant to Stay on for CSE Exams". The Times Educational
Supplement 3436, May 7, 1982, p. 10.

Reports on "Public Examinations in Wales: Attainment at 16 P]us " Fewer Welsh take the CSE
exam than English, and have sl1ght1y worse results. There is s1gn1f1cant variation among
the eight school dlstr1cts, and among schools within a s1ngle district. The Towest
attainment was from a schoo] w1th the lewest percentage of profess1ona1 and non manual
workers but soc1o econom1c factors seemed to be 1ess important than a rural-urban
d1fference "The consistently good results achleved in public examinatisns ir “he rural
counties mayrreflectrthe more widespread retention of traditional values and motivition in
the pursuit of academic qualifications which have been eroded in some other parts of Wales,
notably the industrial valleys."

However, exam results may not tell the whole story. "Somie good schools have déiiberateiy
avoided examination goals in devxs1ng courses for their less able pupils in years four and

five which are educationally successful; they argue."

"Public Exams - Main Cause of Welsh Under-Achievement". The Times Educational

EElement 3485, April 15, 1983, p. 14.

This is from the report of a conference. Exams were felt to distort the curr1culum, also
exam groups were said to get more than the1r fair share of resources: In add1t1on, sorting
pupils into exam and non-exam groups was bound to lead to absenteeism, disruptive behaviour

157

‘ - 163




and lack of motivation. Graded tests, pupil profiles, and mixed ability teaching were

recommended.

_ fSéléttive Schools Chalk up More 0'level Successes". The Times Educational
Supplement 3496, July I, 1983, p. 3.

Report from "Standards in English Schools - An Analysis of the Examination Results of
Secondary Schools in England for 1981". Pupils in selective schools pass on average a
third more 0 levels than pupils in a fully comprehensive system, this finding based on a
survey of 356;660 pupiis in Engiand and Wales. Results were adjusted to allow for social
class differences.

Purvis; B: "Unfair Exam Scales Put under Review': The Times Educational Supplement 3310,
November 16, 1979, p. 2.

Australian Higher School Certificate (HSC) marking scale is criticised for penalizing
stiidents taking certain subjects and favouring thosé taking subjects with a higher rating
under the system. "It his been described as a vain attempt to equalize things that are not
equal: the quality of teachers, pupils' ahility and the subject-matter of diverse
examination papers such s physics and Englisn."

Also, the value of the HSC as a matriculation exam is in dispute. "In Victoria, the
reliance on a pupil's HSC score as the sole determinant for university entry has been
blamed for the high rate of first-year drop-outs."

Sayer; J. EWhy éicfﬁies are More Attractive". The Times Educational $uppiémén£ 344?,
June 18, 1982; p. 4.
Asserts that the curriculum is dominated by the need for examination passes: "Evaluation
and monitoring of the whole schocl process offers a richer solution than ranking the
performance of individual pupils when it is too late to do anything about it."

"The Examination Tail Will Wag". The Times Educational sgppiémént 3435, Aprii 30, iééé,
p: 2.

Which comes first - examinations or the curriculum? Concern is expressed over the fact
that the two are intertwined; whereas the curriculum should be paramount, the examination
council is actually in control.

"Ynion Céﬁdé@hs eramming as Uhpfofessionai". The Times Educational éuppiéménf
3179, May 7, 1976, p. 20.
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A repor’ from Ireland. With an increase in university entrance requirements, after-hours
cramming schools are making a profit. The teachers' union sees 'cramming' as a breach of
professional ethics. Many highly gualified secondary teachers who also hold full-time
teaching pos1t1ons in ord1nary schools are putting 1n 5 or b extra hours a day for a
prof1t The union is worried about the effect of the extra work]oad and the implications
for the normal teach1ng of teachers involved in the cramming schools.

Warnock; M. "The Underlying Question: Division of Labour". The Times Educational
Supplement 3279; May 5, 1978; p. 13.

About N and F examinations in Great Britain.

"Working-class Pup1ls Stil} Pena11ze The Times Educational Supplement 3144,
September 5 1975 p. 12,

This refers to the journal article by Weir. A study of 2500 students in 70 schools in
Scotland showed that capabie students, many from a work«ng class backg.ound, are 1eav1ng
school without attempting the O level exams and that their potent1a1 is not be1ng rea11zed
('potential’ having been meas.red by a number of ab111ty tests, occupat1ona1 interest, and
personality tests). A]so, a developed Math test was a better predictor of 0 level success
than the standard Verbal Reason1ng Quot1ent perhaps because it was less contaminated by
social class factor:.

D. Bocuments from the Educational Rescurces Information Center (ERIC)
Bauer, R. "Analysis of the Ohio Occupational Achievement Tests". Tau Associa.es,
Fairmont, West Virginia, 1981.  (ERIC Document No. ED 221 684)

A stidy of the relationship between test perférﬁaﬁée and post-high school experiences.

Beck, M:D:, and Stetz, F.P. "Teachers' Opinions of Standardized Test Use and
Usefulness". Paper presented at the Annual Meeting of the American Educational Research

Association, San Francisco, 1979. (ERIC Document No. ED 177 202)

A national sample af 3 300 teachers who had recently adm1n1stered the Metrop011tan
Ach1evement Tests responded to a quest1onna1re regard1ng test 1ssues Teachers rated their
opinions on the amount of such testing in their schools, perscnalruse of test results,

possible test score applications, and other test-related policies

Burry, J. et. al. "Teaching and Testing: Allies or Adversaries". Papers presented at
the Annual Meeting of the National Council on Measurement in Educat1on, Los Angeles, 1981.
(ERIC Document No. ED 218 337)
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This contains three papers from the Test Use Project of the Center for the Study of
Evaluation. The third ‘paper may be useful: "The Des1gn of Testing Programs with Mu1t1ple
and Complementary Uses". Here, 1nterV1ew data are discussed as examinations of educators’

views about uses of assessment in external accountab1l1ty and instructional
dec1s1on;makfng;

