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Legal, Ethical, and Professional
Responsibilities in Assessment

Learning Outcomes

. List the types of requirements teach- 4. Explain why teachers need to be objec-

ers must keep in mind as they assess
children.

. Define reliability, validity, and fairness 5.

and describe how to make an assess-
ment more reliable, valid, and fair.

. Describe what may lead to the assess-
ment bias in today’s classroom and
explain how such bias can be avoided.

tive and maintain confidentiality while
engaged in student assessment.

ldentify potential ethical concerns as-
sociated with the use of assessment
results in inappropriate ways.
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eachers must advocate for fairness in assessment, where the rights of

all concerned are addressed. This involves the use of professional and

ethical behavior toward assessment activities, including planning, gath-
ering information, and conveying the results and their meaning to parents.
All teachers must know what professional and ethical behavior in assessment
means, and act accordingly. On a daily basis teachers collect and record impor-
tant, sensitive information about children. The decisions and recommendations
based in part on that information can influence children’s opportunities to
learn and are thus considered “high stakes.” A recommendation for inclusion
in a program for gifted or talented learners; for special help for a child with
learning disabilities; or for an early primary-grade child to be retained, pro-
moted, or required to attend summer school relates to that child’s opportunity
to learn and must be made with great care. Even decisions about instructional
methods and goals have an impact. For example, overemphasis on drill and
practice may deprive children of opportunities to apply knowledge to practical
problems. Reports to parents and other school personnel must be fair and fac-
tual. To fulfill their legal, ethical, and professional responsibility in assessment,
teachers must

* Know federal, state, and local requirements related to assessment.
* Ensure that assessment information is accurate and trustworthy,

*  Assess all children fairly.

* Follow professional and ethical guidelines.

* Use assessment information in appropriate ways.

This chapter is long and weighty because the topic is weighty. It reflects the
importance of educational assessment in schools and society.

Federal, State, and Local Requirements
Related to Assessment

Many federal and state laws, regulations, court decisions, and policies influence
assessment. These have changed over time and will continue to do so, reflecting
social, demographic, and political shifts; perceptions of educational need; eco-
nomic realities; and a host of other factors.

Federal laws take precedence over state and local laws and policies. They
are the “law of the land.” What that means in education is that a school or early
childhood center supported in part by money from the federal government ac-
cepts the regulations and requirements that accompany that money.

Federal Requirements

Federal laws pertaining to student assessment fall into two broad categories.
The first mandates large-scale assessment for accountability purposes. These
measures are designed to determine if children are receiving the services they
are supposed to and learning what they are expected to learn at their grade
level. The second category relates primarily to families and children with special
needs: physical, mental, or behavioral disabilities or cultural or linguistic differ-
ences. These laws have many implications for the assessment of all children.

Assessments for Accountability. Federal requirements for accountabil-
ity from schools that receive federal money are found in the reauthorizations
of the Elementary and Secondary Education Act (ESEA) and the regulations



Chapter 2 Legal, Ethical, and Professional Responsibilities in Assessment 13

based on those laws, The specifics of how the requirements are applied are
negotiated between each state and the U.S. Department of Education, Educa-
tors should expect modifications in those agreements as well as alterations in
the legislation and regulations. For example, some states assess and track indi-
vidual students’ progress over time rather than testing to see what percent of
children achieve proficiency each year. Consult the U.S. Department of Educa-
tion website for current information. Refer to the individual states’ Department
of Education websites for state agreements to comply with the requirements.

Even though specific accountability requirements may change with ongoing
legislation, certain aspects of accountability laws are likely to continue to influ-
ence early childhood assessment and education:

¢ To receive ESEA federal funding, all states, public schools, and school
districts will need to comply with federal regulations.

* Each state will negotiate its approach to accountability.

* Progress must be shown for all students.

* Emphasis will be on reading and mathematics.

* Resulting data will be made available to parents and the public at large.

* There will be pressure on early childhood educators to prepare children
for accountability measures, whatever they are.

Prekindergarten programs that receive federal funds, such as Head Start and
Title I, or combinations of federal, state, and local funds have their own account-
ability measures that vary according to the program, the policies of the state,
and the type of program.

Federal Requirements Relating to Children with Special Needs. Federal
laws, their amendments, and the resulting regulations and court decisions relate
to children, families, and educational assessment procedures. They build on the
basic civil rights of all citizens: the right to equal treatment under the law, due
process, and privacy.

* Preschool through primary-age children are entitled to a free and public
education in the least restrictive environment. They should be assessed
in the language they know best.

¢ Parents must be notified and give informed consent before administration of
any measures for classification, planning, or placement. They may request an
evaluation, reevaluation, or independent evaluation of their child. Also, they
may have their child assessed in the language the child knows best.

.* Parents can question and challenge actions related to their child’s educa-
tion taken by the school. They may review their child’s records, obtain
copies, challenge questionable information, and have such information
withdrawn. Schools must have written permission from the parent be-
fore releasing any information from a student’s records.

* The means used to identify, classify, and place children must be used
for the purpose for which they are intended. Such measures should pro-
vide information that assists in determining the educational needs of the
child academically, developmentally, and functionally. A variety of cul-
turally and linguistically fair assessment tools and strategies should be
used. No single procedure can be the sole criterion.

* Information from all sources must be documented and carefully consid-
ered. This includes assessment information provided by the parent, cur-
rent classroom-based assessments and observations, and observation by
teachers and related service providers.
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*  Accommodations and alternate assessments must be available for chil-
dren with disabilities who are taking part in state- and districtwide as-
sessment programs,

*  Young children with disabilities must have an individual educational
plan (IEP) prepared by an educational team that includes a general edu-
cator, a special educator, someone knowledgeable about assessment and
the implications of assessment results for classroom practices, parents,
and other involved persons. The educational team is responsible not
only for developing the IEP but also for evaluation, delivery of instruc-
tion, and monitoring student progress (PL 94-142 (1975) The Education
for all Handicapped Children Act; PL 99-457 (1986); PL 101-576 (1990,
1997, 2004) Individuals with Disabilities Education Act (IDEA); PL 93-
380 (1974) Family Education Rights and Privacy Act).

National requirements such as these have changed both the nature and the
amount of assessment that teachers are expected to do. Two examples will illus-
trate: inclusive education and response to intervention.

Inclusive education refers to the inclusion of youngsters with special needs as
fully as possible in all aspects of education and community life—the “least restric-
tive environment.” At one time, children with special needs were usually taken
out of the regular classroom and placed in self-contained “special ed” classrooms.
The regular classroom teacher had no responsibility for their education. Inclusive
classrooms include all children as much as possible, and teachers are part of an
educational team responsible for instruction, including assessment.

Response to intervention (sometimes called response to instruction) (RTI) is
a strategy for distinguishing between students who may be struggling to learn
and those who are learning disabled. It is usually considered as a “prereferral,”
meaning that it is carried out before a child is referred for evaluation for spe-
cial education services. In the RTI strategy, high-quality instruction in language,
literacy, and mathematics is provided for all children at differing levels of in-
tensity and with differing approaches within a core curriculum. The premise is
that most children will learn if they receive appropriate instruction targeted to
their assessed needs. Those who do not learn may require special services. The
statute and regulations require “data-based documentation of repeated assess-
ments of achievement at reasonable intervals” (International Reading Association,
2009). Frequent, classroom-based, instructionally relevant assessment—progress
monitoring—is essential. Response to intervention is a framework to help teach-
ers and schools provide effective instruction, primarily in language and literacy,
based on the assessed needs of the learners. In the process, the humber of chil-
dren who achieve success in regular school should increase, and those children
who need specialized services will receive them in a timely fashion.

State and Local Requirements

States have varying approaches to accountability. Many have developed their
own tests and large-scale testing programs aligned with state standards and ob-
jectives. Some use existing standardized achievement tests. These types of tests
meet federal testing requirements. State requirements for assessment of children
in state-funded prekindergarten programs also vary. Some states have no state-
funded prekindergarten programs. Other states require rigorous monitoring of
early childhood programs (such as adult-child ratio, floor space, equipment,
and activities offered} but no assessment of children. Some states require chil-
dren’s progress to be reported but leave the nature of that reporting up to local
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programs. And other states require that all programs receiving state funds use
a certain instrument and process such as the Work Sampling System (Meisels,
Dichtelmiller, Jablon, Dorfman, & Marsden, 2001) so that results from all pro-
grams can be aggregated and analyzed.

Local school district and early childhood center policies about assessment,
record keeping, and reporting also vary. Teachers need to know what is kept
in cumulative files, personal files, and health records and who sees the files
for what purposes; policies about what teachers and children put in classroom
portfolios; and policies and procedures for referral of children for further as-
sessment, including prereferral strategies. Also, teachers must be knowledgea-
ble about local procedures for documenting and reporting required information
about children and families, such as suspected child abuse and neglect, as well
as what information is transferred from one early childhood setting or program
to another and how. For example, as primary-school children move to the inter-
mediate grades, what reading and writing samples and records go with them?
These are local decisions that will vary, unlike federal laws and court decisions
that have national application.

Ensure That Assessment Information Is
Accurate and Trustworthy

Assessment should be valid, reliable, and fair. These three criteria help edu-
cators evaluate assessments and the inferences that are made based on that
information.

The freedom that teachers have in classroom assessment is accompanied by
professional responsibility to make sure the information is accurate, trustworthy,
dependable, fair, and free of bias (Cambourne & Turbill, 1990; McMillan, 2008;
Popham, 2013). Reliability and validity—concepts most often associated with
test construction and development—also apply to classroom assessment. Stand-
ardized achievement and screening tests meet rigorous standards before they
are deemed reliable and valid, and statistical information relating to reliability
and validity is published so that potential users can evaluate it. See Chapter 10
for more information on reliability and validity in standardized tests. Such rigor
is not necessary for information used for ongoing continuous assessment (Shep-
ard, 2000), yet there must be some check on reliability and validity to make sure
the results represent what a child knows and what he or she can do. There are
no statistical tests for fairness or absence of bias. However, that does not lessen
its importance in assessing children’s learning in a diverse society.

Evaluation of the trustworthiness of assessment information is part of the over-
all process of assessment and should be done continuously—as information is being
collected and recorded, and as it is summarized, analyzed, and used to make deci-
sions or reports. It is easy to assume that because the teacher is directly measuring
something, the appraisal is reliable, valid, and fair. This is not the case, however.
Throughout this text are examples of ways to increase the accuracy and trustworthi-
ness of information. At this point, here are some general guides and cautions.

Reliability

The results of assessment should be reliable, consistent, and dependable. They
should be reproducible—in other words, one should be able to obtain a simi-
lar performance at another time or place. Reliability is the extent to which any
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assessment technique vields results that are accurate and consistent over time.
To increase reliability:

e Make assessment situations nonthreatening and supportive.

¢ in informal assessment, make questions and requests clear and under-
standable.

* Especially in a published assessment, follow the directions exactly.

*» Be alert to the impact of environmental distractions on children’s
performance.

e Check that assessment results seem consistent with overall capacities;
the child’s mental or physical state—how he or she “feels”—can influ-
ence performance, as can other factors.

* Make more than one assessment.

Direct and persistent questioning can make children uneasy, resulting in
performances that do not reflect their true abilities. This is true for all children,
but particularly for those who do not regularly engage in back and forth dia-
logue at home. Adults they don’t know speaking in an unfamiliar way in an un-
familiar setting may render even the most talkative child mute!

Be precise in following directions on published assessments or standardized
tests. The reliability of these tests depends on duplicating the original conditions
(Chapter 10). In informal classroom assessment, vague or confusing questions
and requests yield unreliable results because they can be interpreted in various
ways at different times.

Environmental distractions such as a noisy group discussion in another part
of the room, interruptions by other children, or a strange situation can cause
unreliable results (Maeroff, 1991; McMillan, 2008). Unexpected events such as a
loose hamster, unplanned assembly, or fire drill can affect a child’s responses
and therefore the reliability of the assessment.

How the child is feeling, including mental state, illness, fatigue, lack of inter-
est, anxiety, or a “bad day,” also impacts reliability. An argument at home, on the
school bus, or on the playground can make any appraisal done that day unreliable,
Be alert for uncharacteristic behavior or inconsistencies. The information obtained
on one occasion should be comparable to information obtained on other occa-
sions and consistent with other information collected at other times from other
sources and methods (Sattler, 2008). For example, suppose Ms. Maclaren is meas-
uring social interaction of a group. As she reviews her record of the interaction,
she finds that José stayed alone most of the morning. Ms. Maclaren thinks, “This
is so unlike josé. He is usually right in there making suggestions.” Ms. Maclaren
concludes that this is not a reliable sample of José€’s social interaction because it
does not capture his normal behavior. On another day, he would probably interact
freely. The difference in performance suggests unreliability of the assessment.

