Validity

‘ ‘ 7 e havg seen that assessment consists of collecting, interpreting, and

¥ using information in decision making and that assessment can be used
to improve instruction and enhance learning, as well as to document student
performance. Thinking about assessment in this way has important implica-
tions for how a familiar concept—ualidity—is defined and applied.

WHAT IS VALIDITY?

Validity can be defined as an overall evaluation that supports the intended
interpretation, use, and consequences of the obtained scores. This evaluation is
at the heart of high-quality assessment. Strong validity is demonstrated when
evidence and logic suggest that the evaluation is accurate and reasonable. In
other words, validity concerns the soundness, trustworthiness, or legitimacy of
the inferences or claims that are made on the basis of the obtained scores.
Obviously, better decisions will be made when the inferences or claims are
accurate. Thus, the interpretations, uses, and Con_sequences——not the test,
instrument, or procedure used to gather the inforI?a}tlon—have some degree of
validity. Often, the phrase “the validity of the test” is us:fzd, but it is more accu-
rate to say “the validity of the inference from test scores. Clearly, vaydlty is not
a characteristic of a test or instrument that accompanies the ’te.st o;f n.'ts;rument
wherever and whenever it is administered. Tests are nqt valid; on ydl'l:t?rs?(c)is
can be valid, and it’s always a matter of degree, not a dlclgioto.n;?us Cxo lelgexlt R

As shown in Figure 2.1, assessments are administered within a :

; : . the scores are then used to make claims, meanings,
setting to obtain scores; alidity is a judgment, based on available
interpretations, and so forth. Thus, valicity 15 a]
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Validity Evi / c

Context

Test
Instrument
Procedure

Score

Figure 2.1  Nature of Validity

evidence, about the accuracy and reasonable
within the given context (Moss, Girard, & Ha _
ple of examples. The same steps are used for both
scale assessments. ;
Mr. Taylor decides to assign a research pro]eCt
Students are asked to construct a model house wi
and windows, that will have a given inside wall 7
to scale). Each student must construct the house in
are graded on whether the house is complete and ace
with respect to total square feet. Mr. Taylor believe
ment procedure and that students with a high gr.
mastery of being able to calculate square footage (eva
tions are these: How accurate and reasonable is the o
score high have mastered this skill? How does Mr. T.
In Greenville County, the superintendent deci

tion system for teachers. She decides to use student
referenced, standardized test given to students eack
teacher effectiveness. In other words, the test sco
teachers are effective. The validity questions here
it to use standardized test scores for measuring te
ally true (accurate) that teachers whose students s
than teachers whose students score low? :
A common misconception about validity is
which a test measures what it is supposed, or purp
the substance of the test is important for validi
that is involved in making a proper inference. For
student knowledge about algebra may be valid as an a
petence but not valid for predicting achievement.
scores that could be valid for making decisions about\
retaught but invalid for inferring that students can reaso
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Table 2.1 provides an overview of the

important characteristics, In this table iy
validity as a “singular” concept. Some'
were often referenced (e.g., content—relatey
ity). Today, however, validity is consider,
sources of validity evidence. For both 1
test developers bear the responsibility
uses of the test are valid. The test user, h

establishing Yalidity for the particular setting in which test is used. If the use of
test results differs from what has been identified by the test develo.per then the
local user has added responsibility for gathering appropriate evidence. For
example, suppose that a state’s student competency exam has been devel;)ped
to ascertain student proficiency. If this test is used to evaluate teachers, this use
SE = supported by evidence gathered by the user. For most cllassroom
tests, the teacher has the primary responsibility to gather evidence that the

scores from .the tests are appropriate indicators for specific uses, such as grades
and instructional decisions (Whittington, 1999).

of validity by summarizing
one of the characteristics refers to
cars ago, different types of validity
d validity and criterion-related valid-
ed to be a unitary idea, with different
arge-scale and classroom assessments,
of providing evidence that the stated
owever, has ultimate responsibility for

Table 2.1 Characteristics of Validity

* Validity is a matter of overall professional judgment.

» Validity refers to the accuracy of inferences, not to the test or procedure itself.
e Validity is specific to particular uses in particular contexts.

e Validity is not an “all or none” judgment but a matter of degree.

e Validity is a singular concept.

e Validity is established with different types of evidence.

e Validity is the joint responsibility of test developer and test user.

HOW IS VALIDITY DETERMINED?

