T he goal of assessment is to obtain a sound inference about what a student

knows, understands, and can do. Such inferences can then lead to good
decisions that enhance student learning and can also inform teachers, the pub-
lic, and policy makers. While the principles of reliability and validity have
served us well as the foundation of sound assessment, it has recently become
evident that issues of fairness are equally important.

There are many ways to think about fairness in relation to educational
assessment, and it is not possible to discuss all these complex issues in this
book. A full consideration would explore testing in relation to broader social
goals, and legal and ethical issues. I will be concerned with fairness as reflected
in the nature of assessments and the use of information generated from assess-
ments in classrooms and schools.

WHAT IS FAIRNESS?

The term fairness can be defined from several per§pec’five§ (Hegbert & Hauser,

1999). It can be defined broadly as a condition or situation in whlch assessments
are not unduly influenced by factors unrelated to the leamplg objectives or
~ standards that are being measured. Fairness can also be descnbfed ais:h equlicle}tbk;
and j i ed. The term bias is often thought o
just treatment of those being assess L e
opposi airness. Obviously, assessments shou

th:f ﬁ(iaa:fisfbased on gender, race, socioeconomic status (SES), or other

i d. If some
. influence the performance being assesse . !
i I; factors unrelated to what is being

» an advantage because 0
assessment is not fair.
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: iscriminatory, uninflue

d and nondiscrimina 7 nced |
! nts are unbiase gl
~ Fair aiseiirgesuch as gender or race and by SUbleCtI(‘i’ s iacltlors such as the
1r'rele¥;a: tscgier In other words, in a fair assessment, Sht;\ ents fave the oppoy.
e t Jemonstrate their learning in a way such that effiper OO e ho;
LA gender, ethnic background, disability, or other factor

distorted by their race, e acia e fair assessment is also character.

unrelated to the purpose O
ized by scoring that is not affected by these factors. e
Unfair assessments result in performances that both underestimate ang

overestimate the traits being measured. A common exampi; Ofd unfair assess.
ment is when particular groups of exarpmees are put at a t15;1 tljt/antage, This
frequently occurs when there is somethmg about the content of the assessment
that makes it more difficult for students with ce’ertal.n.charac.:tenstlcs. Fpr example,
suppose a test is designed to assess students’ writing skills by asking them t

respond to the following prompt:

Write a short story about a boy who practices very hard to be good in basketball and
makes the team.

This type of prompt may be easier for boys to respond to than for girls. Girls
may score lower than boys not because they don’t have the writing skills but
because they are less familiar with this sport. This suggests that the prompt is
biased against girls. On the other hand, boys may score higher because they
have experience to draw from in writing their short stories. In either case, there
is some distortion in the performance caused by a factor unrelated to what is
being assessed. Another good example is a reading comprehension assessment
in which the content of the reading passage favors one group over another. If the
content is about a sailing experience, then examinees who live in a community
in which sailing is ubiquitous would probably have an easier time reading and
understanding the passage than would examinees who know little about sailing.
Although it is impossible to completely remove all unfair aspects of

an assessment for every student, teachers and administrators can do much to
ensure that assessments are as fair as possible. We can also understand the var-
?}32 vivsrslysa f‘?:zﬂfssl can affect our interpretations and uses of assessment results.
P arly important given the increasingly diverse characteristics

of students and increased emphasi i 3
is SEY ; ;
needs. Because of these conditlioo on identification of students with speaal

of validity and reliability, ns, fairness is just as important as the standbys
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would have studiegd it’
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mathematics test, they will practice
ve feedback about what they show. If
ssay test that will be graded with a
pull together their thoughts in a way
the criteria, rather than simply memo-

showing their work and, it is hoped, recei
students know that they will have an e
known set of scoring criteria, they will
that organizes the content to respond to
rizing content.

Let’s look at another example in more depth to illustrate the importance of

specificity and clarity in learning targets, the test itself, and scoring criteria.