To increase reliability, make more than one measurement of the same behav-
ior. If you decide information from an assessment is unreliable, do not use it. If
you suspect information may be unreliable, mark it, and have the child repeat
the activity or demonstrate the behavior in a different situation. One of the big
advantages of informal assessment is that youngsters can have more than one
chance to demonstrate their capability.

Validity

Validity is the extent to which any assessment technique fulfills the purpose for
which it is intended. Tt has to do with both the assessment and the interpreta-
tions, conclusions, or inferences that can be made based on the information
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gathered (Cronbach, 1990; Popham, 2013). Valid assessments appraise what they
were designed to do; that is, they provide accurate information about the item
under consideration. The interpretations or conclusions are also reasonable and
fair, given the information that has been collected (Woolfolk, 2012)

In addition, teachers need to think of validity in terms of what is being as-
sessed (Herman, Aschbacher, & Winters, 1992), Is it significant and important? Is
it aligned with expected outcomes for children—what children have or will have
an opportunity to learn? Will it be meaningful to you, the child, and others who
are concerned with the child’s learning and development? To increase validity:

* Provide enough samples to cover or adequately represent a behavior.

* Assure that the samples are “balanced”—that is, don’t overemphasize
one type of information or one context.

* Check to see if information obtained in different ways converges.

* Confirm that the assessment is measuring what you intend.

All assessments are samples, because it is physically impossible to assess
every possible incidence of a behavior (Sattler, 2008). A valid assessment must
have enough samples to be representative of the entire behavior. There are no
hard and fast rules about how much information is needed to cover or ade-
quately represent a behavior (Cronbach, 1990). This depends partly on the
behavior being assessed. It takes only a few items to yield valid results on a
specific behavior such as using a ruler or indicating equal-arm balance. Much
information will be necessary to make valid statements about development in a
large and complex domain such as cognitive or social development,

To be valid, the representative sample must be balanced (Cohen, Swerdlik,
& Sturman, 2012; Kaplan & Saccuzzo, 2012; Miller, Lovlar, & Mclntire, 2012).
The assessment should not overemphasize one type of information or oversam-
ple one context. For example, a child’s ability to identify letters should not rely
solely on information from written work; pointing to or saying the letter names
should be included. To obtain a valid measure of a child’s sharing behavior, a
teacher must observe the child in several contexts: outdoor play, snack, coopera-
tive learning groups, and others. Evidence from a variety of sources, methods,
and contexts measuring the same thing should converge (Cronbach, 1990).

A valid assessment provides evidence about what it is supposed to assess
and not something else. Suppose a teacher is interested in the number of roles
children will assume during a dramatic play activity. He sets up a bus and in-
vites several children to play. During the assessment, one child makes herself
the bus driver and insists that all the other children act as the children on the
bus. When any of the other children suggest roles other than children, the “bus
driver” shouts them down. The total number of roles played in the session is one
per child, although different children attempted but were not allowed to change
roles. The appraisal is not measuring the number of roles children take but
the social interaction when one child dominates the group. The teacher must
make another assessment to measure role-taking and role-changing behavior.

One way to check validity is to compare children who do well with those
who do not, then identify reasons for those differences. If the reason for the
differences is the behavior you are trying to measure, then the assessment is
probably valid. If differences are caused by something eise, then the assessment
is not valid. For example, Ms. Aptos designed an art activity using small seeds
glued to paper to measure patterning abilities in children. Comparing the group
of students who produced a pattern with those students who did not, she found
that there were no differences in the ability to make a pattern with blocks and
beans—objects larger than the small seeds she used. But results from the seed
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project were similar to those of her appraisal of fine motor skills. Children who
did well in the fine motor assessment also did well in this patterning activity.
This was not a valid assessment of patterning, because fine motor skills were as-
sessed, not the ability to produce patterns.

Do not use invalid data. Repeat the assessment, modifying the way informa-
tion is gathered for that particular individual or group. If information was not rep-
resentative or too few indicators were included, assess to obtain the missing data.

Fairness

Probably no issues related to assessment are more emotionally and education-
ally charged than those related to bias and fairness. One of the harshest criti-
cisms of standardized tests is that they may be biased against children who are
not of the dominant culture and language or are from families with low income
and educational levels. This concern for fairness extends to all assessment pro-
cedures. Indeed, informal appraisals that rely on an individual to gather infor-
mation and determine its meaning increase the potential for bias.

Bias usually refers to a test, procedure, result, or use that unfairly dis-
criminates against one group in favor of another. It is a complex concept, not
easily simplified, and involves not only tests and assessment procedures but
also use of the results (Aber, Jones, & Cohen, 1999; Berk, 1982; Cronbach,
1990; Jones, 1988; Shepard, 1982). The overrepresentation of young minority
group children and dual-language/English-language learners in special educa-
tion classes and their underrepresentation in programs for gifted and talented
children is a frequently cited example of bias (Hosp & Reschly, 2004; Snow &
Van Hemel, 2008).

Fair assessment is essential to the education of all children in a diverse so-
ciety. The next section explores the concept of fairness as it pertains to contem-
porary concerns.

Assess All Children Fairly

We will discuss three conditions in which fairness in assessment is of particu-
far concern to early childhood educators: assessing children with disabilities,
children who need challenge, and children whose linguistic, social, and cultural
backgrounds differ from those of the dominant culture. There is expanded guid-
ance on fair assessment of children from racial, ethnic, and language minority
groups.

Children with Disabilities

Identifying and educating youngsters with special needs—such as disabilities,
developmental delays, or learning problems—is a challenge. Many children with
special needs do not fit any categories, or alternatively may fit several. Those
who have severe hearing or vision impairment or severe neurological, orthope-
dic, muscular, or multiple disabilities are usually identified and diagnosed before
they enter the classroom setting. Less obvious needs—such as learning disa-
bilities, speech and language problems, emotional disturbance, attention deficit
disorders, or mild developmental delays—may first be detected by a classroom
teacher. The developmental “red flags” in Appendix B will alert you to a possible
need for special help.
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Even when teachers are sensitive to possible problems, they must be careful
not to overidentify. Many school “problems” are perfectly normal behavior for
children of a given age, developmental level, or cultural group (Armstrong, 1995;
McAfee, Leong, & Bodrova, 2004; Woolfolk, 2012). Children’s abilities to listen
and attend are influenced by the time of day, the number and type of distrac-
tions, their interest in the activity, and other variables. Inappropriate educational
programming or classroom guidance may result in failure to learn or in child
behavior that is distracting or disruptive. Active young children who are asked
to sit and work at tasks beyond their developmental level, or just to sit still too
long, may seek unacceptabie outlets. Children who need to manipulate, arrange,
rearrange, and solve problems with objects may fail to learn if the same task is
presented with symbols only.

Developmentally and individually appropriate programs lessen unrealistic
expectations of young children and allow identification of children who truly
have special needs. Most schools, centers, and agencies have multiple safeguards
to ensure that children’s and families’ rights are protected. These include class-
room intervention and instruction strategies for struggling students, such as re-
sponse to intervention/instruction (RTI). Evaluations that lead to placement in
special programs are considered “high stakes,” and teachers work with many
other people to make those recommendations.

Children Who Need Challenge

Young children may need special challenge for many reasons: the richness and
variety of their educational and family experiences; early learning of basic skills;
precocious development in a particular area; generally advanced development;
being older than other children in the group; or being creative, gifted, talented,
or of “high potential.” Classroom assessment can identify children who need
challenge, the areas in which they need it, and some guidance for appropriate
activities to nurture their interests and abilities. Not all children who need chal-
lenge are gifted or talented, but fairness indicates that teachers should be as
alert to these children’s needs as to those who have difficulty.

As with any other assessment of young children, the potential for error is
great. It is easy to mistake rapid learning, early maturation, or special train-
ing for true giftedness. Teachers are likely to confuse conformity, neatness,
and good behavior with giftedness. Giftedness and talent take many forms, but
early childhood schools frequently recognize only intellectual prowess—being
“smart.” Parental pressures to have children in gifted programs can have nega-
tive effects on the child. Designating a youngster as gifted, talented, or of high
potential should be done with all legal and ethical safeguards.

Children from Diverse Social, Cultural, and
Linguistic Backgrounds

Young children in the United States come from diverse backgrounds. They vary
in race and ethnicity; culture and degree of acculturation; language dominance
and fluency; family income and educational level; rural, rural-isolated, urban,
suburban, or inner-city home location; family structure and values; and prior
school experience. Administrators and teachers represent those same back-
grounds. And regardless of whether they recognize it, all these individuals
bring those differences to the classroom assessment process. Teachers, families,
and children are often unaware of cultural differences that may influence chil-
dren’s performance (Gonzalez-Mena, 1997, 2008, Phillips, 1983; West, 1992). In
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a fast-changing cultural setting such as the United States, acculturation occurs at
varying speeds, and knowledge of the powerful and subtle ways home, commu-
nity, and culture influence children’s development is often lacking.

Fair, authentic assessment is essential if schools are to educate all children
regardless of their social, economic, or cultural backgrounds. To these differ-
ences in child backgrounds-—including racial and cultural heritage, health, fam-
ily situation, as well as experience with schooling—one could add gender, place
of residence, family financial and social status, educational level and English-
language proficiency of parents or guardians, length of time immigrant families
have been in the country, genetic inheritance, and the many other influences
that shape human development and make each person unique.

Standardized tests are criticized for lack of sensitivity to sociocultural influ-
ences on children’s learning. Classroom assessment holds the promise of being
more sensitive. This will not happen automatically, or even easily. In practice,
the challenge of developing equitable assessment processes for children from
diverse backgrounds may become the responsibility of the classroom teacher.
Consequently, teachers must acknowledge and understand the influence that
sociocultural background has on classroom assessment. These range from a
simple thing as whether the child is used to answering “test-like” questions
to deep-seated family attitudes—supportive, nonsupportive, or indifferent—
toward anything connected with educational institutions. For example, some
families may help their children in anything connected with schooling, coach-
ing them on how to behave and respond and providing supplementary experi-
ences. Others may not know how to help children bridge that gap, or even that
they could.

Teachers are also products of a particular sociocultural background, often
with little conscious knowledge of why they have certain values, expectations,
or ways of acting. When they interact with people who speak languages or dia-
lects other than theirs, or act in different ways, they may have a tendency to
judge those people’s behavior by their own standards. Understanding their own
cultural values will help teachers become more sensitive to cultural differences
in children and families (Derman-Sparks & Edwards, 2012).

Local sources offer the best guidance about cultural, language, and other
differences in a given community. Families, a family coordinator, a school-home
liaison, a cultural guide, or a language specialist, if available, should have local
and current information that will increase understanding. Schools, centers, and
human resource agencies often distribute printed information or conduct work-
shops on significant differences likely to be found within cultural groups in a
particular area. Economic, language, ethnic, and cultural groups are not mono-
lithic in their attitudes and practices, and generalizations may or may not apply
to particular individuals, families, or communities.

People have individual values, personal inclinations, and behavior styles that de-
termine how they will act. Any statement about culture is a generalization and
doesn'’t tell you how an individual in that culture will act. You can see trends,
themes, and probabilities, . . . but be careful about generalizing that information
to individuals. (Gonzalez-Mena, 1997, p. 98)

It is tempting to equate sociocultural differences with skin color, ethnic ori-
gin, name, or economic status, but reality is not that simple. Many families have
mixed ethnic, racial, and religious backgrounds through marriage, adoption, and
other circumstances. Some families have definite preferences and choices about
the cultural orientation and education they want their children to have—regard-
less of family background.
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Cultural and Linguistic Differences That May
Influence Assessment

Children’s backgrounds influence their knowledge, skills, attitudes, vocabulary,
and ways of interacting with other people. The language or languages they
speak and their level of proficiency in each are intertwined with their family and
community background in complex and subtle ways.

Knowledge and vocabulary about the ocean or the desert, inner-city or sub-
urban life, street games, families, food, and anything else will be related to the
place of that knowledge in a particular culture, and may be quite different from
what others expect. Children may have had limited opportunity to learn about
things others assume “everyone” knows—sports, television programs, movies,
holidays, advertisements, celebrities, and more.

