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e To compare schools and students

e To evaluate curriculum

e To determine if performance stand
tion have been demonstrated

e To evaluate teachers

e To evaluate principals

e To evaluate and accredit schools

ards for grade promotion and gradua-

such as monitoring student performance through

time and predicting performance, have been used to justify 'the administration
and reporting of standardized ability (aptitude) and achievement tests for
decades. In recent years, use of large-scale assessment for the last four purposes
listed above has accelerated and intensified. When large-scale assessments,
whether at the state, local, or national level, are used to deny students promo-
tion in grade or graduation, to evaluate school personnel, or to acc.redit schools,
the results of the assessments have serious implications. As previously noted,
these are called “high-stakes” assessments (of course, it is not the assessments
that are high stakes, but the way the results are used). Because high-stakes
assessments are commonly employed at all levels, it is imperative to under-
stand appropriate uses and limitations when interpreting the scores.

This chapter will first examine different types of large-scale tests and how
they are administered and prepared for. I will also review the nature of the
scores that are reported and how to interpret them. Finally, we will look at how
large-scale test scores can be used to improve instruction.

Some of these purposes,

TYPES OF LARGE-SCALE AND STANDARDIZED TESTS

Table 7.1 summarizes five ways of classifying large-scale tests. Each of these cat-
egories describes characteristics that influence the makeup of the assessment
and the way results are reported and interpreted. With some exceptions, the cat-
egories are independent of one another. For example, a test that is national in
scope could serve an achievement or aptitude function, use norm- or criterion-
referenced interpretations, and be administered individually or to groups of
students. The most important difference in large-scale assessments is in function.

Table 7.1  Ways of Classifying Characteristics of Lar

ik ge-Scale and Standardized
Function Scope Interpretation Level Publisher R
Achievement National Norm -
hi > Indivi '
Ability St‘ate‘ referenced Gml:l S Mﬁiinmmt
District Criterion/ ? ngmmemial
Standards- i

referenced Distsict
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srandardized Achievement Tests: What Do Students Know?
ow:

standardized achievement tests (standardized te

- erican education for decades. The .

»g{) fxrrll B 1 ve learned in sPecifiurVEgﬁ?doi : these tests is to measure
el B o cion : g e mefl content areas such as
reading, ma , \ce, social science, and English. The tests '
cally published by companies for profit, for use throughout the Couné;re t%’ﬁ_‘-
has some important implications. Because the tests need to appeal to ;y b 1c81
pectrum of potential users, the material that is covered is coIr)nmon to rrr(l)g t
~ gchool districts. The advantage of broad coverage is that these tests measu:e
outcomes and content that are shared by most schools in the nation. This allows
significant comparisons with the achievement of other students throughout the
untry. A disadvantage of such broad coverage of content, however, is that
there may not be a good match between the test and the local curriculum. Close
inspection of the test objectives and types of items is needed to determine the
tent of the match.

The most common type of national norm-referenced standardized test is the
uroey battery, which consists of a comprehensive set of subject matter tests, all
ormed on the same group. This type of norming allows comparisons between
e subject matter areas tested to help determine students’ relative strengths
d weaknesses. That is, it can be determined that a student is strong in com-
utational skills and weak in reading comprehension. It is not possible to make
uch determinations from different tests. Common norm-referenced standard-
ized achievement survey batteries include the following;

sts) have been a mainstay

e TerraNova California Achievement Tests
e Towa Test of Basic Skills

* Metropolitan Achievement Test

¢ Stanford Achievement Test Series

In addition to providing survey batteries, publishing cgmpanies also
op tests in specific subjects, such as mathematics and reading. These tests
‘a content area with greater depth and breadth. Although a subject-
ic test uses the same types of items as a SUrvey battery, there are ml?lnci
questions on each subject than are found on a survey battery, “l;'ect
greater specification of strengths and weaknesses within a su k{ :
these tests are used as a follow-up to a survey battery that may ! ae‘;e
ed possible difficulties. Reading tests, for example, are used EXteIl;Sl,:t’e y
on a number of specific reading skills. Thus, alt‘pough a survel};maa IZ
rovide scores in language, reading comprehensiot, an(i(i‘]’]m%eir dr
pecific reading test may examine students’ decoding skills,

fy the main idea in a passage, and their ability to use context to
| the meaning of words.
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i i tudent
imary purp i t test batteries is to survey s
The prima urpose of achievemen
learning and obtain an overall performance score for each content area as well

as major categories within each content area. The results a.re;l relztc?lfill};c‘,brrrgaa?i gr
general. As such, they do not typically provide teachers with m n

that is helpful for instruction. To address this limitation, t[(;?; Pg:tlilsléearts-
have developed diagnostic batteries for the 'ma]or content areas.rOVi ggcriterion_
teries, typically given in mathematics, reading, a’nd langt}agfr, p g
referenced interpretations to identify a student’s specific s enlg(; e i
nesses in a particular subject. These results help te'acl}ers make instructiona
decisions such as whether students need remediation. For example, the
Metropolitan Achievement Test series includes a norm—referenced_ readmg sur-
vey test and a criterion-referenced reading diagnostic test. The diagnostic test

provides scores in the following areas:

Visual discrimination

Letter recognition

Auditory discrimination
Sight vocabulary
Phoneme/grapheme: consonants
Phoneme/grapheme: vowels
Vocabulary in context

Word part clues

Rate of comprehension
Skimming and scanning
Reading comprehension

As the nature of the list indicates, the diagnostic scores focus on areas
that parallel instruction. Many testing companies offer tailor-made criterion-
referenced diagnostic tests for states or districts. The state or district selects the
objectives it wants measured from a large bank of objectives provided by the
publisher. Items measuring the objectives are then pulled from a large bank of
items provided by the publisher. For example, the Multiscore System has more
than 1,500 objectives and 5,500 test items.