Suppose you are going to teach a unit on cultural diversity. Here is the first
learning target you identify:

Students will be able to identify and learn about different cultures.

You tell students that they will be tested on this learning target at the end of
the unit. This information, although shared with students, is so general and
- vague that it indicates little about what will be learned, the test format, and the
scoring criteria. Students are left guessing about what they really need to learn,
what will be on the test, how they will be tested, and how the test will be
scored. Consider the next more specific target and description of assessment:

they are both similar and different.

ou inform students that the assessment will be a constructed-response test

students will list the characteristics of each of the cultures and indicate

hev are similar and ways they are different. With this information,
have a much better idea about what to learn and how Fhelr learning

ssed. There is much less guessing based on idiosyncratic student dif-

lich makes the assessment fairer.

target is even more specific:

| ' st lain how each culture
1 ionit six characteristics of three cultures, explar ur
“iz}t;efgs and explain the implications of these differences and simi-
jom of expression and tolerance.

: y will learn and how they will be

i e of target is fairer because it
P th clarity and specificity.
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Another good illustration of the importance ofhthe taz%;tfi 01; iiz?zgr% to

drive. Students take a driver education course with the exp ain

e . .- if students were taught to drive
specific skills will be tested. It would be unfair 1 ;

; i (5 hen asked to demonstrate their
using an automatic transmission and then, W 1 B Ealrob s
skills, had to do so with a manual transmission.- What 14170” ok A
students at the beginning of the course that they ha.d o, s
tently with both a manual and an automatic t%‘ansmlsswn. aiilo i

One of the positive consequences of ensuring that stu'dents ' owh 1e earn-
ing targets, the test format, and scoring criteria in adVan.ce is t.hat it can help moti-
vate students and help them obtain a learning goal or ientation. Recent research
has indicated that students are intrinsically motivated when they learn for
mastery, rather than for mere performance (Ames, 1992; Dweclf & Leggett, 1988).
With a learning or mastery goal orientation, students are motlva?ed by a foFus
on mastering a task according to established standardg Qevelopmg new skills,
improving competence, and gaining understanding and insight. In addm.on,.vyhen
students assume a mastery orientation, they are more likely to see a significant
link between their effort, feedback, and the outcome. This link promotes more
internal attributions for success (e.g., reasons for success such as ability and
effort). Finally, mastery-oriented goals lead to greater effort and involvement as
well as greater interest and positive attitudes (Pintrich & Schunk, 1996).

In contrast, when students have vague information about the learning tar-
gets, the type of assessment, and scoring criteria, they tend to assume a perfor-
mance goal orientation. Students are likely to focus on the consequences of the
outcome, that is, a grade or some other recognition or reward, with relatively
little concern about the level of understanding or learning. When only general
information about the targets and assessments is provided, students find it more
difficult to see the link between their effort, feedback, and the outcome.

The principle of goal orientation is nicely illustrated with gymnastics. The
targets are clear and specific, and the criteria by which gymnasts are judged are
public and well understood by the athletes and coaches. This results in a learn-
ing orientation that encourages intrinsic motivation. When gymnasts are judged,
the assessment is usually fair because the athletes know that the same rules
apply to all and they know, in advance, how their performances will be judged.
ny.nnasts prepare a §pe§ific routinfe to demonstrate their skills, knowing ahead
of time that thg routine is appropriate. Can you imagine gymnasts attending a
meet not 1.<nowmg the nature of the specific routine they should perform or how
it will be judged?

Figure 4.1 shows how student knowledge of specific learning targets and
-tlr}e nature of the assessments used to measure the knowledge lead to more pos-
itive student motivation, engagement, attitudes, and achievement.