Developing a strong case for validity involves a number of steps. It begins with
a clear statement of the intended interpretations, clau{ls, uses, Or meanings for
an assessment. (This statement typically includes a rationale for how that inter-
pretation or meaning is related to the use of the scorgs_.) Once t(ti\e statemenz
is complete, evidence is accumulated to support the legitimacy and accgiclzi;
the intended use. In education, the proposed interpretation, migff;m Lo
is closely tied to the content or skills being taught. Here are so p

interpretations related to content or skills:

The assessment will indicate whether the students have mastered multi-
.

%ﬁ%sg:;xﬁ'wm show how much students know about the Vietnam
-

The i ts of ex
e The assessment will show which componen p

students understand.

erimentation
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e The assessment will indicate how much studen
tory in comparison with other students in the cot
e The assessment will indicate whether student:
appropriate steps to determine the volume of an

Often, interpretations involve a construct, an abstract
characteristic, such as intelligence, self-esteem, attitu
iety, and values. With constructs, it is important to identi
meaning. For example, attitudes may consist of feelings
importance. To make a proper interpretation, the .:,u,
a specific attitude survey measured feelings or percep
are some examples of interpretations related to const

e The assessment will indicate the extent to which sf
to learn.

¢ The assessment will indicate the climate of Mr. Tat

e The assessment will identify the students with the

Once the intended claim, interpretation, or inference i
gathers evidence to support the validity of the claim. 1
dence is what establishes validity. When examining the ty
can be used, it is helpful, I believe, to separate validity in
ment from what teachers and administrators use for ¢
assessments. Much of the fairly technical language and =
and approaches to validity were developed for large-
not for classroom assessment. The specific categories I v
different types of evidence are based on standards for I
logical assessments. Although the same categories of evic
both large-scale and classroom assessments, teachers tyj
formal applications in the classroom. Whether the evider
statistical, or informal, the key to validity is that the evide;
the type of inference that is made.

[ would like to make one more point before moving or
of validity evidence. An important assumption when i
about what a student knows, understands, and can do is 1
as much as possible to do well on the test. The motiva
and seriousness that students bring to the testing situat
scores. If we, as teachers or administrators, are not certai
then our inferences may well be invalid. Take the situat]
tency exam that is used for school accreditation but has no:
vidual students. How seriously would students take the
students are in high school? If they don’t try hard, interp
7 an that the students do not know the content well woul
sider a measure of student attitudes. How sure can we be tl
faking their responses? Although we hope that serious st
will be evident in our assessments, we need to examine this €l

me
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SOURCES OF VALIDITY EVIDENCE
Table 2.2 summarizes five types of evidence that can be used to evaluate the

legitimacy of a validity claim. Different sources of evidence can, and often

should, be used to support the same inference. The key is matching the right
types of evidence with the intended inferences and uses.

Table 2.2 Summary of Sources of Evidence

Evidence Based On Description

Test content or construct Extent to which the assessment items represent a
larger domain of interest or construct

Relations to other High correlations with other measures of the same

variables variable or criterion measures and low correlations

with measures of related but different variables

Internal structure Extent to which items measuring the same thing
are correlated

Response processes Consistency between hypothesized processes used

and results and expected results with actual processes used

and results

Consequences Extent to which intended and unintended
consequences of the assessment are appropriate
and desired

Evidence Based on Test Content

The most important type of evidence in our current standards-based cli-
mate is based on the content of what is assessed. The idea is that the test items,
when systematically reviewed, adequately measure the learning standard or
objective. This evidence is used in two circumstances: (1) when there is a spe-
cific learning target or standard; and (2) when the test items represent a larger
domain of knowledge, understanding, or skill.

It is difficult, if not impossible, to test students on everything they are
taught or have learned. Typically, an identified domain represents the nature of
what it is that we want to make an inference about. The domain, or universe,
consists of all the knowledge, skills, or constructs of interest. What we do
is assess a sample from the larger domain. Evidence t?a§ed on test content (also
referred to as content-related evidence or content validity) includes 'loglcal.ar.xd
empirical analyses of how well the sample in the assessment that is adminis-
tered is representative of the larger domain. : : :

For example, suppose a fifth-grade teacher is giving a unit test on insects,
and the teacher intends to use the scores to show how much each §tudent
knows about everything that has been taught during the 6-week unit. Can you
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M bégms with a detailed description of the content domain. Once the €0
S m _ 115 defined, items are developed and included in the test to represent p
min nain. These specifications, called fest blueprints or tables of specificatio™ mt

