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present state of performance assessment in her opening remarks. Other
researchers concurred with her warning that there is much that is not
yet known about performance assessment. A beginning has been made, in
that what is known about standardized tests and the misuse of their
results has been defined. It is evident that state and federal
interest in the use of performance assessments is growing. Research
is being conducted into performance assessment fairness, particularly
with regard to portfolios. The expected links among instruction,
learning, anc alternative assessment are being investigated. The
" CRESST validity criteria of transfer and generalizability have
received substantial attention in studies of the technical aspects of
performance assessment. The final validity criterion that CRESST
requires of performance assessment focuses on cost and the resources
needed to implement the new assessments in the classroom. What is
known above all is that lots of performance assessments are being
developed. Brief abstracts are given of 13 additional conference
papers. An attachment lists and annotates the technical reports
available from CRESST. (SLD)

********************************************ﬂ**************************

* Reproductions supplied by EDRS are the best that can be made ¥

* from the original document. ¥
***********************************************************************




> »

(SO BN

. . , -
Fho Notvoma Contor 1o Ro coandh o bvaluanon, S

| Catloa ton thve Sty ot Py alouonian N

g

o

ED 362 562

EVALUATION COMMENT
=

US DEPARTMINT OF EDUCATION
“Huce of EGucalonal Ressarch 8na improvement

EDQUCATIONAL RESOURCES INFORMATION
vf

Spring 1693

“PERAMISSION TO REPRODUCE TH!S
MATERIAL HAS BEEN GRANTED BY

J.0. Beex

CENTER ERIC!

g document h88 Deer reprodied a3
‘eceived 'O (he DErsCa Of O7gan:IsL.or
Sngrnating L
Z Minor changes have been made 10 morove
-eproduction quanty

What Works in Performance Assessment?
Proceedings of the 1992 CRESST Conference

@ Point3 of view Of ODHNIONS 3181EG N IR 00CU
ment g0 NOt NECESSArdy rgpresmnt othCd
OERI gosttasn ot pohcy

Ron Dhietern CRESST UC T v TO THE EDUCATIONAL RESOURCES

INFORMATION CENTER (ERIC)."

ERIC

1

TAA o020 bi

It is ondv cducarion Luddites who wonld oppose new forms of assessment until eversthung is in place. These

new assessments ave ton powertinl a tool to stop using them. It's the business of reseavchers to be cantions—

polaticrans ave elected to act.”

U R TLIS AR R IQURNVUNNALICINS (i
search appears to be
caught in a law ot supplv

and demand—plenty of demand

from impatient customers who
want to know it pertormance as-
sessment actually “works.” but

too little “supply™ in the torm ot

answers from the research com-
munity about what works and
what doesn’t.

The 1992 annual CRESST as-
sessment conference was dedi-
cated to explaining *What Works
in Performance Assessment.”
From September 10-12, 1992
over 300 policymakers, research-
ers, and tcachers met on the

Policymaker statements tfrom CRESST rescarch

UCLA campus to discuss what
educators currenty know about
these new tvpes of tests.
CRESST Co-director EvaBaker
summed up the present state of
pertormance assessment affairs in
her opening conference remarks.

“The policy and practitioner
communities are acting.,”
warnied Baker, “with or with-
out us. We no longer have
the luxury of saving we don't
have the answers vet but it
vou'll just hold on for tour or
five more vears, our research
will really be able to tell vou
what to do.”

! Special thanks to Joan Herman and Kathavine Fry for thewr valuable suggcestions to tins
arnicle. Thanks also to the many presenters and discussants who sharved their vescarch at the

1992 CRESST conference.

oo

Baker cautioned against expect-
ing too much from new assess-
ment methods.

“One »f the things that wor-
ries many of us is the enor-
mous hype that's been asso-
ciated with performance as-
sessment,” said Baker. “It's
better than superman, better
than chacolate pecan pie, or
the tastest, lightest computer
notebook.™

Other researchers concurred
with Baker, including CRESST
Co-director Robert Linn. Linn
indicated that there is a lot more
we don 't bnowabout performance

Y
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asscssment than we do kaoir, but
thataconterence tocusmyg on what
we have learned about pertor
marnce assessment would contrib-
ute to the expanding base ot per-
tormance assessment know ledge.
Linn suggested that a trame-
“work tor the mvo-day mecting
might mciude the CRESS T valid
ItV CRTCHa fOr PCrtOrMance assess:
ment. Published in a2 199]
CRESST techmical rcp()rt.2 the
CRESST criterna include.

e conscquinces ot pertor

Mance assessment:

o cquitv.including test tair-
nessand opportunitics tor
students to learn assessed

knowledge skills:

¢ transterand generalizabil-
ity theony:

¢ content and curriculum
quality including cogni-
tive complexity, content
quality, and content cov-
crage;

e meaningfulness otpertor-
mance assessments: and

e costs and efficiencies.

2 CSESCRESST Techmical Report 331

e
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A Begmning: Winar W
Seem to know Apour

standardized Test

Test Scores Verses Pevformance

Although disagrecing on sev
eral points, many conterence pre-
senters agreed that there are seri-
ous problems with tradinonal
standardized tests.

In her rescarch with disadvan-
taged children. tor example. Lily
Wong Fillmore tfrom the Univer-
atv of Calitorma., Berkelev. tound
a troubling discrepancy berween
resultsotstandardized CTBS read-
ing comprehension tests and ac-
tual student performance.

“We were doing a pertor-
mance assessment ot lan-
guage, of cultural adaptation
to school, of how students
were dealing with the prob-
lem of leaming a language
they did not know.” said
Wong Fillmore. “When we
compared the [CTBS] test
scores to what we were {per-
tormance ] measuring, we
tound vast ditferences. With
some of these kids, thevwerce
so tree of English, that is.
they would not speak a word
ofit—vet they did well in the
CTRBS reading comprchen-
sion test. Other students that
we knew to be pertorming

quite well.™ she added. =did

very poorlv on the CTRS 7

Thislack ot correlanon berween
standardized restscores and mean
ingtul student pertormance has
been noted by athers Standard
1zed tests tvprcallv measare hasic
concepts and procedures. said
Thomas Romberg. trom the Ung
veratyof Wisconsin- Madisan. but
not m-depth understandimg o

student production otknew ledge

“What they standardized
tests | measure. they measure
well.™ noted Rombery, “but
what thev do not measure is
ot concern also. The mam
issuc is to let people know
that it these [standardized
tests ] are the instruments they
arc using. ther basic concepts
and procedures are the math-
ematics they are assessing.
whicli is asmall part of know-
ing and being able to use
mathematics.™

Improper Use of Standardized
Tests Results

Other conference presenters
had less negative views of stan-
dardized tests. H.D. Hoover,
University of Towa, suggested that
the problem isn't with standard-
ized tests themsclves but the im-
proper use of such assessments.

O
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“There 15 no doubt.™ said
Hoover., “the wav [ standard-
1zed] tests have been used
has sometimes been hornble.
I think this mostlv has been
brought about by mandated
STATC 2SSCSSNICNT Proyrams
and using these tests for ac-
countabilitv: m high-stakes
situations tor which thev were

pever mtended.”

However, despite relatnely
widespread agreement about the
probicms ot standardized testsand
the uulizauon ot their results,
policymakers and the public will
likely contimue to use declinming
standardized test scores as arally-
mg crv for what's wrong with
Amerncan educaton. And despite
evidence that high stakes account-
ability “uses™ corrupt the tesung

process. policymakers continue to

have great faith in the power of

assessment.

What We Knosw Vbout
Jertormance JAssessmest

nd Modicy

State Intevest in Assessment
State polievimaker interest in
Jssessmient fs growtng, suggested
Lorrame McDonnell trom the
University ot Calttornia, Santa
Barbara, because many policv-
makers view assessment as a lever

ot change. As part ot a CRESST
project. McDonnedl s conducr-

g AT exensive mvestigation ot

the move towards new torms ot
assessient 1 Kentucky, Calitor-
nia, Indrana. and North Carohna.
She has tound that state policy-
makers frequently sSupport assess -
ments tor verv ditferent purposes.