‘ FAIRNESS RELATED TO OPPORTUNITY TO LEARN

1o eafm is a phrase that means students have had adequate time
priate instruction to enable them to obtain proficiency or mastery- It
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Figure 41  Positive Effects of Students’ Knowledge About Targets and Assessments

simply is not fair if students are held accountable for knowledge and skills that
have not been taught or that have not been part of the curriculum. This is espe-
cially troublesome when interpretations about the quality of schools or teach-
ing are made on the basis of student achievement tests, Obviously, when students
have not had an adequate opportunity to learn the knowledge and skills cov-
ered by the test, they are likely to get low scores. Serious decisions based on
these low scores, such as school accreditation, teacher employment, and with-
holding of high school diplomas, are invalid due to lack of opportunity to learn.
Itis not so much a matter of accuracy because students indeed may not have the
knowledge and skills, but the consequences are inappropriate.

At the classroom level, opportunity to learn is directly related to what
teachers do and the instructional resources provided. Did students know how to
learn the targeted knowledge and skills? Were there adequate resources for all
students? Was there adequate supervision at home for homework? Did the

lessons implemented cover what was on the test? Has illness or absenteeism
- made it difficult for some students to learn the material? How adequate was
instruction? Is it fair to hold students accountable for poor instruction?
e types of questions raise issues related to opportunity to learn. Obviously,
rtunity to learn is a matter of judgment and of degree, but there should at
be guidelines to identify situations that clearly limit students’ opportuni-
that this information can become part of the interpretation of the scores.
ple, it would not make much sense to make a negative judgment about
or school on the basis of student test scores based on knowledge and
the teacher or school simply did not include as part of instruction.

RELATED TO STUDENT
' KNOWLEDGE AND SKILLS

ss students on content or skills that require prerequisite
e g, or skills that they do not possess. Such knowledge
referred to as enabling behaviors because o neces.st?ry
- ating the targeted learning. For instance, writing
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. . for being able to respond to an essay questioy,
skills are considered enablers need%d to answer a social studies test. Hoy,

just as reading comprehension is

i i fairness?
id this otential source of un m |
can teachers avoid 5 dentify the prereqmsxte knowledge and skills that

Shivnede g nt to i f .
First, it is importa ematics unit focused on reasonin

mple, suppose a math :
i i A g}:he items on the test required students to reaq

ski fractions, an
S e blems. Successful performance on such a test

short paragraphs to solve the pro : . g
depen%s ogn s}t)udents’ skill in adding, subtracting, multiplying, and d1V1d1ng

fractions and on students’ reading skills. Students would be unable to demon.-
strate their reasoning if they could not read and. understand the paragraphs,
even if they were proficient at working with fractions. 4

Second, teachers need to have a good understanding of the prerequisite
knowledge and skills that their students can demonstrate. Sometimes, this is
done with formal pretests or other structured assessment, but more often,
teachers use informal assignments and oral questioning to get a sense of whether
students have the needed knowledge and skills.

A different but equally important type of prerequisite skill is concerned
with test taking. Test-taking skills are those that allow students to maximize
their performance by not being distracted by format or approach. For example,
if a new question format is used, students need to become familiar with that for-
mat prior to the assessment. If students are going to be using Scantron forms for
the first time, they need practice in using these forms. More general test-taking

skills include the following;:

e Paying careful attention to general directions and how answers are to be
made

Paying attention when reading or listening to items

Pacing so that not too much time is spent on one item

Being willing to skip difficult items initially and return to them later
Answering all items if all are included in the scoring

Learning how to guess the correct answer

Learning how to omit wrong answers on multiple-choice tests rather
than looking for the right answer

Checking so that item and answer numbers match

Checking answers if time permits

Organizing essay answers before writing them

Realizing that some items will be very difficult and not being too con-
cerned when this occurs :
Knowing the scoring criteria for performance assessments

Knowing acceptable formats for completing performance assessments
Knowing how to prepare for the test :
Knowing how to handle test anxiety

Another set of skills has been identified as test-wise skills. These o help the
examinee identify correct answers by errors in test questions or by clues to the o
rect answer. Such deficiencies are common in poorly Constructeg i
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e Looking for grammatical clues such ag inappropriate use of “
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In a study of the effect of training on performance, the training is an

_
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. dependent variable

™

a
b. independent variable
¢. continuous variable

d. control variable

e Looking for vague words such as “often” or “usually” that may indicate
the correct answer. Absolutes are typically incorrect.