Some achievement batteries attempt to serve both survey and diagnostic
purposes. This is accomplished by giving a score in major categories and then
breaking down student performance on specific items corresponding to the
diagnostic information that is useful for instruction. Because there are only a
few items in each area, however, be wary of claims that the test can be both
norm-referenced and criterion-referenced. In general, a minimum of 5 items is
needed to make a reliable interpretation of the student’s skill level or knowl-
ffc%i; :{eet hs::\l’me;;z;t reﬁ::;s will conctlain 3 or 4 items for a specific area or skill,
about competencey These a;jrv:‘jlﬁr’ =y an‘d e Prpyidg 3 ] udgm e
achievement, but t.here needs to benzS 20 Pivide m, e siaton o

s, urther assessment to be sure about the
student’s strengths and weaknesses. Remember, test publishers want to sell as
many tests as possible, so they do whatever they can to appeal to potential buyers

fmafive

lgnose ¢
un, ?m\‘j
Qe
M.
.,_»P. :‘n‘irs |
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?oses- Survey battery norm-reference
5 Eﬁm.ion-referenced interpretations.

. refer i
enced and criterion-

i ; ref
d interpretations are bet ¢ e

ter than survey

: mdards-Based Large-Scale Tests

The most recent and very influenti "
test publishers to provide assessjiletzirslcilllgt test :
_Such tests are customized to states and sch 02{?:1 ?‘1lgned with state stan-
state standards and, at least according to the ubl.ls;rlcts a0 that tbey mea-
ctive instruction. This has opened a very large Ii:i)nd is efz.rs, help design more
ishers who heretofore were concerned with nationr;rl0 itable market for test
ont and ability tests. standardized achieve-
' [n contrast to national achievement tests, however, which tend to be norm ref
od, state standardized tests are usually criterion-referenced or standarr(is-
ced, hence the name standards-based. The purpose of these tests is
ally related to specific learning outcomes, rather than to the broader skills
knowledge tapped by national norm-referenced tests. The results of
state tests often have direct consequences for students and schools. For
ts, specified levels of performance may be required to graduate from
school or even to be promoted to the next grade. School accreditation may

d on students obtaining certain scores.

ost major test publishers also claim that their tests can be used for forma-
ion to improve achievement

‘evaluate instruction as well as summative achievement. Consider what
, a large test publisher, says its formative assessments can do:

ing is for both large and

native assessment is used to guide student instruction and learning,

gnose skill or knowledge gaps, measure progress, evaluate instruc-
on, and report NCLB-related data...to determine what concepts

‘uire more teaching and what teaching techniques require modifica-
n ... to use results to evaluate instruction strategies, curriculum and

ers, and make adjustments for better student performance:
arson Education, 2007)

4.
: services can meet these
test banks, tools to

student response

com » to show how their myriad
e . ational standards,

as alignments t0 state and nd ; e
b 1 and class comp ’
;room assessments, scho0 cial reports t0 indicate progress Over

ckers), test generators, and , ,. ¢
chel _ 3 a%fg to build testspfrom items written o et)l(pirc;id.regsi;z
by and large, just that—claims. 1he rxﬁ:‘gﬁfj ;esst};aewarel The
1 g . smder}t ac:t(:euz:asglhc? of formative assessme“ttbigsugr_.
vvy mulirum licable to individual teachers. Mosteacﬁzrs
e test results are aPPUCE) F . ) correctives, 0 i
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vide so much data that teachers and administrators are

Also, such systems pro : ;
4 . buried with reports that contain student and item per.

swamped with scores,
formance information.

National Assessment of Educational Progress (NAEP)

A fairly longstanding federal testing program, the National As§essment
of Educational Progress (NAEP), has become a very important indicator of
national, state, and district achievement. Since 1969, NAEP has been known as
“the nation’s report card” because representative sampling from the.nation has
been used to track student achievement in reading, writing, mathematics, science,
citizenship, history, art, social studies, and additional subjects. Performance data
are reported for the nation and for various subgroups categorized by region,
gender, race/ethnicity, parental education, type of school, and type and size of
community. Instructional practices are also surveyed and related to the achieve-
ment scores. Samples are selected carefully for each administration to allow lon-
gitudinal analyses of the results. This provides one of the few national student
achievement indicators that can pinpoint progress toward increasing perfor-
mance through many years. Current NAEP data are reported as scale scores
(0 to 500) and according to the percentage of students placed in one of three
reporting categories: basic, proficient, and advanced. These categories represent
levels of achievement, and different scores are needed to be classified in one of
these three.

NAEP scores are used for criterion-referenced interpretation. While NAEP
is large-scale and standardized, norm-referenced data are not provided. Rather,
results are presented according to the number and percentage of students
achieving different levels of performance. It is critical to understand the mean-
ing of each of these levels when using NAEP scores. There has been controversy
about the labels and what they mean, especially in light of the fact that state
findings may differ significantly. Recently, the discrepancy between NAEP and
state results for No Child Left Behind (NCLB) has been so great that one is
left wondering what is going on. Some actual comparisons of percentages of
students labeled “proficient” in four states in 1997 and 2005 are presented in
Table 7.2. While the “gap” has narrowed, we don’t know by these numbers
alone which is most accurate. In fact, many have used the NAEP scores as evi-
dence that schools are measuring up.