In Calitornia, said MeDonnetl,
the new pertormance-based Cali-
tornia [ carnmg Assessment Svs-
tem 1 CLAS 1 came about because
of 1 rare consensus among the
three s.ate centers of education
power: the governor. the legisla-
ture, and the state school super-
mtendent. But cach center hadits
OWN TEAsons fOr Wantng new as-

sessments.

“Covernor Wilson would like
1O Move to asvstem ot merit-
pav where teachers with high
scoring students are re-
warded.” reported MeDon-
nell, “One ot'the governor’s
atdes told us: *We could care
less about authentic assess-
ment—it costs Mmore money
and we don'tknow itit’sany
better. For us, having indi-
vdual student seores s really
powertul. It brings account-
abilitv into a system where it
wn't there now, Parents can

then sav thevdon'twant their

child in Ms. smith’s class-
room because they will have
the [necessary] assessment
intormation.”™

Offermg avery ditferent reason
tor the same new assessments was
the Calitornia state legslature,
primanity Senator Gany Hart.charr
ot the Semate Education Com-
muttee. Accordingto McDonnell,
Hartagreed to exchange “greater
accountability in order to get
greater autonomy tor instruction
and schooloperation. Itwasquid-
pro-quo for having schoels move
to site-based management.” sard
McebDonnell.

The final policymaker in the
came, Bill Honig. the tormer
Calitornia Superintendent ot Pub-
lic Instruction, was “interested in
assessments that are more con-
gruent with the wpe of curricu-
lumhe espouses.™ added MeDon-
nell, “assessments that measure
real-world pertormance and will
intluence teaching.™

The lesson, concluded MeDon-
nell, is that test developers,
schools, districts,rescarchers.and
practitioners., will have to accom-
modate multiple and sometimes
competng policymaker purposes
thatdrive pertormance assessment
development, implementation
and use.
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Federal Interest Grows

Mcanwhile, the federal govern-
ment has been looking at assess-
ment as a lever tor national educa-
tional reform. Several CRESsT
presenterssuggested thatmomen-
tum for national standards and
national performance tests is rap-
idly growing,.

“Improving assessment be-
came anissuc [ inrecent vears)
not to improve assessment
but because of the woeful
state of education reported
throughout the country.”
said Andrew Hartman, edu-
cation policy coordinator for
the Republican staff ot edu-
cation committee.

Agreeing with Hartman was
Michael Feuer. Oftice of Tech-
nology Assessment.

“The spiritin Washington has
beentense,” said Feuer. “Na-
tional standards and national
curriculum this last vear have
been prominent concepts in
Washington and we scemed
[at one point] to be moving
towards national testing.™

National standards are a likely
reality, added Feuer. Yet fears
abour a single national test may
lead to different assessments de-

T
AL

veloped by individual states or
clusters of states. with its own set
otpossible negative consequences.
Policvmakers, parents, the pub-
lic, emplovers — evervone — will
want to compare these different
performance assessments to onc
another, despite warnings trom
the research communiry that pre-
cisc comparisons may be techni-
callv impossible.

“Comparing results from dit-
terent tvpes of high stakes
assessments is questionable
under most situations,” said
CRESST Co-director Bob
Linn, “unless the assessments
have been developed from
verv similar standards.”

Furthermore, invalid compari-
sons mav result in incorrect deci-
sions about school or teacher per-
formance. or worse yet, incorrect
decisions about students

What We Know About
Pertormance Assessment and

Fairncss

Move Issues Than Solutions

A second CRESST validity cri-
terion, fairness, was addressed by
several conference presenterswho
agreed that ensuring fairness for
students who take performance

o

assessments is at least as dithcult
as ensuring fairness tor students
whotake standardized tests. They
noted that the impact of new as-
scssments on disadvantaged chil-
dren could be severe it student
opportunities to learn remain
unequal.

“It we put torth the worst-
case scenario for African-
American and Latino chil-
dren.” said CRESST re-
scarcher Linda Winfield,
“where theinstructional con-
ditions are marginal, facilities
are poor, where the actual
assessment might be based
on exercises or content thatis
totallv foreignorthe language
is forcign, where the raters
might be biased—then we
have a situation where per-
formance-based measures will
be much worse than tradi-
tional measures in the form
of standardized tests.™

The language dependency of
many alternative assessments is
also troubling according to sev-
cral conference participants, in-
cluding CRESST Associate Di-
rector Joan Herman.

“How do we separate lan-
guage proficiency from con-
tent knowledge and thinking
skills?* asked Herman. “The
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problem s particulariv acute
tor non-native speakers, who
are disadvantaged by the
Manv assessents requiring
verbal thieney.”

L:dv Wong Fillmore also noted
the reverse problem. She sug-
gested that lrmited Englishspeak-
mg Astan students mav under-
stand less than what we assume
and that such assumiptions are
cause tor concern,

=Whether an assessment un-
derestimates or overestimates
astudent’scompetence,” said
Wong Fillmore, “there are
serious equity issues. [Fatest,
whatever sort. favors indi-
viduals who are in tact not
doing as well as vou think,
then what vou getis akind of
nealect of the educational
needs of those kids.™

Wong Fillmore suggested that
adequate attention and resources
must be devoted to mmproving
the skills of all children, regardless
of cultural background.

Fairness in Portfolios

Research conducted in Pitts-
burgh by Paul LeMahicu, Uni-
veraty of Delaware and the Dela-
ware Department ot Public In-
structton, indicates that serious
attention must be paid to whether

ar not porttolios are cquitable tor

all students. Durmghis presenta-

tion LeMahieu explained one of

his porttolio studies:

“We enamined nwo groups of
students.” said LeMahieu.
“tor whom we had acces to
both the tull vodies of their
work as well as the porttolios
that resulted tromtherr selec-
tions ofwork tromthat whole.
One group scored higher on
the portfolio selections. This
group was me e up ot high
achievers who were also pre-
dominantly white. The sec-
ond group was alow achiev-
ing group. made up primarily
ot minonty students. Their
porttolios were rated lower
than the tull body of their
work.™

LeMahieu believes that the
lower porttolio scores of the sec-
ond group may have resulted be-
cause this group did not deeply
understand the purposes of the
porttolios, the standards against
which their porttolio work would
be measured. or that the students
Gid not have the self-retlection
skillsnecessarvtoassemble higher
quality porttolios, ones that pre
sented themselves more faith-
tully.

“Apparently the tirst group
understood how their work
would be judged.” said
LeMahicu, "and how to
present themselves well with
respect to the evaluative en-
terta m use. Moreover, they
knew how to exanune thewr
work with a critical eve in
compiling the porttolios that
would represent them. The
sccond group did not have
access to these understand-
ings. Obviously such knowt-
edge and skills need to be the
object of explicitinstructions
in order to avoid this poten-

tial source ot bias.”™

Dennte Palmer Wolt' from
Project PACE. suggested that
LeMahieu™s research highlights
the importance of instructional
and assessment equity tor portto-
lio use in the classroom. To com-
pete on a fevel plaving field, all
students mast have deep under-
standings ot porttolio purposes,

standards, and processes.

“There are all kinds of things
about putting together vour
porttolio which we mayv be
teaching tosome studentsand
not teaching to others.™ said
Palmer Wolt: “We have adeep
responsibility to think about
these kinds of equitv issues.™

eVl
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Ultimate Responsibility for
Improved Education

Although cquity-sensitive tests
mav significantly contribute to
fairness in assessment. thev can-
not by themselvesadequatelysolve
the multitude of equity problems
facing education today.

“Improved assessment can
contribute to improved edu-
cation.” said CRESST con-
sultant Edmund W. Gordon,
Citv University of New York.
“but in the final analvsis it i
those of us who are respon-
sible for teaching and learn-
ing that must ensurc thatad-
cquate and equitable teach-
ing occurs if cffective learn-
ing is to be the result.”

What We Know About The
’romised Link Between
Instruction. Learmmng. and

Alternanve Assessmens

Cognitive theory provides a
valuable framework for integrat-
ing performance assessments into
the classroom. During the con-
terence CRESST rescarcher Rob-
ert Glaser recommended:

“Learning, instruction, and
| performance] assessment
should be one piece, asystem
of mutually interacting as-
r“"“ﬁ,’i"'«_T"

‘e

pects of teaching. This s
tem should be driven by the
cognitive stractures that are
acquired by students as they
achicve knowledge and skall
in a subject matter.”