Coffmar , W.E. “Those Achievement Tests - How Useful?". Iowa University, Institute for
School Executives, 1980. (ERIC Document No. ED 209 762)

Standardized achievement tests can be misused as indicators of a school's quality or
effectiveness relative to other schools when variation among schools is 1gnored (eg s with
respect to such factors as student ab1l1t1es, fam1ly support of education, and student
mob1l1ty), exam misuse may be an effect worthy of consideration:

David, J:L. "Local Uses of Title I Evaluations". July 1978. (ERIC Document No. ED 187 727)

This is a report of a survey of adm1n1=tra*ors teachers and parents in fifteen school
districts. Standardized ach1evement tests, used as the basis of evaluat1on, were
considered 1radequate for Judovng programs and b1ased when compared to skill- spec1f1c
tests, observatyon, g if*toncept or 39t‘t“d1“"? measores. Respondents d1sl1ked evaluation

and igiored negative results if they believed 1n a program.

District of Columsia Public Schools. "Achievement in Mathematics, 1977-78, Grades
Sne~Six.  Mini-Report 79-4". Washington, D.C., 1979. (ERIC Document No. ED 182 192)

-est (PMT) and class s1ze,rattendance percent of males in the class, number of different
test levels used in a class; and student turnover rate in the class. These factors might
be considered as possible effects of examinations.

Fetler, M. "Use of Evaluation Data and School Achievement”. March 1982. {FRIC Document
No. ED 218 343)

reported byrthe €a11forn1a Assessment Program (CAP). More commonruses were looking for
trends, examination of the curriculum, revision of existing programs, development of
corrective instructional strategies, identification of new problem areas, and public
communication. Two types of uses (mon1tor1ng achievement and curriculum review) had strong
pos1t1ve correlat1ons w1th ach1evement while a third type of use (textbook “ﬂV1ew) had a
weak correlation with achievement.

Fillos, R:M., and Magoon, A.J. "Evaluation Acceptance in Elementary School Teachers: A
Construct Validation and Description of the Meaning of Standardized Achievement Testing".
Paper presented =% AERA, Toronto, 1978. (ERIC Document No. ED 161 942)
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testing. SubJects were from schools perform1ng above or below pediction on the Delaware
Educational Assessment Program Long1tud1na1 Study Multimethod-multitrait procedures
showed the construct evaluation acceptance, as valid, consistent and distinct from trait

anx1ety.

Gomez; A.S. "New Mekico Stondérd?ied Testing Program Report, 1980-81". New Mexico
State Dept. of Testing, Santa Fe, 1982. (ERIC Document No. ED 227 125)

A statew1de testing program at grades 5 8 and 11 used the Comprehens1ve Tests of Bas1c
Skills to measure achievement. Long1tud1na1 comparisons were made by years and grade
level, indicating improved performance for fifth and eighth grades compared to 1979 and

1980 data.

ﬁarniscnfegeri A., and Wi?ey; D:E. "The Decline of Achievement Test Scores: Evidence, 7
Causes and Consequences". ERIC Clearinghouse on Tests, Measureman: .rd Evaluation,
Princeton; N.J., 1977. (EPIC I -~ument No. ED 141 412)

Results of an 1nvest1gat1on on the decline of scores. First, oata from ten test batteries
were reviewed to determine whether scores had dec11ned since the sixties (ie., the
evidence). Second changes in tests and test takers were examined as potential causes uf
the dec11ne Th1rd, societal and curriculum changes were examined as possible causes. Tha
authors conc]uded that no single cause of declining scores would be 1dent1f1ed and that

the assessment of causes was hampered by complex school and social factors.

Helsley, T. et al. "Sout: Carolina Statewide Test1ng Program 1980-81. somﬁary Report".
Office of Research Report Séries; Volume 1 (58), 1981. (ERIC Document No: Ei 226 063)

The Comprehensiv~ Tests of Basic Skills were used in the statewide program on 135,000
students. Longitudinal comparisons examined the same students across years from 197:- 77 to
1986:81* However, changes in the baseline grade emphas1s in 1980 from Grades 4 7 and 10
to Grades 3, 6, and 11 prevent long1tud1nal comparisons in subJect areas.

Massachusetts State Deptartment of Educat1on “Interpret1ng and Us1ng Commerc1a1

Achievement Test Results. Basic Sk1115 Imprs+-7ent Policy: Supplement to Implementation
Guide I". Boston, 1982. (ERIE Document No. ED 221 589)

ih]S 1s 1ntended to help schools get the maximum amount of usefu] 1nformat1on from test

results: to help them in areas of program mon1tor1ng, group1ng, plann1ng instructional
activities, and report1ng results to parents and the community. (Will such supplements be

a consequence of the introduction of tests?)




Popham, W.J. “Classroom Implications of Criterion-Referenced Tests:

Curriculum--Instruction--Evaluation”.  Instructional Objectives Exchange, Los Angeles,
1976. (ERIC Document No. ED 171 762)

Discusses the inadequacies or norm-referenced tests as a basis for evaluation: (1)
mismatches betwsen local curriculum and what is measured by standardized tests; (2) anxiety

and frustration caused by imprecise knowledge of needed skills improvement; and (3)
tendency to omit test items which measure the knowledge teachers consider most important,
in order to obtain a large degree of response variance. (These are effects of examinations
that should be considered. )

Roeber, E.D. “Teaching Local Educators to Use and Report State Ascessment Results".

Michigan, 1980. (ERIC Document No. ED 211 570)

A set of procedures designed to help school district and building staff use and report
assessment results at district, school and classroom levels. (Will anyone learn to use the
provincial exam test results?)

