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MEASURING COMPLEX
ACHIEVEMENT: PERFORMANCE-
BASED ASSESSMENTS

Objectives

From this chapter you should be able to:

1. Describe the uses of performance-based assessments.

2, Describe the advantages and limitations of performance-based assessments.

3. Distinguish between restricted-response and extended-response performance-b
assessments.

4. Construct performance-based assessments.

5. Construct scoring rubrics, rating scales, and checklists for performance-based
assessments.

i
Essay tesis are the most common example of a performance-based assessment-,-
there are many others, including artistic productions, experiments in science, oral{g
sentations, and the use of mathematics to solve real-world problems. The emphasisi :.s
doing, not merely knowing—on process as well as product,

Essay tests are an example of one type of performance assessment. But there are .qug
aspects of writing that are not tapped within the constraints of the normal essay. (g
Choosing a topic, identifying an audience, gathering information, preparing drafts, s
ing critiques, collaborating with other students and revising are ail important aspecisi§
writing that are not measured by the usual essay test. Moreover, writing is not the o
type of performance outcome we need to assess. Many highly valued learning outcoi
emphasize the actual performance of tasks in realistic settings. This is obvious ini
case of art or music and for vocational or industrial education courses, such as zuto'®
pair, woodworking, or typing. It is also true for mathematics, science, social studies, @i
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foreign languages. In each case, performance-based assessments are needed to measure |
some of the desired learning cutcomes, -
For example, while knowledge of vocabulary and grammar in a foreign language can be
- measured with the various forms of paper-and-pencil tests, speaking skills cannot. Oral perfor-
mance is required to assess a student’s spoken communication skills in a foreign language. Sim-
ilarly, the assessment of a student’s ability to make observations, formulate hypotheses, collect
data, and draw valid sclentific conclusions may require the use of performance assessments.
The use of mathematics to solve meaningful real-world problems and to communicate solu-
tions to others may also be best assessed by the use of performance tasks in realistic settings.
Performance assessments provide a basis for teachers to evaluate both the effective-
ness of the process or procedure used (e.g., approach to data collection or manipulation of
instruments) and the product resulting from performance of a task (e.g., completed report
of results or completed artwork). Unlike simple tests of factual knowledge, there is unlikely
to be a single right or best answer. Rather, there may be multiple performances and prob-
lem solutions that would be judged to be excellent. Problem formulation, the organization
of ideas, the integration of multiple types of evidence, and originality are all important
aspects of performance that may not be adequately assessed by paper-and-pencil tests.
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| TYPES OF PERFORMANCE-BASED ASSESSMENT

Performance assessments are also sometimes referred to as “authentic assessments” or
“alternative assessments,” But the terms are not interchangeable. “Alternative assessment” i
highlights the contrast to traditional paper-and-pencil tests, while “authentic assessment” M
emphasizes the practical application of the tasks in real-world settings. We prefer the label B
“performance assessment” because it is more descriptive than “alternative assessment” and
less pretentious than “authentic assessment.”

Authenticity is, obviously, a matter of degree. A highly authentic assessment of com-
munication skills in German, for example, might involve listening to the verbal inter-
actions of a student when visiting Germany. But such an assessment obviously would
lack practicality for the teacher of a typical German class. Simulated spoken interactions
between the teacher and a student or among students, while not quite as authentic, are
much more practical. In either case, the focus of the assessment is on the student’s per- ;
formance in communicating in German. A

Although authenticity is usually only approximated, it is an important goal of per- .
formance assessment. Providing realistic contexts can make problems more engaging for

_ students and help the teacher evaluate whether a student who can solve a problem in one
", context can solve it in another. Hence, it is desirable to increase the authenticity of tasks o |
to whatever extent possible,

Like essay questions, performance assessments should be used primarily to measure e
those learning outcomes that cannot be measured well by objective test items. Objective o
test items are generally more efficient and more reliable for measuring factual knowledge |
and the ability to solve well-structured problems (e.g., solve a quadratic equation). Perfor- -
mance assessments are better suited for applications with less structured problems where i
problem identification; collection, organization, integration, and evaluation of informa- ;
tion; and originality are emphasized (e.g., where is the best place to locate a restaurant?). R |
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They are also essential for learning outcomes that involve the creation of a prodi
(e.g., painting) or an oral or physical performance (e.g., the presentation of a speech i
repair of an engine, or the use of a scientific instrument), -
“Hands-on” performance tasks that require students to manipulate objects, megl
outcomes, and observe results of experimental manipulations are sometimes essehl
to capture the full array of skills needed to perform “authentic” tasks. This is obvig i
the case of a driving test or a performance test for a dentist, but it may also be tnig
science and other areas. Research has shown that computer simulations of tasks in s
sometimes may be good substitutes for actual hands-on performance of the tasle i
in other instances even high-fidelity simulations may have relatively poor relationst i
for hands-on performance. Poor relationships between simulations and actual handed
petformance occur most commonly when the manipulation of apparatus (e.g., mixiag
compound or taking a measurement) is an integral part of the task.
Performance tasks can vary substantially in the degree to which performanch
restricted. Writing a program, for example, might be completely constrained with:
to the computer language and the purpose of the programming. The task of credhj
a sculpture might be almost completely unconstrained with regard to the approat
student might take or the nature of the product produced. Most performance tasks f3 g
between these extremes.

Restricted-Response Performance Tasks

i)
A restricted-response performance task is usually relatively narrow in definition, i
instructions are generally more focused than extended-response performance tasks, 3
the limitations on the types of performance expected are likely to be indicated. ]
Restricted-response performance tasks sometimes start with a simple multiple-choif
or short-answer question, such as the one in Figure 11.1. Those questions are then e
tended by asking for an explanation of the answer and sometimes an explanation for, @i
the other answers were not selected. Often, different answers in the first part of the tal
could be given full credit if the explanation provided sound reasoning to defend the chold®

.n-

Read aloud a section of a story. 3
Use various combinations of five straight pieces of plastic to construct as many different. |
Iriangles as you can and record the perimeters of each. -

Determine which of two liquids contains sugar and explain what results support your conclusiy

Construct graphs of the average amount of rainfall per manth for two cities.

Request aloud directions to the traln station in French.

Write the names of the countries in the appropriate areas of a blank map of Europe.

Sara knows that half the students in her class were invited 1o Kim's birthday party. Also,
ware invited to Julie's party, Sara thinks that these figures add up to 100%, so she think|
she will surely be invited to one of the parties. Explain why Sara Is wrong. If possible Fid |
dlagram in your explanation.* .