: m the user and interpreter of the test the extent to whicﬁ different conten

r Standards-Based Education

Rl t would need to be to cover every fact,
imagine how lotr: %égﬁstﬁsave been taught? The teacher mzt makzon °Pt, 5
principle b f the entire domain and then use th = e
sions to sample content from = el € SCorpg "
sample items to make inferences about 1ow much each student knOws
defined in the larger domain. For example, if a student scores 75 Percen; o, &
on the test, the teacher infers that thg student km?ws 7§ percent of the oo
in the entire unit. How do you know if the teacher’s decxsmng about the o,
to include in the test are such that the 1.nferen.ce about the entire domain, w
is made on the basis of the sample test items, is accurate? Here validity becop '
a matter of professional judgment. In classroom assessment, thg teacher “SUau
makes a judgment about whether the samplg is representagve of the [, 3
domain. This judgment process can be supgrﬁaal or systematic. In a supey; adl
review, the teacher makes the judgment in haste on the basis of appearan
only. This is sometimes referred to as face validity. Face validity meang that o
a superficial review of the test, the content appears to be representative of
larger domain. While we clearly want to avoid poor face validity, more strue-
tured and systematic evidence is desirable. 1
In a similar way, test users make judgments about the nature of a constryct
that is being assessed by examining the items to determine if all aspects or cop. _-
ponents of the construct are represented in the appropriate degree. With
constructs, we begin with a theoretical definition and rationale, then builg the
assessment to be consistent with that definition and rationale. This is important
because of the abstract nature of construct. That is, there are different ways of
conceptualizing a construct, none of which is necessarily better than others,
Consider the construct “critical thinking.” To examine critical thinking in edu-
cation, you need a good match between what you want to emphasize in your
school and the definition and theory represented in the particular measure you -
would like to use. Once the theory is consistent, an examination of the items is -
needed to make a judgment about how representative the items are with -
respect to the theoretical rationale. 1
Suppose a school decided to use a new student self-report instrument that =
was purportedly designed to identify students who are most at risk to fail and
drop out of school. The instrument could be based on a theoretical model of -
resilience in which various factors contributing to resilience, such as having a =
hobby and a good relationship with an adult, were assessed. For use in a par- =
ticular school, teachers would need to review the theoretical rationale and agree 3
Fhat it seemed reasonable for their students, then review the items to determiné &
if the items were consistent with the theoretical rationale and weighted appro= =
priately in the scoring. :'

Large-Scale Testing
In large-scale educational achievement testing, evidence based on test con %

ntent =
t the 3



Table 2.3 Example of Large-Scale Third-Grade Science Test Blueprint

Kindergarten — Grade 1 Grade2  Grade 3

Reporting Categories No. of Items  SOLs SOLs SOLs SOLs
Scientific investigation, 10 K.la-j Lla-h 2.la-h 3.Ja-k
reasoning, and logic K.2a, b
Force, motion, energy, 10 K.3a, b l2ad  22a,b  32a<¢
and matter K.4a-e 1.3a-c 238, 33sc
K.5a-c
Life processes and 10 K.6a-c l4ac  24a,b 34a,b
living systems* ke 7 /PR 35
2.7a 3.6a-c
2.8a-c 3.10a
Earth/space systems and 10 K.7a,b léa,b  26a,b 37ad
- 1.7a-c 2.7b 38a,b
cycles* K.8a-d
K.9a, b 1.8a-d 3.9a-c
K.10a-c 3.10b-d
3.1la-e
SOLs excluded from this test: No SOLs are excluded. »
Total number of operational items: ¥
“Field-test items: 5

Total number of items: .
5 ing categories.
*Standards from these resource strands are incorporated as these reportx:xg o g
) 8 the test.
**These field-test items will not be used to compute students” scores on o
i ’ nd letters in the table refer to specific

Note: SOLs stands for Standards of Learning. Numb?!‘S a‘ eludes SOL for four grade levels.
Warda Reporting categories are test subscales. This test incluaes




might be used to indicate the nature of key cong
llowing item generation, teachers may be used to .. P ide
classify it according to categories of the subject domain

itive skill being awsed (e.g., recall knowledge or understap, d?:g)