Characteristics ot knowledge
rvpical of achieving students can
be identified. explained Glaser,
including how students structure,
proceduralize and sclf-regulate
knowledge for ettective use. Glaser
pointed out that some students
jumpinto a problem or task with-
out analvzing the nature ot the
problem. while higher achieving
students form amodcl of the situ-
ation that cnables them to gener-
atz possible approaches and sclect
among various alternatwves. Per
formancc assessments should be
capable of measuring such knowl-
cdge development processes. rec-
ommended Glaser.

Role of Teachers in Asscssment

Glaser added that teachers plav
the pivotal role in this knowledge
acquisition process. Other
CRESST presenters echoed his
teelings that teachers know their
students better than just about
anvonec clsc.

“Human tcachers.” said
CRESST researcher Richard
Snow from Stanford Univer-
sity, “arc perhaps the most

7

sensitn e assessment device
aailable tor looking at stu-
Jdent mouvauonal and voli-
uonal behavior. Teacherscan
see 1t and sense it—it [stu-
dent pertormance | 1s not al-
wavs verbal.”

Teachers must be actively in-
volved in the entire assessment
process it learmng. struction,
and assessment ere to become
integrated. motivational factors
in the classroom. said Jackic

Cheong from the University of

Califorma, Dawis. Cheong said
that portfolios, such as the Cali-
fornia Learnmg Record. enable
teachers to understand key stu-
dentlearning processes. Integrat-
g instruction and assessment,
the Calitornia Learning Record is
a portfolio asscssment in which
students’ cfforts arc documented
through structured observation
by teachers.

Postfolios Intcarate Leavning,
Instruction, and Assessment

A chict proponent of the value
of portfolios in the learning, in-
struction and assessment process.
Dennie Palmer Wolf has tound
that portfolios work best when
they attord links across disciplines
and arc concerned borh with high
standards and with development.
Teachers and schools should
maintain portfolios on students
for a period of vears, said Palmer

Q
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Wolt, not just tor a tew months or
asingle school vear. Pertormance
tasks. whatever their nature, must
be embedded into the curricu-
lum.

“Students must have ume to
think, to selt-evaluate about
therrwork,” expluned Palmer
Wolt, *The [porttolio] tech-
nology 1s about doing cumu-
lative work and having tme
in the school, in the curricu-
Jum. to retlect on thatwork.™

Palimer Wolt™s research trom
Arts Propel in Pitsburgh and
Proje ;t PACE in tour urban dis-
tricts provides other “what we
know ™ lessons that contribute to
the role ofporttolios m the learn-
mg, mstruction and assessment

process:

¢ Standards ot pertor-
mance should be nuade
known tostudents as part
ot an overall school svs-
tem that supports port-

tolio assessment.

o [Porttolios must create 3
conversation between all
the teachersin the school.
Students should use port
tolios to actually think,
not merely record imtoi-

mation.

e Dorttolion should tunc-
ton as examples ot st
dent work that must be
met prior to studenty’
movement trom one
grade level o another,
Porttolios should not live
and die m the auddie or
clementary school: they
must be mamtamed and
passed on to the neat
higherinstitution ot edu-
cation. They should act
as critical “passports™ to
the best educanonal op-
tions a student can locate

and trv.

What We Know About the
I'echnical Aspects of
Pertormance Assessment

The technical portion ot the
CRESST conterence tocused on
what researchers have learned
about task development, scoring,

comparability, and moderation of

performance assessiment. As noted
by several presenters, the CRESST
validity criteria of transter and
generalizability have received sub-
stantial carly attention and results
are now becoming known,

What We Know About Task

Development and Scoving
Manvstates or consortiaof states

or counties have embarked onan

) 8

ambitious cttort to develop per-
tormance assessment tasks. How-
ever, with few models o base
their designs upon, developers
have tound this enterprise tormi-
dable and slow-going, Marviand
Iy one state tihat has tormed a
successtul consortum ot counties
which have pooledtherr resources
0 develop a pertormance svstem
cmphastzing thoughttul mastery
of important tasks. But the devel-
opment process has been prob-
lematic.

“When one sees examples of
finchy cratted pertormance
tasks, theviook casy, but thev
are not.” remarked Jav
McTighe from the Mandand
Assessment Consortium,
“Wetound thattask develop-
ment is a long-term process
and extraordinaniy dithicult
work.”

Other assessment developers
have encountered similar hurdles.
Lee Jones, whohas beendevelop-
mg a new hands-on science per-
tormance asscssment tor the Na-
nonal Assessment of Educational
Progress (NAED), agreed with
McTighe, noting that “the key
thing we have fearned is that this
whole [development] process
takes time. time, and more time.,”

Nevertheless, performance
tasks are being developed and
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some valuable lessons are arising,
trom the process, including meth-
ods for reducing costs and re-
source needs. Eva Baker, along
with other CRESST rescarchers,
has developed a performance as-
sessment model that appears ap-
plicable across a variety of subject
arcas and for a variety of topics.
The result is a relatively cost-et-
fective method for developing and
sconing performance assessments.

CRESST Performance
Assessment Model

Baker's model focuses on ex-
planationskills. Originallv applied
in social studies/historv, the
model has been used to measure
depth of understanding in sci-
ence, mathematics, and geogra-
phv. In the case ot social studies/
history, the assessment asks stu-
dents to write extended essavson
significant historical events, mak-
ing use of pror knowledge and
source materials such as the Lin-
coln-Douglas debates.

Some valuable “what we know™
lessons have occurred from the
rescarch. The scoring system, tor
example, based on a comparison
of expert and novice perfor-
mances, showed that novices do
not bring in external information
(prior knowledge) to the assess-
ment whereas experts do. Scc-
ondly, novices make some big
mistakes—they misunderstand

context and write in a verv flat
way,

*In an attempt to be ey
tremely comprehensive.” said
Baker, “thev (novices) are
very afraid to leave anvthing
out. Experts on the other
hand. write explanations that

are very principle-onented ™

The analvses provided the scorn
ing dimensions tor the assessament
general mmpression off content
quality, prior knowledge, prin
ciples or concepts, text detail,
misconceptions, and argumenta
tion. This general strategy ot bas-
ing performance assessment scor-
ing rubrics on differences between
expert and novice pertornzances
shows promise tor other assess-
ments.

CRESST researchers also
learned that by developing task
specifications, blueprints for par-
allel tasks, they were able to re
duce the number of tasks neces-
sary to get relatvely high reliabil-
itv ratings. This important tind-
ing suggests that performance as-
sessmients may not require nearly
the large number of tasks as sug-
gested by other investigators.

What We Know About
Group Assessment

Severalstates, such as Connecti-
cut and California, are attempt-

3

ing to iNCOrporate Eroup assess:
ment into their large-scale testing
programs. One intention of such
efforts is to use scores from group
assessments as indicators ot indi-
vidual performance. However. a
kev technical question for such
assessments is “To what extentdo
\COres 01 1 group assessment ac-
tually represent individual pertor-
mance or knowledge:™ A study
by UCLA protessor and CRESST
rescarcher Noreen Webb sheds
some lighton thissubstantal tech-
m<al question.

Webb gave nwo seventch-grade
classes an initial mathematics test
as a group assessment, where ex-
change of intormation and assis-
tance wascommon. Several weeks
later, she administered a nearly
identical individual test to the same
students where assistance was not
permitted.

The results showed that some
students’ pertormance dropped
significantly trom the group as-
sessment to the individual test.
These students apparently de-
pended on the resources of the
group in order to get correct an-
swers and when the same resources
were not available during the in-
dividual test, many of the stu-
dents were not able to solve the
problems. Webb concluded:

“Scores from a group assess-
ment mav not be valid indica-
tors of some students’ indi-
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vidual competence. Further-
more, achievement scores
from group assessment con-
texts provide little informa-
tion about group function-

“

Ing.

Webb's study suggests that
states or school districts who -
tend to assign individual scores
based on group assessments may
want to seriously rethink their
intentions.