Shermani §.W.; and ﬁobinson; N.M., £ds. "Ab1l1ty Test1ng of Hand1capped People

Yeh,

Dilemma for Government, Science, and the Public". National Academy of Sciences,
Washington, D.C,, 1982. (ERIC Document No. D 221 560)

A report from The ranel on Testing of Handicapped People, which examirned te«ting and
selection practices in schools and the workplace in order to dectcribe the extent to which
test1ng is a barrier to the full part1c1pat1on of hand1capped Jeuplo in socxety They
reécommended necessary research into studies of test validity, validation procedures, test
mod1f1cat1ons, and 1nvest1gat1on into the role of tect scores in decicioan making. (What
effect will prov1nc1al tests have on handicapped people?)

J.P. "Test Use in Schools: Studies in Measurement and Methodology, Work Unit 4",
Center for the Study of Evaluation, Los Angeles, 197"  (ERIC Document No. ED 214 951)

Teachers knowledge of and att1tudes toward test1ng were est1gated Test tak1ng sk1lls

on teachers' attitudes and classroom practices?)
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THE IMPACT OF ASSESSMENTS: AN ANNOTATED BIBLIOGRAPHY

A: Journal Articles

B. Books, Published Reports and Unpublished Papers

A. Journal Articles

Anderson, R E.; Welch W.W.; and Harr1s, L:J. ”Fﬁthodolog1cal Considerations in the

Bevelopment of Indicators of Achievement in Data from the National Assessment':
dournalmofeEducatlonal_Measurement 19 (1982), pp. 113-124.

This is a report of a study désignéd to examine the utility of mathematics data from the
American National Assessment of Ediicational Progress (NAEP) for 1dent1fy1ng and develop1ng
1nd1cators of mafhemat1cs ach1evement This type of use of assessment results has
]ncreased in therﬂn]ted States since the NAEP data management was reorganized to facilitate
a wide variety of secondary analyses, with NAEP data now being disseminated as a series of
public-use data tapes: The authors wanted to study the implications of this NAEP data
reorganization for the data analyst.

From the analys1s of mathemat1cs ach1evement of 17 year olds, it was concluded that the

;abséts aia not EéﬁSiEtéﬁt?y meet cenventional psychonetric criteria. The authors

§ﬁ§§e§ted that data analysts pay less attention to standards of item discrimination and

construct validity, and concentrate on “"standards of face validity, content validity,

internal consistency and the application of rigorous data analysis techniques" (p. 123).
Barnes, R. E Mor1arty, k.; and Mufphy; J. "Report1ng Test1ng Results: The Missihg Key

in Most Testing Pragrams“; National Association of Secondary School Pﬁriciba]si Bulletin

66 (1982), pp. 14-20.

The authors suggest that achievement testing can be a dangerous activity, one reason being
that results are often m151nteroreted or exaggerated by various groups. This is esbéciaiiy
1mpcrtant when the publ1c perce1ves test1ng as "reflect1ve of the value, qual1ty, or
respect1ve effectiveness of a school or school system" (p 14) In reporting test results,
they discuss the need to identify the recipients of the testing lnformat1on,r and to
consider the type of information each group of recipients will need. The individual needs
of seven subpopulations receiving testing information of varying complexity and specificity
are then outlined.
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Bleecher H. "“The Authorltat1veness of Michigan's Educational Accountab1l1ty Program“

Journallﬂ’idueatJOnal Review 69 {1975), PP. 135- 141

This is a report of a study of teachers' att1tudes towards M1ch1gan s state assessment
plan which features learn1ng assessments at the fourth and seventh grade levels. A sample
of teachers most Vaffected by this plan (kindergarten through grade eight level) was
surveyed by questionnaire. The results indicated that teachers believed the assessment to
be inconsistent with the purposes of the school, and did not feel mentally and phy51cally
able to comply with the assessment. The author observed that the attitudes of teachers
towards the assessment program "appear to be polar121ng negat1vely“ (p. 141), and he
predicted that this group of teachers would l1kely withdraw their cooperation from the

v asssessfent.

Bloom;,é., "Toward a Theory of Test1ng Which Includes Measurement-Evalu.tion-Assessment". In
The Evaluat1on of Instruction edited by M.C. Wittrock and D.W. Wiley, PpP- 25-50.
New York: Holt, Rinehart and Winston, 1970.

Bloom perceived testing to consist of three aspects; measurement, evaluation and
assessment. He discussed each aspect in turn, and presented the view that there ought to
be a synthesis of the three. Bloom perce1ved assessments as "attempts to assess the
charactéristics of 1nd1v1duals in relation to a particular environment, task, or cr1ter1on
s1tuat1on" (p 30) Bloom stressed the need for assessments to be equally concerned with
the individual as with the individual's environment.
Bock, R:D:; M1slevy, R.; and Woodson, C. “The Next Stage in Educational Ass&ssment".

Educational Researcher 11 (1982), pp. 4-11.

educational assessment,rthese are the accountab1l1ty movement in education, proliferation
ofwsuryéyrsampling studies, development of matrix and multiple-matrix sampling, and the
creation of the National Assessment (NAEP). The authors then posit that the next stage of
growth in assessment will be in the area of report1ng assessment results, through the
development of better methods of collect1ng and reporting data. One such method discussed
is the appl1cat1on of item response theory.

Datta L-E. "Commun1cat1ng Evaluat1on Results for Pol1cy Bec1s1on Mak1ng" In
Educat1onal Evaluation Methodology: . The State of the Art edited by R.A. Berk,
pp: 124-145. Baltimore, Md.: John Hopkins Unviversity Press, 1981.

This general paper on the use of evaluat1on results is based on the premzse that conduct1ng
an evaluation 1mpl1es that 1nformat1on is to be commun1cated for the purpose of making
decisions. Techn1ques and issues in commun1cat1ng evaluation findings to decision makers
are then reviewed. The author argues that effective communication has to be planned at the

beglnn1ng of an evaluation study as an integral part of the pianning and execution.
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Forbes, R:H. "NAEP: One ‘Tool' to Improve Instruction". Educational Leadership 34,
(1977), pp: 276-281.