- Local Classroom Assessment
~ For classroom assessment, test blueprints are sometimes used o i
- what will be assessed as well as the nature of the learning that will pe Ndicag
in the assessment. An example of such a test blueprint is shown in Table 24 1,
a two-way grid in which items are classified by content area and ey It s
tive level of the learning. Although making such a blueprint provides ‘:4
tematic approach to evidence based on content, many teachers will COHClsy
that, in practice, the time it takes to do this outweighs the benefits deriveq ude
alternative is to build a complete set of the learning objectives or targets, SHow
ing the number of items and/or percentage of test devoted to each. '

Table 2.4  Example of Classroom Assessment Test Blueprint

Cognitive Level of Learning
Topic Area Knowledge Understanding Application  Total
Types of clouds B 3 4 12
Types of fronts 3 y) - 1
High and low pressure 6 6 5 17
Wind 7 3 6 16
Total 23 14 19 56

Note: The number of items is shown in this blueprint. Percentages of items can also be used to
provide an overview of what is emphasized in different areas.

To make judgments about their assessments, teachers need to have a cleary
understanding of the nature and structure of the discipline that is taught. Th?Fl
need to know what constitutes true understanding and what is most eSSe‘““ét
to developing appropriate breadth and depth of the discipline. To .do thljfe i
is helpful for teachers to discuss with others what constitutes essential unbout
standings and principles, and to review assessments to make judgments @ i
whether an assessment, when considered as a whole, reflects these ]:nlﬁﬂ'
standings and principles. This process is enabled by making sure that t,:how
guage used in describing cognitive complexity is accurate. Table 2.5 Sho‘:staﬂ :
this can be accomplished to show differences between knowledge, unde
ing, and application.

Finally, with performance assessments, teachers need to extend
meaning of validity to how performance is scored. That is, the n g
scoring criteria needs to reflect important learning objectives. For €x

the essentid

ature 0 f
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Table 2.5  Cognitive Levels of Learning

2 - \“““‘“‘-m
Cognitive Level Definition Types 2 Vot
Knowledge Remembering o 2 IR ,
something P:C arative Identifies
ocedural Retrieves
Recognition Knows
Recall Selects
Facts Names
Claims Defines
Elements Reproduces
Comprehension Classifies
Recognizes
Define
Understanding Use Of.knowled.ge Simple Understands
to ascribe meaning Deep Ponverts
Explanation Translates
Interpretation Discriminates
Explains
Interprets
Infers
Distinguishes
Predicts
Compares
Justifies
[llustrate
Application Use of knowledge Analysis Analyzes
and Synthesis Synthesizes
understanding to Transferability Transfers
reason and solve Critical thinking Reasons
problems Problem solving Generalizes
Judgment Contrasts
Designing Infers
Constructing Creates
Testing Hypothesizes

Perspective

students are to learn a science skill in which a series of ste;;(si If\idsetsiaﬁffra
formed, a task that asks students to show their wgrk wOCllld_ H Onp to help pro-
valid in’ference R udenis havs vie skl In ldltake,into account
vide a more valid inference, the scoring of the an§ it WO;\e studénts did not,
which steps the students demonstrated and whlchhs;egiin o e
giving partial credit where appropriate. If the teache ¥

indi 1l what degree of
: not indicate very we :
QR - vir=ct, the fotal score 2y if items are scored solely as right or

I 1ly possesses. That is, i
:"k:i’lntheistmvsst?ltdacg:aag gwalid inference tq conclude that the s
misse% all the items possesses none of the skills.
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ce Based on Instruction
ern 1 with conte

at or construct evidence tol

t in both Jarge-scale and local classroom asses;
instruction (what could be called instruction

ity). [nstructional validity is concerned with the alignment between
taught or what students have the opportunity to learn, and what is as
What is the match between what was taught and what was assessed

students had an appropriate opportunity to learn what was assessed?
questions are important because they relate directly to many of the infe

to be made.

Eviden

Whether the conc
validity, it is importan
have evidence based on

Large-Scale Assessment
ment, the alignment between instruction and
ment is critical to high-stakes judgments about students, teachers, and sch
Suppose a national norm-referenced achievement test is used to dete m
mfxthematlcs achievement. If the mathematics content in the test is not ma
with what students have been taught, it would be unreasonable to concl
that the low scores mean that the school is not doing a good job. Simila
re/ould not be \(rialfld to conclude that a school with low scores on a state co
ncy exam is deficient or poor if the ins i i E
i el exam.p truction provided does not match W