Rules for expressing opinions, discussing, and taking turns in conver-
sation may differ from one culture to another (Gumperz & Gumperz, 1981),
Politeness and respect are communicated in different ways: averting the eyes
or looking “straight in the eye”; silence or response; saying or not saying “Yes,
ma’am,” or “No, sir.” Even “thinking seriously” is communicated in different
ways. When asked a difficult question, children from one culture may look
up, whereas children from another culture may look down. Teachers filter
this behavior through the school or their own culture to determine its mean-
ing. Chances are that the child looking up will be assessed as “trying harder”
than the child who locks down, unless the teacher is aware of the cultural
difference.

Sociocultural values help shape children’s development. This is a complex
process, but some simple examples will illustrate. One culture may empha-
size fine motor skills so that children may be advanced in cutting and draw-
ing, but behind in jumping, kicking, or running. Another may emphasize large
motor development so that children’s physical development is far ahead of
expectations. Some cultures emphasize independence, whereas others empha-
size cooperation.

Children from one cultural group may have learned ways of responding to
questions that put them at a disadvantage in school. One researcher found that
African American children’s responses were more likely to describe objects and
events in relation to themselves or their experience rather than to name the
object or event (Lawson, 1986)—for example, “It's bigger than the one I have
at home” as opposed to “It's bigger than the statue of the dog.” The expected
response in most school settings is the name of the object or event, Rules that
govern conversations—such as taking turns and being aware of pace in con-
versations, pauses and silence, and who asks and answers questions—may dif-
fer from what is expected in school. Children’s interactions with adults—when
they are to talk, to whom they are to talk, and what kind of language they
are to use—are influenced by their home culture (National Association for the
Education of Young Children (NAEYC), 2005). All these factors may influence
assessment.

The thinking processes and learning styles that children develop and use are
closely linked to the sociocultural environment in which they develop, as those
processes are nurtured in collaboration with others or in social arrangements of
children’s activities (Bodrova & Leong, 2007; Rogoff, 1990). Learning processes,
such as memory strategies, classification processes, and approaches to prob-
lem solving, are not developed solely within the individual, but “are intrinsically
related to social and societal values and goals, tools, and institutions” (Rogoff,
1990, p. 61). For example, taxonomic classification—putting things together in
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abstract categories on the basis of their presumed relationships—is emphasized
in school and some cultures. Perceptual categories—how things look the same
or different—are emphasized in others (Ceci, 1991). As schools and centers aim
to assess and teach complex cognitive processes, as well as reading, computa-
tion, and recall of facts, the influence of sociocultural differences may be more,
not less, important.

Assessment that occurs in school settings is subject to the biases of the
school culture, All schools have a “culture,” including certain values, rules for in-
teraction and behavior, and expectations (Frank, 1999). All children must make
some adjustments to being away from home. For most youngsters, these adjust-
ments expand their world and the repertoire of behavior and skills they have
at their command (Powell, 1989). However, children from some ethnic, cultural,
and community backgrounds must make more and often difficult adjustments
(Kagan, Moore, & Bredekamp, 1995) They may not be used to following oral
directions, performing on demand, or operating within the restrictions of the
setting. They may base their answers on social cues rather than on what they
“think” or know (Sattler, 2008). It is likely that these children will need more
explicit directions and support.

Implications for Assessment

“Assessment . . . presents a formidable problem for teachers of children outside
the economic and cultural mainstream” (Bowman, 1992, p. 136). Little defini-
tive research exists on the way assessment should be done to be sensitive to
diversity. Whenever human judgment is involved, the potential for human bias
increases. Teachers should take extra care to overcome that possibility. The fol-
lowing guidelines are based on available information, older research that has
implications for current practices, strategies particularly suited to working
with young children, and personal experience in assessing and teaching young
children.

Assume There Will Be Sociocultural Influences on Children’s Actions in
the Classroom. If nothing more, there will be differences among expectations
of the home and community, previous schools, and the current setting. Children
from a setting that stresses individual choice, initiative, creativity, and much peer
verbal interaction may be perceived differently from children who are quiet and
wait for direction. These differences may be present across all cultural, social,
or economic backgrounds. Assume, also, that there may be lack of congruence
among the school culture and the sociocultural settings of the home and com-
munity. Competitiveness and cooperation, gender-role differentiation, the impor-
tance of schooling in the life of the family or community, the relationship of the
child to adults, and many other aspects related to learning and teaching may
be involved. If you suspect that cultural, language, or other differences may be
operating, check it out. Use this information to understand why children may
be having trouble, and then gradually help them learn whatever it is they need
to know. However, don’t make the mistake of blaming all problems on a child’s
home background.

Distinguish Social, Cultural, Language, and Ethnic Differences from
Deficits or Disabilities, The disproportionate representation of minority
groups in special education is a national concern (Hosp & Reschly, 2004; Snow
& Van Hemel, 2008). Sometimes sensitivity to cultural differences in assessment
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and instruction is sufficient safeguard. Other safeguards related specifically to
assessment include:

* A clear prereferral and referral system that rules out cultural differences,
lack of English-language proficiency, or economic disadvantage as con-
tributing factors

* Documentation of prereferral efforts {such as response to intervention)
and their results

* Multiple assessment measures and a broad base of student data

* Tests and procedures that are technically acceptable and culturally and
linguistically appropriate

* Personnel who can interpret results in a culturally responsive way

Involve Parents and the Community. Parents and community language
and cultural specialists provide information and insight about children and the
diverse cultures and languages they bring to the classroom. They can also work
with the school to support children’s learning. Encourage parents to read to,
converse with, and instruct children in the language of the home, whatever it is.
Supply appropriate resources, if needed. For example, if parents are not com-
fortable reading English, help children learn how to discuss wordless picture
books, and make such books available to use at home.

Use Multiple Assessment Measures in a Supportive, Familiar Context.
Use both verbal and nonverbal measures. Set up assessment situations so chil-
dren can demonstrate their full capabilities. The freedom to do that is one of
the big differences between classroom assessment and standardized tests. “Most
children in low-income and minority communities have mastered [developmen-
ial tasks similar to those expected of all children], but their mastery may be
displayed in unfamiliar dress” (Bowman, 1992, p. 134). If one approach is not
appropriate, another may be; one provides a check against the other, so that a
youngster who is unable to respond in one context or to one method of assess-
ment has some options (Villegas, 1991),

Be prepared to rephrase, restate, or recast a task or expectation in terms fa-
miliar and sensible to the youngsters. Change the assessment context to a more
familiar one. Assess using children’s interests and activities, which should, in
turn, be linked to their homes and communities—the sociocultural setting.

Children who are unable or unwilling to respond to structured performance
tasks may be able to demonstrate their knowledge in informal “real-life situations.”
When she was asked to name celors, 4-year-old Leila simply did not respond. Less
than a half-hour later, during informal lunchtime conversation with her teacher,
Leila said all the color names correctly, linked with examples and incorporated
into functional, real conversation. Which is Leila’s true competence level? Assess-
ing in noncontrived “contextualized” situations—informal, comfortable, and famil-
iar—may enable children to perform at higher levels (Cazden, 2006).

Appreciate and Accommodate the Similarities and Differences among
Children’s Cultures. Identity and work with differences in a positive manner.
All too often teachers focus on perceived differences and overlook the similari-
ties (Jones & Derman-Sparks, 1992; Rogoff, 1990). Similarities may give points
of entrance for assessment and instruction. Above all, do not assume a lack
of ability or potential based on social, cultural, ethnic, or language differences
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(Burnette, 1999; Gonzalez-Mena, 2008; National Association for the Education of
Young Children (NAEYC), 2005; Snow & Van Hemel, 2008).

Dual-Language Learners/English-Language Learners

Given the diversity of languages and cultures, accurate and fair assessment of
dual-language learners and English-language learners is difficult and complex.
Schools have varying approaches to helping these youngsters attain English-
language proficiency. The following suggestions are congruent with most ap-
proaches. The recommendations that apply specifically to language learning
augment the more general ones relating to cultural and linguistic diversity.

®  Ideally, classroom assessment of dual-language/English-language is
done by bilingual, bicultural adults who know the child, These adults
may be teachers, language specialists, assessment assistants, or spe-
cialized consultants (National Association for the Education of Young
Children (NAEYC), 2005).

* Assess in both English and the child's bome language whenever possi-
ble. This should give the maximum amount of information to guide
instruction.

*  Assess to get information on English-language proficiency plus knowl-
edge of expected school-related content. Children may have adequate
English to get along in the classroom, but not to do content-related
tasks such as contrasting and comparing, sequencing, or comprehending
terms used in reading instruction (Gottlieb, 2006).

* Excepi when assessing English-language proficiency, accept the bome
language, English, or a mix as an appropriate response. It is the ideas
and concepts that are important for learning, regardless of what lan-
guage they are in.

*  Assess language development repeatedly over time, with emphasis on as-
sessment in everyday, natural seltings. Learning a language takes time;
children do not “pick it up” as rapidly as was once thought. They may
acquire social language rapidly, but require much more time for aca-
demic proficiency (Gottlieb, 2006; National Association for the Education
of Young Children (NAEYC), 2005).

The National Association for the Education of Young Children, Head Start,
and other groups have additional guides for assessing dual-language/English-
language learners. Guides relating to standardized testing are in Chapter 10.

et e e e o e e —

Follow Professional and Ethical Guidelines

Organizations involved in assessment have lengthy statements of professional
and ethical responsibilities related to assessment. Many of those principles
address the use of tests and testing. Some have special relevance to classroom
assessment: maintaining objectivity in assessing children and instruction, avoid-
ing labels, and maintaining confidentiality.

Be as Objective as Possible

Being objective means trying to obtain and use facts, information, or data with-
out distortion by personal feelings, beliefs, or prejudging. When personal expe-
riences, beliefs, or opinions strongly influence someone’s perception of events,
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facts, or behavior, that person is being subjective, not objective. For example,
the teacher who believes that boys are “better” at mathematical and mechanical
tasks may perceive all children through those beliefs unless that teacher takes
great care to look at what individual children know and can do. Likewise, if a
teacher believes that girls are “better” at language and reading, those beliefs may
influence her or his assessment and instruction in many subtle ways.

No one is totally objective. Even the information a person chooses to col-
lect is influenced by that individual's personal experience, beliefs, and interests,
One teacher observing children at play may focus on their social interactions;
another may note the cognitive and language aspects of what they are doing;
still another may zero in on their physical development. Teachers might judge
children on whether their hair is clean and neatly combed; the appropriateness
of their clothing; the dialect variations in their speech; the match of their person-
ality and interests to that of the teachers; and deeply embedded cultural values.
These judgments are often so much a part of a person and so subtle that the
person does not realize they exist. Although prejudging is sometimes connected
with low-income or minority families, it extends to all children: those with non-
traditional family structures; those whose mothers work outside the home; those
who are intellectually, socially, or economically privileged; or those who are “dif-
ferent” in any way.

Objectivity in collecting, recording, understanding, and using information
about children can increase the fairness, accuracy, and usefulness of assess-
ment. By no means should personal insights, feelings, and intuition be excluded,
but most educators need the discipline of objectivity to achieve impartiality
(Bentzen, 2009),

Being objective involves more than objectivity in collecting information
about children. Teachers should observe and evaluate not only children but also
how classroom procedures, instructional practices, and teachers influence chil-
dren’s behavior and learning. Not everything can be attributed to child char-
acteristics or learning needs. A child who is “distractible” in a noisy, chaotic
classroom may be task oriented in a different setting. A youngster who “hasn’t a
clue” about some math or science concept may “get it” with different examples, a
more down-to-earth explanation, or a different instructional approach. A teacher
who has worked hard to help a group of children master something may find it
difficult to believe that children still have much to learn. It is even more difficult
to acknowledge that instructional practices may need to be changed.

Avoid Categories and Labels

It is easy to place a “halo” on some children and see everything they do in the
best possible light. It is equally easy to consistently interpret the actions of other
children less favorably, especially those who always seem to be simply average,
regardless of their performance (Almy & Genishi, 1979). This lack of objectivity
may mask the needs of the “halos” and substantive progress of the others.
Labels—often in current jargon—slip out so easily: “ADHD” (attention defi-
cit hyperactivity disorder), “ASD” (autism spectrum disorder), “shy,” “withdrawn,”
“acting out,” “underachiever,” “gifted,” “troublemaker.” Not only can a label give
the false impression that a real and unchanging characteristic has been identi-
fied but it can also stick to a child for years regardless of its accuracy. Labels
usually have connotations, often negative, that may set up inappropriate expec-
tations about individuat children. Concentrate on describing and understanding
individual children instead of labeling them (Goodwin & Driscoll, 1980). There
are times when children have to be diagnosed as being in a certain group to
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receive appropriate services, but such diagnoses are beyond the authority of the
classroom teacher.