Forbes maintained that the major impact of the NAEP would come only after several learning
areas had been reassessed. However, in the short- term, several uses had already been
recogn1zed Th1s report br1ef1y descr1bes several cases in wh1ch the NAEP 1nformat1on had

qatar as rationale to obta1n fund1ng for innovative instructional éi&%i and by us1ng
comparative NAEP survey data (state results with both regional and national findings) to
pinpoint problem areas in state curricula.

Geisert, G. "National Assessment: A Model for State and Local Competency Mandates?".
Compact 13 (1979); pp. 21-23, 29.

Tﬁi$ paper is a request by the author for states to consider the NAEP assessment model as a
viable alternative to state-wide minimum competency testing. The author's opinion is that
minimum competency testing is harmful to most students, and beneficial to the few for whom
the testing was intended. His rationale for selecting the NAEP model over minimum
competency testing ‘ncludes the following points:

After ten years of data collect1on the NAEP has "become a yardst1ck aga1nst wh1ch to
measure American education" (p: 22).
The NAEP avoids engaging in simplistic types of educational research.

The NAEP covers the breadth of education (1nc1ud1ng academ1c d1sc1p11nes individual
skills and pub11c concerns), surveys the populat1on broad]y by age (9, 13, 17 & 26-35)
as well as by other demographic characteristics.

The NAEP findings are descriptive of educational attainments by American students,
assuming "no specified causal relationship between achievement/performance results
and" either the academic institutions or other societal forces (p. 22).

A very general discussion on potential usés of NAEP mater‘&ls is also included.

Goldstein; H. “Measuring Changes in Educational Attainment Over Time: Problems and
Possibilities". Journal of Educational Measurement 20 (1983), pp. 369-378.

Goldstein reports that, despite the fact that the APU and the NAEP gave a high priority to
mak1ng 1nferences abolit trends over t1me, there appears to have been little attempt to
define the meaning of "trends over time" or to discuss the associated measurement problems.
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U51ng the Br1t1sh Assessment of Performance Un1t (APU) to iiiustrate them, Goldstein
outlines the most commonly used methods of neasur1ng absolute change 1n ach1evement over
t1me,rand presents alternat1ve formolat1onsf He suggests that measur1ng relative changes
over time, using standardized differences or longitudinal analyses would be feasible and
substantively interesting:

Hextall, I. "Renderlng Accounts: A Critical Analysis of the APU". In Selection,
Certification and Control edited by P. Broadfoot, pp. 245-262. London: The Falmer
Press, 198%.

This paper is intended to set the APU in a broad historical; social and political
perspective. Hextall expresses a concern that the principles, criteria and procedures of
assessment ought to be be more open to public debate, and, in fact, be decided together
with those members of the public directly affected by the establishment of an assessment
program. To illustrate this need, he discusses the implications and effects of certain APL
decisions, for instance, deciding on the purpose of the assessment and the features of the

sampling plan used.

Hiebert; J. “Units of Measure: Results and Implications from National Assessment".
Arithmetic Teacher 28 (1981), pp. 38-43.

This paper is based on NAEP results about elementary students' conceptions of the unit of
measure. Student responses to several exercises on the NAEP mathematics assessment are
descr1bed, and then 1nterpreted to draw conclusions about students' lack of understanding
of the concepts The author recommends that teachers adm1n1ster the NAEP exercises
reproduced in the art1c1e in order to confirm their own students' degree of understandlng
and need for clarification on the top1c.

Husen, T. "An International Research Venture in Retrospect: The IEA Su- ‘eys".

Comparative Education Review 23 (1979), pp. 371-385.

This is a record of persona] exper1ences ga1ned from the Intérnational Association for the
Evaluatlon of Educat1ona1 Achievement (IEA) stud1es conducted over a twenty-year per1od

and presented for the benefit of future large-scale surveys of this k1nd. An insightful and
useful article, it has excellent sections dealing with the background and history of the
IEA, the administrative and economic problems in setting up an international organization,
and the development of the theoretical framework within which the early studies were
des1qned nlthough Husen attr1buted some of the weaknesses of these stud.es to the fact
that it was p1oneer1ng, state-of-the- art research at the t1me he suggests that many
problems arose from the fact that the IEA researchers were restricted by the preva1l1ng
research parad1gms "the use of an 1nput-output mode] extensiveness of scnpe; and emphasis

on quantitative methods and statistical techniques with no reliance at a 1 on qualitative
observations and anthropological methods" (p. 384).
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Impara, J.C: "valid and Invalid Uses of Statewide Assessment". Educational Technology 18
(1972), op. 5-9.

Changas i statevide assessment concepts in the U.S. are attributed to the uccountability
mevemeit of the 130's and the inception of the NAEP. Impara gives two reason: for invalid
«.es €* assessmént:  First, the "users" of assessment who are decision wakers or
leg'siscors have nou been educated about the limitations of test use in large-scale
as.~sement; second, criteria for the va|1d1ty of assessment use are not considered in
developing ain assessment rrogram. Three criteria are suggested to determine the validity
of assessment: (1) the effectiveness of the program is measured by examining whether the
prog: a.. goals were met (2) the use of assessment must be well grounded and justifiable
from a conceptual or theoretical perspect1ve, and (3) the tools, such as tests and other

data collection procedures must meet technical criteria for quality (p. 5).

Impara discusses several examples of invalid uses of statewide assessment, for example,
making comparisons between schools or districts, and using state assessment data to
allocate state school support on a district- by-d1str1ct basis.