Generalizability of Tasks and
Assessment Methods

The number ot tasks needed to
ensure that assessments are reli-
able measures of student pertor-
mance is one area where research
has provided important results.
Reported at the conterence was
valuable research on science per-
tormance tasks conducted by re-
scarchersatthe University ot Cali-
tornia, Santa Barbara, including
CRESST rescarchers Richard
Shavelson and Gail Baxter.?

Looking for waystoreduce costs
and task administration time.
Shavelson, Baxter, and others
designed a computer simulation
of a hands-on pertormance task
that was as close as possibie to
actual observations of student
work. The researchers did every-
thing thev could to make the two
methods — observations and

3 GGanl Baxter 1s now an assistant professor
at the Unsversiey of Michizan.

computer simulations —- compa-
rable. But the results showed oniv
a moderate correlation between
the methods, even though thev
were painstakingly concerved.,
developed and admimistered.

“This one {the tvo tasky]
blew us away,” said Shavel:
son. “There’s actually a kid
who got a {score of] one on
the compurersimulation task
and a six when we observed
his pertormance. And there’s
anotiier kid who got a one
when we observed his pertor-
mance but got a six on the
computer [task]. What this
means,” savs Shavelson, “is
that vou get a different pic-
ture of kids' pertormance
trom two methods of mea-
suring pertormance.”

UCSB rescarchers also com-
pared some short-answer re-
sponses and multiple-choice re-
sults, based on the same science
tasks, to the computer simulation
and observations ot'student per-
tormance. The only two tasks that
appeared to be reasonably inter-
changeable were methods of di-
rectobservation and use ofanote-
book. The notebookrequired stu-
dents to conduct the experiment
and then report their procedures
and resuits in a specific format.

10

“The moral of the storv is
that most |performance as-
sessment| methods are not
mnterchangeable.” concluded
Shaveison.

This tinding has kev policy-
makig and cost implicatons:
When attempting to make bigh-
stakes decisions based on results
from difterent assessments, many
tasks and tvpes ofassessments may
be needed in order to make valid
generalizations of student pertor-
mance.

What We Know About Compar-
ing Pevformance Assessments

As previously mentioned. one
proposal for a national assessment
swstern would have clusters of
states developing pertormance
assessments matched to anational
set of standards. CRESST Co-
director Robert Linn, however,
has strong questions about *if”
and “how™ the assessment com-
munity can make valid compari-
sons between difterent assess-
ments developed in this manner.
How will we know, for example,
that these assessments are mea-
suring the same thing? And based
on the CRESST criteria, how will
we know that the assessments are
comparable in terms ot their cog-
nitive complexity, content qual-
ity, and content coverage?
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During his CRESST presenta
tion, Linn suggested that dssess
ment comparability 18 one area
with a plethora ot unresolved s
suesincluding disterences in tasks
and administration conditons.

“Administratton of ditterent
assessments is just one part ot
this larger task comparabihny
problem.™ said Linn. “How
do we account tor where,
when and how long ditterent
pertormance tasks are admin
itered and whatimstructional
preparation chiddrenhave had
prior to taking the test®”

catonal wstem has had to ad-
dress  CRESST  presenter
Desmond Nuwail trom the Uni-
verain of London explained the
comparability problems the Brit:
1sh have encountered where per-
tormance assessments have been
tied to nanonal standards.

“A major assac tor us,” said
Nuttall, 18 whether a grade
A Southampton has the
same meaning, the same atil-
iy, the same standard, as it
does - Newcastle. We also
haveto tace theissues ofcom-

parability over tme and com-

raistng the pertormance of
students until our secretary
ot state revealed a repornt
which suggests that there
were a lot of fallibilities in
human judgment that had
gone mto the assessment
[scoring] and that it was a
phenomenon well-known to
vou [Americans], grade in-
tlaton, rather than a real im-
provement of standards. Not
evervone agreeswith the Edu-
cation Secretary, John Patten,
but he proceeded to tighten
the system.”

parability over difterent sub- In response to such problems,
Lann said that task comparatnl wets.” he added. Nuttall sard the United Kingdom
ity must be conadered mrelanon turned to moderation to verify
totwo typesotstudents - students Nuttall noted at feast one other pertormance assessment scoring
who have never taken a perfor technical problem that may have methods. According to Nuttall:
mance test and studentswho have lmphc‘m()n_\ in the United States.
performance tests regularly em Grade mtlation. “Moderationis the basicqual-
bedded into ther curriculum, itv assurance mechanism we
*“This issue has finportant equity “In 1988 we introduced a use to make sure that assess-
and opportunity to learn imphca- new examinatton based on ments not onlv meet the na-
tions.” added Linn. - pertormance assessment.” tional content and perfor-
said Nuttall, “andin the vears mance standards, but also
Technical Lessonsfrom the United stee, weve seen grades im- meet requirements of valid-
Kingdom—Moderation prove dramaucally, In 1988, itv. reliability, and equity.”
The United Kingdom is con- some 42% of the students
sidered well ahead of the United achieved a grade C or better The United Kingdom now uses
States in the development, use, in the examinarion. Thisvear teachers and curriculum consult-
and scoring of performance as- the figure has risen trom 42 ants as moderators for their na-
sessments. Many of the compara- to 51%. Evervone was con- tional assessments. Regularty
bility issues mentioned by Bob gratulating themselves onthe meceting and reviewing student
Linn are ones that the UK. edu- great success ot education in work. teachers reach consensus

m;v.

on questions of task comparabil-

11

Q

ERIC

Aruitoxt provided by Eic:




Q

ERIC

Aruitoxt provided by Eic:

WHAT WORKS IN PERFORMANCE ASSESSMENT?
Tue 1992 CRESST CONFERENCE

itv, standards, and scoring proce-
dures. In cases where the work
cannot be brought to"a central
site. the teachers visit individual
schools to confer and evaluate
student work and attempt to
moderate student performances
against the natuonal standards. In
addition to increasing the reli-
abilitv of the assessments. the pro-
cess itself has had a very positive
effect on teachers.

“The model of every tescher
asamoderator.” said Nuttall,
“is a powertul device for pro-
fessional development of
teachers—giving them aceess
to difterent wavs ot both as-
sessing students and of set
ting suitable activities tor stu-
dents. preparing them tor as-
sessment.”

Nuttall noted that this method
mav not mect the traditional tech-
nical criteria of validity and reli-
ability, but that the inclusion of
teachers in the modceration pro-
cess has brought important gains
in supporting the comparability
of assessment and scoring and in
enriching teachers' protessional
skills.

Atleast one other CRESST pre-
senter reported similar benetits of
getting teachers deeply involved
in the entire assessment formula.

Jav McTighe. Marvland Assess-
ment Consortium. said:

“Getting teachers involved
carly on in the guts of [ Mary-
land assessment] develop-
ment was very relevant to the
process. We have learned that
working with athers to de-
velop performance assess-
mentand scoring instruments
is one of the most poweriul
forms of professional devel-
opment possible.”

Ultimately whatrescarchersand
others learn trom the develop-
ment of performance assessments
within the United Statesand from
other countries will address the
technical validity criteria of per-
formance assessment tasks.

What We Know About
Performance Assessment

Costs and Resources

The final CRESST validity cri-
terion focuses on the costs of per-
formance assessment and the re-
sources needed toimplement new
assessments in the classroom. Al-
though there are few details about
specific costs and resource require-
ments associated with perfor-
mancc assessments, anecdotal evi-
dence indicates that such assess-

12

ments are expensive, time-con-
suming, and resource-intensive.

Resource Needs

CRESST presenters uniformly
agreed thatdeveloping and imple-
menting classroom performance
assessments places a tremendous
burdenonteachers. Teachers need
extra time and extensive proies-
sionai development, both ofwhich
are usually facking inmost schools
today. if they are to become in-
volved and committed to the as-
sessment reform process. For ex-
ample, CRESST rescarcher Char-
lotte Higuchi from Farmdale El-
ementary School suggested dur-
ing her presentation:

“We need time at the class-
room level! Two weeks be-
tore school. to think. toplan.
to write, to learn, to inno-
vate, to design [pertormance
assessments ).