The greatest value of NAEP is giving the country a standardized measure
of student proficiency across years. Trends reported by NAEP are more impor-
tant than the actual percentages of students reported to be in each level.

Standardized Ability Tests

Standardized ability tests measure a student’s cognitive ability, potential,
intelligence, reasoning, or capacity to learn. The purpose of these tests is to pre-
dict future performance or behavior. The ability that is measured is determined
by both in-school and out-of-school experiences. This is how these tests differ
from achievement tests. By including more out-of-school experiences, a broader
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T‘ble 7.2 1997 NAEP and State Percenta ¢

] Level &es of Fourth Graders t the “

: NAEPpP
- State Test
30 88
26 9
» .

f skills is measured. But the differe ; ;

ability tests is one of degree. Thereni(s:ec];f\tsviv;:;l:{:r;darclhze.d B iegspent
A_,and often the same or similar items are used in botl‘{?c; af: s
ility tests are developed to enable prediction of futuri S.erformance b
ng current general ability (not innate capacity that camI:ot change) A¥1
erstanding of the general ability level of students is helpful in de%ig;\m
jpropriate instruction and grouping of students. Suppose one class overal%
ow ability level, and another class has a high ability level. Would it make
to use the same instructional approach and materials for both classes?
it be reasonable to give the same homework assignments to each class?
y important aspect of standardized ability tests is the nature of the theory
ced as a basis for defining ability. Many theories can be used, each of
Its in a unique conceptualization and interpretation. For many years,
ests were designed to assess general cognitive ability, or intelligence.
recently, two trends have emerged. First, the language associated with these
5 changed. It is now common to call these assessments ability tests rather
o tests (e.g., school ability, cognitive ability, or learning ability), despite
> in the nature of the initial aptitude tests. This change in language
that ability communicates both innate and experiential influences,
ligence tends to put the focus on innate, inherited characteristics.

theories of abilities have changed considerably in the last three
essing new capabilities and conceptualizations. Although garly
ts, such as the Stanford-Binet, were based on Binet's theory (_)f.mtel-
arles Spearman’s development of g (general factor) and specific fac-
hurstone’s primary mental abilities theory, later developments by
erg (1985) and Howard Gardner (1993) have offered new m&ghtls
o of abilities. Gardner, for example, postu}ates Fhat there a]ii "st-
s, including musical, interpersonal, boc.iﬂy/ lfmesthgtxcl, i g i
versonal. Sternberg’s triarchic theory of intelligence includes /42

do themdlvuiual (further divided into metacomponentf,‘,ﬂlzéze 2
ents, and knowledge-acquisition coglzznaesnptesz,ts e:}?;r:euecmal

, contextual ¢ bﬂm?; ta]; B s s

alizations imp Y ds to be
' b . for va]'ldlty nee S efep’
‘abstract thinking, € sure more specific capabilities
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Group Ability Tests

Most ability assessments administered in schools are grou
all students respond to written questions at one time. The i
multiple-choice to allow for efficient machine scoring. Three w
ability assessments are the Test of Cognitive Skills, the Otis-Lennon Schoo]
Ability Test, and the Cognitive Abilities Test. The Cognitive Abilities Test for
Grades K through 12 (Grades 3-12 for the Multilevel Edition) is a good example
of the types of abilities that are measured. There are nine subtests in the Muylt;.
Level Edition, grouped into three categories (verbal, nonverbal, and quantita-
tive) that are used for reporting the results. There is also an overall, or composite,
score, but no scores for the nine subtests.

Both the verbal and quantitative areas stress skills that are not directly
taught in school, but the items require the use of skills that are learned in and
outside school. The nonverbal section focuses on reasoning skills and is a good
measure of reasoning abilities for language deficient students or poor readers.

Group ability tests are used primarily as screening devices. They are
designed to identify students whose abilities deviate substantially from the norm.

Individual assessment is typically carried out for students with suspected
deficiencies.

p tests, in which
tems are usya)
idely used group

Individual Ability Assessments

An individual ability assessment is conducted by a trained test examiner
with one examinee. It is an oral test administered face-to-face. With a one-on-
one administration, the results are usually more dependable and informative
than are group tests. The examiner can take into consideration such variables
as examinee motivation, handicapping conditions, and persistence. These
tests are used routinely in the identification of educational disabilities that
qualify a student to receive special education services and placement in special
programs.

Four commonly used individual ability assessments are summarized in

Table 73 The Stanford-Binet Scale and Wechsler Scales have a long tradition
of use in schools. Each of these

. scales is focused solely on abilities. Together,
the scales provide global measures of intelligence in a few major areas. The
Kaufman Assessment Battery and Woodcock-Johnson III Tests of Achievement
are more recently developed tests that include both ability and achievement
scales. The use

of results from these two a is simi
Stanford-Binet and Wechsleg ssessments is similar to that of the

ment, more direct




ievement for children
0 12. Sixteen subtests

are combined into three
‘regularly administered scales.
Intelligence is assessed with
three scales. The Kaufman is
‘marketed as “culturally fair”
ability test.