*Adapted from a task used in the California Assassment program.
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Part I1  Classroom Tests and Assessments

If the explanation parts of the task in Figure 11.1 were omitted, there would: ha f
way to determine the basis for a student’s choice of one of the three figures, Byel
students selected the preferred choice (B), you would not know whether they didisal
a sound reason or whether they simply guessed. Nor would you know whether they w8
attentive to the fact that Graph C is impossible because it depicts 44 students when th
were only 20 students in Mr. Pang’s class. ;

As is true of many tasks that are calied performance assessment tasks, the exa il
in Figure 11.1 is, of course, 2 type of essay question. No real manipulation or hands
activity is involved. A task such as the one in the figure might readily be adap
classroom assessment activity that involved data collection and graphing. Child
example, might each be asked to count the number of pockets in the clothes the
wearing, Those numbers could be reported, and each student could construct a. grb
Separate graphs for boys and girls in the classroom might also be constructed. They, g
then be asked to write a description of the graph they constructed before being presedh
with a task like that in Figure 11.1. 9

A variety of tasks may be used to assess the skills young students have at makingi
recording observations, summarizing the observations, and reaching conclusions. In§
such task, students were instructed in how to find and count their pulses. They wereit
asked to count the number of pulses in each of four segments of 15 seconds whesll
teacher looked at a stopwatch and gave instructions to start and stop. After record
four initial segments, students were told to jump up and down for 1 minute, Afte
cise, children were asked to count and record their pulses for four additional 15-setg
periods. Next, a second period of jumping for 2 minutes was required, followed Iy i
more recordings of 15-second segments. Students were asked to construct a table/ant
graph reporting the results and describe what the results showed when the initil [}
recordings were compared to those following the first and second rounds of exery
Finally, they were asked to explain what they observed. i

The relative advantages and disadvantages of restricted performance tasks i
those of restricted essay questions. They are generally more structured and requiel
time to administer than extended-response performance tasks, The shorter adm £
time makes it possible to administer more tasks and thereby gain broader coverig
the content domain. The greater degree of structure makes the task easier to SCOm8;
the other hand, the structure makes the tasks less valuable for measuring student/sk
such as approaches to ill-structured problems, integration of information, and origind
Extended performance tasks are better suited for such outcomes. :

Extended Performance Tasks

The extended performance task may require students to seek information from 2ivad
of sources beyond those provided by the task itself For example, students may nes
use the library, make observations, collect and analyze data in an experiment, conay
survey, or use a computer or other types of equipment. They may have to identify g
aspects of the task are most relevant, The Process or procedures that they use mg}

observed and be an portant part of the assessment. The product that is produceg 1
take a variety of forms, such as the construction and presentation of graphs or tabies]
use of photographs or drawings, or the construction of physical models. Products
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be developed over the course of several days and include opportunities for revision or

~ modification. This freedom enables students to demonstrate their ability to select, orga-

nize, integrate, and evaluate information and ideas. The price of these gains includes the
loss of efficiency, possible loss of breadth of coverage of the content domain, and greater
difficulty in rating performance:

Prepare and deliver a speech to persuade people to take actions to protect the environment.

Hog is a game piayed with dice, The goal is to get the largest possible score, You may roll
any number of dice out of a large cup. If none of the numbers Is a 1, then the score for the
roll is the sum of the numbers rolled. If a 1 is obtained on any of the dice, the score for the
roll is zero. What number of dice do you think it best to roll? Defend your decision
(Mathematica! Sciences Education Board, 1993).

Write a computer program in BASIC that will sort a list of words aiphabeticaily.

Design and carry out an investigation to estimate the acceleration, a, of a falling object such
as a baseball. Describe the procedure used, present the data collected and analyzed, and
state your conclusions.

Read an abridged version of the Lincoln-Douglas debates. Imagine that you ware living
then and heard the debates. Write a letter to a frisnd explaining the historical issues
addressed and their importance in terms of what you know about the problems facing the
nation at the time of the debates (Baker, Aschbacher, Niemi, & Sato, 1992).

Performance assessments require students to demonstrate skills by actually performing.

-They involve doing rather than just knowing about, and there are sometimes important

differences between the two. For example, a guitar player may know which frets to press
the strings against for a particular chord without being able to perform the task smoothly
to produce the desired sound. Similarly, a computer programmer may know the function
of various needed commands without being able to produce a correctly working program
to perform a specific task, or a science student may know the parts and functions of an
instrument without being able to use it properly to obtain the information needed to solve
a problem. Performance assessments are needed to observe and evaluate such skills. They
also communicate the message that actual performance is important.

A performance assessment task used in the 1996 NAEP Science Assessment at grade 4
is shown in Figure 11.2. As can be seen, this task requires students to do simple manipu-
lations, to measure and record the outcomes of placing the pencil and thumbtack in the
different bottles of water, to draw conclusions about the “mystery water,” and to make
predictions about the effects of adding salt to a solution. In this example, the manipula-
tions, observations, and measurements are relatively simple, but these basic skills are criti-
cal in many settings and are not well assessed in a purely paper-and-pencil assessment.

The effective use of performance assessments requires careful attention to task selec-
tion and to the ways performances will be scored. Care needs to be taken in the identi-
fication of the complex skills we want to measure, in the construction of tasks that will
require students to demonstrate those skills, and in the evaluation of the resulting process
and/or product. Without careful attention to these aspects of the assessmeny, it is unlikely
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FLOATING PENCIL

Using a Pencll to Test Fresh and Salt Water

You have been given a bag with some things in it that you will work
with during the next 20 minutes. Take all of the things out of the bag
and put them on your desk. Now lock at the picture below. Do you have
avarything that is shown in the picture? If you are missing anything,
ralse your hand and you will ba given the things you naed.

Pencil with Red
thumbtack salt water mystery walar markar &
in eraser é
i Paper towels Plastic bowl Gradusated
cylinder
Figure 11.2

Example of hands-on sclence performance assessment task used at grade 4 in the 1996
National Assessment of Educational Progress

Sourca: NAEP 1996 Sclence: Report Card for the Nation and the Statss by O'Sullivan, C. Y.,
el Reese, C. M., & Mazzeo, JJ. {1887). Washington, DC: U.S, Department of Education. Avallable at
", hiip:/fwww.ed.goviNCES/naep

9 that the effort will yield adequately reliable or valid measures of the complex skills
. are being sought. #
As the name suggests, performance assessments measure the ability of studentil
perform tasks that correspond to important instructional objectives, Restricted pe
mance tasks generally focus on specific skills (e.g., reading a passage aloud). Extends
performance tasks are more likely to involve problem solving and the integration
a variety of skills and understandings. A comparison of the types of complex lear

ing outcomes measured by each of these types of performance tasks is presentedff
Table 11.1. i
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Table 11.1
Types of performance tasks

Examples of Complex Learning Outcomes
Type of Task That Can Be Measured

Restricted-response performance task Ability to
* read aloud
ask directions in & foreign language
construct a graph
use a sclentific instrument
type a letter

Extended-response performance task Ability to

* build a modsi

* collect, analyze, and evaluate data

* organize ideas, create visuals, and make an
Integrated oral prasentation
create a painting or perform with a musical
instrument
repair an engine
write a creative short story

S A i ot e S e B

oo g e

FADVANTAGES AND LIMITATIONS
[ OF PERFORMANCE ASSESSMENTS

.'ﬂdvantages

A major advantage of performance assessments is that they can clearly communicate
Instructional goals that involve complex performances in natural settings in and outside
of school. By using tasks that require performances that correspond as closely as is fea-
stble to major instructional objectives, they provide instructional targets and thereby can
encourage the development of complex understandings and skills. Often, performance
assessment tasks are indistinguishable from good instructional activities.