Johnson; G.H. "Making the Data Work". Compact 6 (1972), pp. 29-30:

This article can be considered more histerical than explanatory, since it was written
shortly after the NAEP began. Johnson considered that the eventual siccess of the NAEP
would be measured in terms of its impact on educational pract1ce, content and dec1s1on
maklng, however, he felt that 1t was appropr1ate to ask whether anyone was us1ng the NAEP

of assessment; and the fact that each aspect might have dlfferent potential uses. Two types
of NAEP ?products"rcapable of being used were categorized. The first type consisted of the
model, technology and materials for conducting assessments at state and local levels; and
the second type consisted of data on achievement in each assessed subJect area. "The
potential for use or appl1catlon, and the au01ences (or users) 1nvo]ved may be qu1te
different for these two kinds of NAEP products" (p 29)

Kearney, C.P. "Uses and Abuses of Assessment and Evaluation Data by Policymakers".
Educational Measurement: Issues and Practice 2 (1983); pp: 9-12, 17.

Kearney discusses Lwc purposes of large-scale assessments, (a) publ1c reportlng at the
local, state or nac1ona1 Ievel and (b) 1dent1fy1ng needs and allocat1ng resources. In
terms of publ1c repor’, 1ng, he argues that pol1cymakers ought to use test results to
indicate to the general pUb]]C what is going on in tha schools. In terms of identifying
needs and a]]ocat1ng resources. he argues that policymakers ought to bz provided with the
kind of test results that identify relative strengths and weaknesses at different levels in
the system. He provides several examples of uses and abuses of data by policymakers with
respect to these two purposes. In conc]us1on, Kearney calls for the estabiishment, of a
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nat1onal clear1nghouse of programs and pract1ces for report1ng and using test results He
cla1ms that the establishment of large scale achievement testing programs in almost every
state dur1ng the past decade has resulted in massive amounts of information that are often
not well used:

Lapointe, A:E:, and Koffler, S.L. "Your Standarc* »r Mine: The Case for the National
Assessment of Educational Progress". Ed.r.i nal Pesearcher 11 (1982), pp. 4-9.

This is a follow-up to a report trat evaluated the NAEP's performance and value, and
suggested how the NAEP couvld be made more effect1v (One of the co- authors of this
article also part1c1pated in the NAEP evaluation). Herr; the authors supply the rationale
for the suggest1ons made by the evaluators. Of particalar interest is a dlscusslon on the
NAEP s potenc1al contribution to the “standards" debate. The authors perceive the role of
the NAEP in the search for a working definition of thé term "standards" as one of measur1ng

student achievement and report1ng it publ1cly

Lewis, A.C. "Wash1ngton Report Comparable Data for St§£é;6y:3£a£é Comparisons Could
Become a Reality”. Phi Delta Kappan 65 (1984), pp. 659-660.

lew1s d1scusses the problem of finding data for comparat1ve purposes §he reports that
Amer1can leg1slators at different jevels of government have been attempt1ng to make
comparisons between states using such indicators as Scholastic Apt1tude Test (SAT) scores;
these were not intended to prov1de data on group ach1evement but rather to measure

individual apt1tude.

Lswis suggests that a potential answer to the problem of comparative data may have been
provided by a recent chanée in the NAEP management, from the Education Comm1ss1on of the
States (ECS), to tie Educational Testing Service (ETS). ETS has - - 'sG to be irnterested
in innovation and in fostering more uses for NAEP data. 1In th .- ganal deslgn of the
NAEP, the sauple was too small in any g1ven state to prov1de stute-by-state comparisons
although individual states could p1ggyback on NAEP surveys for more extensive surveying of

their own students.

tindoﬁist* MM ; Carpenter T.P.; Silver, E.A.; and Matthews, W. "The Third National

Mathematics Assessment: Results and Implications for Elementary and Middle Schools".
Arithmetic Teacher 31 (1983), pp. 14-19.

The results of the second and th1rd NAED assessments of mathemat1cs for elementary and
middle schouls are compared. A major f1nd1ng is that many s1gn1f1cant gains were due to
improved performance on routine exercises, and not on exercises assessing deep
ﬁnderstandlnﬁ or applications of mathematics: Specifically, Lindquist et al. elaborate on
this finding by discussing whole numbers, fractions and decimals, and other basic concepts
and skills. NAEP exercises (as well as nat1onal percent1les) from which performance on

these content areas was 1nterpreted are included in ‘he article.
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Madaus, G.F. "Reactions to the Pitfsburgh ﬁapers". Phi Delta Kappan 62 (1981),

pp. 634-636.

A comparison of two studies of the uses made of standardized tests: the Carnegie-Mellon
study in Pennsylvania and Madaus' study in Ireland. Results were similar: administrators
did not use test resulis because they had no effect on policy. However, it is claimed that
whenever test results become a key element in decisions affecting individual 1ife chances
(e.g., grade promotion), the administering agency assumes a great deal of power over the
Schooiihg process, and administrators, teachers and pupiis modify their behaviour and
attitudes.

Mclean; L. "Educational Assessment in the Canadian Provinces": In Assessing Educational

Achievement. Special issue of Educational Anaiysis 4 (1982), pp. 79-96.

This article compares the methodologies and unresolved issues of analysis, interpretation
and reporting, and follow-up to asséssments. In thé section on unresolved issues, item
pools, constructed responses, unit of analysis, curriculum domain and validity are
mentioned. In closing; the author strecses the importance of making assessment results
available at and relevant to different levels in the educational process, particularly at
the classroom Tevel.

0'Donnell, D.H. "Assessment Within Schools: A Study of One County". Educational

Research 24 (1981), pp. 43-48.

Before starting an assessment program for an entire local authority area in the U.K., a
survey was conducted in one county in the area to find out what assessment procedures
schools had been using te describe and monitor student performance. 317 primary, middle,
and secondary schools responded to "a questionnaire setting out their use of tests, both
internally and as a means of providing information on transition" (p. 43). Educators
expressed the need for orocedures to communicate information about children moving between
schools.

Omvig, C.P. "Effects of Guidance on the Results of Standardized Achievement Testing".