% aodc&k—]ohnson III Tests of
- Achievement

Individually administered
battery of tests to assess
intelligence and academic
achievement of individuals
age 4 through adulthood.
Revised in 1989, the WJ-R
contains a cognitive battery of
21 subtests (7 in the standard
battery, 14 in the
supplementary battery) to
give a measure of intelligence,
and 14 achievement subtests
(9 in the standard battery, 5 in
the supplementary battery).
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ADMINISTERING LARGE-SCALE
AND STANDARDIZED TESTS

Because most large-scale and standardized testing in schools takes place i
classrooms, teachers will be responsible for administering the tests to students,
It is important for the teachers to follow the directions carefully and explicitly,
Instructions for the test administrators are provided in writing by the test pub-
lisher. These must be strictly followed, including any time limitations. Even if
the teachers have administered similar tests in the past, the written directiong
should be read. The directions will indicate what to say to students, how to
respond to student questions, and what to do while students are working on
the test. Some portion of the instructions will probably direct the teachers to
read directly from the instructions to the students, word for word as specified.

During the test, teachers may answer student questions about the directions
or procedures for answering questions but should not help students in any way
with an answer or what is meant by a question. Students should not be told to
“hurry up” or “slow down.” Teachers need to suspend their role as instructors
and take on the role of test administrators. This isn’t easy because most teachers
want to help students do their best, especially with high-stakes tests that may
reflect on the teacher. Whether the standardized assessment is national, state,
or district in scope, the importance of strictly following directions cannot be
overemphasized.

While observing students as they take the test, teachers may see some
unusual behavior or events that could affect the students’ performance, such as
interruptions or students acting out. These behaviors and events should be
recorded for use in any subsequent interpretation of the results.

PREPARING STUDENTS TO TAKE
LARGE-SCALE AND STANDARDIZED TESTS

For students to do their best on large-scale tests, they need to have good test-
taking skills for the types of items and format that are used. These skills help
familiarize students with the format of the questions and give them strate-
gies for answering the questions. As pointed out in Chapter 4, these “test-
taking” skills are important because they help to ensure validity of the
inferences that are drawn from the results. That is, you don’t want a situation
in which students have done poorly, in part, because of a lack of these skills.

Here are some important test-taking skills for taking standardized and standard-
based tests:

Read or listen to directions carefully.
Read or listen to test items carefully.
Set a pace that will allow adequate time to
Bypass difficult items and come back to th,
Make informed guesses, rather than omi

complete the test.

em later (do easy items first).
tting items.
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o Follow directions for marking

to be sure th i
Check at the item number in, the oy
number on the answer sheet, ooklet matches the jtem
Check answers if time permits,

®
o Review item formats and strate
[ )
®

Possible before ;
u
answers Carefuigly,essmg'

L]

: gies to get t
Look for grammatical clues to the righfans}feinswer.

Read all answers before selecting one,

[t is also best to create an appropriate climate or o]
king the test. This begins with a teacher’s attit
hers convey to stuccllents that the test is a burd
imposition, students may adopt a similar atti
as they can to do well. Teachers s]lplould impart :\trtt:gftlfgf orfr:txlrll:rt try as
rtunity. Comments that add pressure or result in pretest jitters smgzlé\u;s
ng what will happen if the scores are low, should be avoided. Wit Vics
uld empha§ize to students that }lley should try to do their best and that this
rt is more important than receiving a high score. Telling the students that
results are important and will be combined with other information will
luce anxiety, which could severely impair performance. If students appear
y anxious, their behavior should be noted to be included when interpret-
the results. Some students may need counseling or other special services if
anxiety is serious.
use most standardized tests use items that are fairly difficult, prepare
for this level of difficulty so that they are not easily discouraged. Give
practice items and short practice tests that simulate the difficulty of
. Motivate students by explaining how the results will help them by
ing teaching, learning, knowledge of themselves, and planning for the

assroom environment for
ude toward the test. If the
€N, unnecessary, or even an

proper physical environment will support students’ best efforts. Students
adequate work space, lighting, and ventilation. The room.shf)uld be qmet,
- distractions, and the test should be scheduled to avoid interruptions,

school announcements. A sign such as “Testing—Do Not Disturb”

be placed on the door. The seating arrangement in the classroom should

i i ids i that could help
e distractions and cheating. Visual aids in the room that _
should be removed. If possible, tests should bfe scheduled in tl}rea]r:’rllén;n‘]l
se students can usually focus better then than in the afternoon. :

“do’s and don’ts” regarding test preparation.

RETING LARGE-SCALE
'ANDARDS-BASED TEST SCORES

| i percentage of the items
‘ ti d get a certain percentac™ o il

mt& answer que’Stlog‘sﬂ?; isgreferred to as the student’s :c:;ua ;grity

et Ctl;:t;;bet ¢t raw scores for subscales, the vas
large-scale repo
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Table 7.4 Teacher Do’s and Don'ts When Preparing Students for Large-

Scale Testg
Do Don't

Teach to the test
Improve students’ test-taking skills

Teach the test

Use the standardized test format for
classroom tests

Establish a suitable environment
Motivate students to do their best

Describe tests as a burden

Tell students that important decisions
will be made solely on the results of 5
single test

Explain why tests are given and how

Use previous forms of the same test to
the results will be used

prepare students
Give practice items and tests Convey a negative attitude about the test

Tell students they probably won't
know all the answers

Tell students not to give up

Tell students to skip and come back
to hard items

Allay student anxiety
Have a positive attitude about the test

Source: Adapted from McMillan, J. H. Classroom Assessment: Principles and Practice for Effective

Instruction (2nd ed.). Boston: Allyn & Bacon. Copyright © Allyn & Bacon, Incorporated. Used
with permission.

of scores that are used are modifications or transformations of the raw scores
into derived scores. There are two types of derived scores, those that refer to the
pergentage correct, or absolute derived score, and those that are reported as a com-
parison with how others did on the same assessment, or relative derived scores.
These two types of scores relate closely to criterion/standards-referenced and
norm-referenced interpretations, respectively. We will begin with a discussion
of norm-referenced scores—those that indicate relative position.