A second advantage of performance assessments is that they can measure complex
learning outcomes that cannot be measured by other means. As has already been stated,
knowing how to do something is not the same as being able to do it, much less do it well,
Thus, a paper-and-pencil test that measures what a student knows about effective public
speaking, for example, does not provide a measure of the student's ability to deliver an

- effective speech. :

A third advantage of performance assessments is that they provide a means of as-
sessing process or procedure as well as the product that results from performing a task,
For example, by observing students while they are conducting a laboratory experiment,
strengths and weaknesses in the use of equipment and in technique can be assessed, as
can success in completing the experiment and the strength of reasoning provided to sup-
port conclusions.
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A fourth advantage of performance assessments is that they implement approac
that are suggested by modern learning theory. Rather than viewing students as recipief]
of discrete bits of knowledge, modem learning theory conceives of students as ad
participants in the construction of meaning, According to this view, new information g
be actively transformed and integrated with a student’s prior knowledge. High-quall
performance-based assessments take student background knowledge into account g
engage students in the active construction of meaning, ;

Limitations

The most commonly cited limitations of performance assessments parallel those cited
essay questions. Unreliability of ratings of performances across teachers or acrossi
for the same teacher is clearly a limitation, Careful attention to the learning outcom#
that the task is intended to assess and to the scoring rubrics that will be used in rafig
the performances is required both at the time tasks are developed and at the time peifp
mances are rated (o minimize this limitation. Although the judgmental scoring of compig
performances will always include some uncontrollable variations, the scoring reliabili
the comparability of scores assigned to the performances of different students, and hedd
the fairness of the assessment can be greatly increased by clearly defining the outcag
to be measured, properly framing the tasks, and carefully defining and following nubf
for scoring performances. 3
Another limitation of extended performance assessments is their time-consumig
nature. Because a substantial amount of time may be required to aliow students toiljal
an adequate opportunity to perform each task, relatively few extended perfo A
assessments can be obtained within a reasonable amount of time. There is consig
able evidence that performance on one task provides only a relatively weak bz 5/5.fg
generalizing to performances on other tasks intended to assess common or related [ear
ing outcomes. Thus, solid generalization to a larger domain of outcomes requires: i
use of multiple tasks. Overcoming the limitation of weak generalization of performang
across tasks requires the accumulation of information from performances on differct
tasks during the course of the year. Justification for the devotion of the required amalig
of instructional tme to the assessments requires that the tasks provide students with gof
learning opportunities as well as providing assessment results, '

SUGGESTIONS FOR CONSTRUCTING
PERFORMANCE TASKS

The development of high-quality performance assessments that effectively measure cog
plex learning outcomes requires attention to task development and to the ways in whg
performances are scored. We begin with a consideration of ways to improve the develdf
ment of tasks and then suggest ways to improve scoring.

1. Focus on learning outcomes that require complex cognitive skills and m_'
performances, It is important that tasks be interesting, but that is not sufficient. Task
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need to be developed or selected in light of important learning outcomes. Since
performance-based tasks generally require a substantial investment of student time, they
should be used primarily to assess learning outcomes that are not adequately measured
by less time-consuming approaches,

2. Select or develop tasks that represent both the content and the skills that
are central to important learning outcomes. Current conceptions of learning stress the
interdependence of content and skills. Problem solving in one subject-matter area is not
the same as it is in another area. Debating a political issue in social studies is different
than debating the effectiveness of a piece of literature. In each case, the content and
process are interdependent. Thus, it is imporiant to specify the range of content and re-
sources students can use in performing a task. Past class assignments provide one natural
basis for specifying content, but for many tasks it will be desirable to allow students the
opportunity to do additional research to expand their knowledge base. In any event, the
specification of assumed content understandings is critical to ensuring that a task func-
tions as intended.

3. Minimize the dependence of task performance on skills that are irrelevant to
the intended purpose of the assessment task. The key here is to focus on the intention
of the assessment. Although both the ability to read complicated texts and the ability
to communicate clearly are important learning outcomes, they are not necessarily the
intent of a particular assessment. Reading ability, for example, might be irrelevant for an
assessment that is intended to measure a student’s ability to use mathematics to solve a
practical problem (e.g., determine how much and what type of lumber to buy to build a
cubhouse with specified features). However, if the task is presented in a way that requires
substantial reading, then this factor may add to task difficulty for some students but not
for others and thereby reduce the validity of the intended interpretation of the resulis.
This irrelevant source of difficulty would also undermine the fairness of the assessment.
On the other hand, writing skills might be an intended part of a mathematics task where
a goal of the assessment was to measure a student’s ability to communicate mathematical
reasoning and results.

4. Provide the necessary scaffolding for students to be able to understand the task
and what is expected. Challenging tasks often involve ambiguities and require students
to experiment, gather information, formulate hypotheses, and evaluate their own progress
in solving a problem. However, problems cannot be solved in a vacuum. Students need to
have the prior knowledge and skills required to address the problem. These prerequisites
can be a natural outcome of prior instruction or may be built in to the task, Preassessment
activities, for example, can be used not only to introduce a task but also to ensure that
students have the prior knowledge essential for the task and are familiar with the materi-
als or equipment that they need to use. It is important to ask; What prior knowledge and
skills are assumed in order to perform the task?

5. Construct task directions so that the student’s task is clearly indicated. Vague
directions can lead to such a diverse array of performances that it becomes impossible
to rate them in a fair or reliable fashion. By design, many performance-based tasks give
students a substantial degree of freedom to explore, approach problems in different ways,
and come up with novel solutions. Such intended task characteristics, however, are not an
excuse for vague directions. In the task shown in Figure 11.3, stuclents need to experiment
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‘Magnet
Task Descriptor

To use a magnet to identlfy magnetic'and nonmagnsticitems and then to explain li]
ence betwean'them,

Equipment/Materiaf

A magnet and:the following seven ob;m.mmu button, jron. or steal. wm,
clip, iron nall, glass marble, plastic rod, and copper coln.