Measurement and Evaluation in Guidance 4 (1971), pp. 47-51.

Omvig reviewed the literature on student motivation and concluded that students tend to be
careless and unmotivated in their performance on tests unless they are personally concerned
about their own test scores. He was particularly interested in the problem of student
motivation on standardized achievement tests used in studies of the effects of school size
or class size;

This was the only article found that described an experimental study in which an attempt
was made to solve the problem of student apathy towards standardized tests. A "pre-test"
session was designed in which a school counsellor discussed with individual students their
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past standardizec test results, drawing attention io those areas in which poor achievement
had been displayed and praising the student for progress in an area. It was hypothes1zed
that this "treatment" would produce more valid standardized test scores. However, the
results for 270 ninth grade students did not support this hypothesis:

Power, C., and Wood, R. “National Assessment: A Review of Programs in Australia, the
United Kingdom, and the United States". Comparative Education Review 28 (1984), pp-
355-377.

Th1s is an extreme]y informative review that describes and compares three national programs
designed to "define, assess, and monitor student ach1evement at a national level" (p 355).
The programs are the Amer1can National Assessment of Educational Progress (NAEP), the
British Assessment of Performance Unit (APU), and the Australian Studies in Student
Performance (ASSP) After relat1ng the origin and background of each program, Power and
Wood compare the programs on several counts, including political issues (e:.g., teacher
cooperation), technical issues (e.g., problem definition, content validity, sampling
procedures and reporting), and impact areas (e.g., policy. accountability, and educational
practice).

Saylor, G "How to Use ihe Findings from National Assessment (NAEP)". Education
Digest 40 {1974), pp. 42-45.

Ten years after the inception of the NAEP, the author discusses the lack of thought given
to using the assessment results: It is reported that many evaiuation specialists consider
the most significant use of the NAEP to he iWie sets of test exercises used to measure
educational attainments: For curriculum planners, Saylor felt that the NAEP test results
could be used as one of a nuiber of 1nputs in the preparat1on of curriculum materials for a
part1cu]ar group of students H1s pr1nc1pa] recommendat1on on the use of NAEP data (as

teachers, and scholars in a subJect field [ought to] estab11sh a comm1ttee that will winnow

out of the NAEP data some recommendations on how school systems, curriculum planning
divisions of state departments of education, textbook writers and publishers, and producers
of instructional materials may best use these findings" (p. 45).

Sebring, P.A., and BorUCH, R.F. "How is National Assesgment of Educational brogress Used?".

Educational Measurement: Issiies and Practice 2 (1983), pp. 16-29.

Th1s is a report of an exploratory study on the uses made of NAEP results. Case studies of
seven state education agencies' use of NAEP were ccnducted, and uses made of the results by
some school districts within these states were explored. Three broad categor1es of use
were revealed by the study: professional, po]1cy and research. Most uses by state agenc1es,
schools, and curriculum organ1zatiohs féll into the category of profess1ona1 use which

referred to “employ1ng NAEP data, methods, and materials to improve educational programs
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and instruction" (p. 17). Policy use occurred when NAEP dizta were exploited to inform
decision makers at the federal or state ievel, or to assist federal and state agencies
regulate the use of educational funds. Research usé referrea to the use of NAEP data to
deve]op new measurament techn1ques or to understand the re]at10nsh1p betwee: e<icational
attainment and certain student and school background variables.

Sebring and Boruch point out that most previous reviews of the NAEP assumed use to have
occurred only if NAEP data had been instrumental in making decisions. From their
exploratory study, they claim that the use of NAEP methods and procedures are as important
as the use of NAEP data. One conclusion of their report is that the NAEP does not have an
efficient system for monitoring use and, without such a system it is impossible to judge
statements about h1gh or low use (p 20) A second conclusion is that the amb1gu1ty of the
term "use" creates a maJor d1ff1cu1ty in 1nvest1gat1ng use of the NAEP. They recommend
that "use" be def1ned in terms of aud1encesr(e,g.,7]oca1Vand state agencles orrfederal
agenc1es) types of use (i:e., professional; policy and research), functicnai nature of use
(e.g., decision making or enhancement of understanding), and elements of the NAEP that are
used (e.g., test items, sampling methods or data).
Shoemaker, D.M. “App! 1cab111ty of Item Bank1ng and Matr1x Samp11ng to Educational

Assessient”. 1n Advances in Psycho]og;ga] and Edicational Measurement, edited by D.N.M. de
Gru13ter and L., T. van der Kamp, pp. 225- 23] London: w11ey, 1975.

This is one of five papers on item banking presented at the Second International Symposium
on Educational Testing in 1975. From Shoemaker's point of view, item banking and matrix
sampling were complimentary technologies that would place educational assessment on a firm
foundation. His paper consists of three parts First, he outlines a framework for
achievement tééting that. includes the components of item bank1ng and matiix samp11ng

Then, he d1scusses how the techno]ogy of 1tem bank1ng, and not the past goa1s of item
bank1ng, is of major importance to the future of ach1evement testing. Finilly; he proposes
multiple matrix sampling as a procedure for program evaluation and also i~r the framework
of achievement testing.

Theisen, G.L.; Achola, P.P.W.; ai¢ Boakari, F.M. "The Underachievement of Cross-national
Studies of Achievement". Comparative Education Review 27 (1983), pp. 46-68.

Thissen &t al. disciss the shortcomings in the design and snalysis of cross-national
studies that prohibit analysis of within-country factors relating to performance of
achizvement. One methodological limitation to conducting within-country analyses from
crocs-;-ational studies is considered to be the typizal sampling strategies that reflect
only agaregate levels of achievement, with individual students being the unit of
measurement and nat1onal systems thé unit of anaiysis. A ¢+cond limitation has been the
failure to collect data related to the sdﬁfai; demograph1c and environmental
characteristics associated with school settings. As an example, Thiesen et al. refer to
the IEA Second Intarnational Mathematics Study (SIMS).
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"Consp1cuously m1ss1ng are items dealing with school select1v1ty, general leve! of d1str1ct
resources, local occupat1onal opportun1t1es, socioeconomic status of local res1dents,
school learn1ng env1ronnent or related indicators of econom1c/cu1tura1 context" (p. 47).