Norm-Referenced Scores

Percentile Scores

One type of norm-referen, i
ced . ; !
Chapter 6. As a reminder, percenticlienved Score, percentile, was introduced in
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p,ercentlle scores should not be averaged. tse of unequal intervals

roughly equivalent units between
5tp01nt difference in performance
ation of the difference on the entire
nalyses, such as averaging and com-

same number of scale points (e.g., a
the same thing regardless of the loc
_This allows appropriate statistical a
ups.

The simplest and most easily calculated standard score is the z

score is expressed as units of standard deviation above or below the I‘Sl:: -
» mean of the distribution is 0, and the standard deviation is 1. A z score c?;\
calculated from any raw score as long as the mean and standard deviation of
raw score distribution is known:

z score = (X-X )/SD

Where

X = any raw score

X = raw score distribution mean

SD = raw score distribution standard deviation

r example, the z score for a raw score of 70 in a distribution that has a

' of 80 and a standard deviation of 10 is -1 (70-80)/10. Because'the z
. distribution has a standard deviation of 1, these scores can easily be
red to other standard scores that will have only positive values.

e the types of standard scores reported with stax(lidardized tests. Tlﬁ;
: viation unit for the converted scores are usua
B e oo to the public. Different com-

ed arbitrarily, which can be confusing i
d states wiliyadopt unique scales. Some of these are summarized in

Equivalent Scores ‘
. rm score indicates student performance

EMtalant (GI1) o goh mf the school yeat, assuming a 10-month

grade level and months 0 : th. As with other
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Table 7.5  Types of Standard Scores

LA
Standard Score Description i
Normal Curve Scores range from 1 to 99, with a mean of 5( !
Equivalent (NCE) a standard deviation of 21.06. NCEs are si;nilzrrld
to percentile rank at the mean (50) and ends of th
distribution (1 and 99). In between, however # thv
NCEs are not equivalent to percentile. ; Jeﬂfthe
T-score Distribution with a mean of 50 and a standard 1 Lﬂ " 5
deviation of 10. ,.("‘1 e’(\"eeﬂ
o 15
Stanine Scores that correspond to nine areas of the normal # g ¢
curve. The mean of the distribution is 5, with 4 ;f‘ﬂor Al the
standard deviation of about 2. There is a different b de.‘ u{mg
percentage of scores in the range identified by Pl e T n
each stanine. " ot tr’n.u
. pXa
Standard Age Score Widely used with ability tests. The distribution A0 t\{ 10
(also 1Q scores) has a mean of 100 and a standard deviation of o et
15 or 16. :
Developmental Standard Score Allows year-to-year comparison of progress with 1 1E85 m;
(growth score) a scale that is continuous across many grade i per
levels (e.g., mean score at second grade is 175, the stt
mean score at fourth grade is 200, and mean score suder
at sixth grade is 225). ame
SAT Distribution with a mean of 500 and a standard :
deviation of 100 for quantitative and verbal tests. 2. Most
actue
sixth
students on the test at different grade levels. If the reference group of students the |
in grade 4 achieved a mean score of 32 items correct, then any student who also spol
got 32 items correct would receive a GE of 4.6. For a GE of 4.0, students would late
need to correctly answer less items, say 28. sixt
GE scores appear to be easily interpreted because of the common sense ref- na
erent to grade level (year and month in school). There are important limitations
to these types of scores, however. Consider Tom, a third grader who obtained a LA
GE score in mathematics of 4.7 at the beginning of the school year. Does this Th
mean that Tom should be promoted to fourth grade, or that he could do as well le;
as fourth graderg;, or that he is perfommg “above” grade level? The answer is
?o to E:jad‘; question. It can be said with confidence, however, that Tom has per- L
tﬁzrrsl: ea tﬁut the tIs\anfw on the test as students in the norming group who are in 4
e re;,e rI;nC mon oTthe fourth grade. Compared with other third graders in S
he would bs sgtig:ez;f (im 'lfha? Ovrihaveriige/ Yt el o )
ul with fourth-grade mater; |
Sy Grarde g terial or should be promoted to |
GE scores are helpful in explaini S
Xplaining studen
example, consider Jennifer’s % ! strengths and weaknesses. For >

scores in th : :
includes fourth and fifth grades: 7€ areas during a two-year period that
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arge-

C . S~ & €Sts \‘3
b} a]e d]ld )td"ddld Bd%d I Sts l

4h Grade 5y Grade
Reading comprehension 5.6
; 5.8
Language
52
6.7
Mathematics
e
8.6

i is clear that, relatively speaking, Jennifer is :
i RS i Coinprehians much stronger in mathemat-

: on or language, th Th :
ence between reading comprehension and laigu%age 2;glet1'§a1ts ﬁ';trleoctfferl-l
# era

performance is above average when compared with the 1

; g : f :
clear that she is making good progress in language ai grz;; egroxtp. It is
ot in reading comprehension. matics but
- Although GE scores ct}aln be helpful in identifying strengths and weaknesses
and in examining growth, a number of important cautions limi .
-oncluded from the scores. imit what can be

1. It is incorrect to interpret the GE as the grade level at which the student

- is performing. That is, a GE of 7.2 for a fifth grader does not mean that
the student is performing at the seventh-grade level; it means that the
student is performing the same as a typical seventh grader taking the
same test.