L

Student insiructions
Test the objects with the magnel and divide them Into.two. groups. List the npjmmn
groups and expialn what makes the objects in the two groups different,

Scoring Scheme i
Credit was given'for-grouping the'objects comectly: Fouricategaries of:expianatic
recorded: namely, that one group!was made|oftiron‘or'stesi, /that ione'group. was!a

by the magnet, thatione group was.made of.iron and. sjeel and«waambﬁgﬁﬁh
net, and any other.explanation. -

Figure 11.3
Example of performance assessment task in science
Source: Performance Assessment: An International Experiment by B, M. Sample, 1992, Princeton, NJ:

Educational Testing Service, Report No. 22-Caep-08. Copyright 1892 by Educational Testing Service,
Reprinted by permission,

and decide on the placement of objects into categories on their own. They also I
to construct an explanaton for the classification they provide. But the task of using§ i
magnet to test the items, the classification of objects into two categories, and the neell
explain the difference between the objects in the two categories are made explicit. -

6. Clearly communicate performance expectations in terms of the scoring ru

by which the performances will be judged. Specifying the criteria to be used in

3 performance helps clarify task expectations for a student. Explaining the criteria thats
£ be used in rating performances not only provides students with guidance on how to.fof i

b their efforts but also helps convey priorities for learning outcomes. . - 1
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Listing attributes such as appropriate symbol use, accuracy of information and scale,
and ease with which the fap can be read makes the rating criteria explicit. It also high-
lights the learning outcomes that are considered important for the task in the following
example:

Construct a weather map. Your map will be evaluated for accuracy of information and scale, for
appropriate use of symbols, and for the ease with which it can be read.

. PERFORMANCE CRITERIA

e

Richard Stiggins (1987) has persuasively argued that the specification of performance
criteria is the most important aspect of developing effective performance assessments.
He suggests imagining the feedback that would be provided to a student who performed
pootly before the task is administered. His rationale for focusing on the criteria to be
used is straightforward: “If you do not have a clear sense of the key dimensions of sound
performance—a vision of poor and outstanding performance—you can neither teach stu-
dents to perform nor evaluate their performance.”

The criteria to be used in judging student performance are critical for reliable, fair, and
valid assessment, and the specification of the criteria should begin at the time the tasks
are being selected or developed. Both the teacher and the student need to understand
the criteria that will be used to judge performance. As was just noted, criteria help clarify
the task expectations for students, and they communicate learning goals and standards. In
addition, they guide the judgment process in ways that enhance reliability, fair treatment-
of each performance, and the validity of conclusions about each student’s achievement.

The two main ways of guiding judgments of both the process used in performing a
task and any product resuling from that performance are scoring rubrics/rating scales
and checkiists. We begin with rating scales and then turn to a consideration of checklists,

L SCORING RUBRICS AND RATING SCALES

As was discussed in Chapter 10, a scoring rubric is a set of guidelines for the application
of performance criteria to the responses and performance of students, A scoring rubric
typically consists of verbal descriptions of performance or aspects of student responses
that distinguish between advanced, proficient, partially proficient, and beginning levels
of performance. Both analytic (Table 10.2) and holistic (Table 10.3) scoring rubrics were
llustrated in Chapter 10.

The analytic scoring rubric requires the identification of different dimensions or char-
acteristics of performance that are rated separately. For example, a mathematics task might
be rated in terms of the accuracy of the calculations and the clarity of the explanation.
A written report on the results of a science experiment might be rated on factual accuracy,
quality of analysis, and the degree to which conclusions were justified. A literary criticism
might be rated for organization, quality of ideas, clarity of expression, and mechanics,
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An oral presentation might be rated both for the substantive quality of the report and fof
the effectiveness of the presentation. ]

A holistic rubric provides descriptions of different levels of overall performancs
Holistic rubrics are efficient and correspond more directly to global judgments required i
the assignment of grades, but they do not provide students with specific feedback abot
the strengths and weaknesses of their performance as is provided by analytic rubrics.

Rating scales are often limited to making quality judgments (e.g., excellent, good, fl
or poor) or scaled frequency judgments (e.g,, always, frequently, sometimes, or never) fa
each level. As is illustrated in some of the following examples, however, the distinctidh
between scoring rubrics and rating scales is ofien blurred by adding the descriptions of;
rubric to the judgmental qualities of a rating scale. 3

As is illustrated in Figure 11.4, a scoring rubric may include a rating scale (e.g., excel
lent, good, and so on) but may also provide descriptions of characteristics or performance
corresponding to each point on the scale. A scoring rubric makes explicit the criteg
that are used to rate performance, Generic scoring rubrics are available that can be reah
ily adapted for use in rating performance on a variety of tasks. Generic scoring rubsiy
such as the one shown in Figure 11.4, provide a useful starting place for many assels
ments. The distinctions between the levels can be made more specific by consideringithé
specific task and likely features that would distinguish between exemplary performan

Quallty of Explanation

6 = Excellent. explanation (complete, ciear, unambiguous)

5 = Good explanation (reasanably,clear and/complats). ' ;

4i= AcaczepuhiaIam.:{m,atlpnz(ma;fn'Wiﬁ&.w:mwﬁdnmwﬁﬁﬁ

3 = Needs jmprovement (on'the right:track-butimay- cantain'sarious faws; demor
only partialiunderstanding) _ ;

2 = Incorract or inadequate explanation (shows lack of understanding, of problem) .

1 = Incorrect without attempt at explanation “HE

Separate Ratings of Answer and Explanation

Answer

4 = Correct

3 = Almost'commectior. partially:corract

2 = Incorrect but reasonableattempt

1. = Incorrect with no relationship to the; problem
0 = No angwer

Explanation:
4 = Complete, clear, logical
3 = Essentially correct butrincomplets. or notientirely ciear
2 = Vagueloriuncleanbut with redeeming features
|__1 = |mrelevant, Incorrect, or no.explanation:

Figure 11.4
Examples of generalized scoring rubrics for mathematics problems
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and competent performance or between satisfactory performance with minor flaws and b
performance that has serious flaws, For example, lists of minor and major flaws might
be constructed for a specific task. In a similar fashion, common misconceptions that are o
anticipated in response to a particular task might be listed.

The number of levels and the verbal descriptions used to guide the scoring may vary
from situation to situation, For the hands-on science task involving the floating pencil
shown in Pigure 11.2, for example, the separate scoring rubrics were used for each part
of the response. For the part of the task where the student was supposed to identify
the mystery water and explain how they could “tell what the mystery water is,” student
responses were scored using a rubric with three levels:

£y Rl

i P R P S

Complete: Student stated that “the mystery water was fresh water and gave a satis-
. factory explanation that referred to observations made doing the hands-on task”
e 3 (O'sullivan, Reese, & Mazzeo, 1997, p. 44).
3 Partial: Student stated that the water was fresh but did not support the choice with
- direct reference to observations from the hands-on task,
Incorrect: Student gave the wrong answer or gave contradictory explanation for the
choice of the correct answer of fresh water.
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. EXAMPLE TASK

First-grade children are asked to arrange four pictures of scenery in the order of the seasons by
pasting them in four boxes and printing the name of each season in the box.