In an experiment, the independent variable is
a. measured at the end
b. always matched with a control variable

c¢. almost always categorical

BESERES Frr¥ FIL

d. the most important variable for understanding the result

o ® Looking for options that are longest or most precise.

If a quasi-experimental study examines the effect of training on performance, what pos-
sible extraneous variable would need to be controlled if at all possible?

a. Differences between the groups that could account for differences obtained on the
dependent variable

b. The situations in which the performance is tested
¢. The directions given to the subjects

~d. The time of day of the training

| Should students be trained in these types of ski.lls? Al.though .all students
ly need test-taking skills, there may be some hesitancy in teaching students
test wise. What is important for fairness is that all students have the same
of test-wise skills. To ensure this, it seems to me that it is desmﬁle ;g
rm all students about these types of skills. More generally, studtints s 'ﬁub

with the format and type of question and response dat th e
assessment. This is often accomphbSheCtl l;}; E:;/Egpsrzuv igzsy};ig
; . stu 5
or sagg;tg 3\1:25 (:X&f:tpi:ig;gixa);nples during test preparation
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t will be on the test. But it does make sense to teach , /4

that are identical to wha s the content and skills that vy -

the test in the sense of teaching student ,‘
assessed. g
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FAIRNESS RELATED TO ABSENCE OF BIAS “‘"“;aﬁ“'
IN ASSESSMENT TASKS AND SCORING # 2
Wy

A fair assessment is one in which neither the assessment tasks nor the Scoring ;01"?1}
, s

contains bias. This type of influence is perhaps the best known source of unfajr. LA
ness in testing. Bias can be defined as quah@es of the assessment that distort e
performance because of the student’s ethnic1ty,.gender, race, religious back.
ground, SES, or other characteristics. Such distortion, as pomtesl ou.t earlier, can
distort by either raising or lowering test scores, but usually bias is associateq

with a negative impact (hence the phrase “biased against”). Popham (2007) has | L\\t
identified two forms of assessment bias: offensiveness and unfair penalization, /
Offensiveness o s 55
Offensiveness occurs when the content of the assessment offends, upsets, ‘c of ge!
angers, distresses, or otherwise creates negative emotions for students of par- -i“‘\‘;mesy
ticular subgroups. The negative effect influences the performance of these "t had
students, lowering their scores and reducing validity. The distressed students “Y\e\ A
are distracted from what is being assessed and focus more on the offensive =it
content. Offensiveness is particularly unfair when stereotypes of specific sub- g
groups are present. Suppose a test question portrays women in low-status, :;:a\-ome}\tt
low-paying jobs and men in professional positions. Women taking the test iy
may be offended by the negative portrayal. The distress leads to less than ok your
optimal performance, resulting in scores that underestimate the actual knowl- ) Sy
edge of the students. Some men taking the test will also be offended by such Wanish, w
content. Table 4.1 shows some additional examples of test items that may cre- i |
ate offensiveness. ' m"ﬂntagk
In large-scale testing, item writing and review procedures are used to elim- W e
inate any offensiveness in the content of the assessments. In classroom testing, Mgy,
however, it is more likely that such offensiveness will occur. Teachers simply-do o, ;:
not have the time or resources to conduct systematic reviews of test content. For G
assessments that have important consequences, it is advisable for teachers to W R
ask a colleague to review the content to look specifically for offensiveness, as m 4
well as other types of bias. Because teachers are often unaware that themntﬂ‘t m*
may be biased by unconsciously including wording or characterizations that y