2. Most GE scores are extrapolated beyond and interpolated between the
actual data provided by students in the reference group. For example, a
sixth-grade test may be given to a sample of sixth graders only during
the 2nd and 10th month of the year, yet scores are calculated to corre-
spond to every month of the school year between these times (interpo-
lated) and also calculated to correspond to GE scores prior to and after
sixth grade (extrapolated). This means that many GE scores are only esti-
mates of student performance.

~ Aunit of 1 GE should not be the standard by which progress is evaluated.
This assumes uniform growth throughout a year, when in reality, students

l_ﬁam at different rates.
“GE scores do not indicate at what grade level students should be placed-
performance of all

ade placement depends on local objectives and the

, . : . , GE of 5.0 on a test
dents in the school. A third grader who scores a 0
ws strong mastery of the material, but this does not mean that skip

g a grade would be appropriate.

ause GE scores are based on the normal distribution, half th;! S];ugeig‘ts

1 the reference group are expected to be above the score and half b
pecting all students to be at’}b‘ovx.:u gdr:nd; ls;flocal Y T itions. Above:
achieve | f the s

mﬁ(ﬁtxﬁw{) with the reference group) would be
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e
11PC,1
expected to achieve a GE score .that places them ”a})on" grade leye] ﬂ;’;t ;‘
whereas a below-average. class might be expected to Simply reach the g g
score that is consistent with their grade level. 285{9’1‘:“
6. Extremely high or low GE scores are problematic because of a lack of relj- i;cr
ability for such scores and their heavy dependence on extrapolation, y i of
7. The methods used to establish GE scores tend to exaggerate the impo,. ﬂﬂi iﬂdr
tance of small differences in the number of items answered correctly, ;Taﬂv in
8. GE scores from different tests cannot be compared because different I.ecfl," ft;
tests of the same or similar content do not measure the same thing anq Py M
because different reference groups will influence relative standine. g Ll;
Significant comparisons can be made only within the same test battery. t el‘t’nt ;
givel
0 Wi
Standards-Based Test Scores itli :
The second way scores are reported on large-scale assessments is in relation PrOﬁCie]
to some standard, criterion, or level of performance. With NCLB, all states haye Were
developed learning standards or objectives and assess the extent to w}uch Stan
students demonstrate competency that meets the standa‘rds and objectives; el
standards-based scores and criterion-referenced interpretations are common. o
The basis for interpreting standards-based scores is the.number of items ‘i:cri t
answered correctly or the judgment of an expert who reviews a sample gf tes bp
student work, such as a writing sample. The raw score or expert ]udgmer}t is ing abo
used to determine placement into two or more categories, such as the following: | {o p
ple item
® Pass/fail be revie
* Meets/fails to meet
* Advanced, proficient, basic, novice
* Not proficient, proficient, advanced
¢ Minimal, partial, satisfactory, extended
* No attempt, inadequate, satisfactory, competent, exemplary -
. 07
The score that is reported corresponds to such categories, so meaning is »
directly dependent on what is meant by terms such as pass and proficient and ‘\
advanced, Accurately Interpreting the scores, then requires understanding how Crag
the standards (or benchmarks) were set and what is meant by each level. Let’s Ene ?
consider the most basic type of standard-based Score—pass or fail. Suppose a M Bl
school district hag identified a set of fifth-grad ik . oo Mathg
must be demonstrated for student | ik ma. ematics competencies 0
fifth-grade S oy 0921 s :1(: obtain a bassing score on the en.d-of—year Y
items’ would need e génergfed fi COmpetencies haye been 1d'ent1f1ed, test Eng“5
0 questions are developed o vl 0 measure the competencies. Suppose \1athe
20 items would g student neeq tq ar';lsr vhigs COmpetency..How B the )
Seventy-five percent? Fifteen correct (‘;\;ez C—,O rrectly to l?e judged competent? e g
Seventeen jtemg? All 20 itemg? 07 Half the ltems? Twelve items? "Wl
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ination of the standard inyo] : _
e determina Olves making a judgment

« of items that need to be answered correctly to clasgify th about the
- ™ ho makes the judgment? Typically, £ 8core as

such jud
in the content area, though final determ Judgments are made by

gxpeft ination of “cut ’"
s b boards of ed ; score
ismade y state boards of education. s” for state

L Bxperts and pthy talece B the items and make decisions about
er students with competence in the area assessed would be able to

ewer the items. Of course, there is some variation in the judgments of differ-
o tiﬂdi"iduals’ so usually tl}ere 1s some type of aYeragiIlg of the judgments of

v individuals. Table 7.6 illustrates how many items must be answered cor-
to reach proficient and advanced levels in the Virginia assessment pro-
- m for several subjects in Grades 3 and 8. :
A common approach to standards-based scores is to use a scale to report dif-
nt levels of competency. These scales are arbitrary and often are unique to a
test or state assessment program. In Virginia, for instance, scores on
tewide competency tests, which are stan_dards b.asfed, are reportele using a
of 0 to 600, with a score of 400 indicating proficient. The score mdlc.atmg
cient stays the same for all content areas, although the number of items

is different.