SCORING RUBRIC

2 points: Student arranges pictures in correct order and names of season are correctly
matched to seasons.

1 point: Student begins the task but does not have a fully complete answer with four pictures
in order, labsled with comrect seasons.

0 points: Student doas not respond appropriately.

Task and scoring guide adapted from part of a Utah State Office of Education set of assessment
tasks called Weathercasier's Helper for first-grade students (Regional Educational Laboratories,
1998).

Scoring rubrics for hands-on tasks may include multiple dimensions, each of which
focuses on a particular aspect of the process of carrying out the task. For example, in an
elementary school science task used by Shavelson, Baxter, and Pine (1991} and Shavelson,
Baxter, and Gao (1993), students were asked to determine which of several paper towels
absorbed the most water, The scoring rubric records the method used to get the towel
wet, the saturation of each towel, the procedure used to measure the amount of water
absorbed, the care in measurement, and the accuracy of the result.

Rating scales provide a flexible way of converting information about one or more
characteristics of a performance (e.g.,, ovenall quality, adequacy of measurement, and
appropriateness of summary of results). Typically, a rating scale consists of a set of
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characteristics or qualities to be judged and some type of scale for indicating the degh
to which each attribute is present. The rating form itself is merely a reporting devicej§
value in appraising the learning and development of students depends largely onlil
care with which it is prepared and the appropriateness with which it is used. As|wil
other assessment instruments, it should be constructed in accordance with the les i
outcomes to be assessed, and its use should be confined to those areas in whichithé
is a sufficlent opportunity to make the necessary observations. If these two principlé
are properly applied, a2 rating scale will serve several important assessment funct o
(a) it will direct observation toward specific aspects of performance, (b) it will providg
common frame of reference for rating the performance of all students on the same selg
characteristics, and (c) it will provide a convenient method for recording the obse
judgments,

Types of Rating Scales 4

Rating scales may take many forms, but most of them belong to one of the types descris
next. Each type is illustrated by using two dimensions from a scale for rating contribufiol
to class discussion. ;

Numerical Rating Scale. One of the simplest types of rating scales is that in whichfi
rater checks or circles a number to indicate the degree to which a characteristic is p
Typically, each of a series of numbers is given a verbal description that remains consty
from one characteristic to another. In some cases, it is merely indicated that the | Re
number is high, one is low, and the other numbers represent intermediate values,
The numerical rating scale is useful when the characteristics or qualities to be rafg
can be dassified into a limited number of categories and there is general agreenien
concerning the category represented by each number. As commonly used, however i
numbers are only vaguely defined, so the interpretation and use of the scale vary:

Directions: Indicate the degree 1o which this student contributes to a group problem-solving tas¥
by circling the appropriate number. The numbers represent the following values: 4—consistsnthy
appropriate and effective; 3—generally appropriate and effeclive; 2—needs improvement, ._
wander from topic; and 1-—unsatisfactory (disruptive or off topic). b

1. To what extent does the student participate in group discussions?
1 2 3 4

2. To what extent are the comments related to the topic under discussion?
1 2 3 4

Graphic Rating Scale. The distinguishing feature of the graphic rating scale is that cagd
characteristic is followed by a horizontal line, The rating is ' made by placing a check ol
the line. A set of categories identifies specific positions along the line, but the rater isff :
to check between these points: )
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I'._
EXAMPLE  Directions: Indicate the degree to which this student contributes 1o a group problem-solving task
' by placing an X anywhere along the horizontal line under each item.

1. To what extent does the student participate in group discussion?

I I | I !

never seldom, occasionally freauently  alwavs
2. To what extent are the comments related to the topic under discussion?
I I I I I

never seldom occasionally frequently  always

The scale shown in this example uses the same set of categories for each characteristic
and is commonly referred to as a constant-alternatives scale. When these categories vary from
one characteristic to another, the scale is called, quite logically, a changing-alternatives scale,

Although the line in the graphic rating scale makes it possible to rate at intermediate points,
using single words to identify the categories has no great advantage over the use of numbers.
There is little agreement among raters concerning the meaning of such terms as seldom, oc-
casionally, and frequently. What is needed are descriptions of performances that indicate more
spedifically how students behave who possess various degrees of the characteristic being rated.

Descriptive Graphic Rating Scale. The descriptive graphic rating scale uses descriptive
phrases to identify the points on a graphic scale. The descriptions are thumbnail sketches
of how students behave at different steps along the scale. In some scales, only the center
and end positions are defined. In others, a descriptive phrase is placed beneath each point.
A space for comments is also frequently provided to enable the rater to clarify the rating:
4
EXAMPLE Directions: Make your ratings on each of the following characteristics by placing an X anywhere
b along the horizontal line under each item. in the space for comments, include anything that helps
clarify your rating.

1. To what extent doss the student participate in group discussions?

I | | { |
Never Particiapates Particiapates
particiapates; as much as more than any
quiet, other group other group
passive members member

e

]

Comment:
- To what extent are the comments related to the topic under discussion?

! | ! | |
Comments Comments Comments
ramble, usually ara always
distracts pertinent, related
frem occasionally to topic
topic wanders

from topic

Comment:
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The descriptive graphic rating scale is generally the most satisfactory for school i
It explains to both the teacher and the student the types of performance that repreig
different degrees of progress toward desired learning outcomes. In well-written rubtig
the top level of description actually is the desired learning outcome or at least commulg
cates what good work is intended to look like, The more specific performance des crif
tions also contribute to greater objectivity and accuracy during the rating process. Tas§
scoring, numbers also may be added to each position on the scale,

Uses of Rating Scales

Rating scales can be used to assess a wide variety of leaming outcomes and asp
development, As a matter of convenience, these uses may be classified into two asse
ment areas: (a) process or procedure and (b) product.

Process or Procedure Assessment. In many areas, achievement is expressed spegl
cally through the student’s performance. Examples include the ability to give a spetk
manipulate laboratory equipment, work effectively in a group, sing, play a musica g
strument, and perform various physical feats. Such activities do not result in a p
that can be assessed, and short-answer or fixed-response tests are generally inadequil
Consequently, the process or procedures used in the performance itself must be obsen®
and judged. g

Rating scales are especlally useful in assessing process or procedures becauseiths
focus on the same aspects of performance in all students and have a common scaja@
which to record our judgments. If the rating form has been prepared in terms of sped
learning outcomes, it also serves as an excellent teaching device. The dimensions
behavior descriptions used in the scale show the student the type of performance desiis

Two items from 4 typical rating scale for assessing a speech are presented in Figure /il
The first part of the form is devoted to the content of the speech and how well it is organiz}
The second part is concerned with aspects of delivery, such as gestures, posture, appearang
eye contact, voice, and enunciation. In developing such a scale, a teacher must, of colif
include those chamcteristics that are most appropriate for the type of speaking ability 158
assessed and for the age level of the student to be judged.