may offend some students, a review by a colleague is helpful. T o o

- Unfair Penalization

‘Unfair penalization refers to bias due to the content of the assess
1akes ﬂwassessment more difficult for some students than for others.
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fair Penalization
Table 42  Examples of Unfal puter competency test t:)I;\
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Socioeconomic  Students ar€ ;ﬁ‘l‘;lreﬁ;glpabs i

background promoted to hig preEy iy s to plan a tri

Socifeconomic Students are required to work in sn’;iliifml‘;ﬁs thgy s llglcflr\??
their school to Washington, DC. In. A P 1' ns will b )

bspgound enses and an itinerary of activities. The pla e graded
exp

5i 55 cticality-
on comprehenbweness and pra y.

i ?
Religion What is the Koran: . 2 ;
Location Write a persuasive €ssay about using hiking as recreation. In your
answer, compare hiking with sailing.
Gender Dale Earnhardt’s car traveled at 180.5 miles per hour for the entire

race. How many seconds did it take him to finish the 200-mile race?

formal and informal assessments. Consider the impact of the following cultural
differences (McMillan, 2007a):

¢ Knowledge from the immediate environment of the student provides a
vocabulary as well as an indication of the importance or relevance of assess-
ment tasks (e.g., large city, ethnic neighborhood, rural, coastal, and farm).

e Depending on the culture in which the student lives, there may be differ-
ent norms and rules for sharing beliefs, discussion, asking questions, tak-
ing turns, and expressing opinions.

e Respect and politeness may be expressed differently by students from
different cultures (e.g., silence, squinting as a way to say no, looking up
or down when asked a question, and not looking into another’s eyes

when answering a question).

o Learning style differences may influence a student’s confidence and moti-
vation to complete certain assessment tasks (e.g., preferences for working
alone or in a group, learning by listening or reading, ability to think ana-
lytically or globally, and tendency to answer reflectively or impulsively).

The influences of these differences will be minimized to the extent that teachers
and administrators first understand them, then review assessments for possible
bias, and finally incorporate possible limitations because of bias in their mterpre—
tations of student performance. The differential impact of cultures is also mini-
mized by using multiple assessments with varying formats. This helpé ents
show their progress toward achieving the learning target and results in n re va

 inferences about their progress. If one assessment technique or appr
~~ stude:nts from one type of background, another technique g}; | ;

age to those same students. Using different types of assessmen)ﬁrﬂ! OV
the others. For example, students who perform p00r1y g
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necessarily bad. Realistic, accurate expectati
priate instruction. Expectations that are b

iased be g
ticular group, however, need to be avoid il membership in a par-

ed. When such expectations occur, the

nd the nature of subijective i
Here are some examples of stereotypes in education: subjective judgments.

i “Jocks aren’t very bright.”
“Girls do better in most subjects than boys.”
1 “Girls do poorly in mathematics.”

“Kids from the south side are great athletes but are weak academically.”

“A single-parent home means the father won’t be involved.”

In its most negative form, inappropriate use of stereotypes is self-fulfilling
and detrimental. For example, if a teacher has a stereotype about students from
a certain ethnic background and that stereotype is translated into behaviors
toward the students, then the students may interpret that behavior as an indi-
cator of their capability. Should students perform consistently with the com-
municated level of performance, the teacher or administrator will in turn
interpret this as evidence to reinforce the original stereotype. A useful way to
think about such stereotypes is to consider when they are made in relation to
assessments, that is, prior to, during, or after instruction.

L
&
.

Stereotypes Prior to Instruction or Assessment

A hallmark of an effective teacher is to match instructional activities with
the capabilities that students bring to school. Teachers need to asse}sls these capa;
bilities prior to making final decisions about instruction. Slzxc ?jjssz?g\e
~ occurs before school begins, continues during the ﬁrSt bwe-lem;r new units.

‘new school year, and occurs again B el:h er%d andg interpreted
During these “preinstructional” times, information is gathe

to answer such questions as the following:

handle the new material?

sted?

motivation?