sﬁaﬁﬁ?ﬁd scores, then, depend not only on how. well studercxlts go
but also on the nature of the judgmegts rrrlzde lzty thpse}:) :igrli;g tti‘rl\: ?::]:rrtl Sa; nii
ccurate i tations can be made only atter ins
‘:i;tt?o?stzzpvfr;at words such ai}?roﬁciegt aéld advanced mean and by know-
individuals who set the standards. ;
'?Tgo;rf)ggte accurate interpretations, large-scale test ‘cle(;relc()iprerr;eg?:; 2acr:n
items and examples of student work that have beenju gneeéded
reviewed to give some idea of the level of performance i

f ini Program
6  Cut Scores Established in 2006 for the Virginia Assessment Progr
| Pass/Proficient Pass/Advanced
ass,
35 items 31 out of 35 i.tems
s outt 02 50 ;tems 45 out of 50 items
35 out 0
f 35 items 31 out oi 2(5) ﬁzrr?‘ss
out 0 g
gg out of 50 items 43
tem‘ ‘ s 40 out of 45 i’tems
g e 42 out of 50 items

32 out of 50 items
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The more removed the test is from a local setting, the more likely it is

those setting the standards will bri i pit

ting the s ards will bring perspectives and values to that Proces
that are inconsistent with local perspectives and values. National-leve] tests
such as the NAED, are further from the classroom than a state test, and 5 statS ’
test is further from the classroom than a district test. Thus, those setting thz
standards on a national or state test are much less informed about local cur-
riculum and values than those in the district who set standards only for schools
and students in that district.

Difficulty of items is an important factor in standard setting, which is why
sound inferences depend on knowledge of the items. There can be great vari-
ability in the difficulty of items that measure the same competency, objective, or
standard. Given this variability, just knowing that a student answered 70 per-
cent of the items correct is insufficient. You also need to know if these were hard
or easy items. Obviously, getting 70 percent correct with easy items means
something different from 70 percent with difficult items. One approach to judg-
ing the nature of the standard is to compare scores from the assessment with
other performances of the students. This is essentially a check on the validity of
the inferences drawn from the scores. It can provide a type of anchor for inter-
pretation. For instance, suppose your brightest and highest-performing
students don’t “pass” the test. These are students who have demonstrated
strong achievement in similar areas in class, yet they fail to show adequate per-
formance. Because there is good evidence that they know the skills, it may be
best to explore student motivation to do well on the test and to examine the test
specifications and items in greater detail to determine a reasonable explanation
for the discrepancy. It may be that what you thought was adequate knowledge
and skill was not, or that the test is assessing areas you did not emphasize with
your students.

As previously mentioned, many norm-referenced standardized tests
purport to provide criterion-referenced information. Be wary of using norm-
referenced tests in this way. It is best to use norm-referenced tests for what they
are designed to do—show comparisons with other students, identify strengths
and weaknesses, and show growth. To make sound decisions about whether
students have obtained specific knowledge and skills, criterion-referenced
assessments, which are designed for that purpose, are best.

One additional and important limitation to some standardized assessments,
both norm- and criterion/standards-referenced, is the common use of a multiple-
choice item format that allows machine scoring of student responses. This for-
mat, along with the need to be broad in coverage, results in the measurement of
mostly low-level skills and knowledge (Marzano & Kendall, 1996). Such tests
tend to assess isolated facts and only rudimentary understanding. Students
select, rather than produce, a response on these types of tests. The multiple-
choice format also gives the false impression that there is a right and wrong
answer for all questions.

One of the dilemmas of standards-based large-scale assessment is that if

items are constructed to require application, analysis, synthesis, and other rea-
soning skills, the tests measure general ability in addition to knowledge and
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RPRETING LARGE-SCALE
g STANDARDIZED TEST REPORTS

ardized Achievement Tests

any types of reports can be produced from standardized achievement
_,mglucl.mg reports for parents, individual students, classes, schools, and

1 districts. Because the reports are designed to provide as much informa-
possible on a single page, they may appear complicated and difficult
tand. There is typically a large number of different scores, and often
s are provided. For a comprehensive battery of tests, scores are usually
1 for each skill as well as each subskill. A good approach to under-
o the reports is to first consult the test manual and/or interpretation
to find examples of explanations of actual scores. The manual or inter-
on guide is also important for understanding the meanings of the labels
- the skills (e.g., math computation, measurement, and language). Most
s of large-scale standardized assessments do a good job of explaining
h part of the report means.