Maintain Confidentiality

Federal and state laws and policies establish that parents and children have sev-
eral rights relating to assessment. One of these is the right to privacy. Parents
must give permission before any testing or release of information to someone
other than the parent or the educational institution. It is the responsibility of the
school to keep a written record of who has seen or requested to see a child’s
records (PL 93-380, the Family Educational Rights and Privacy Act of 1974).

In addition, there are ethical constraints on school personnel. When work-
ing with children all day, it is easy to carry incidents, frustrations, or interest-
ing observations into a teachers’ lounge, nearby restaurant, or social gathering.
Don't fall into this trap. Share information about children only with people who
have a need and a right to know. Never make potentially damaging oral or writ-
ten remarks. Keep written notes, checklists, or other records—even those that
are in progress—in a place where they are not readily accessible to adults or
children who might casually read them. Place private information in the appro-
priate and confidential file, and discuss it only on a professional basis. Teachers
are in a position of trust. In this privileged role, they know many things about
children and families that may never appear on paper, much less arise in casual
conversation. Teach ethical behavior related to confidentiality of information to
any classroom assistants or volunteers.

Children’s portfolios that consist primarily of work products are usually all
right in open folders in the classroom. However, if you share classroom space
with other community groups, find a lockable cabinet in which to store the fold-
ers. Keep portfolios that contain information usually considered private, such as
performance results or summary reports, confidential. Children’s journals pre-
sent a special case. Although they are done as part of classroom work, they
sometimes contain children’s feelings, concerns, and problems, including ones
from home. Make a distinction between journals that simply report on a child’s
project or class work and those that may be more personal. Young children can
seldom make a distinction between what is private and what is to be shared
with other children and teachers. Teachers may have to screen student work.

Notes, full or partly completed checklists, rating scales, and other forms
should be placed in a file folder, a drawer, or slipped to the bottom of the stack
on a clipboard, away from casual reading by anyone. Also, remember to teach
ethical behavior related to confidentiality of information to classroom aides and
volunteers.

Use Assessment Results in Appropriate Ways

The following are guidelines for using assessment results in appropriate ways.

Know the Limitations of Each Method of Assessment
and Guard Against Overreliance

Each method of getting and recording information about children has strengths
and limitations. Checklists, for example, are a good way to record the pres-
ence or absence of knowledge or skills, but they give little information about
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Summary

the precision and subtlety of children’s thinking processes. Interviews, discus-
sions, or children’s reflections are needed to tap thinking processes. One type
of information complements the other. For important, high-stakes decisions, use
multiple assessment windows-—several sources, methods, and contexts—to get
the best information possible (American Educational Research Assaciation, 2000;
American Educational Research Association, American Psychological Association,
& National Council on Measurement in Education, 2014; National Association for
the Education of Young Children (NAEYC) & National Association of Early Child-
hood Specialists in State Departments of Education (NAECS/SDE), 2003). Results
of standardized tests or inventories should be weighed against the outcomes of
other types of assessment.

An appropriate test, clinical assessment, or in-depth diagnosis by a spe-
cialist can validate or cast doubt on the results of informal appraisals. Human
behavior is complex, and the instruments for assessing it are relatively crude.
Assessment results are estimates, at best. Teachers must regard them as ten-
tative, subject to error, and subject to revision on the basis of additional
information.

Use Assessment Results for the Intended Purposes

Assessment results should be used for “specific, beneficial purposes: (1) making
sound decisions about teaching and learning, (2) identifying significant concerns
for individual children, and (3) helping programs improve their educational and
developmental interventions” (National Association for the Education of Young
Children (NAEYC) & National Association of Early Childhood Specialists in State
Departments of Education (NAECS/SDE), 2003, p. 2). Other purposes include re-
porting to and communicating with families, other professionals, administrators,
funding and regulatory agencies, and citizen groups, and helping to know and
understand the students in the classroom. Inappropriate uses include delaying
children’s entrance to school; retaining children in grade; recommending chil-
dren for special programs without proper safeguards; and placing them in rigid,
unvarying groups or “tracks.”

As early childhood teachers assume additional assessment responsibilities, they
also assume professional responsibilities specific to assessment. Federal, state,
and local requirements for assessment and accountability impact most class-
rooms. Legal and ethical responsibility relates to giving all children an equal op-
portunity to learn. Teachers should know federal, state, and local requirements
related to assessment; ensure that assessment information is reliable, valid, and
fair; assess all children fairly; follow professional and ethical guidelines; and use
assessment information in appropriate ways.

Federal laws pertaining to assessment fall into two broad categories. The
first mandates large-scale assessment for accountability purposes. These meas-
ures are designed to determine if children are receiving the services they are
supposed to and learning what they are expected to learn at their grade level.
The second category relates primarily to families and children with special
needs—physical, mental, or behavioral disabilities—or with cultural or linguistic
differences. These laws, regulations, and court rulings have implications for the
assessment of all children.



28

Part | Professionalism in Assessment

Information from assessments should be reliable, valid, and fair (free from
bias}). To increase reliability, make assessment nonthreatening and supportive,
make directions, questions, and requests clear and understandable; follow direc-
tions on published instruments exactly; be alert to the impact of environmental
distractions on children’s performance; check that results seem consistent with
overall capabilities; and make more than one assessment.

To increase validity, get enough samples to adequately represent a be-
havior; maintain “balance” in the samples (that is, don’t overemphasize one
type of behavior or one context); check to see if information obtained in dif-
ferent ways converges; and make sure the assessment is measuring what is
intended.

To increase fairness to all children and families, be as objective as possible,
avoid labeling or categorizing children, be objective in evaluating classroom pro-
cedures and instructional practices; and maintain confidentiality. Take special
care to be fair to children with special needs because of disabilities or devel-
opmental delays, children who need challenge, children from diverse sociocul-
tural backgrounds, and dual-language/English-language learners. Because of the
increasing cultural diversity in the population, and the increasing number of
dual-language/English-language learners, guides for better assessment of these
children are given. Teachers must be sensitive to the way children and families
from different cultures and backgrounds respond to assessment and make ap-
propriate adjustments or changes. Obtain information from families and commu-
nities in culturally sensitive ways.

Use assessment results in appropriate ways. Know the limitations of each
method of assessment, guard against overreliance on any one; and use assess-
ment results only for the intended purposes.

w Check Your Understanding 2.1: Click here to gauge your understanding of
chapter concepts.

b Media Connections 2.1: Click here to apply your understanding of chapter
concepts.

1. Objectivity is essential in assessment, yet no one is totally objective,
Reflect on your thoughts, feelings, and attitudes in your interactions with
young children, What do you detect that might interfere with your objec-
tivity? What do you detect that could aid your objectivity? Identify some
possible reasons for these tendencies.

2. Every culture, including the school culture, has “rules” that govern its
members’ behavior. In classrooms these rules are usually known so well
they are noticed only when someone doesn’t follow them. Identify the
“rules” of a classroom setting with which you are familiar. Which are
explicit (stated) and which are implicit {not stated, but assumed)?

3. Look at your own sociocultural background, the language or lan-
guages you speak, and your familtarity with children and families
with backgrounds different from yours. What strengths do you bring
to a classroom of culturally diverse learners? What may you need to
learn?
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For Further Study and Discussion

1. The school you are teaching in plans to use paraprofessional classroom
assistants to help observe and make records of children’s performance.
Identify what classroom assistants and teachers need to know and do to
safeguard the ethical and legal responsibilities of the school.

2. Mr. Hiller is assessing Matthew's reading comprehension and recall by
evaluating an oral book report given in front of the class. Matthew says
very little when giving his book report orally to the class. Mr. Hiller
suspects that Matthew’s anxiety level is very high, so he talks to Mat-
thew informally and confirms his suspicions: Matthew was too nervous
to talk! Using the concepts of reliability and validity, discuss how Mr.
Hiller should understand this assessment and in what other ways he
could check Matthew’s reading comprehension and recall.

3. Children who need challenge are sometimes overlooked in the regular
classroom. What are some reasons for this? What could you, as a teacher
or future teacher, do to respond to those children’s assessed strengths
and needs?
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Why, What, and
When to Assess

Learning Outcomes

1. List all major decisions in the assess- 3. Differentiate between assessment
ment cycle and explain how these are done to learn about children as indi-
interconnected. viduals and as members of a group

and assessment done to monitor
children’s progress toward expected
outcomes.

2. Name the four purposes of assessment
and provide examples of each.

4. Explain how the timing of assessment
influences the type of information
gathered and the assessment proce-
dures used.
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pers:)nal stamp on what and how they assess, how they organize files, and how
they use information. However, a systematic way to think about assessment can
help organize the process and make it workable.

Assessment Decisions

Decisions have to be made before the process even starts: Why is assessment
being done? What will be assessed? When? Deciding how to assess requires deci-
sions about collecting and recording information (Chapters 4 and 5). Compiling,
summarizing, and interpreting information help clarify what it means so that
teachers can use it for the intended purposes (Chapters 6, 7, and 8). To simplify
the process, consider assessment as a decision-making task. Figure 3.1 highlights
major decisions in the assessment cycle.

Figure 3.1 Major Decisions in the Assessment Cycle
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“The intended use of an assessment—its purpose—determines every
other aspect of how the assessment is conducted” (Shepard, Kagan,

Why Assess? & Wurtz, 1998, p. 6). Teachers assess to determine individual chil-
(Purpose) dren’s developmental status at a given time and their progress and
R e change over time. Status refers to children’s current condition or situ-

ation with respect to any particular aspect of growth, development,
or learning. What do the children know? What are they able to do?
What are their feelings, interests, and attitudes as well as their physi-
cal health and well-being? Status is concerned with “where children
are” in their development. This basic information is then used for
other purposes:

v
<
[ﬁ]w[%

1. To monitor children’s development and learning

2. To guide classroom planning and decision making in order to help
children learn

3. To identify children who might benefit from special help

4. To report to and communicate with others

These purposes are not entirely separate, of course. Information that guides
classroom planning may also be used for reporting to parents; assessment during
daily activities may reveal concerns about individual children that other measures
miss. Let’s look at each of these purposes separately.

Monitor Children’s Development and Learning

Teachers can’t assume that any given child or group fits their expectations of
children that age. All 4-year-olds or 6-year-olds are not the same weight and
height, nor do they all know and do the same things. Diversity of every kind—in
language, culture, prior experiences, social skills, and basic temperament—is to
be expected. Teachers assess to determine a child’s and a group’s strengths and
needs at a given point in time.

Teachers also monitor and keep track of children’s progress and change
over time. They do this to (1) provide evidence of learning to themselves, par-
ents, and children; (2) guard against the assumption that because “we’ve worked
on that” the children have learned it; and (3) make needed changes in response
to what children have or have not learned (formative assessment).

Because teachers and aides work daily with children, they may not realize
how much children are developing and learning. Progress often comes gradu-
ally, in small increments. Only when a child’s (or group’s) performance is com-
pared with what she or he did on the same task a month or several months ago
is progress evident. Such evidence of progress motivates adults and children
alike. Most teachers are elated when a child who has been having trouble with
something “gets it.” They are delighted when the experiences they have planned
and implemented result in desired outcomes—and are motivated to continue.




and progress. All teachers are inclined to think that if something is “taught,”
learners will “learn.” This cannot be assumed, either with a preschooler trying
to learn how to enter and become a part of a play group or with a primary
youngster trying to master regrouping in addition and subtraction. Periodically,
a focused look and comparison with earlier information is needed.

Guide Classroom Planning and Decision Making
in Order to Help Children Learn

Assessment information is essential to plan and implement an appropriate pro-
gram. Assessment “in the service of instruction” helps teachers decide where and
how to begin, how long to work on a given goal or objective, when to review,
and when to make changes to help children learn. Initial assessment and peri-
odic assessment of progress, placed against program goals and expectations, can
help teachers make long- and short-range plans. Assessment also helps teachers
in day-to-day classroom planning, because what children do one day prompts
changes in plans for the ensuing days. If a new art activity captures the chil-
dren’s interest and leaves them wanting more, a teacher has definite guidance
in shifting tomorrow’s or the next day’s plans to take advantage of that interest.
Teachers use information gained from ongoing, continuous assessment “to
understand specific children and to gain information on which to base immedi-
ate decisions on how to direct, guide, teach, or respond” (Phinney, 1982, p. 16).
Teachers seek to understand children’s thinking and learning processes, not
just what the youngsters know and can do. During interactive teaching and in-
structional conversations, teachers learn to adjust what they say and do so that
they can recognize children’s current level of understanding. In response to that
awareness, a teacher might try out words and strategies to increase that un-
derstanding. As children respond, teachers revise and modify approaches in a
continuing interplay. They use assessment information to help them choose ma-
terials, select one activity and reject another, allocate more or less time to a given
portion of the day, decide what to do about the continuing squabbles in work
groups, and rearrange learning centers to increase interest. Effective, develop-
mentally appropriate programs depend on this type of formative assessment.