‘Do students have the content Knowledge and skills to
| students be most intere

what aspects of the content wil e
maximiz
can I take into account backgrounds of students to

heterogeneity will there lae in th
ts who are behind others!

e clags? How canl [ accommo-

63



. _Based Education
64 Assessment Essentials for Standards-Bas

erpretations and conclusions are by

int
Stereotypes develop when Consider the following examples;

i n
Iagmented or partlal mformatl()l 1.

“John comes from a single-parent family; he will have difficulty Completing
his homework.”

“Tanya is from the low-income area of the city; she will be behing in
mathematics.”

“This class has mostly boys; it's going to be difficult to control.”
“These Hispanic students from Mott Middle School will need remediatiop, ~

“Carol has dirty clothes; she probably Eiidn't gst a good breakfast and wij
probably have difficulty concentrating in class.

In each case, judgments are made on the basis of stereotypes, rather than on
evidence specific to each individual or group. . o

To design the most effective instructional experiences, it is helpful to gather
as much evidence as possible about student backgrounds and capabilities. When
this is done systematically by reviewing school records, test scores, and recom-
mendations from previous teachers, it is more likely that undesirable stereotypes
will be avoided. Stereotypes are also avoided as teachers interact with and get to
know each student. This interaction occurs during the first week or so and, when
added to other information, can provide a complete and accurate assessment.

Stereotypes During Formative Assessment

As instructional activities are being implemented, there is a need to con-
stantly gather “evidence” from students that is focused on how much students
are paying attention and learning. This continuous monitoring provides feed-
back to the teacher to assess progress toward understanding the content or
accomplishing the skill. Teachers typically use informal observation of students
to accomplish formative assessments. This involves looking at and listening
to students and then interpreting their behavior. Both verbal and nonverbal

student behavior is important. The goal is to obtain an accurate picture of where

students are in relation to the lesson and learning targets, and stereotypes
interfere with an accurate interpretation of these observations. ¥

Stereotypes can influence formative assessment in a general, contint
way or can be more specific to particular situations. If teachers have a st
type about boys being on task less than girls, in general, teachers may

L ‘,,toz_' boys more clc?sel_y than girls. If there is an expectation that stud

| from these students is interpreted to
h;:vh;le silence from other students means they are bor
Mmd with an accurate formative assessment:
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» % , orm :
students. General opinions of individual stuq Stereotypes about certain

%‘ »; ugmart,” on the one hand,'may contrast with °Pif1?é;sa§f o?:lk:; st(:d ”bnglht” or
: as “unable,” “not very bright,” or even “dumb.” Thjs stereotypin e?;i ?beled

q, | whalo” for each student that may distort subsequent evaluatiolzls %0 be c?)flrg ?
n tent with the nature of the halo. For example, a student viewed as bright mlasy

ive an answer that will be interpreted on the b

the basis of the quality of the answer. It is also

| assessments to be influenced by primacy effects, in which initial impressions

Op» : have a distorting effect on later assessments, and by recency effects, in which
interpretations are unduly influenced by the most recent observation.

asis of the halo as much as on
possible for teachers’ formative

-4

Stereotypes During Summative Assessment

s

Stereotypes distort summative assessments most in the scoring of student
responses. When constructed-response assessments are scored, teachers use
their judgments of the responses to interpret student progress and learning.
These judgments require subjectivity to a certain extent, and it is in this subjec-
tivity that stereotypes can lead to unfair evaluations. Suppose a teacher is grad-
ing responses to an essay question. Will knowing the name of the student
completing the response mean that some type of stereotype of this student will
influence the evaluation (e.g., “She never does well on these types of assign-
ments” or “She always does great on essays”)? This is definitely possible. Is it
likely that a teacher would evaluate a performance assessment more positively
for some students than for others solely on the basis of characteristics unrelated
to the assessment? For example, will student athletes receive lower evaluations
because a teacher has a stereotype that they are more concerned about their
sport than about an upcoming test? Are students who belong to the drama club
stereotyped as better actors and actresses, so that when judgments are made
about who will be assigned different parts in a play, this stereotype influences
the judges to select the drama club students for the best rgles_? o