Higuchi added that perfor-
mance assessments require extra
time to conference with children
and parents, to revic w anecdotal
notes on students, and especially
“time for teachers to think.™

Professional development is
another agreed-upon resource
prerequisite. CRESST research-
ers Maryl Gearhart and Shelby
Wolf, tor example, found that
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teachers involved in a porttolio
program required substantial.
continuous professional develop-
ment 1o help them implement
standards for student writing.
Finding that teachers did noteriti-
cally assess thar students” portto
lio work and did not tully under-
stand what constitutes quality
writing standards, Wolf conducted
aseries of workshops to helpteach-
ersdiscern elements ot'good writ-
ing and then built an assessment
rubric founded on these clements.
Gearhart stressed that teachers
must have substantial knowledge
of a subject before they can be

expected to be good assessors of

it. She noted, however, that tew
schools or districts are able to
tund this tvpe of comprehensive
development program.

Opportunity Costs

There are other expenses asso-
ciated with performance assess-
ments, including opportunity
costs. Within a tixed school day.
any added program mecans the
loss ot something clse. Add port-
folios and vou might have to lose
computer training. Vermont, tor
example, implemented portfolios
as a statewide assessment during
the 1991-92 school vear, tocus-
ing on mathematics and writing
skills. According to a CRESST
cvaluation, in order to implement

.s -
m;i:.

porttolio programs in these two
topics, Vermont teachers cut back
their teaching of other subjects.

“Performance assessment
costs,” said CRESST re-
scarcher and RAND sodial
scientist Daniel Koretz who
evaluated the Vermont pro-
gram. “*Andthe financial costs
I think are not the largest,”
he added, “there is a cost in
[loss of] content coverage.
What will happen when they
[ Vermont teachers Jhave tour
[ portfolio]subjects tvo vears
down the road, T don't
know.™

Solutions for High Costs and
Resource Needs
CRESST rescarcher Lorrie

Shepard from the University of

Colorado, Boulder, suggested an
alternarive for classroom teachers
who don’t have the time to de-
velopperiormance assessmentson
their own but who are dissatistied
with assessments imposed by oth-
ers.

“Steal haltot'the things men-
tioned at this conference and
look atthem in detail " urged
Shepard to teachers attend:
ing the conference. Many
examples not used tor secure
assessments are in the public

domain. Look at the tasks
and start collecting difterent
samples of performance as-
sessment. See what they look
like and what the scoring cri-
teria are that make sense.™

Shepard recommended that at-
ter teachers collect enough tasks,
they should adapt these pertor-
mance assessments to their own
schools and classrooms and then
lcarn to develop their own.

Presenter Thomas Pavzant,
nominee tor Assistant Secretary
tfor Elementary and Sccondary
Education and tormer Superin-
tendent of San Dicgo City
Schools, was philosophical about
the various time and cost burdens
discussed by others.

“Betore we become too hard
onassessment,” said Pavzant,
“remember that it wedo cur-
riculum development, it’s
hardand takesalototenergy.
Itwe really focus on teaching
strategics and how kids learn,
it"s hard, time consumingand
costly, and takes a lot of en-
ergy. So why should we ex-
pect the assessment cffort to
be any different? Perhaps we
can get some cconomies of
energy and scale by doing the
three simultancously,™ rec-
ommended Payzant.
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Dan Resnick who is directing
assessment development tor the
New Standards Project has tound
that the most cthiciert way to
develop performance assessments
is through a partnership of orga-
nizations who share costs. Seven-
teen states and six urban districts
have joined the New Standards
Project, the largest single group
of states and districts across the
countrv developing performance
assessments matched to specitic
standards.

Mcanwhile, as already men-
tioned, Marvland has successtully
pooledits statewide resources and
created anassessment consortium
involving all twenty-tour school
districts in the state. Creative as-
sessments will require creative
solutions to solve significant time
and resource constraints.

Wortiwhile Results With
Resources In Place

The good news is that when
adequate resources are in place,
assessment reform appearsto hap-
pen. Presenter Elizabeth Rogers
from Charlottesville Ciny (VA)
Public Schools noted that once
her schoot district met teachers’
nceds—in terms of protessional
development, dissemination of
research, and instructional sup-
port—change occurred.

“Teachers began to invent,
to talk to other teachers, to
read research.” said Rogers,
“and they created sophisti-
cated [perrormance] meth-
ads for assessing students.™

The admonition s that anvone
who thinks that assessment re-
form can occur without additional
resources is likely to tind that few
classroom changes are actually
implemented. But whenresource
needs are foreseen and met, and
teachers are part of the entire
process, change is not only pos-
sible, but signiticant.

What Else We Know About
Pertormance Assessment

What we know is that Jots ot

performance assessments are be-
ing developed. CRESST present-
ersshared theiretforts inthe arcas
of mathematics, science, literacy,
social studies. workforce readi-
ness, and several othertopics, sucl
as porttoliosand multidisciplinary
assessment, The following com-
ments from various presenters
contributed to the growing
knowledge of “what works™ in

performance assessment.

Effectsof Performance Assessment

*  One positive ettect otper-
tormance assessment is
that learning and assess-
ment is now a continu-
aus process: Students
have to re-do {pertor-
mance | tasks.

Melody Ulen,
Litdleton Hualy Sehool. Denver
Pertormance Assessments in Seience

*  On balance, people [ Ver-
mont teachers and prin-
cipals] were posttive
about the impact on in-
struction. Some people
were practically cuphoric.
Teachers who evervone
thought were the least
likely to change their in-
struction were, in fact, fi-
nallv changing.

Danici Koretz.
CRESST The RAND Corporation

Modrls tor Collaborative
Assessment Development

¢ Performance assessment
does not take away from
instruction butinstead of-
ters students another op-

portunity to learn,
Gail Baxier,
Unsversiey of Michiaan
Performance
Assessments in Serenee
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‘ * Teachers describe signifi-
cant shiftsin their instruc-
tional and assessment prac-
tices. Toalarge extent they
cannot and do not sepa-

rate the two.

Elszabeth Ragers .
Charlottesvslle Catv Public Schools
Performance Asscssments in Lizcracy

¢ In the national evaluation
of performance assess-
ments, teachers reported
the {scorng] agreement
that thev wereable toreach
15 one of the most impor-
tant and uscful parts ofthe
whole performance assess-
ment paraphernalia. The
process also helped to in-
sure more uniform assess:

ment among teachers.

Desmond Nuttall

Umsversity of London

Lessons From Performance
Assessment 19 the Unsted Kinadom

¢ Authentic assessment in
social studies seemstolead
students to become in-
volved in a topic, provid-
ing students a deeper un-
derstanding of social is-
sues, and a greater com-
prchension of the inter-
connectionsof specific his-

torical periods.
Cris Guiterres.
Jefferson Higly School, Los Angeles
: Performance Assessments in
Social Studies
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Assessment docs drive
school instruction. As
onc teacher involved in
piloting a science task re-
marked, “Ifthisis the wav
vou arc testing, then this
is the wav we are going to
teach. This will really im-
pact what we do in our
classroom.™

Kathv Comfore,

Californsa Department

of Education

Performance Assessments in Scsence

Many Remaining Challenges

Unfortunately, the per-
tormances on the open-
ended items |{perfor-
mance assessments in sci-
ence) have very thin re-
sults indeed. This recur-
rent problem may be at-
tributable to students’
inexperience with perfor-
mance assessments or
[the possibility] that
many students just aren’t
very good writers.
Darrell B

ock:,

CRESST/Umversity of Chscago
Scsence Performance Assessments

We are a lot less further
along aboutdelivery stan-
dards than we are about
content and performance
standards. Delivery stan-

(Wh

dards are criteria to judge
whetherstates, school svs-
tems, schools, and class-
rooms are¢ providing an
education that will en-
able students to achieve
those [content and per-
formance] standards. In
essence, the burden
should be on the svstem,
not on the students, for
educating children. Oth-
crwise, performance stan-

dards are not fair.