To enhance the 1nterpretat1on of national data, the authors suggest seven clusters of
variables be measured (p: 67):

waiber§; H*J*Z Héé;ééi G D Pa5care11a E Junker, L K ] and éouianger F. ﬁ

Adolescents”. American Educat1ona] Research Journal 18 (1981) pP. 233-249.

The authors attempt to test a psycholog1ca1 theory of educat1onal product1v1ty and to

Sc1ence ach1evement scores of 2,346 13-year-old students were regressed on indices of their
soc1o-econom1c status, motivation, quality (of instruction), class (social environmer.),
and home conditions. The results indicated that class (soc1al psycholog1cal e|v1ronment)

was the only index that showed a stronq relat1onsh1p to science achievement.

Womer, F.B., and Mastie, M'ﬁi iﬁéan National Assessment Chans» American Education?".
Compact 6 (1972), pp. 26-28.

This is a discussion of the utility of NAEP results: The point is made that the NAEP was
not des1gned to fulfill all needs of education, but rather to be just one
1nformat1on gather1ng prOJect which prov1des general informaticn rather than answers to
specific educational questiors. The authors speculate as to how the 1nformat1on m1ght be

used, and conclude that the ultimate succeéss of the NAEP will depend upon teachers,
adm1n1strators, board members and leg1slators who would use the results to improve t ‘r
own decision mak1ng.

Wood, R: “Assessment Has Too Many Meanings and the One I Think We Want Isn't Clear
Enough Yet": Educational Measurement: Issues and Practice 3  i84), pp. 5-7.

Wood discusses the problem of try1ng to communicate the mean1ng of the term assessment when

a number of different work1ng def1n1t1ons are in use. Two such definitions under
discussion were those by 2lccw (1970) and Satterly (1981) (for further information, refer
to the respect1ve author): WOod expresses the need for educational researchers to redefine

the term 'assessment', and to separate it from the term 'measurement’.

- and Gipps, C. "An Enquiry into the Use of Te:t Results for Accounfab1l1ty .
Purposes”. In Calllgg Ediication to Account edited by R. McCormick et al. pp. 44-54.
London: Heinemann Educational Books, ;982
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Th1s 1s an 1nter1m report of the u. K. Evaluat1on of Test1ng in Schools Project that was
a*med at evaluat1ng the impact of test1ng programs in classrooms on school practices, and
on educational policies at local and naticnal levels. One finding of the pro1ect was that
anxiety about testlng was much less prevalent than commonly *"ough(, g1ven the climate of
accountab1l1ty in the U &

, and Power,ré. “Have Natlonal Assessments Made uUs Any Wiser abou 'Standardé'?".
Comparat1ve Education 20 (1984); pp. 367-321.

Th1s paper 1nvest1gates the use of the term 'standards', "cne of the most abused words in
education” (p: 307). Although the authors felt that national a<sessment programs would
contribute to a work1ng mean1ng of the word they did not see evidence of this happen1ng
yet. The effect of the standards issué on the development of each of the three nat1onal
assessments prev1oualy reviewed by the authors (see Power and Wood, 1984) is discussed.

B. Books, Repr.. and Unpublished Documents

Alberta. Minister's Advisory Committee on Stiudent Achievement. Student Achievement in
Alberta. Edmonton: Alberta Education, 197°.

MACOQ% was establ1shed in 1876 to study the problems related to student arh1evement in
Alberta and make recommendziions for their soluticn. This report presents the major
f1nd1ngc of the 18 commissioned st 'ies, as wel? as MACOSA's conrclusions and
rccommendations to Alberta Education. Of spucific interest might be the chapters on (1)
rationsle for evaluat1ng student acﬁlevement (Z) achievewent studies conducted in language
arts mathemat1cs, science and social studles and (3/ te.t development stud1es Also,
MACOSA's recommendations for an asses:vent program m1gnt be of interest.

Broadfoot; P:; ed. Selection, Certification and Control: Social Issues in Educational

Assessment. London: The Falmer Fress, 1984.

This set of papers représents a co: prenensive collection of issues and approaches to
testtng The papers are organ1z’d unicr two main head1ngs ~ representing theoretical

perspect1ves and practlcal conceriic related o policy issues. The paper by Hextail
(reviewed above) was a particularly interesting critinue of the APU in the United Kingdom.

Canadian Teachers' Federation. Province-wide Student Assessment Programs - The Teachers'
Response. Winnineg: Canadian Teachers' Federation, 1980.
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A collection of papers presented at a meeting in % =iipeg, and based in part on a survey
of province-wide assessment programs in Canada (Document 1 in this report is a 1980 summary
of these programs). In general; the purpose of the report appears to be to assemble a wide
range of personal ideas about the uses and misuses of large-scale assessment.

Canadian Teachers' Federation: Province Wide Student Assessment Programs.
_A Discussion Paper. Ottawa: Canadian Teachers' Federation, 1982.

Although the date on the title page of this report is April 1982, the date within this
five-page report is February 1961. The general theme expressed is that teachers have no
decision maiing power in establishing assessment practices in schools: The CTF discusses
the problems which arise for teachers and students, and questions the benefit of testing
programs on student learning: Their principles and recommendations stress that teacher
organizations must begin to assess the use and implications of student assessment

programs:

Gipps, C.; and éoidstéin, H. Mbhitbrihg Children: VAh Evaluation of tha Assessment

of Performarice Unit. London: Heinemann Educational Books; 1983.