Identify Children Who Might Benefit from Special Help

Assessment is valuable in identifying children who might need special help.
Teachers may be involved in screening, prereferral strategies such as response to
intervention (RTT), or other processes to identify children who might need an in-
depth assessment to see if they could benefit from specialized services. Teachers
may also identify children who need special help in the classroom. Some may
need more challenge; others may be falling behind and need more help in class.

Systematic assessment also keeps teachers from “losing” individual children.
In any group of children, certain ones get a lot of adult attention. Some demand
it by their spirited behavior; others get it because they are so cooperative or
responsive or because they have great need. Others may get lost along the way
unless teachers take care to know them and meet their needs.
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or analyze costs and benefits. Teachers also report assessment information to
parents in conferences and on report cards. They share information as they col-
laborate with special educators, reading specialists, and other professionals.

What to Assess?
l T— Human development is so complex that teachers cannot assess
/' e i everything of interest. They must focus, select, and sample (Stiggins
WhatTo & Conklin, 1992). Teachers make decisions about what to assess
@ Assess? . in two broad categories:

individuals and as members of a group, including informa-
tion that will help with problems and concerns.

1 e
@ * Information to help them know and work with children as
X P

[ i ]v——[ Colacing * Information to determine and monitor children’s progress to-
P ecordy” ward expected outcomes of the program in major growth and
Information

development domains and toward official learning standards.
Standards are examined in detail because of current educa-
tional emphasis on them and because most teachers will be
required to assess children’s progress toward them.

Assess to Know Children Individually and
as Members of a Group

Just as every child has distinctive qualities and personality, so does every group
of children. Teachers need to know and be able to work with both. There are no
tests or inventories that capture the personality of an individual or the complex
interpersonal relationships of a group. Those understandings build over time,
as teachers and children live and learn together. Leaders and followers emerge,
friends are made, and patterns of behavior become established as adults and
children learn to work together. Sensitive observation and assessment of social
and interpersonal relationships in a group, and of individual children’s function-
ing within that group, is essential to establishing a learning community. This is a
teacher’s most basic task.

Children and groups will have their own distinctive “approaches to learn-
ing”—attitudes, values, habits, and learning styles that influence what and how
they learn. Approaches to learning include “(1) openness to and curiosity about
new tasks and challenges; (2) initiative, task persistence and attentiveness; (3)
a tendency for reflection and interpretation; (4) imagination and invention; and
(5) cognitive styles” (Kagan, Moore, & Bredekamp, 1995, p. 25). Children will
also have distinctive abilities, knowledge, and insights in language, mathemat-
ics, science, music, motor and physical skills, and social interactions (Gardner,
2011). Knowing these abilities enables educators to use that uniqueness to help
students develop and learn. Teachers planning a project or theme should assess




nothing.” “What is going on in the dramatic play area? Almost everyonc usca Lo
participate over the course of a few days. Now, Danielle, Monica, and Latasha
seem to have taken over” “Jordan talks all the time, but never seems to read or
write anything.” “I don’t like what's happening in our opening class meeting.
Instead of thoughtfully planning what they are going to do, the children just say
the first thing they think of”

If the problem is clearly an individual one, there is no need to assess the
whole class. Focus on the child. However, remember that many things influence
what a child does. Often teachers must look beyond an individual or group
to the physical environment, scheduling, available materials, and other children
and adults to find the sources of a problem.

Indications of a developmental “red flag”—Is something wrong?—call for gath-
ering more information. Be alert for and document concerns so children who need
help can receive it as soon as possible. Red flags are further discussed in Appendix B.

Assess Progress Toward Expected Outcomes
in Development and Learning

Expectations for children are typically grouped into two broad areas:

*  Child growth and development domains, such as cognitive, affective, and
psychomotor or intellectual, social, emotional, and physical. Sometimes
language, moral, spiritual, and aesthetic development are considered as
separate domains.

» Academic disciplines or subjects, such as science, mathematics, reading,
social studies, physical health and nutrition, creative arts, speech and
language, and literacy.

Frequently, various aspects of these are combined in an effort to adequately de-
scribe the complexity of children’s development and learning. However they are
stated, teachers of young children have to be concerned with both the “domains”
and the “disciplines,” as well as the way they relate to each other (Copple &
Bredekamp, 2009).

Expected Child Outcomes in Major Development Domains

Plan to gather information on major domains of children’s development: physi-
cal, social, emotional, and cognitive. Social/emotional development and be-
havioral self-regulation are as important to young children’s development and
academic success as learning to read (Raver, 2008). A lack of social skills will
plague a youngster in everything that child does; poor muscle development and
motor coordination will hold a youngster back in the classroom as surely as on
the playground. Even if reporting in certain areas is not required, assess prog-
ress. State and federal requirements may focus on literacy and mathematics, but
there are many other desired outcomes. Commercially published instruments
may include items that a given program does not teach, or omit items that a




there 1s liftle teacners can do with information except use it for understanding
and social guidance. For instance, a very tall or short youngster may encounter
difficulty, but nothing the school can do will change the child’s height.

Expected Child Outcomes Stated as Standards

In an effort to be specific about the development and learning that is expected
of children, school districts, state departments of education, national organiza-
tions (such as the Council of Chief State School Officers and the National Gov-
ernor’s Association), agencies that sponsor educational programs (such as Head
Start), professional organizations (such as the National Council of Teachers of
Mathematics), and commercial publishers have developed and published learn-
ing documents outlining and describing those expectations. Assess to determine
children’s progress toward these outcomes.

Content Standards. Outcome statements may be called standards, early learn-
ing guidelines, essential knowledge and skills, child outcomes framework, goals
and objectives, learning expectations, or something else altogether.

Historically, every state in the nation developed expected outcomes or con-
tent standards for kindergarten through grade 12. Similarly, every state with
state-funded prekindergarten programs had developed such standards for
prekindergarten.

Not surprisingly, the result was great variation among the states in what chil-
dren were expected to learn at comparable levels of education. Such differences
make little sense at a time of high student mobility and a global economy. To ad-
dress these and related concerns, in 2009 the Council of Chief State School Of-
ficers (CCSSO) and the National Governors Association Center for Best Practices
(NGA Center) initiated a state-led process to develop and adopt a common core
of state standards for kindergarten through the twelfth grade (corestandards
.org). The first sets of core standards are in the foundational skills and content of
English language arts and mathematics. They designate the expected outcomes
and learning progressions grade by grade. States can adopt them voluntarily
and on their own timelines. At the time of this writing, 43 states, the District of
Columbia, four territories, and the Department of Defense Education Activity
(DoDEA) have adopted the Common Core State Standards. There are no plans
to extend these standards to prekindergarten; however, some states have started
the process of revising their existing early learning guidelines to align these with
the Common Core State Standards.

A common assessment system is also planned. It will include multiple
forms of assessment and will provide assessment for learning as well as as-
sessment of learning. Two state-led consortia—Partnership for Assessment of
Readiness for College and Careers (parcconline.org) and the Smarter Balanced
Assessment Consortium (smarterbalanced.org)—were formed to develop student
assessments aligned with the Common Core State Standards. The first sets of as-
sessments are now developed for selected grades in English language arts and
mathematics.
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specify what children are expected to learn, and how various aspects of that
learning relate to each other. The hierarchical organization of the expecta-
tions helps educators see how children can meet broad, general expectations,
such as “understands basic concepts of scientific inquiry” or “knows basic facts
about society and one’s role in it” by achieving smaller components of those
expectations day by day and week by week. The following example from lan-
guage and literacy development shows how this organization and specification
works.

1. Broadest and most general expected outcomes in a given domain of de-
velopment and learning (standards, goals, essential knowledge and skills).

Example standard
¢ Uses general reading skills and strategies

2. More specific expected outcomes (benchmarks, objectives).

Example benchmarks related to the standard “Uses general reading skills
and strategies”

* Understands the differences between letters, numbers, and words

* Knows that print in English is read from left to right, top to bottom,
and that books are read from front to back

* Understands the relationship between written words and spoken

language

3. Intermediate levels of expectations as needed, depending on the com-
plexity of the topic and the expected outcomes.

4. Most specific expected outcomes (knowledge/skill statements, instruc-
tional objectives, indicators).

Example indicaiors related to the benchmark or objective “Understands
the differences between letters, numbers, and words”

* Identifies a word as a unit of print

* Knows that letters and numerals are different

* Identifies uppercase and lowercase letters in a grouping of letters and
numerals

This level of expected outcome is specific enough to observe, to develop
instruction for, and to assess.

A benchmark is a clear, specific description of knowledge or skill that students
should acquire by a specific point in their schooling. It is a “grade-appropriate
or developmentally-appropriate expression of knowledge or skill that is more
broadly stated in the content standard” (Kendall, 2001, p. 2). Although there is
inconsistency in how standards and benchmarks are stated, some examples will
illustrate their nature.

A science standard states that children should know about “the structure of
matter.” The benchmark reads that by the end of second grade, students should




* Engages in a series of locomotor activities (e.g., timed segments of hopping,
walking, jumping, galloping, and running) without tiring easily.

* Participates in a variety of games that increases breathing and heart rate.

* Sustains activity for increasingly longer periods of time while participating in
various activities in physical education. (National Association for Sport and
Physical Education (NASPE), 2004).

There may be several knowledge and skill statements for each benchmark, speci-
fying the expectations in greater detail. These are specific enough that teach-
ers should be able to develop assessment strategies to determine what children
know and can do.

Some cautions about benchmarks: Benchmarks that use broad age/grade
bands, such as K-2, present significant problems for teachers. If you teach sec-
ond grade, it is clear what the children are supposed to know by the time the
year is over. If you teach kindergarten or first grade, the expected outcome for
the children that year is much less clear. There need to be guards against inap-
propriate expectations for the younger children.

Ideally, standards and benchmarks between age and grade levels, such
as kindergarten and first grade, align to make a learning progression. Ex-
pected outcomes stated in general curriculum frameworks should align with
specific curricalum materials such as a literacy or mathematics program. Be-
cause such alignment frequently does not exist, teachers have to make the
adjustments.

Performance Standards. Performance standards define the levels of learn-
ing that are considered satisfactory and suggest ways of gauging the degree
to which content standards have been attained (Kendall, 2001; Lewis, 1995;
Ravitch, 1995). Performance standards try to answer the question, How good
is good enough? Changing expectations about what young children can learn,
and at what ages, makes judging performance of young children especially dif-
ficult. What was “good enough” at one time or in one setting may not be consid-
ered adequate in another. Some child outcome statements include performance
standards or expectations that make it very clear what children are expected to
be able to do, such as

Count objects in a set of up to 20, and count out a specific number of up to
20 objects from a larger set.

Compare two sets of up to 10 objects each and say whether the number of
objects in one set is equal to, greater than, or less than the number of
objects in the other set.

Locate numbers from 1 to 31 on the number line.

Adequate performance may also be defined as an acceptable score on a test or
inventory, or as a certain level on a scoring rubric.
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teachers have to make them more specific in order to assess and teach effectively.
For example, references to helping children develop concepts of relative loca-
tion or space are usually found or implied in most outcome statements. If cur-
riculum guides, frameworks, benchmarks, or suggested assessment tasks do not
identify the experience, action, or behavior children will do to show their experi-
ence and learning, then teachers must. Which of the many concepts of location
and space should they learn? Which do they already know, and at what level of
understanding? What is involved in understanding and using location and space
concepts such as “above/below,” “over/under,” “left/right,” “top/bottom”? What
can teachers watch and listen for that will reveal children’s understanding and
use of these complex spatial concepts?

Developing a specific objective that can be taught and assessed involves
breaking down general statements of intent into appropriate objectives, then
identifying indicators of progress toward, or achievement of, those objectives.
Then assessment tasks and activities can be identified or devised.

One of the advantages of performance assessment is that it is flexible and
comprehensive enough to assess progress toward achievement of almost any
goal or standard, not just knowledge and skills.