These types of stereotypes can be avoided if scoring criteria are specific apd
explicit. The more general and vague the scoring criteria, the more opportunity
there is for stereotypes to influence the judgments that are made. When grad-
ing students’ constructed-responses, it is best to grade one‘questlon at a time for

Il students, and, if possible, grade them without knowing the names of the
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teristics. If, for example, all the female examinees do well e;nd 3 tt eer:(;;

e do poorly, there may be something in the scoring rfe ate c; gb e

ses that is unfair. As indicated earlier, differepthl per Or'lnlull)zcreﬂzcted
o8 doesn’t mean there is bias, but if there 15 bias, it wi

mmmative assessments, then, provide data that may indicate

e of test takers of different races,
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FAIRNESS AS IT RELATES TO 4
ACCOMMODATING SPECIAL N EED

One of the most challenging aspects of teaching i accommodating students with

mild to moderate disabilities who are now routinely mamstream'ed. m.t O regular
classes. From the standpoint of assessment of these students, it lii Important
for legal, ethical, and instructional reasons to adapt asse§sment pré:li oy 50 that
they are fair and unbiased. Legally, teachers are responsible for ga erng infor-
mation, through assessment, to identify students who may become el}glb}e for
special education services. Assessments are used by ’geachers to provide infor-
mation needed to determine if students are making satisfactory prpgress toward
meeting learning targets specified in their Individ}lal Education Pr.ograms
(IEPs). For both of these responsibilities, the law requires that the .sele.ec’a‘on and
administration of assessments must not be racially or culturally discriminatory.
At a minimum, the law requires the following;:

1. Personnel administering tests must be trained.
2. Assessments must be in the child’s native language.

3. Assessments must identify specific needs, not a single, general indication
of ability or aptitude.

4. Assessment materials and administration must accurately indicate apti-
tude or achievement without discriminating against the child’s disability.

5. No single score or procedure is sufficient as a sole criterion for determin-
ing an IEP.

6. A multidisciplinary team needs to assess the child in all areas related to
the suspected disability.

These provisions mean that assessment must be planned and implemented
so that the score is determined by the trait being assessed and not by the dis-
ability. That is, it would be unfair to use a test written in Enghsh to determine
that a student, whose primary language is Chinese, has low ability or aptitude.
It would also be unfair to conclude that a student with a fine motor disability did
- not demonstrate understanding as reflected in an essay quastmn because there
- was insufficient time for the student to write the answer. In other words, it is ille-

| for the score of the trait being assessed to be mﬂuencedby oo RS
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Table 43  Factors That Affect the Assessment of Students With Disabilities

L

P

Factor Impact on Assessment

t\ Poor comprehension Understanding directions; completing assessments
% Poor auditory skills Unde.rstandir_lg oral directions, assessment tasks, and
questions; being distracted by noises

Poor visual skills Understanding written directions, assessment tasks, and

ques.tions; decoding symbols and letters; being distracted
by visual cues

Time constraints Finishing assessments
\ Anxiety Finishing assessments and being able to think clearly;
b demonstrating best work
4

Embarrassment Finishing assessments; being reluctant to ask questions

Variability of behavior  Finishing assessments; demonstrating best work

: Many students with even mild disabilities have difficulty with comprehen-
b sion. This means that they may not understand directions well or remember a
sequence of steps required to complete a task. This is especially troublesome for
abstract tasks that require reasoning or other thinking skills. For example, a

: question such as “How is the Canadian government different from a socialistic
form of government?” would be much more difficult than “What are the char-
B acteristics of a socialist form of government?” Auditory and visual difficulties

can exacerbate limits to comprehension. If students have trouble processing

verbal information quickly and accurately, or if visual and perceptual disabili-
# ties make it hard to discriminate letters and symbols, then comprehension is

affected. During tests, many students with disabilities will be easily distracted

by visual cues such as gestures or motions of others, which disrupt their visual
i focus and concentration.