Product Assessment. When student performance results in some type of producfli§
frequently more desirable to judge the product rather than the process or procedis
The ability to write a theme, for example, is best assessed by judging the quality of
theme itself. Little is to be learned by observing the student’s performance. In some iy
however, such as conducting work in the laboratory, and woodworking, it might be i
desitable to rate procedures during the early phase of learning and products later, aff
the basic skills have been mastered. In any event, product rating can provide assessiie
information in many areas. In addition to those already mentioned, it is useful in
ing such things as handwriting, drawings, maps, graphs, notebooks, term papers; i
reports, results of laboratory experiments, and objects made in vocational courses.

A rating scale serves somewhat the same purpose in product assessment that it dogl
process assessment. It helps us judge the products of all students in terms of the same, chi
acteristics, and it emphasizes to the students those qualities desired in a superior prodig
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Speech Rating Scale!

Directions: Rate the student's speaking abllify by piacing an X anywhers along the horizon-
tallline’ urider eath dharactetistic. Ifi the spack/for comrments, inclds anything
thatHelpa'clarify yourrating offurther deetribes the stiident's speech behavior.

A. Contert ahd Otganization

1. Opening remarks

Inappropriate; Commonplace; Arouse interest;

disiract from no particular direct attention

speech topic. contribution fo speech topic.

to the speech.

Comment;

‘B. Dalivary:

2. Gestures

l | |

‘Movements are Genherally effective; Natural,

‘manotornous or 'some distracting' expressive

«distracting. mannerisms, movements
that emphasize
speech.

Gomment;

Figure 11.5
Sample items from speech rating scale

iGommon Errors in Rating

Certain types of errors occur so often in ratings that special efforts are needed to counteract
them. These include (a) personal bias, (b) halo effect, and (¢) logical errors.

Personal bias errors occur when there is a general tendency to rate all individuals at
approximately the same position on the scale. Some raters tend to use the high end of
the scale only, which is referred to as the generosity error Occurring less frequently (but
persistently for some raters) is the severity error, in which the lower end of the scale is
favored. A third type of constant response is shown by the rater who avoids both extremes
of the scale and tends to rate everyone as average. This is called the central tendency
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error. It also occurs much less often than the generosity error, but it tends to be a fixeds
response style for some raters.

The tendency of a rater to favor a certain position on the scale has two undesim
results. First, it puts in doubt a single rating of an individual. A high or low rating mig
reflect the personal outlook of the rater rather than the actual performance or persong
characteristics of the person rated. Second, favoring a certain position on the scale limil§
the range of any individual's ratings. Therefore, even if we make allowances for a teac] f’]%
general tendency to rate students high, the ratings for different students may be so d
together that they fail to provide reliable discriminations. E

The halo effect is an error that occurs when a rater’s general impression of a persdf
influences the rating of individual characteristics. If the rater has a favorable attitude ta
ward the person being rated, there will be a tendency to give high ratings on all traits, bl
if the rater’s attitude is unfavorable the ratings will be low. This differs from the generosif§
and severity errors, in which the rater tends to rate everyone high or everyone low,

Because the halo effect causes a student to receive similar ratings on all charact
tics, it tends to obscure strengths and weaknesses on different traits. This obvmuslyl i
the value of the ratings.

Teachers need to guard against the possibility that their ratings might be disto --_;
because of preconceptions based on inappropriate factors such as gender, race, ethnis
ity, and social background. Halo effects leading to lowered ratings of all performmm= ol
some students as the result of such preconceptions are of particular concern. Concealifg
the identity of the student where feasible when rating products of performance is opd
good safeguard against halo effects. Awareness of our own personal preferences ané
prejudices is also important. B

A logical error results when two characteristics are rated as more alike or less allks
than they actually are because of the rater's beliefs concerning their relationship; i
rating achievement, for example, teachers tend to overrate the achievement of stud n.j'
identified by aptitude tests as gifted because they expect achievement and giftednessitd
go together. Similarly, teachers who hold the common but faise belief that gifted student
have poor social adjustment will tend to underrate them on social characteristics. Thesf
errors result not from biases toward certain students or certain positions on the rating
scale but from the rater’s assumption of a more direct relationship among traits thag
actually exists, B

The various types of errors that appear in ratings are rather disconcerting to the class
room teacher who must depend on rating scales for assessing certain aspects of learning
and development. Fortunately, however, the errors can be markedly reduced by proghg
design and use. J

Principles of Effective Rating

I

The improvement of ratings requires careful attention to selection of the characteristicsiig
be rated, design of the rating form, and conditions under which the ratings are obtainsg
The following principles summarize the most important considerations in these areaj
Because the descriptive graphic rating scale is the most generally useful form for sched}
purposes, the principles are directed toward the construction and use of this type of rals
ing scale.
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1. Characteristics should be educationally significant. Rating scales, like other as-
sessment instruments, must be jn harmony with the school’s objectives and desired learn-
ing outcomes. Thus, when constructing or selecting a rating scale, the best guide for
determining what characteristics are most significant is the list of intended learning out-
comes. When these have been clearly stated in performance terms, it is often simply a
matter of selecting those that can be most effectively assessed by ratings and then modify-
ing the statements to fit the rating format (see the “Guidelines” box).

2. identify the learning outcomes that the task is intended to assess. The intent of
the assessment is critical for determining those charactesistics of performance that should

GUIDELINES

i o i 7 L B T oy, SN ST A v b

_ ; Preparing Rating Scales
e same basic principle guiding the This list of intended outcomes can then
giruction of test items should be followed  serve as the basis for preparing a rating scale
siin preparing rating scales, That is, the to assess skill in using laboratory equipment.
piistrument should'be designed to measure Each item in the list becomes an item in the
I e student performance described in the rating form by simply. adding some basis for
b lHstructional objectives. Let us assume, for recording degrees of effectiveness, as
séxaniple, that a science teacher has listed the  follows:
igllowing outcomes as evidence of:skill in
\0hirpliase of laboratory performance.

nstrates Effective Use of Laboratory 4 ; :I! ]‘ 5'

Selecting Laboratory Equipment

* lSelects proper equipment for a given Sl {;“"’m"“}r‘.’;‘ e

= experiment. aquipment proper proper
{2 Sets 1ip equipment quickly and without heip etuipment squipment
B correctly.
§ BiManipulates equipment as needed The same procediire is followed when
& during the experment, rating ‘an educational product (e.g., theme,
* 4, Measures accurately with each graph, painting; or shop 'and home eco-
8 measuring device, nomics projects), The characteristics of a
5. Follows safety rules when using good product are listed, and these then
Squipment. become the items, in the rating scale. The
: Gleans and returns equipment to its instrument itself is simply a convenient
_ proper:place, form for. recording vbservations and judg-
| T+ Interprets the results of the experiment .ments concerning,the extent to which
. appropnately. students are meetingthe criteria specified
B, Irjtegrates results with other knowledge i1 the (objectives,