Practical Considerations

Practical considerations influence classroom assessment. These include the num-
ber and type of assessments that are required, the balance between recorded
and unrecorded information, teaching load, age of children, years of teaching
experience, and selection of relevant items to assess. Given the situation in this
classroom, this school, this program, what is possible?

Required Assessments. Teachers have to plan for, and often administer
and mark, any assessments that are required by the school or center. Usually
these have to be done during a designated time period, such as during the first
or last month of school, or three times a year.

Balance of Recorded and Unrecorded Information. It is neither possible
nor desirable for teachers to record everything. Teachers often assess, then use
the information immediately to adjust interactive teaching, shorten or lengthen
the time spent on an activity, or guide a child’s social interaction.

Other information helps teachers develop a sense of the child’s personality
and style over a longer period of time. Much of this is never written, nor is there
any need for it to be. However, the more teachers record, the better they are able
to keep track of children’s learning. Throughout this text are suggestions for
ways to achieve a balance that enhances both assessment and teaching.

Teaching Load. Class size, adult-to-child ratio, available classroom and clerical
assistance, hours per day and week teachers are with children, number of classes a
teacher has, number of hours and quality of aide and volunteer assistance, length
and placement in the day of planning time, availability of assistance for children




Age and Development of Children. Although teachers always have final
responsibility for assessment, there are instances when it is beneficial for stu-
dents to be involved in their assessment. However, children’s abilities to record
what they have done, select and file their own papers and materials, and self-
assess and self-reflect vary with age, development, and prior experience.

Teaching Experience. A teacher who is still learning how to teach cannot
be expected to incorporate systematic assessment into the classroom as easily
as one who has taught for several years, has gained confidence and proficiency,
and is ready to take on a new challenge. As Julius Caesar once related, “Experi-
ence is the teacher of all things.”

Expected Outcomes. If statements of standards, goals, and objectives rese-
mbile either idealistic wishes or a shopping list of all possible items, try to determine
more realistic expectations. Check with experienced teachers and an administra-
tor. Review reporting instruments—progress letters, report cards, sample port-
folios, or other progress reports—to find indications that some objectives are
emphasized more than others. Reporting instruments may show items that are
not mentioned in objectives, such as the ability to get along with other children,
attention span, self-regulation, or work habits. Start with priority expectations—
items that are simple, developmentally on target, and related to immediate teach-
ing decisions.

If program objectives are overwhelmingly specific and discrete—perhaps list-
ing all the names of body parts, animals, means of transportation, or vocabulary in
science and mathematics that children might learn—try grouping them into logi-
cal categories that can be assessed and taught together. Integrated curriculum
can reach many goals simultaneously. Assess and teach the items to reach broad
goals, such as classifying, comparing, seeing relationships, or solving problems.
If your school or state requires that you rate or rank children on their progress
toward broad outcomes such as “comprehends a wide variety of written mate-
rial,” but does not identify indicators or descriptors, you may have to identify
indicators specific enough to assess.

Representativeness, Significance, and Authenticity of Assessment Items.
Select assessment items that (1) are significant and worthwhile in and of them-
selves and (2) stand for a group of other items. For example, many items on
readiness inventories bear little relationship to the skills and understandings re-
quired in reading. New knowledge and innovative conceptions of how children
learn to read and write have made them obsolete (Lonigan & Shanahan, 2008;
National Reading Panel, 2000). In classroom assessment, teachers can often find
out what they need to know directly, rather than through a test or performance
task that stands for a whole class of other items. For example, to find out if a
child can use classroom tools—crayons, scissors, chalk, paintbrushes, pencils,
and so on—simply assess those skills directly and authentically. Astute sampling
is often appropriate. Children don’t have to perform every large muscle task of
strength, coordination, and endurance; representative tasks may suffice.
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A The time period during which the assessment is done influ-
ences the type of information gathering and recording you will do.
The initial “sizing up” (Gage & Berliner, 1998; Russell & Airasian,
2011) calls for efficient procedures, such as sensitive group ob-
servations, checklists, written parent reports, and child-generated

performance samples. Ongoing assessment allows greater depth, using proce-
dures that may take more time, such as recording observations through short
narrative records or participation charts. Figure 3.2 summarizes the assessment
tasks teachers do before school starts, in class during the school year, and out-
side of class time.

Figure 3.2 Specification of Items to Assess and Teach, and Indicators
of Attainment within a Given Developmental/Curriculum Area

Area of
Development/Curriculum
Relational Concepts

Specific Focus Concept
Specific Learnings

Cognitive development; language; science (Preschool-Primary)
Position/location in space; time; size; weight; quantity; volume of sound;
speed; texture; temperature

Relative location or position in space

Concepts to be developed: in front of/behind (in back of); beside/next
to/between/in the middle; under/over; above/below; front/back; in/out,
into/out of, inside/outside; top/bottom; up/down/upside down; on/off;
near/far; first/last; left/right—own body, then projective; others

Ways and levels of knowing:

¢ Experience

* Experience linked with words (Look, you put this block on the top.)

» Comprehends (place; point to; hand me ...)

* Recognizes (Is Tran behind you or in front of you?)

» States location (Tell us where you're going to sit.)

« States and uses concepts in new situations

» Uses words and concepts spontaneously and functionally

* Understands relational aspects of position in space

* Understands that position in space is sometimes relative, sometimes not
(top of head is always top of head; top of a blank sheet of paper is
determined by position)

» Is able to shift perspective and viewpoint physically and mentally

» Understands and states concept of overlapping position (e.g.,
playground equipment is outside school, but inside fence)
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tion, review portfolios, and prepare for showing evidence of the child’s progress
in learning and development. Also, organize filing and record-keeping systems
(Chapters 6 and 9). Study existing records, information from parents, and transi-
tion materials from previous programs. If tradition, time, and resources permit, a
visit to children’s homes can be enlightening.

Make tentative plans for the different times you will be gathering infor-
mation: required assessment; ongoing, continuous appraisals integrated with
teaching and learning; periodic appraisals, including initial, interim, and final
summaries and assessments; assessments before and after major units of study,
themes, projects, or investigations; and “as needed” to address specific problems
or concerns. Teachers collect different information, using different procedures,
at these times. They also make assessment serve two purposes, such as when a
major project or unit of study coincides with the end of a reporting period.

Do Required Assessments at the Specified Time

It is important to know the number and type of tests and assessments neces-
sary and when they are required. Deadlines will vary depending on the age and
grade level of the children, what entity funds and regulates the program, current
laws and regulations, and school and community traditions.

Assess Day by Day

“Assessments make the most sense if they occur on an ongoing basis as particu-
lar skills and content are being learned” (Shepard, Kagan, & Wurtz, 1998, p. 7).
Good teachers continuously appraise children and revise procedures and inter-
actions accordingly. In fact, some of the best and most useful information is ob-
tained while a teacher is taking dictation from a child; listening to a child read
a story she or he has written; assisting with paints, papers, or modeling clay;
helping with math story problems; conversing during snacks; leading a discus-
sion; guiding playground activities; or working with manipulatives. This forma-
tive assessment is embedded in the interactive process of teaching and learning.
For instance, Mr. Sena lays out the beginning of a pattern of rods of differing
lengths for Rosa, to see if she can discern and continue the pattern. She does
not perceive the pattern he started, but does continue the line of rods across
the table. When Rosa has finished, Mr. Sena lays out another, much simpler
pattern for her, bringing the task closer to her level. For Jackson, sitting beside
Rosa, the teacher may increase the difficulty of the pattern, because Jackson so
clearly enjoys studying and mastering the complex and varied patterns Mr. Sena
starts for him. Sketches and notes about the children’s work go in the files. Just
as important, Mr. Sena immediately integrates the information into his interac-
tions with the children and makes written or mental notes about future ways to
help children grasp the concept of pattern based on today’s appraisal.



AESERAS WwERY vESW AW T aEmm e e e e S

ties. Over several days, children may demonstrate their abilities to solve meas-
urement problems in mathematics and science or represent ideas through art
and construction.

Initial assessment occurs when a new group, part of a group, or a new
child begins. It yields information on a child’s or a group’s initial status—ability,
attitudes and dispositions, prior knowledge and understanding, and skills and
habits in relation to what the school or center emphasizes—to provide basic
information for planning classroom activities and experiences. This initial read-
ing or “sizing up” (Gage & Berliner, 1998; Russell & Airasian, 2011) should be
done as soon as possible, but held tentatively, as all first impressions should be.
Interim assessments are usually done halfway, or one-third and two-thirds of the
way through the time the children are in the classroom. If children begin in Sep-
tember, a January or February “How are we doing?” allows for midcourse correc-
tion. Final assessment is done toward the end of a group’s time with a particular
teacher or teachers. It is a summing up before a youngster moves on to another
teacher, unit, or school.

Teachers seeking to identify and use instruction that will help children hav-
ing difficulty with basic skills, such as reading or mathematics, will monitor
progress more often, so that the information can be used to modify instruc-
tion as needed. Such progress monitoring is an essential element in the strategy
to help struggling learners called “response to intervention.” It should come at
intervals far enough apart that children have an opportunity to learn, but fre-
quently enough that ineffective instructional practices are detected in time to
change. Centers and schools with nontraditional yearly schedules—year-round
schools or child care centers, and child development centers or preschools that
operate for a relatively short time—modify assessment times to fit their schedule.

Assess Before and After a Concentrated Emphasis

Assess before making final plans for any sustained unit, project, or topic, and
again at its conclusion. Determine what children already know and can do, and
consider their thinking and reasoning in relation to whatever is being planned.
At the conclusion, summarize assessment information collected during the proj-
ect, and, if necessary, look again to determine what children have learned, in
what ways they have developed, and what continuation activities are needed.

Appraise children’s interests, attitudes, and level of understanding of the
essential elements of the topic, which may be quite different from recall knowl-
edge. Consider what concepts the children hold about the topic and how it
relates to other learnings. Look at the pattern of errors and the size of the gap
between “where they are” and “where they are to go.”

Let’s look at one way to appraise before beginning a unit of study, theme,
or project. Concept “webbing” or “mapping” is often recommended as a way for
teachers to organize the concepts and relationships in a topic (Katz, Chard, &
Kogan, 2014). It can also be used to assess how children organize their thinking,
which is equally important for teachers to know.
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several days of informal observation and recording, Mr. Warner has a class dis-
cussion to find out what the children know about insects. As discussion pro-
ceeds and a chart or web develops, Mr. Warner begins to have a good idea of the
current knowledge, attitudes, and interests of this group and its individual mem-
bers, including a wealth of misconceptions and negative attitudes. Only after Mr.
Warner has studied his notes and information from the class discussion will he
decide how to develop a project on insects.

Assess When a Specific Problem or Concern Arises

Concerns about specific children, a subgroup, or the total group don’t always
correspond to units of study or reporting periods, nor is continuous assessment
always adequate for problem solving. Regardless of whether it fits the “assess-
ment schedule,” take a closer look as needed. Suppose a usually attentive, inter-
ested second-grader becomes restless, inattentive, and aggressive or anxious and
clingy. If illness is not the cause, turn to other sources for information to shed
light on this unusual behavior and ways to help the youngster. Problems outside
the classroom, such as parental separation, death, divorce, job loss, moving, a
birth in the family, and innumerable others, may influence children’s behavior.
Simply observing the child won’t give you the necessary information.

Children who move frequently from one school or center to another are a
special concern. If adequate records are sent from previous schools, continue
from there. More often, children come with minimum enrollment information.
Integrating them into the life of the classroom is top priority. What the teacher
can assess depends on when children enter and how long they stay.

Some Final Thoughts

Although we have teased apart aspects of classroom assessment and curriculum
for study and discussion, in the classroom there is no such distinction. They
are merged. Questions of why, what, when, and how to assess are also closely
related. Assessment is not an invariant linear or time-bound sequence in which
you do the first step at the beginning of the year and the last one at the end of
the year. On the contrary, information collected early in the year may result in
immediate program modifications. Ongoing formative assessment keeps teach-
ers and the program sensitive and responsive to children. A teacher may quickly
“size up” (collect data on) a particular situation, understand its meaning, and use
the information on the spot. For example, a sensitive teacher leading a group
discussion may see and hear the children whispering, nudging each other, yawn-
ing, playing with a neighbor’s hair, or making faces at someone across the circle.
She collects this information (actually, it forces itself on her), understands its
meaning to be “this group discussion is off target,” and uses that interpretation
as a signal to switch to something more appropriate. Another teacher reading a
counting book to a small group of children finds that when he asks, “How many
balloons does the clown have?” the children either simply sit, or say, “Blue and



Summary

Thinking about assessment as a series of decisions helps simplify a complicated
process. Basic decisions pertain to why, what, and when to assess—the focus
of this chapter. Teachers also decide how to collect and record information and
how to organize, summarize, interpret, and use it.