In large-scale assess

Local Classroom Assessment

For a classroom teach . '

er, this essentiall :
the concepts ially means asking the .
form weﬂpangcggfxlllgntat:ght' and taught well enough, so %hat s&f::gc’anw’ »
is made just before strate their understanding?” Often, this type of jud
because the answer C:?l gssessment is written in final form ar}:g ad e
teachers may begin Withealzxn 31‘:? Or::l.y after instruction has occurrednznlltlli;eu
instrument that is ructional plan, and even h : 3

already prepared, only when most of the ?:Set ran tgssgssm t

uction is co

pleted can the teacher determi

P : rmine for su

.thegt:;calii, i?ﬂﬁzzd;%d what is on tilee tt};:t.mhit?r}:aiiit\wile{l \g?at h.as b-e u”

it ,n otlt also be able to conclude that <(s;tuzlls i k'

(e.g., some students are bet? other factors such as the format Efffip?rforrf‘ance;
er with multiple-choice), gender, :ociai 3??;;?:{?5

(e.g., pleasin
’ 8 the teacher Wh :
ences that would lessen the ve:h;oi?lpletmg an attitude survey), and other in P

y-

18Ure is related to othe € tWo types of such ev; ariables in significant and
4 vidence, one based on how @

(test-criterion relationships) and
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one based on obtaining a pattern of relationshj

; s (convergent and discriminant
evidence). Most of my emphasis will be on th o i

e first type.

Test-Criterion Relationships

One type of relationship occurs when a set of scores is correlated to another
measure of the same content or construct or to some behavior or performance.
This other measure, behavior, or performance is usually called a criterion mea-
sure. A correlation coefficient is calculated as a measure of the relationship and
may l.)e called the walidity coefficient. Traditionally, there are two types of test-
criterion relationships, concurrent criterion-related and predictive criterion-related.
A concurrent coefficient indicates a relationship between two measures that are
given at about the same time. A predictive criterion-related coefficient indicates
how accurately test data can predict scores from a criterion measure that are
gathered at a later time.

In establishing predictive evidence, there are many influences on the crite-
rion measure, making a correlation difficult to establish. Consider the use of
grades obtained in high school as a criterion measure for the SAT. Think for a
moment about all the factors that affect student grades. Motivation, study skills,
peer groups, work, family, effort, goals, and interpersonal skills are all impor-
tant in determining grades, in addition to academic aptitude as measured by
the SAT. Actually, student grades in high school are better predictors of college
grades than any aptitude test because they tend to account for more factors. On
the other hand, predictors that are almost the same as criterion measures (e.g.,
aptitude tests given at different ages) will result in a high correlation.

Given these influences, it is not surprising that the correlations typically
reported as evidence based on predictive criterion-related relationships are
moderate (e.g., .50 to .60). This means that the predictor measure can provide
some degree of prediction, but it will be far from perfect. This is one reason why
important placement decisions should never be made solely on the basis of
a single test score. For instance, requiring students to take remedial summer
school if they fail to achieve a designated “cut score” on a measure that pur-

portedly predicts how well students will perform the following year is prob-
lematic because many factors contribute to student performance.. The result
achieved on the predictor test can represent only a part of the prediction.

Test-criterion evidence is used extensively by effective teachers by obtain-
ing two or more measures of the same trait and looking for discrepancies
between the scores. This is typically done informally though systematically.
That is, the teacher knows what evidence is needed to corroborate the resu}ts of
other assessments. Thus, teachers may see if homework resu}ts are consistent
with in-class quizzes, or if observations of students working individually sug-
gest the same level of understanding as evalu'ate'zd by small groulp'per.forn;aanceé

Teachers constantly make informal predictions of stgdent earning, base
on their observations of student work or answers to questions. With experience,
effective teachers learn that certain types of behavior and stu}c}ent ﬂeiponsle.m‘lsl
predict how well students will perform on tests. Once this relationship 1
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ent and Discriminant FEvidenc

Converg dity is demonstrated when certain pattery, of lf
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re low, the pattern suggests strong evidence. For exar il » SCOTeS from g e,
:ure of self-concept would be expected to correlate highly with scorgs from 3
different but similar measure of self-concept but to s'hovx.f low correlation wig
related but different traits such as anxiety and motlvan(?n..The discriminang
pattern can also be found by examining the subsc'ales within a single insr,..
ment. For self-concept, for example, there are oftgn different sgbsgales (academic,
social, and physical). Strong evidence for validity would exist if the subscalog
are not too highly correlated with each other. :
Convergent and discriminant evidence is used extensively in developing
psychological instruments that assess constructs such as self-concept, personal-
ity, attitudes, values, interests, and beliefs. An array of correlation coefficients is
presented to show the predicted pattern of relationships. ‘
In the classroom, teachers can apply the logic of this type of evidence by tak- '_
note of the consistency of student performance on different measures of the
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, related