B in drawingconclusions;
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determine the ratings. Clear identification of the learing outcomes helps establish prioritisd
for rating, distinguish levels of performance in terms of learning outcomes, and reduce
dependence on factors that are irrelevant to the intent of the assessment. When there & 3
multiple leamning outcomes associated with the task, separate ratings correspond!ngJ

each outcome may be desirable and can enhance the value of the formative feedback:thi
is provided to students. i

3. Characteristics should be directly observable, There are two consideratp s
involved in direct observation. First, the characteristics should be limited to those thaf
occur in school situations so the teacher has an opporiunity to cbserve them. Second!
they should be characteristics that are clearly visible to an observer. Overt behaviors, such
as participation in classroom discussion, clear enunciation, and use of facts to supp
an argument, can be readily observed and reliably rated. However, less tangible ty
of behavior, such as interest in history, attitude toward literature, and amount of effal
expended in library research, tend to be unreliably rated because their presence 'm
be inferred from outward signs that are indefinite, variable, and easily faked. Whe '-
possible, we should confine our ratings to those characteristics that can be observed an
judged directly.

4. Characteristics and points on the scale should be clearly defined. Many rating
errors arise from the use of vague characterizations and inadequate identification of:tii#
scale points. The brief descriptions used with the descriptive graphic rating scale help
overcome this weakness. They explain both the points on the scale and each character
being rated. When it is infeasible or inconvenient to use a descriptive scale, as on!
back of a school report card, a separate sheet of instructions can be used to provide 1y

desired descriptions. ;-.

5. Select the type of scoring rubric that is most appropriate for the task and. the
purpose of the assessment. With a holistic ribric, each performance is given a singls
rating or score, usually on a scale with 4 to 6 points, based on an overall judgment of
quality of the performance in comparison to the criteria specified in the scoring ru )
Holistic rubrics are efficient and translate easily into grades. As already noted, how
analytic scoring rubrics have more diagnostic value because they focus attention on tho
aspects of performance where improvement is needed. For analytic scores to be of diagd
nostic value, the characteristics or dimensions being rated must be sufficiently distincu
allow each to be reliably rated and not simply be redundant reflections of the same gl Ot
impression of the performance.

6. Between three and seven rating positions should be provided. The exact nugs
ber of points to be designated on a particular scale is determined largely by the judgmeyits
to be made, In areas permitting only crude judgments, fewer scale positions are needefl
There is usually no advantage in going beyond the 7-point scale. Only rarely can we maks
finer discriminations than this, and we can provide for those few situations by allowify
the rater to mark between points. ]

7. Rate performances of all students on one task before going on to the next ong:
The advantages of rating all performances on one task before starting another task par o 1
those described for scoring all answers to an essay question before going on to the next

question. It is easier to keep the scoring criteria clearly in mind and to apply them mon

P T R 4 S T M




k-

Chapter 11  Measuring Complex Achievement: Performance-Based Assessments 275

ties uniformly when considering only a single task at a time than it is when going from task
tuce to task for each student. It also reduces the likelihood that judgments of performance on
are S one task will be contaminated by judgments of a student’s performance on a preceding
o task, When responses of a single student to several tasks are considered one after another,
hat there is a strong tendency for the performance on early tasks to create an expectation for
3 performance on later tasks. Those expectations can result in more lenient or more strin-
ons gent ratings of performance than would otherwise be given.
hat j By rating one task at a time for all students before going to the next task, it is also
nd, possible to change the order in which student performances are rated. Thus, a student is
Sch i not rated first or last on all tasks or right after another student who has exceptionally good

lort | Z performance or exceptionally bad performance on all tasks.

8. When possible, rate performances without knowledge of the student's name.
This suggestion is the same as the one given for scoring answers to essay questions. Ob-
viously, it is not possible for all types of performance (e.g., an oral presentation), but it
is good practice whenever possible. It is a practice that enhances the fairness of ratings
because it reduces the chances that ratings will be influenced by a halo effect rather than
only by the actual performance of a student.

9. When results from a performance assessment are likely to have long-term
consequences for students, ratings from several observers should be combined. The
pooled ratings of several teachers will generally yield a more reliable description of
student performance than that obtained from any one teacher. In averaging ratings, the
personal biases of individual raters tend to cancel out one another, but there is still a need
to be alert for biases that may be shared due to similarity of background and experiences
of teachers doing the rating.

ICHECKLISTS

A checklist is similar in appearance and use to the rating scale. The basic difference
between them is in the type of judgment needed. On a rating scale, one can indicate
the degree to which a characteristic is present or the frequency with which a behavior
occurs. The checklist, on the other hand, calls for a simple yes-no judgment. It is basi-
cally a2 method of recording whether a characteristic is present or absent or whether an
action was or was not taken. Obviously, a checklist should not be used when degree or
frequency of occurrence is an important aspect of the appraisal.

The checklist is especially useful at the primary level, where much of the classroom
assessment depends on observation rather than testing. A simple checklist for assessing
the mastery of mathematics skills at the beginning primary level is shown in Figure 11.6.
If the intended learning outcomes are stated as specifically as this for each learning area,
a checklist can be prepared by simply adding a place to check yes or no. As with the rat-
ing scales, the stated learning outcomes specify the performance to be assessed, and the
checklist is merely a convenient means of recording judgments.

Checklists are also useful in assessing those performance skills that can be divided
into a series of specific actions. An example of such a checklist for the planting a tree is




Part I Classroom Tests and Assessments

Mathematics Skitis' Checklist
Primary Level e
Directions: Clrcle YES or NO to Indicate whether skill has'been demonstrated, : ;

YES NO 1. Identifies:numerais 0 0. 10.

YES NO 2 Countstod0. _ _

YES ~ NO 3, Gioups gbjects into sets of 11010, At

YES NO 4. Identifies basic geometric shapes (circle, square, rectaig
triangle). e 481

YES ' 5. ‘ldentifies coins (penny, nickel; dime}, : it

YES 8, ' Cormmpares|oblects and |dentifles: bigger—smalier; longe
heavier-ighter. . : $ i

YES, 0 7..States ordinals for.a series of 10 objects, (1st, 2nd, :

YES N 8. Coples numerais.1 to 10.

YES 9. Tells:ime to the half hour.

YES 10. Identifies one-half of an area.