Hilda Borko.
CRESST/Usversity of Colorado
Servsce Delsvery Standards

In scoring our ficld tests
in rcading, mathematics,
and social studies, we
found that students had
difficulty writing about
specific content arcas.
Thev could often arrive
at an answer but be un-
able ro explain how they
arrived at the answer or
why it was the correct
one. They arc not accus-
tomed to justifving orex-
plaining—they are accus-
tomed to recall and for-

mulas.
Daisv Vickers,
North Carolina Statc Department
of Instruction
Multidisciplinary Assessments

Findings from the QUA-
SAR project indicate that
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student performance
across ditferent math-
cmatics tasks is inconsis-
tent. Conscquently, it
student-level scores are
ofinterest, more than nine
tasks mayv be’required to
obtain reliable results ot
student performance.
Susanne Lane.
Unrerssey of Pittshurah

Pertormance Assessment i
Mathematics

Findings About Prompts and
Scoring

s Onc of the tricks in
multidisciplinary assess-
ment is that vou can give
students asingle task, but
use different kinds ot ru-
brics tor scoring, depend-
ing onwhat vou are inter-
ested in measuring. For
example, we asked stu-
dents in the Humanitas
multidisciplinary program
to write ¢ssavs on a topic
integrating their knowl-
cdge ofhistorv, literature,
and the arts, and then we
scored the essavs accord-
ing to both writing qual-
itv and subject matterun-

derstanding.
Pamela Aschbacher
CRESST UCLA
Vududisciplonary Assesements

¢ Manv tests used for ac
countability, such as
NAEPD, have high stakes
tor administratorsand no
stakes for students. A kev
question is how to moti-
vate students when the
test does not count. Qur
rescarch indicates that fi-
nancialincentivesincrease
test performance butnon-
financial incentives do
not. These tindings were
particularly true for
cighth graders on casier
NAEP items.

Harold O'Nesl. Jr.

CRESSTS

Unsversags of Southern Calitornia

NAEDP Mottvatson Study

In Conclusion

The 1992 annual CRESST con-
terence svnthesized much of the
current knowledge ot what re-
scarchers, teachers, and assess-
ment policymakers  believe
“works™ in performance asscss-
ment. Although much has been
discovered in the last few vears,
the current performance assess-
ment movement is still in its in-
tancy, and the demand tor know|-
edge about what “works™ in per-
formance assessment will likely
exceed the supply tor some time

to come. '
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Portfolio Assessment
Videotape!

«an the CRESST research

staff, including Eva Baker and

Marvl Gearhart, in "Portto-
lio Assessment and High Tech-
nology. " This 10-minute produc-
tion, made in 1992, examines
kevissues of portfolio assessment
including:

¢ Student use of portfolios
in the classroom;

e Sclecting students’ best
pieces ot classroom work:

¢ Involvement of parents
in the porttolio process;

¢ Uscottechnologytopro-
mote good writing;

¢ Electronic student port-
tolios.

This vidcotape will be usetul to
school districts, principals and
teachers interested in building
their own porttolio programs, as
well as rescarchers whowant more
information about the latest
CRESST rescarch programs.

The cost of "Portfolio Asscss-
ment and high Technology” is
$10.00 and mav be ordered on

page 24, r

ey
E
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NEW!

Performance-Based Assessment
and What Teachers Need
Charloree Higucli

CSE Technical Report 362, 1993
($4.00)

Arguing that cflective imple-
mentation of performance assess-
ments in the classroom requires
svstemic reform of the teaching
profession and of the school sys-
tems in which thev work, teacher
Charlotte Higuchi discusses the
criteria that will resultinimproved
classroom assessment. She sug-
gests that alternative assessments
offer teachers a critical tool for
understanding their children.

“Muldple-choice tests climinate
teacher judgment in the assess
mentprocess,” savs Higuchi, “and
are frequently not aligned with
theinstructional program. In con-
trast, performance-based assess.
ments are individual or collective
teacher judgments. They give rich,
detailed information as to what
students can and cannot do, and
thercfore enable teachers to plan
instruction bascd on student
nceds.

To help teachers develop and
implement their own pertormance
assessments and to become

j:._.

tcacher-rescarchers, Higuchi
urges school districts to provide
the following minimum resources:

e Time to think, to learn,
to write, to collaborate,
to analyze, to plan, and
.o create new forms of
assessment;

e Work space including

desks, chairs, file cabinets,

and storage cabinets for
cquipment;

e Computers and printers,
a phone, and a fax;

® Duplicating services .
copy student work for
portfolios and
assessment records;

e Clerical support to type
correspondence, order
rnaterials, and maintain
records;

e An onsite library with
journals from professional
organizations, the latest
books on education, and
a media center.

17

“Full implementation of pertor-
mance-based assessments,” savs
Higuchi, “demands that teachers
constantly discuss student pertor-
mance, standards of performance,
and how to change the instruc:
tional program to improve that
performance.”

STILL NEW!

Sampling Variability of Perfor-
mance Assessments

Richard Shavelson, Xiaohong Gao
and Gail Baxter

CSE Technical Report 361, 1993
(54.00)

The authors of this studv exam-
ined the cause of measurcment
error in a number of science per-
formance assessments. Inone part
ofthe study, 186 fifth- and sixth-
grade students completed cach of
three science tasks: an experiment
to measure the absorbency of pa-
per towels; a task that measured
students® ability to discover the
clectrical contents of a black mys-
terv box: and a task requiring
students to determine sow bugs’
preferences for various environ-
ments (damp vs. dry, light vs.
dark).

The researchers found that the
mecasurcment crrorwas largelv duc
to task sampling variability. In
csscnce, student performance var-
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ied significantly from one task
sample to another.

Based on their study ot both
science and mathematics pertor-
mance assessments, the authors
concluded that “regardless of the
subject matter (mathematics or
scienee), doman (education or

job performance) or the level of

analvsis (individual or schoob,
large numbers ot tasks are needed
to get a genceralizable [depend-
able | measure of performance.”

Inanotherportofthe study, the
rescarchers evaluated the methods
in which students were assessed
on scveral of the same experi-
ments including:

® a notecbook—a method
in which students con-
ducted the experiment,
then described in a note-
book the procedures they
tollowed and their con-

clusions;

e computer simulations of
the tasks; and

* short-answer problems
where students answered
questions dealing with
planning, analyzing orin-
terpreting the tasks.

The notcbook and direct ob-
servations were the onlv methods
that appeared to be tairly inter-

changeable. The results from both
the short-answer problems and
the computer simulations were
¢ appointing.

increasing the number of tasks
is costly and time consuming, con-
clude the authors. But they warn
that trving to explain away tech-
nical problems is dangerous.

CRESST Performance Assess-
ment Models: Assessing Con-
tent Area Explanations

Eva Baker, Pamela Aschbacher,
David Niemi, and Edvun Sato,
1992 (S10.00)

This assessment model, based
on a highly contextualized his-
tory pertormance task, requires
students to engage in a sequence
ofassessed steps. including anini-
tial cvaluation of their relevant
background knowledge of the
particular historical period. Stu-
dentswrite an extended essay that
explains the positions of the au-
thors of the original text materi-
als, such as the Lincoln-Douglas
debates, and draw upontheirown
background knowledge tor cx-
planation. The essay scoring ru-
bric consists ot six dimensions: a
General Impression of Content
Quality scale, and five analvtic
subscales.

Included in the handbook are:
background information on the

18

CRESST pertormance-based as-
sessment, examples of assessments
tor secondary-level history and
chemistry, and specifications tor
duplicating the technique with
other topics and subject matter
arcas. The rater training process,
scoring techniques, and methods
tor reporting results are described
in detail.

Raising the Stakes of Test Ad-
ministration: The Impact on
Student Performance on NAED
Vonda 1. Kiplingcr and Robert L.
Linn

CSE Technical Report 360,1993
($54.00)

The Natonal Assessment off
Educational Progress (NAED) test
has been accused of under-
estimating student achievement
because this “low-stakes™ assess-
ment has no consequences for
students, their teachers, or their
schools.  In contrast, “high-
stakes™ tests—those assessments
that have scrious consequences
for students, teachers, and
schools—are assumed to moti-
vate greater student performance
because of the positive or nega-
tive consequences (such as col-
lege entrance) associated with
student performance on the test,

The purpose of this study was
to investigate whether differences
in test administration conditions

_
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and presumed levels of motiva
tion created by the ditterent test-
g environments attect student
performance on the NAED test.
The resting, conditions studied
were the “low-stakes™ environ-
ment of the current NAEDP ad-
ministrationand a “highcer-stakes™
environment typiticd by mam
STAte assessment programs.