. ponents, then there is ood evidence b
on internal structure. On the other hand, if the friendship i%ems correlatC: higiel(;

with cohesion or goal orientation, or some other dimensions, then the evidence

Local Classroom Assessment

In the classroom, this type of evidence is
testing, albeit informally. Teachers use th

that cover the same skill, concept, principle, or application. It is recommended
that stgdents .need to answer a minimum of six to eight selected-response items
to obtain sufficient consistency to conclude from the results that the students do
or do not understand.

To illustrate, suppose a math teacher is constructing a unit geometry test.
One of the skills to be assessed is the ability to determine the area of circles and
cylinders. To obtain good evidence based on internal structure, the test needs to
have several items that assess the ability of the students to determine area of
circles and several items focused on cylinders. It wouldn’t make much sense to
give a two-item test—one item on circles and one on cylinders. Rather, several
items for each are needed, and consistency in responses would provide good
evidence for the validity of the inference that students do or do not know how
to find the area of circles and cylinders.

typically used in criterion-referenced
e combined results of several items

Evidence Based on the Consequences of Assessments

In recent years, there has been considerable discussion among testing
experts about whether the overall judgment of validity of uses and interpreta-
tions should include a consideration of the possible consequences of using the
assessments (Messick, 1989, 1995; Popham, 1997; Shepard, 1?97). Consequences
could be both planned and unintended. For example, a desirable consequence
of using essay questions may be that students learn the content with more

depth of understanding than if they prepare for a multiple-choice test.

Large-Scale Assessment b
For many large-scale tests, the implicit purpose 15 to‘h;:\;e pllreéife;e?;?;en
consequences, such as a placement test to determine which leve g

language the student should take, a high school graduation test 10 €SI TE
a student is eligible to obtain a graduation certificate, an y

i -ases, the use of
fests to screen students for summer school. Clearly, in all these ca
. "es.
the assessment involves important consequenc
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negative outcomes
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Local Classroom Assessment

On a more informal level, teachers use the concept of consequentigl valid-
ity continuously. For example, teachers may assess student undlcls-rstandmg dur-
ing instruction with some questions and use the 1.*esults gf the “assessment” to
form small groups of students. The consequence is forming the small group of
students, and the evidence comes in when the performance of the students is
_examined. If student performance is maximized, then there is evidence that the
of the informal assessment was valid. Or a teacher may decide, on the basis
of informal assessment, that the entire class needs remediation before moving
on in the textbook. The consequence is doing the remediation. The evidence is
ther the remediation helped.

- At the classroom level, student motivation and learning processes are often
~ influenced by the nature of the assessment. A consequence of heavily using
objective items is to encourage students to learn for recognition, whereas essay
em motivate students to learn in a way that stresses the organization of infor-
tion, principles, and application. An important effect of essay items is to
age students in reasoning skills, something that is much more difficult with

STIONS FOR ENHAN CING
ROOM ASSESSMENT VALIDITY

e testing, there are establish
as validity evidence. In local ¢
ely largely on nonstatistica
€rences. Here s 3 |
dity of their loca] ass

ed procedures for obtaining correlation
lassroom assessments, however, teachers
I procedures to establish the validity of theif
1St of suggestions for classroom teachers 0
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{3 if 1 ﬂ
) teadcl}f‘f:;e’:(t) wals of assessing the same thing give similar results:
review Your asSessment for Clarity and purpOSe.



Validity
* Make sure to sample the performance or behav
rely on a single measure.

* Prepare a blueprint, and, prior to testing,

. share it with your students.
c Ask ot.her.teachers to judge the match between the assessment and learn-
ing objectives.

ior several times. Don’t

Cgmpare one group of students who are expected to obtain high scores
with students of another group who are expected to obtain low scores.
Compare scores obtained before instruction with scores obtained after
instruction.

e Compare predicted, intended consequences with actual consequences.
e Use different methods to measure the same learning objective.

Validity lies at the heart of teacher decision making by establishing guide-
lines and procedures for determining the quality of the decisions. Validity is also
critical to the appropriate use of standardized, large-scale assessment results.
The next chapter shows how another characteristic of assessment, reliability, is
a necessary but not sufficient aspect of scores for making reasonable validity
claims.
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