Assessment helps determine and monitor children’s status and progress in
growth, development, and learning. This information is used to guide classroom
program planning and decision making in order to help children learn, to iden-
tify children who might benefit from special help, and to collect and document
information for reporting and communicating to parents and children; other
professionals; and funding, regulatory, and advisory groups.

Teachers need information to help them know children individually and as a
group, so that a functioning classroom can be established and maintained. This
is a teacher’s most basic task. Teachers need information about development and
learning in two broad areas: (1) child growth and development “domains” such
as psychomotor, socioemotional, and cognitive; and (2) academic “disciplines”
and school subjects such as mathematics, science, reading, and physical educa-
tion. These are often stated as expected outcomes, content standards, core con-
tent, or learning expectations, and organized to reflect the way smaller units of
learning (indicators or instructional objectives) lead to the achievement of broad
outcomes. Practical considerations, such as what is required, when it is required,
and the age and development of the children, influence how much and what
type of assessment teachers can do.

The timing of assessment determines much of its utility, so a tentative plan
should be in place and preliminary tasks done before school starts. Different types
of appraisal take place at different times. Continuous assessment is integrated
with ongoing classroom activities. Periodic assessment takes place to monitor
progress and adjust instruction. Focused appraisals take place before and after
a concentrated curriculum emphasis or when the need for specific information
exists. Assess as needed to study a problem or concern.

Check Your Understanding 3.1: Click here to gauge your understanding of
chapter concepts.

6 Media Connections 3.1: Click here to apply your understanding of chapter
concepts.

For Personal Reflection

1. Teaching experience is a practical consideration in making assessment
decisions. Appraise your own teaching experience. In what ways might
the amount and type of your experience influence the assessment deci-
sions you make?
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1. Secure samples of the report cards or progress reports for parents that
local school districts use. Analyze these for (a) likenesses and differ-
ences in type of reporting, (b) guidance they might give a teacher about
what should be assessed, and (c) balance and comprehensiveness of the
curriculum.

2. Interview the teacher of a neighborhood school or learning center to
find out what assessment of children is done (a) in his or her classroom
and (b) throughout the school. (If you are already teaching, interview a
teacher from another type of school.) In what ways is the information
used? When does the teacher assess? Combine what you find out with
the information gathered by other students to see if there are any like-
nesses, differences, or general conclusions you might draw.

3. State Departments of Education post their standards documents online.
Access the standards from your state and at least one other. In what
ways are they similar? In what ways do they differ?
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CHAPTER 4

Documenting:
Collecting Information

Learning Outcomes

1. Explain why teachers need to collect 4. Describe the main factors affecting
assessment information using multiple the choice of a particular context for
windows. assessment.

2. Compare different sources of informa- 5. Identify the considerations important
tion with regard to different kinds of in selecting an assessment window

assessment data that a teacher can ob-
tain from these sources.

3. Evaluate different methods of col-
lecting information in terms of their
strengths and limitations.
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% | Documen_ting: ;nultiplé measures should be used. The assessment data, or evi-
Collecting dence, that teachers use to guide day-to-day planning and interac-
Information, tion with children can be less rigorous, because such plans can

be changed (Shepard, Kagan, & Wurtz, 1998). Even then, a second

look from another perspective may reveal strengths or needs not
always apparent from one measure. In addition, early childhood educators are
active participants in assessing and planning for special needs and high-risk
children, where multiple measures are required (Council for Exceptional Chil-
dren, 2005; Taylor, 2004). This chapter explains how to document using multi-
ple sources and procedures in varying contexts—in other words, how to open
“multiple windows.” This chapter and Chapter 5 draw an essential distinction
between two related but separate processes: collecting information and record-
ing information.

Collecting and recording are often thought of as the same. Ask teach-
ers how they find out about children’s progress, and you may get an answer
such as “We have a checklist,” or “Anecdotal records.” Checklists and anec-
dotal records record and preserve information. They are records, not ways
of collecting information. Information is collected by observing children, in-
terviewing them, studying the work they do, or some other process. Keep
these two steps—collecting information and recording information—separate
to open up options both for learning about children and for recording what
you discover.

There are many ways of obtaining information about children and as many
ways of recording that information. Teachers are free to mix and match these
methods as appropriate. Information can be recorded several ways. For example,
an observation of problem-solving strategies can be recorded either as an anec-
dotal record or on a rating scale. Information collected in different ways can be
documented with the same recording technique. For instance, a checklist can
record reasoning strategies observed in a cooperative science project, elicited by
teacher questions, or reported by a child after building with blocks. This chapter
focuses only on collecting information, not recording it. Consult Chapter 5 for
the recording process.

Multiple Windows

WO

Teachers gather information about children through many “windows”—combi-
nations of sources, methods, and contexts. Think of a house with many windows
looking out on a panoramic view. To see the entire panorama, you must look
through each window because each includes and excludes part of the view.
From one window you see the mountains but miss the lake. From another, you
see only part of the lake but get a good view of the meadow. It is the same with
assessment. Different ways of discovering information yield distinct pictures
or pieces of information. No one source of information tells everything. One
method reveals aspects of a child’s behavior that another does not. One context



bination of windows, or measures. Any single assessment is an estimate of a
child’s or group’s status and is not an exact indication of performance (Russell
& Airasian, 2012). Using multiple windows results in better and more complete
information about children (National Association for the Education of Young
Children (NAEYC) & National Association of Early Childhood Specialists in State
Departments of Education (NAECS/SDE), 2003) and increases reliability and rep-
resentativeness (Cronbach, 1990). It frees teachers from the rigidity imposed by
overreliance on one approach and decreases the possibility for errors. Three
aspects of classroom assessment can be varied to provide multiple windows or
perspectives—multiple measures:

1. The source of information: the child, other children, parents, specialists,
other adults, or records about children

2. The method of obtaining information: systematically observing, eliciting
responses from children, collecting products from classroom activities,
or eliciting information from parents and other adults

3. The context, setting, or situation for the appraisal: outdoors or indoors,
at a desk or on the floor, in the classroom or a testing room, using paper
and pencil or manipulative materials, alone or in groups, or with familiar
classroom staff or strangers (Figure 4.1)

Figure 4.1 Multiple Assessment Measures

Sources Child/Children
Other adults
Records
Parents
Spectalists

Methods  Observe children
Elicit responses from children (discuss, question, interview)
Collect products
Elicit information from parents and other adults

Contexts  Various physical spaces
Assorted materials
Mixture of activities
Diverse people
Varying amount of teacher structure




give a diverse, well-rounded picture of a child. For example, assess the variety of
Jeremy’s fine motor skills by asking him to fold napkins at snack time; by listen-
ing to his gleeful report of tying his shoe; by watching him build with Danella and
Jesse; by noting when his dad says, “Jeremy helped string snow peas for dinner”;
and by reviewing records in which Jeremy’s previous teacher recorded that he can
use scissors. Each source presents distinct, valuable information about Jeremy.

The Child as a Source of Information

The most authentic and direct way of obtaining information is by watching, ana-
lyzing the work of, talking with, and listening to the child. Assessing how a child
functions in a group yields information about her or him and the group that is
not available in any other way.

Opportunities for obtaining information from children occur as natural out-
comes of day-to-day classroom interaction. After reading a story about friendships,
a teacher discusses it with a small group of children and records their concepts
of “a friend.” A child’s construction with math manipulatives reflects a sense of
number and pattern. Activities in which children cooperate, talking and explaining
their thinking as they work and play, offer rich assessment opportunities.

Children volunteer information about their own activities, making comments
about what they like and dislike and what they understand. Sometimes these
self-reports are unprompted and unsolicited: “I've done this before,” or “I have
one like this at home,” or “I know how to do this.” At other times children
respond to questions: “What would you like to learn about tornadoes?” “What
is the most interesting thing you have done this week?” “What do you know
about Martin Luther King, Jr.?” Self-assessments convey the child’s self-image as
a learner. Even though young children may have difficulty articulating or dem-
onstrating internal thought processes and feelings, their reports reveal informa-
tion difficult to obtain in any other way.

Parents and Other Adults as a Source of Information

Other people—parents, specialists, teachers, aides, and other school person-
nel—are an indirect source of information about children. Insights from other
people, particularly parents, improve and deepen a teacher’s understanding of a
child. Meimei seldom talks in school and never participates in singing or finger-
plays during group time. The teacher learns something important when parents
report, “When Meimei comes home from school she tells us everything she did.
She sings the songs and chants the words to all of the fingerplays.” Children may
not display their most mature behavior at school, or they may reveal a different
side of their personality to a particular teacher.

Parents provide a special perspective. They have known their children better
and longer than anyone else. They have information about events occurring at
home that might affect a child’s behavior in the classroom. They may see a side
of the child that is not revealed at school. Parents provide insights about home
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in everything happening with a group of 15 to 20 children. Simply looking does
not guarantee seeing. Attention must be directed to a child, a particular pattern
of behavior, a situation or problem, or progress toward an identified goal. This
kind of observation is called systematic observation.

Guides for Systematic Observation

Determine the purpose of the observation and focus on that. The purpose may be
to find out more about a particular child’s progress in oral reading, to identify
what is causing the confusion during transitions, or to gather more information
about a new child’s apparent inability to enter into class activities as the first
step toward helping him or her. It may be to look for evidence of progress to-
ward broad program goals, such as problem solving or individual ability to read
and comprehend a book. One of the advantages of observation is that it can be
used to gather information on almost any classroom or school concern.

Be as objective as possible. The importance of objectivity in assessment of any
kind is discussed in Chapter 2. We suggest you reread that at this time. Our per-
sonal beliefs and experiences influence what we choose to focus on, what we
see and hear, and how we decide what that means. There are several techniques
to help observers increase objectivity: Be aware of your own prejudices; avoid
labels and stereotypes; strive to get an accurate account of the behavior being
observed; and separate facts from inferences based on those facts.

Focus on the facts and details of what is occurring with as little interprelation
and filtering of information as possible (Boehm & Weinberg, 1997). Look at and
listen to what a child does or says; what others in the group did or said; how long
they spent drawing; how a child divided group resources equitably; what a child
said or did to persuade others to join in a game, and how the others reacted; or
what the child did when confronted with an unknown letter, number, or word.

Any inferences based on that evidence, any attempt to determine what it
all means, should come later. An inference is an interpretation of a child’s or a
group’s behavior. It may include speculation about feelings, intentions, motiva-
tion, knowledge, thinking processes, or attitudes. Inferences may include evalua-
tions and judgments about the significance of a behavior for future development
or comparisons of what the child did in this observation with what she did in
the previous observations.

Distinguish between the description of what bappened and the interpretation or
analysis of what bappened. People are used to seeing and hearing others and
simultaneously interpreting and responding to them. Colleagues actions, for ex-
ample, may lead you to think they are “friendly,” “surly,” “having a bad day,’
“discouraged,” “inattentive,” or “tired.” This serves you well in everyday life, even
though you may sometimes be wrong. To increase accuracy in observation, sus-
pend judgments, conclusions, and other interpretations of meaning until after
the observation. Some observations need no interpretation.
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Children are assessed in a familiar setting relevant to the event.

Observation is the most direct and valid way to obtain information about
some behavior. For example, a teacher must watch and listen to children
interacting to find out how they negotiate taking turns, sharing resources,
or completing a project.

Observation can be used to get information about almost any aspect of chil-
dren’s development and learning, unlike prepared checklists and scales.

LIMITATIONS

Some important aspects of development, such as attitudes, values, and other
mental processes, cannot be assessed by observing behavior.

Systematic observation requires focused attention and is difficult to do while
interacting with children.

Personal elements that may color an observer’s perceptions can never be
completely efiminated. ;

Observe both verbal and nonverbal bebavior. Listen for verbal behavior—the actual
words said and the way they are said, including fluency, intonation, enunciation,
and pronunciation. Simultaneously, watch nonverbal behavior such as body stance
and movement, motor responses, gestures, and facial expressions. Make several ob-
servations when important decisions will be influenced by the information.