1 test publisher has a unique format for reporting results and usually
ue types of scores. Different formats are used to summarize the scores.

| repbrt may include a listing of all students in a class, the class as a

i individual students, individual profiles,
; analysis for the class or Indl L e B

s, and other formats. Some reports W L
- areas v will include subscale scores or even
1 P oS be used. All this means

tems. Also, different types of norms may £ :
rt contains differentt)irxpifinnation, organized apd p}‘esen_ted ﬂl‘r:e
53 ot sep n understnding & 1200 £ ST
it i ind an explanation for 1

rts are shown n Figures

i {"».'Ié“ 1013 ‘ | drepo
state-level standards-base caled scores that
ia Student Performance Report shogi o five major
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content areas. The reporting category scaled scores are also reported, rano;
for Elizabeth Tomlinson (fictitious) from 31 to 44. The re i o
; 1Bk ; porting category scoreg

are not tied to proficiency levels and provide only a general idea of stude t
strengths and weaknesses and a general indication of performance COmpar:d
with other students statewide (35 is the state average). The reporting categor
scores do not add up to the total test score. A

The Virginia School Summary Report (Figure 7.2) summarizes the number
and percentage of students obtaining each of the four ratings in three writing
domains. The mean scale scores for the test and reporting categories are indi.
cated, as well as the number and percentage of students in the school who are
categorized as fail/does not meet, pass/proficient, or pass/advanced. For this
testing period, 38 percent of the students obtained a passing score. The written
expression and usage mechanics scores show that these areas contribute in
approximate equal amounts to the total score (62 percent show consistent or
reasonable control for written expression; 65 percent show consistent or rea-
sonable control in usage mechanics).

USING LARGE-SCALE AND STANDARDIZED
TEST RESULTS TO IMPROVE INSTRUCTION

The results of large-scale testing can be used for planning prior to instruction and
as a way to evaluate the effectiveness of instruction after content and skills have
been taught. Any use of standardized scores should be done with the under-
standing that the results provide only one of many sources of information. Large-
scale test results should always be interpreted in the context of other evidence
provided by classroom assessments and teacher observation. It is also important
to understand the specific nature of the content or skills that are assessed.

Prior to instruction, results from standardized tests may provide a good
indication of the general ability level of the students in the class. This informa-
tion can be used to help establish reasonable, realistic expectations for students
and to influence the nature of instructional materials. Expectations should not
be fatalistically low or unreasonably high. If the results from a reading readi-
ness test indicate that the class is lacking in ability to read, then they, should not
be the sole or even major determinant of instructional practices.

The scores in various subtests can be compared to identify strengths and
weaknesses, which can help determine the amount of instruction to give in dif-
ferent areas. Students whose achievement is much lower than what might be
expected on the basis of ability testing may need further testing, special atten-
tion, or counseling. What constitutes “much lower”? Generally, a discrepancy
of 10 percentile points may be sufficient. If the percentile “bands” for achieve-
ment, which show the probable range of actual student knowledge or skill, do

not overlap with the ability bands, then a significant discrepancy is identified.

Norm-referenced standardized tests are useful for selection and placement
into special programs. This occurs at both ends of the achievement/ aptitude
distribution. Students are selected to receive special services in part on the basis

{ Bt
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GRADE: 05
TEST DATE: SPRING 1998




GRADE: 05
TEST DATE: SPRING 1998

T PROFICIENCY LEVEL SUMMARY
s Number and Percent in Each

| Fait Does Pasy/ Pass/

“ 6 24 34 34
PERCENT PASSING = 38.0282

A

The School Report (SSR) di: sumeary information
mﬁmﬂmamdmmwc:w’mmmdtk :

e pumber and p t of students earning each of the four possible
ratings in each of the domains in the direct-writing
;ﬁmwﬂdmmmﬁmmﬁumm the total
o percent of students ing. and
-mmmpzrmm"' > attaining each proficiency level.

7y

. Exﬂnple of State Qf;aa\dgrds-Based Test School Report

Virginia Department of Education (2007).
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.- dized test results; other students are placed in “

S : ifted”
er advanced programs because they are identifi gitted” programs or
ﬁwledgeable. ntified as the brightest or most

e-scale tests given at the end of instruction, I

cocts for NCLB, can be used to evaluate the guffztcl’ggérlll::s?ft‘emal i
riculum. It i expected that students should score well in aliésatgl:ﬁﬁfrﬁ and cur-
stressed in the instructional program. If not, the scores act like aie iy

uge, indicating that further information needs to be gathered sucr;liesrztare
~ fest performance data and a review of the match between specific, test items ar?é
subscales and what was taught. When large-scale test data can be gathered
~ through several years, it is possible to evaluate programs by examining trends
E in areas.that have been emphasized and in areas that have not been the focus of
- instruction.
~ When students are tested each year, the scores can be used to indicate areas
- within the curriculum that need further attention. If an area shows a consistent
attern of low scores despite the area being stressed in the classroom, the spe-
cific methods of teaching may need to be examined.
~ Perhaps the most serious misuse of large-scale tests is to evaluate teachers.
' This is a misuse of the results for several reasons: (a) Standardized tests are not
~ designed to evaluate teaching or teachers; (b) the content and skills tested will
not have a perfect match with local curriculum or what individual teachers
stress in the classroom; (c) each year brings a unique group of students to a
teacher, with knowledge, skills, motivation, and group chemistry that may be
ifferent from other years; (d) it is difficult, if not impossible, to isolate the influ-
of differences between teachers (most of what students experience is
‘common); and (e) a large-scale test provides only one indication of student

rormance.
 In summary, most teachers will find large-scale test results helpful as long as
scores are used with a full understanding of their limitations and as a Silppii’;c‘igf
data gathered directly from students day to day. Often, these tests SImply €

. . mapy ded
metimes new information 1is provt
what teachers already know, but s - kg,

' e & ing practices.
can have a positive influence on teaching p ized tests have value

prehensively evaluate programs and schools, standardize€¢
use of their};echnical s%ung;ness and their ability 0 identify strengths and

tablish
nesses, show gains from year to yeal and compare Programs 0 €
1veness.