Time can be a major difficulty for many students with disabilities. It simply
takes these students longer to complete tests because of Mtations related to
how quickly they can understand and process informatlon and record their
answers. Timed or speeded tests, for example, may lea}d to ‘mcre.ased levgls .Of
anxiety, especially if students are concerned thnt t.helr disability will make it dif-
ficult to complete the task within given time limits. .

Students with disabilities may be more sensitive to feelings of embarrassment
than are other students. To avoid embarrassment, they often want to hide or dis-
e their disability so that they will not be singled out by peers. As a nesult, they
want to be treated like all other students. They may not ask questions about
ctions they do not understand or may hand in a test when o.thers.do, even

ey have not finished. Finally, the behavior of students Wlth disabilities
B sicinific: tly from one setting to another or from one time to another.

Rt teachers need to be flexible with assessments and realize that at
nt :‘ disability may pose extreme difficulties for the student.
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Assessment accommodations fo .
test construction, and test a

into three categories: test directions,

2oocA

Stration,

Directions
Directions can be modified in the following ways:

Read written directions slowly, and give students ample opportunity ,

ask questions.

Keep directions simple and short.

Give examples of how to answer questions if students are not familiay
with the format.

Give separate directions for each section of the test.

Give one direction in each sentence.

Check students’ understanding of the directions.

Monitor the students during the assessment.

Test Construction

~ Tests should be constructed to include plenty of white space, a font size that
is not too small, and double spacing. Different sections should be clearly differ-
entiated, with only one type of question on each page. Each page of the test
should be numbered. Other accommodations to the format of the test depend
on the type of item, as illustrated in the following examples. i

Short-Answer, Essay, and Completi ;i
hor . & pletion Items. Short-answer and essav it
d1fcfl1culF for st1'1dents with disabilities because of the organizag' i
3:; ; ;erlingg :?lllcsorequlred. Long, complicated questions should be
mpare,” “contrast,” and “discuss” :

. . . % S a
clearly defined. Limit the number of questions, and alrlf):lvs iftll

Multiple-Choice and Binary- 1
rather than writing the le
a sepa

ho
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. Performance Assessments. The firg Ry

abilities because the assignments and requirements can be individualized
to show progress in whatever time frame is appropriate. Portfolios could be
adapted by modifying requirements to include those that would be least affected
by the disability. Reflections by both the student and teacher could be included
that specifically address progress despite the presence of the disability.

Adaptations in Administration of Assessments

Many of the adaptations that need to be made in the administration of an
assessment are dependent on the nature of the disability. In general, the goal is
to use procedures that lessen or remove the negative impact of the disability on
the trait being assessed. Some of the suggestions for adaptations are based on
common sense (e.g., for students who have difficulty hearing, be sure that the
directions are written; for students with a visual difficulty, make sure directions
are given orally). It is best to place a “Testing: Do Not Disturb” sign on the class-
room door to discourage visitors and other distractions. Some students may
need to be removed from the regular classroom and taken to a separate room in
which distractions are minimal. If someone can monitor the assessment, the
student will have more opportunities to ask questiong and be less likely to be
embarrassed when asking for clarification or other assistance.

- Classroom teachers who are unsure about appropn.atg a§sessment accom-
modations should check with the special education specialist in the school. This
will help the teachers understand the nature of the disabilities and what specific

ommodations are appropriate.

In Table 4.4, suggested adaptation
of disabilities. For many students, ho
to be addressed (e.g., students w1
comprehension, anxiety, and time cons

fe
e
i
g

s are summarized according to different
however, several of these difficulties

th an auditory disability may also
traint difficulties).
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