This is the report of an cvaluation of the British Assessment of Performance Unit (APU) set
up in 1974 to carry out a natirndal monitoring program of student performance. Three
chapters previdz a great deal of infermation about the organization of the APU, with two
chapters discussing the work of Lha tnpree ad: isory bodies (the Consultative Committee, the
Co-ordinating group, end the St- itir Advi.ory Group), and a third chapter outlining the
work of the stecring groups & monitering teams. The authors conclude that the APU has

bocal Eiducation Authorities {(LCAs) to co-operate in the asses:ments, but they have not had
succ2ss in moritoring standards o describing changes in perforwance over time.

Grcenbaum, W.; Garet, M.S.; and Solomon, E.R. Measuring Educational -Progress: - A Study of
the National Assessment. New York: McGraw-Hill, 1¢77,

Part I of this book is an evaluation of the American National Assessment of Educational
Progress (NAEP), o+ rather, an evaluation of the mid 1970's version < the NAEP. Recent
developments within the NAEP have altered the program, thereby limiting the utility of this
book for accurate evalation purposes iiowever, it is a useful historical document as it
covers t:= NAEP's oojectives and organizational development, and documerits such techrical
proced.1cs as the exercise development process, the sampling design and the reporting

strategies.

Part II is a response of the NAEP to the foregoing evaluation. This provides an

interesting rebuttal and aiso some insight about an assessment program in transition.
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de Gru1Jter B-N.M:, and van der Kamp, L.J.T., eds. Advances in Psvchologioal‘énd
Educatqob ;4”easurement London: Wlley, 1976.

This book contains the proceed1ngs of the Second International Symposium on Educational
Test1ng The sect1on containing 5 papers on item banki-y might be of interest to
assessment programrplanners. Of particular relevance is the paper by Shoemaker reviewed
in the above section.

thtall; D:L., ed. Assessing Educational Achievement. Special Issue of Educa’ 5nal
Analysis 4 (1982).

This collect1on of eleven papers has three sect1ons dealing with (a) assessment of the
1nd1v1dual (b§ use of the assessment of individuals as a way of asseSS1ng the performance
of educatlonal !nstltutlons or the educational system as a whole and (c) problematic
conceptual issues in the field of @™~ --.j assessment. The paper by McLean on Canadian

assessment (cited above) may be relev - . the present prOJect

Nyberg, ¥ R., and Lee, B. Evaluatggg Academ1c Ach1evement in the Last Three Years of
Secondary School in Canada. Toronto. Canadian Education Association, 1978.

The report of a study conducted in the mid 1970's by the Canadian Education Association
Committee on Evaluation and Examination Practices. A survey of all Canad1an departments of
educat1on provided information on province- wide exam1natlons, this data i¢ summe“ized in
Table 1 of the report (p. 15-17). Another part of the study was & survey of chief
education officers of school boards from wh1ch the follow1ng conclus1ons were drawn about
student ach1evement in the last three years of secundary school: (a) final examinat®:-ns
were w1dely used in arriving at fina! gra#es, (b) chief officers felt that achievement
standards had risen in the sciences, were goneally the same in mathematics, and had fallen
1n Titerature and language; and (c) a substantial number of officers wrre dissatisfied w1th
the lack of uniform standards of achievement across schools and school systems:
Ontario Ministry of Education. Research and Evaluat1on Branch. The Ontario Assessment

Instrument Pool: A Curriculum- based Aid to Evaluation. Review and Evaluation Bulletin,
vol. i; P 1. Toronto: Ministry of Education, 1979:

Th‘s bullet1n prov1ues a rat1onale and background for the Ontario M1nlstry of Education’ s
decision to support the develcpment of the Ontario Assessment Instrument Poo' (OAIP). The
innovation was intended to contain a w1de varlety of assessment methods and instruments
that would serve two functions: (a) ass1st program evaluation at the provincial and local
levels, and (b) ass1st the evaluat1on of student achievement at the classroom level for
both diagnostic and summat1ve purposes (p. 5). The report contains l1st1ngs of contractual

research projects related to OAIP development and lists of the technical and adv1sory
committee members.
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Passow; A:H:; Noah; H.J:; Eckstein, M.A:; and Mallea, J.R. The National Case Study:  An
Empirical Comparative Study of Twenty-one Educational Systems. New York: John Wiley, 1976.

This is a complex report of a comparative study of twenty-one countries using data
collected in the Internationa’ Association for the Evaluation of Educational Achievement
(IEA) surveys. The report was intended to reconfirm the "potential of cross-national
studies of schooling, based upon broad cultural, societal and educational measures" (p:
295). However, the authors concluded that the study ought to be regarded only as an
interim regcrt, and that an explanatory model of school achievement differences was not

within reach. This points to the fact that, only a decade ago, empirical comparative
educational analysis was in a state of infancy.

Satterly, D. Assessment in Schools. Oxford: Blackwell, 1981.

This is a comprehensive, readable text on assessment, that would be suitable for classroom
teachers. It contains chapters on such topics as test construction, interpretation of
scores; test reliability; and standard setting. Satterly's general definition of

environment:

“"{ducational assessment is an omnibus term which includes all the processes and prodicts
viich describe the nature and extent of children's learning, its degree of correspondence
with the aims and objectives of teaching and its relationship with the envi~onments which
are designed to facilitate learning" (p: 2):

Wood (1984) referred to Satterly's definition in a paper on the variation in meanings for
the term 'assessment’.

Wittrbtk; ﬁ.C., and Wiiéyi ﬁ;f,; eds. iﬁé Evaluation of Instruction: issues and ﬁrobiems.
New York: Holt, Rir:hart and Winston, 1970.

This is a collection of papers pre-2nted -t a symposium on problems . . avaluat n of
instruction. Extremely thought-proveoking is Benjamin Bloom's paper on a thecry of testing
that includes measurement, evaluation and assessment. The comments that follow by Michael
Scriven, Gene Glass and J.P. Guilford are also of interest.
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