The results of the study lead to

the conclusion that estimates ot

achievement from NAEDP would
not be substantiatly higher it the
stakes were increased to the level
associated with a “higher-stakes™
test.

Issues in Innovative Assessment
for Classroom Practicc: Barri-
ers and Facilitators

Pamela Aschbacher

CSE Technical Report 359,1993
($4.50)

As proven by the British experi-
ence, we cannot assume that new
innovative assessments will be
immediately understood and em
braced by Amecerican teachers.
Implementing performance as
sessments mav demand new roles
for teachers and students and re-
quirc a radical paradigm shift
among cducators—trom a focus
ON CONEENT COVEraEe to outcomes
achieved.

This paper, utilizing an action
research approach, describes the

C

findings of CRESST rescarchers
who observed, interviewed, and
surveved teachers mvolved m
implementing alternative assess
mentsinto their classrooms. Prob-
ably the most fundamental bar-
ricrto developing and implement-
mg sound performance assess:
ments was the pervasive tendency
of teachers to think about class-
room activities rather than stu-
dent outcomes. Teachers who
used portfohios, for example, to-
cused on what interesting activy
tics might be documented in the
porttolios rather than what goals

would be achieved as a result of

these instructional activities.

The study revealed other basic
barriers m the development and
mplementation of alternative as:
sessments, including teacher as
sessment anxiety, lack ot teacher
time and training, and teachers’
reluctance to change.

Writing What You Read: As-
sessment as a Learning, Event
Shelhy Wolf and Marvl Gearbart
CSE Technical Report 358,1993
($4.00)

This report focuses on the cen
tral role of teachers™ interpreta
tive assessments in guiding the
growth of voung writers.  The
teacher serves as critical reader
and responder, providing com-
mendations and recommenda

16

nons tor turther growth. But the
teacher is not the only expert.
Students too are encouraged to
participate in assessment dia
loguces, reflecting, analvzing. and
contributing to their growth.
The authors of this report pro
pose anew scheme to guide teach
ers” and students” reflection. Fo
cusing on narrative criticism and
composition, the schemeis based
on cight components of narra:
tive: genre, theme, characters,
serting, plot, point of view, style,

and tone.

Omitted and Not-Reached
Items in Mathematics in the
1990 National Assessment of
Educational Progress
Daunicl Koretz, Elizabetl) Lewis,
‘Tom Skewes-Cox, and Leigly Bur—
stein
CSE Technieal Report 357,1992
154,00

Non-response to test items on
the Natonal Assessment of Edu-
cational Progress has been a con-
cemn tor some time, particulartyin
the case of mathematics. Until
recently, the primary concern has
been “not-reached™ items—that
18, items not answered because
the student failed to complete the
test—as opposed to omitted or

aped items,

‘The study examined patterns of
non-response in the three age/
grade groups tage 9/grade 4, age
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13/grade 8, and age 17 /grade
12) included in the 1990 asscss-
ment of mathematics.

The results showed that overall
omit rates were modest in grades
4 and 8, and not-reached ratcs
were greatly reduced from 1986
levels. Differencesinnon-response
benween white and minority stu-
dents were less severe than they
first appeared when adjusted for
apparent proficiency difterences.
Gender differences in omir rates
were infrequent.

Nonetheless, the results pro-
vide grounds for concern. Omit
rates were high for a subset of
open-ended items, and the pro-
portion of items with high omit
rates in grade 12 was substantial.
The omit-rate differentials be-
tween white and minority stu-
dents, especially for open-cnded
items, are troubling and wili likely
become more so as the NAED
continues to increase its reliance
on such items. Taken together,
these results suggest the need for
routine but focused monitoring
and reporting of non-response
patterns.

Latent Variable Modeling of
Growth With Missing Dataand
Multilevel Data

Bengt Muthén

CSE Technical Report 356,1992
(§2.50)

This paper describes three im-
portant mcthods ot multivariate
analvsis which are not always
thought of'in terms of latent vari-
able constructs, but for which la-
tentvariable modcling can be used
to great advantage. These meth-
ods are: random coefficicnts de-
scribing individual ditferences in
growth; unobserved variables cor-
responding to missing data; and
variance components describing,
data from cluster sampling. The
methods are iliustrated using
mathematics achievement data
trom the National Longitudinal
Study of America Youth.

The Reliability of Scores From
the 1992 Vermont Portfolio
Assessment Program

Daniel Koretz, Brian Stecher, and
Edward Deibert

CSE Technical Report 355,1993
($3.00)

A follow-up report to the same
studv (CSE Report 350), this
report presents CRESST's find-
ings about the reliability of scores
trom the Vermont portfolio as-

sessmient program. In this com-
ponent, the rescarchers focused
notornthe program’simpactasan
cducational intervention, but
rather on its quality as an assess-
ment tool.

The “rater reliability”—that s,
the extent of agreement between
raters about the quality of stu-
dents’ portfolio work—was on
average low in both mathematics
and writing. However, reliability
varicd, depending on subject,
gradelevel,and the partcular scor-
ing criterion, and in a few in-
stances it could be characterized
as moderate. The overall pattern
wias one of low reliability, how-
ever, and in no instance was the
scoring highly reliable.

Although it may be unrealistic
to expect the reliability of portfo-
lio scores to reach the levels ob-
tained in standardized perfor-
mance assessments, the Vermont
porttolin assessment reliability
coeflicients are low cnough to
limitseriously the usesofthe 1992
assessment results.  The report
concludes with an analysis of is-
sues that need to be considered in
improving the technicalquality of
the assessiment.

—ea
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Assessment of Conative Con-
structs for Educational Re-
search and Evaluation: A Cata-
logue

Richard Snow and Douglas Jack-
son

CSE Technical Report 354, 1992
($8.00)

In recent vears, an overabun-
dance otpsyehological constructs
and theirassociated measures have
been presented by educational
rescarchers and program evalua-
tors. Among the most interesting
and potentially usetul of these
constructs are those reflecting
motivational and volitional as
pects of human behavior, aalled
“conative constructs.” Among the
constructs in this category are.

need tor achievement and tear of

tailure, beliets about one’s own
abilitics and their development,
teelings of selt-esteem and selt
ctlicacy, attitudes about particu-
lar subject-matter Jearnmg, and
manv others.

This catalogue brings together
in one place those conative con-
structs that scem most promising
as usctul tor future rescarch and
evaluation work in education, For
cach cataloguced construct, the
authors provide a briet review
covering construct definition,
theoretical base, assessment pro-

!

cedures, references, and where
possible, study abstracts evaluat-
ing assessmentinstrumentsoroth:
erwise bearing onappropriate con-
struct validation.

The Apple Classrooms of
The UCLA
Evaluation Studies

Tomorrowsm;

Eva L. Baker, Marvl Gearbart.and
Joan I.. Herman
CSE Technical Report 353,1993
($3.50

The Apple Classrooms of
TomorrowsM ACOTproject was
initiated in classrooms ot five
school sites i TO85 as a program
ot rescarch on the impact ot inter-
active technologies on teaching
and learning.  While the project
has expanded over time to en-
compass alarger and more diverse
set of cfforts, key components at
all sites were the provision ot high
rechnology access, site freedom
to develop technology-supported
curriculum and pedagogy as ap
propriate to site goals, and the
resulting studv ot what happens
when technology supportis readily
available to students and teachers.

Four basic questions guided the
evaluation:

1. What is the impact of

ACOT on students?

to

What 15 the impact of
ACOT onteachers prac:
tices and classroom pro-

OO
-

COsses?

3. What is the impact of
ACOT on teachers pro-
fessionallv and personally?

4. What is the impact of
ACOT on parents and
home lite?

This report summarizes find-
ings from 1987 through 1990.