Figure 11.6
Checklist for evaluating students' mastery of beginning skills in mathematics

shown in Figure 11.7. The performance has been subdivided into a seres of observibi
steps, and the observer simply checks whether each step was satisfactorily complalg
The checklist in Figure 11.7 includes mostly those actions that are desired in a good pek
formance. In some cases, it may be useful to add those actions that represent commid
errors so that they can be checked if they occur. In Figure 11,7, for example, we mig
add after Item 5, “Does not place tree on an angle not perpendicular to the groung M
the checklist is to be used by students, the incorrect actions should, of course, be clea
identified as such. -
The following steps summarize the development of a checklist for assessing a prog
dure consisting of a series of sequential steps:
1. Identify each of the specific actions desired in the performance. i
2. Add to the list those actions that represent common errors (if they are usefi
the assessment, are limited in number, and can be clearly stated). ¥
3. Armange the desired actions (and likely errors, if used) in the approximate ot
in which they are expected to occur. 3
4. Provide a simple procedure for checking each action as it occurs (or for n (e
ing the actions in sequence, if appropriate), ;

In addition to its use in assessment of process, the checklist can also be used ol
sess products. For this purpose, the form usually contains a list of characteristics thald
finished product should possess. In assessing the product, the teacher simply |
whether each characteristic is present or absent. Before using a checklist for
assessment, you should decide whether the quality of the product can be adequi
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1

'Dﬁm-iﬁé;‘mhmimmrhrpMnm has:beéh followed In:planting
e A e B in,
- 1. Dig’a hole as deap:as the\rootball and twice as wids,
. '2./LooseniUp soll'around fhe: free hole f:it/lst00 hard!
_ '3/ /Remove:the containar from the rootball.
4. /Loosen the'rocta 8o they afe hot knofted up.
‘5. Place the tre&'In the hole, making sure that the tree is at the right level of depth
for the ground.
6. Fill the soil In around the roots:and pack the soil with your hands and feet to
. femovs any alr,pockets.
7.;Make'a small dat around the base of the tree with the lsftover soil.to hold In
water.
8. Soak the base of the tree with water..

Figure 11.7
Checklist for correctly planting a tree

described by merely noting the presence or absence of each characteristic. If quality is
more precisely indicated by noting the degree to which each characteristic is present, a
rating scale should be used instead of a checklist.

In the area of personal-social development, the checklist can be a convenient method
of recording evidence of growth toward specific learning outcomes. Typically, the form
lists the behaviors that have been identified as representative of the outcomes to be as-
sessed. In the area of work habits, for example, a primary teacher might list the following
behaviors (to be marked yes or no):

* Follows directions

* Seeks help when needed

* Works cooperatively with others

* Waits turn in using materials

* Shares materials with others

* Tries new activities

* Completes started tasks

* Returns equipment to proper place
* Cleans work space

Although such items can be used in checklist form if only a crude appraisal is desired,
they can also be used in rating scale form by recording the frequency of occurrence (e.g.,
always, sometimes, never),

Although we have described the individual use of checklists, rating scales, and anec-
dotal records (see Chapter 13), they are often used in combination when assessing student
performance (see Table 11.2).
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Table 11.2

Combining techniques to assess laboratory performance in science

Types of Proficiency

Examples of Paerformance
to Be Assessed

Assessmoent Techniques

Knowledge of experimental
procedures

Skill in designing an experiment

Skill in conducting the experiment

Skill in observing and recording

Skill in interpreting results

Work habits

Describes relevant procedures
|dentifies equipment and uses
Criticizes defeclive experiments

Plans and designs an expariment
to be performed

Selects equipment
Sets up equipment
Conducts expsriment

Describes procedures used
Reports proper measurements
Organizes and records results

Identifies significant relationships
Identifies weaknesses in data
States valid conclusions

Manipulates equipment effectively
Completes work promptly
Cleans work space

Paper-and-pencil testing
Laboratory identification tests

Performance assessment with.

focus on product (checklist)

Performance assessment with
focus on process (rating scale)’”

Performance assessment
(analysis of report)

Performance assessment and ofgl

questioning

Performance assessment with:

focus on process {checklist)

STUDENT PARTICIPATION IN RATING

o

In this chapter, we have limited our discussion to rating scales and checklists u5¢¢
the teacher. We purposely omitted those checklists and rating scales used as self-regig

techniques by students because these will be considered in the following chapter, B

closing our discussion here, however, we should point out that most of the devices uses

for recording the teacher’s observations also can be used by students to judge their
progress. From an instructional standpoint, it is often useful to have students rate

selves (or their products) and then compare the ratings with those of the teacher. If:

0

RN

comparison is made during an individual conference, the teacher can explore with ei@
student the reasons for the ratings and discuss any marked discrepancies between
tWO sets. i
Self-rating by a student and a follow-up conference with the teacher can have mag
benefits. 1t should help the student (2) understand better the instructional objectis
{(b) recognize the progress being made toward the objectives, (c) diagnose more effective]
particular strengths and weaknesses, and (d) develop increased skill in self-ass
Of special value to the teacher is the additional insight gained.
Student participation need not be limited to the use of the assessment instrun
It is also useful to have students help develop the instruments, Through class discussis

ELemet
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|.
for example, they can help identify the qualities desired in a good speech or a well-
wiitten report. A list of these suggestions can then be used as a basis for constructing

o

SUMMARY
: Performance tasks provide a means of assessing a variety of student skills that cannot be
measured by objective tests. To name just a few of the possibilities in addition to written

measured well by objective tests.

Restricted-response tasks are more structured and require less time to administer
than extended-response tasks. These features Facilitate reliability and wider coverage of
a content domain, Extended-response tasks are best suited to the measurement of more
complex learning outcomes, such as gathering, organizing, synthesizing, evaluating, and
presenting information,

ability of performance across tasks designed t0 measure the same or similar learning
outcomes, it is important to base decisions on evidence accumulated from severa] tasks.
4 Rating methods are a systematic procedure for obtaining and recording the observers’
judgments. Of the several types of rating scales available, the descriptive graphic scale
seems to be the best for school use. In rating procedures, products, and vardous aspects

ics, (b) identify the learning outcomes that the task is
intended to assess, (¢) limit ratings to directly observable behavior, (d) define clearly the
characteristics and the points on the scale, (€) select the most appropriate rating proce-
dure, (f) limit the number of points on the scale, (g) rate performances of all students on
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one task before going on to the next ones, (h) rate performances without knowledge
the student’s name whenever possible, and (i) combine ratings from several raters whe

results may have long-term consequences for students.
Checklists perform somewhat the same functions as rating scales. They are useds

assessing both process and products where assessment is limited to a simple presefi

absent judgment.

Having students help construct and use rating devices has special values fromi -
standpoint of learning and aids in the development of self-assessment skills. -

LEARNING EXERCISES

1. In an area in which you are teaching or plan to
teach, identify several learning outcomes that can
be best measured with performance-based assess-
ment tasks. For each leaming outcome, construct
two tasks.

. What factors should be considered in deciding
whether extended performance assessment tasks
are to be included in a classroom assessment?
Which of the factors are most important?

. Describe how performance assessments might be
used to Ficilitate leaming. What types of learning
are most likely to be enhanced?

. Construct a rating scale for one of the following that
would be useful for assessing the effectiveness of
the performance.

4. Giving an oral report
b. Working in the laboratory
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