Collaborative Group Versus
Individual Assessment in Math-
ematics: Group Processes and
Qutcomes

Noreen Welh

CSE Technical Report 352.1993
($4.00)

This study asked the question:
“To what extent do scores on a
group assessment actually repre-
sent individual performance or
knowledge?™ Rescarcher Noreen
Webb gave two seventh-grade
classes an initial mathematics test
as a group assessment, where ex-
change of informatton and assis-
tance was common, Severalweeks
later, she administered a nearly
identicalindividual test tothe same
students where assistance was not
permitted.

The results showed that some
students' pertormance dropped
signiticantly from the group as-
sessment to the individual test.
These students apparently de-
pended on the resources of the
group in order to get correct an-
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swersand when the same resources
were not available during the -
dividual test, manyv ot the stu-
dents were not able to solve the
problems. “Scores from a group
assessment,” said Webb, “may not
be valid indicators of some stu-
dents’ individual competence.
Furthermore, achievementscores
from group assessment contexts
provide little information about
group functioning.™

Educational Assessment: Ex-
panded Expectations and Chal-
lenges

Robert Linn

CSE Technical Report 351,1992
183.50)

“Educational policymakers are
keenly interested in educational
assessment,” savs Robert L. Linn
in his 1992 Thorndike Award
address to the American Psycho-
logical Association. Linn points
to the various attractions that as-
sessments have for policy makers
who frequently think of assess-
ment as a “kind of impartial ba-
romcter of educational quality.™
But assessmients are frequently
used tor two questionable pur-
poses, notes Linn, first, to point
out the declining quality ot Ameri-
can education and, secondly, as
an instrument of educational re-
torm. “Such greatly expanded,
and sometimes unrealistic, policy-
maker ¢xpectations” he says, “to-

gether with the current press tor

radical changes in the nature of

assessments, represent major chal-
lenges tor educational measure-
ment.”  Linn concludes his re-
marks by saving that the measure-
ment research community must
make sure that the consequences
tor any new high-stakes pertor-
mance assessment system are bet-
ter investigated than they were
for previous assessment retorms.

The Vermont Portfolio Assess-
ment Program: Interim Report
on Implementation and Impact,
1991-92 School Year

Daniel Koretz, Brian Stecher. and
Edward Deibert

CSE Technical Report 350,1992
1$6.00)

Vermont is the first state to
make porttolios the backbone ofa
statewide assessment system.
Daniel Koretz, Brian Stecher, and

Edward Deibert, the authors of

this CRESST/RAND report,
have been evaluating the Vermont
porttolio program for almost two
vears, The rescarchers tound that
support for the Vermont portfo-
lio program, despite tremendous
demands on teacher time, is wide-
spread. “Perhaps the most telling
sign of support for the Vermont
porttolio program,” write the au-
thors, “is that {even in the pilot
vear | the portfolio program had

22

already been extended bevond the
grades targeted by the state.”

An interesting instructional
phenomenon was that over 80%
of the surveved teachers in the
Vermont studvindicated that they
had changed their opinion of stu-
Jents” mathematical abilities based
upon their students’ portfolio
work. [n many cases, teachers
noted that students did not per-
torm as well on the portfolio tasks
as on previous classroom work,
This finding, supported by other
pertormance assessment research,
suggests that portfolios may give
teachers another assessment tool
that appears to broaden their un-
derstanding of student achieve-
ment.

Design Characteristics of Sci-
ence Performance Assessments
Robert Glaser, Kalvani Raghavan,
and Gail Baxter
CSE Technical Report 349,1992
1$3.000

Part of a long-range goal to
investigate the validity of reason-
ing and problem-solving assess-
ment tasks in science, this report
describes progress in analyzing
several science performance as-
sessment projects. The authors
discuss developments from
Connecticut’s Common Core of
Learning Assessment Project, the
California Assessment Program,

e —
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and the Universty ot Calitornia,
Santa Barbara  Calitornia Institute
ot Technology research project
“Alternatne Technologies tor
Assessing Scienee Understand-
ing.” The analvas tramework ar
ticulates general aspects of prob-
lem-solving pertormance. mclud-
ing structured, integrated knowt-
cdge: ettective problem represen:
tation: proceduralized knowledge:
automaticity: and selt-regulatory

skills.

Accountability and Alternative
Assessment
Juan Herman
CSE Technical Report 348, 1992
18$4.00)

Despite growmg dissatistaction
with traditional multiple-choree
tests, national and state educa-

tional policies retlect continuing

beliefin the power ot good assess-

ment 1o encourage school im
provement. The underbving logic
s strong. Good assessment sets
meanmgtul standards, and these
standards provide direction tor
instructtonal ettorts and models
of good pracuce. But are these
rcasonable assumptions! How
close are we to having the good
assessments that are required:
This report summuarizes the re
search evidence supporting cur-
rent beliefs in testing, identifies
critical qualities that good assess:

rer o~ =
Foae .
LA -

ment should exemphfy, and re
views the current state ot the re
scarch knowledge onhow ta pro

duce such measures.

Benchmarking Text Under-
standing Systems to Human
Performance: An Exploration

Frances Butler. Eva Baker, Toic
Fall.. Howard Herlo Younachee

lana. and Patvicia Murch
CSE Technical Report 347,199 1
(§5.000

Benchmarkmg in the content
ot this report means comparing
the pertormance of intelligent
computer svstems to the pertor
mance of humans on the same
task. The results of this report
support the beliet that we can
compare ysterin pertormance to
human pertormance in a mear
ingtul wav using pertormance
based measures. This study pro-
videsdirection torresearcherswho
are interested in a methodology
tor assessimg intelhgent computer

svstems,

More Reports
Forahstofover 130 CRESST
CSE technical reports, mono
graphs and products, please write
to: CRESST/UCLA, Graduate
Scheol of Education, 405 Hil
gard Avenue. Los Angeles, CA
90024-1522. Or call Kim Hurst
at (3101 206-1532. r

oS
Lo

CRESST
Conference

ot torms tor the
Rl Y93 CRESST conterence
will be on their wav soon. Please
save the dates September 13-14,
1993 on vour calendar tor this

r

special event!
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The work reported n this pubhica-
tion was supported under the Educa
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MONOGRAPIHS

Assessing Student Achievement:
A Profile of Classroom Practices
Dorr-Bremme &~ Herman
CSE Monograph 11, 1986
(S1L.OOY

Evaluation in School Districts:
Organizational Perspectives

Rank <~ Willioms (Editors)

CSE Monograph 10, 198] ¢87.50

Values, Inquiry and Education
Gideanse. Kot¥ &~ Schwab (Editors)
CSE Monograph 9. 1980 (S11.00)

Toward a Mcthodology of Natural-
istic Inquiry in Educational
Ewvaluation

Guba

CSE Monograph 8, 1978 (54.50)

The Logic of Evaluative Argument
House
CSE Monograph 7, 1977 (54 .50)

Achicvement Test [tems—Mcthods
of Study

Harres. Peortman & Wilcox

CSE Monograph 6, 1977 (54,50

RESOURCE PAPERS

Improving Large-Scale Assessment
Asehbacher, Baker & Herman
CSE Resource Paper 9 1510.00)

Improving Opportunitics tor
Underachieving Minority Stu-
dents: A Planning Guide for
Community Action

Bain &~ Herman

CSE Resource Paper 8 (S11.00°

Designing and Evaluating Lan-
guage Programs for African-
Amecrican Dialect Speakers: Some
Guidclines for Educators

Braoks

CSE Resource Paper 7 152.000

A Practical Approach to Local
Test Development

Burry. Herman & Baker

CSE Resource Paper 6 (S3.50)

Analvtic Scales for Assessing
Students’ Expository and Narra-
tive Writing Skills

Ouellmalz & Burry

CSE Resource Paper 5053000

FOL D AND SECURL

Criteria for Revicewing District
Competency Tests

Herman

CSE Resource Paper 4 ¢82.00)

Issues in Achievement Testing
Baker
CSE Resource Paper 3 (52,500

Evaiuation and Documentation:
Making Them Work Together
Burry
CSE Resource Paper 2 (82,501

An Introduction to Assessment
and Design in Bilingual Educa-
tion

Burry

CSE Resource Paper | (83.00)
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