Elicit Responses from Children

Teachers and children converse, discuss activities, and exchange questions and
answers in daily classroom interaction and assessment. Teachers save time by
focusing on needed information in a direct request to a child instead of waiting
for spontaneous evidence. Teachers may also use instructional conversations or
dialogues to explore children’s thinking processes, problem-solving strategies,
reasoning, and concerns about almost anything (Berliner, 1987; Ginsburg, 1997).

Authentic assessment has added several specific assessment approaches to tra-
ditional oral and written responses to adult prompts. These include performance
assessment, dynamic assessment, interviews, conferences, and discussions. A brief
description of each of these is given in the sections that follow. Teachers seldom
have time to conduct in-depth interviews with individual children. However, they
can incorporate many interview techniques into instructional conversations and
dialogues. For instance, teachers can probe the thinking behind a child’s responses,
or help determine what a youngster can do with assistance. In all “instructional
conversations” or “instructional dialogues,” especially those being used for assess-
ment, teachers must give careful thought to the questions or statements they use
and what they expect children to do. Sometimes the most important question is not
the initial one, but the follow-up to a child’s response. Guides for developing ap-

propriate questions, prompts, and expectations conclude this section.




as a piece or wriling), or botn. ror €xample, a nrst-graae teacner can assess both
writing process and product. He first observes a pupil writing and notes how
the child holds and manipulates the pencil, positions the paper, and sits; then
he judges the written product’s content, letter formation, legibility, and spacing.

Early education teachers rely heavily on performance assessment because of
young children’s limited communication skills. Teachers observe and assess nat-
urally occurring behavior or set up structured performances (Russell & Airasian,
2012).

Dynamic Assessment. A specific way of eliciting information from children is
dynamic assessment, using Lev 8. Vygotsky's concept of the Zone of Proximal De-
velopment (ZPD)(Vygotsky, 1978). Instead of seeing a child’s performance as only
what the child can do independently, dynamic assessment probes skills that are on
the verge of emergence; they can be tapped as teacher and child interact. Teachers
try to identify learning strategies a child already uses as well as instructional proc-
esses most likely to promote future learning (Berk & Winsler, 1995; Lidz, 2003).
The hints, prompts, cues, and questions the teacher uses are recorded along with
the child’s responses. Examining the assistance that makes a difference in the child’s
ability to perform a task often reveals the child’s current level of understanding and
skill and gives direction for future teaching.

Unlike traditional assessment, where children are supposed to get everything
correct, dynamic assessment starts at the point where a child is having difficulty
performing or is making many errors. Dynamic assessment provides information
at both levels of the ZPD: the lower, or unassisted, level and the upper, or maxi-
mally assisted, level. It integrates assessment with responsive teaching. Dynamic
assessment does more than just allow teachers to provide hints and cues during
the assessment; it also helps teachers know what they might teach next and pro-
vides a means to explore the child’s receptiveness to the supports for the next
steps (Shepard, 2000).

Melissa is at the beginning stages of learning about sound-symbol relation-
ships. Ms. Mansfield and Melissa look at a picture of a horse in a meadow with
the word borse written underneath. Ms. Mansfield points to the word. Melissa
looks at her expectantly. “I wonder what this word is,” Ms. Mansfield says. “Sun,”
replies Melissa, looking at the sun in the picture. “This word starts with an . . . )”
prompts the teacher. “H . . . is it tree? Pony?” asks Melissa. “H . . . ;” prompts
Ms. Mansfield. “Oh, borse,” says Melissa. Ms. Mansfield notes that Melissa uses
picture cues to try to read, doesn’t connect the sound of H to the word without
prompting, but once prompted, thinks of a word that both makes sense and has
that beginning sound. By prompting with H, Ms. Mansfield exposed more knowl-
edge about the sound-symbol relationship than she would have if she had just
stopped at the child’s response to “I wonder what this word says,” or “This word
starts with an, . . ”

Using a developmental continuum or a sequence of the likely next steps in
learning as a guide, teachers plan prompts to provide assistance as the child
needs it (Chapter 8). Assistance can be with specific skills and knowledge, or
with broader strategies such as problem solving and seeing relationships.
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questions also help children learn how to give extended responses to an adult.

Conferences are usually conducted in relation to work a child has done,
such as writing, science, or mathematics, but they are appropriate for almost any
topic. The teacher and the child discuss the work, each one contributing insights
and suggestions. Conferences reveal pupils’ level of understanding and confi-
dence and are widely used in helping pupils analyze and reflect on their own
work (Calkins, Hartman, & White, 2005; Stenmark, 1991).

Guides for Eliciting Responses from Children

Construct oral or written response prompls (questions, requests, statements) to
elicit the desired level of performance. Teachers ask questions; make requests,
statements, and suggestions; give directions, hints, and clues; present tasks or
problems; and give nonverbal cues to elicit responses from children. The word-
ing and form of these prompts determine the response. For instance, assessment
questions frequently call for a factual, one-word or limited-word response. “What
is the name of this animal?” “Where did the children in the story go?” “What hap-
pened after ... ?” Prompts that encourage children to combine, apply, and evalu-
ate what they know will reveal and encourage complex thinking. Prompts that
encourage children to construct responses—to say, write, graph, draw, or other-
wise demonstrate what they know—are appropriate as soon as youngsters have
the necessary knowledge and skill. The following distinctions will help you target
prompts to the level of response the child is ready for:

* Recognition versus recall response levels. Asking the child to choose the
correct answer from an array taps recognition: “Is this one bigger or smaller than
this one?” “What do we call the animal we saw on our walk—a squirrel or a
chipmunk?” At the recall level, children must give the correct answer without the
benefit of alternatives to choose from, as in “What is two plus two?” or “Who is
this book about?” Children, like adults, are usually able to recognize information
before they can recall it (Berk, 2012; Lightfoot, Cole, & Cole, 2012).

* Receptive versus expressive response levels. Requests at the receptive level call
for a motor response, such as “Point to a circle” or “Go around the tree, and then
up the ladder.” Expressive-level questions and statements direct children to express,
produce, or state ideas in words, such as “Tell me the name of this shape.” Gener-
ally, receptive-level questions are easier to answer than expressive-level questions.

* Convergent versus divergent response levels. Convergent questions or
statements request a specific verbal or nonverbal response and have correct an-
swers: “What color is this?” “If I had two apples and I gave you one, how many
would be left?” “Put this animal next to his home.” “Mavis, show me you can
climb this ladder!” “Point to the L.” “Write your name right here.” Divergent ques-
tions or statements are appropriate when eliciting a child’s opinion, thoughts,
reasoning, or feelings; they do not have specific correct answers. “As you read,
think of some reasons the animals in this story try to solve their problem in dif-
ferent ways. We'll discuss these reasons when you finish.” “Miguel, what did you
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complex thinking and reasoning abilities authentic assessment can tap (Herman,
Aschbacher, & Winters, 1992).

Determine bow children will respond. Teachers can request an individual
response—one child at a time—or a group response—all children together.
Responses can be verbal, nonverbal, or written. A verbal response would be saying
the answer aloud. Nonverbal responses are any motor action or physical response,
such as pointing to, nodding, holding up a hand, or performing the behavior or
skill. A written response entails drawing, circling, checking, or writing an answer.
For example, a child could be asked to say the name of the animal, point to the
animal, or circle a picture of the animal.

In many performance samples, children are told exactly what to do and how
to do it, such as, “Jump on your left foot five times without touching the floor
with your right foot.” The criteria are transparent (Gage & Berliner, 1998), which
makes it easy to interpret the results of such assessments.

Present prompts (questions, statements, problems) in ways that make it easy for
children to respond.

* Frame questions and requests clearly, directly, and explicitly.

* If a specific response is required, include it in the directions—for example,
“Jump up and down” or “Tell me what you like about the story.” Avoid

Figure 4.2 Levels of Cognitive Complexity

Knowledge. The ability to recall, remember, or recognize an idea or fact. “What is
the name of this shape?” “Point to the letter B.”

Comprebension. The ability to translate or explain in your own words. “Explain in
your own words what a mammal is.” “Tell me the names of some things having a
circle shape.”

Application. The ability to use information, applying it to new situations and real-life
circumstances. “Use your math skills to divide up this pizza.” “Use your reading
skills to figure out which of these words rhymes with /look.”

Analysis. The ability to break information into parts. “Compare a tiger to a pet cat.”
“What is the difference between a triangle and a square?” “What informauon do you
need to solve this problem?”

Synithesis. The ability to assemble separate parts into a new whole and recombine
information from various sources into a new form. “Let’s make your own poem using
words starting with B.” “Make your own pattern from these cubes.”

Evaluation. The ability to make judgments about information using a standard or a
set of criteria. “Could this really have happened? “Explain why you think the
ending of this story was a good one.” (Bloom et al., 1956)




e Itis a more effective and refiable means of checking understanding than
using incidental, nonverbal cues (Berliner, 1987).

It can probe the level of a child’s understanding, clarify answers, identify
misconceptions, and help children learn and demonstrate complex thinking
skills.

e Dynamic assessment integrates assessment with teaching and points the way
to effective scaffolding of a child’s learning.

« Interviews, conferences, and discussions can give insight into children’s feel-
ings and attitudes as well as into their knowledge and thinking processes.

e for children who read and write, eliciting responses through informal class-
room tests provides information directly linked to classroom activities.

LIMITATIONS

o ' If a child does not respond, the teacher does not know that he could not,
only that he did not. i

« A child's response may reflect social factors rather than “knowledge.” Cul-
tural differences in adult~child interaction between the home and school
may influence responses. Children who have difficulty answering may lose
self-confidence and fail to respond although they know the answer. A child
may even guess or answer what she or he thinks the teacher wants to hear.

 The way a question is framed influences responses. Children may not know
how to respond to confusing or misleading questions.

o Unless sensitively done, questioning may be perceived by children as
threatening.

being indirect—“Would you like to show me the capital letters?”—or
vague—“How many times can you jump up and down?”

* Brief prompts, preferably one at a time, are easier for children to follow
than long multiple requests.

* Make sure children understand the question or request. Use some practice
items to confirm that they understand.

* Have more than one way to ask the same question. If one way does not
work, try another.

¢ Allow “think time” before expecting a response.
* Respond to children’s answers in ways that encourage them to continue.

Use sound test construction principles to construct or select any paper-and-pencil
tests. As children become proficient at reading and writing, written responses
are used to appraise knowledge in reading, writing, spelling, and math. These
include written performance samples, activities, practice papers, and informal




opment, steps in learning, and progress toward a goal.

* Products or artifacts are easy to collect because they are the outcome of
many classroom activities.

e Products can be collected for groups and individuals.

* They can be collected and compared over a period of time.

LIMITATIONS

* Much important development and learning does not result in a product. For
example, a child who has learned to take another child’s perspective will not
have a product to show for it.

* Children will have unique products, making it difficult to get a sense of class-
room needs.

* Overemphasis on assessment of products may shift the classroom focus away
from “process” to “product.”

* It s difficult to know which and how many examples to save.

tests made by teachers or taken from teacher resource books. Informal tests for
beginning writers usually ask children to identify the correct answer from an
array by checking, circling, underlining, drawing a line to it, or making an X.
These types of tests usually have minimal items and maximal picture cues. Ques-
tions are read aloud or are printed on the test. As children get older, they read
directions and questions, then construct and write answers.

The younger the child, the less valid and appropriate are written tests. Young
children’s fine motor skills may interfere with writing. Weak reading and writing
skills cause poor performances even when children know the answers. Children
lose their place, mark the wrong question, don’t follow the directions, and do
other things that have nothing to do with their knowledge. When written tests
are used, teachers need to help children learn test-taking skills.

There are two major types of test items: selected response and constructed
response. Selected response items include true/false, multiple choice, matching,
and fill in the blank. Constructed response items for primary children request
short written answers. These items are closer to real-life experiences.

Guides for and examples of the various types of test items are shown in
Figure 4.3. Evaluate tests from teacher resource guides using the same criteria.
In addition, check to make sure the test matches what has been taught.

Collect Work Products from Classroom Activities

Many classroom activities result in a product or object that provides valua-
ble evidence of a child’s status and progress. Although the clay snake Josefa
made will not be saved, the fact that she can make snakes shows small mus-
cle development. Michael and Mara have built an elaborate town using inter-
locking plastic blocks. The town is evidence of task persistence and social




Multiple choice

Stem with alternatives

First grade beginning of the year:

1. Why did the family go for a swim?
a. It was a cold day.
b. It was a hot day.
c. It snowed.

End of first/second grade:

1. Little Red Riding Hood was going
to visit .
a. her dog
b. the three little pigs
c. her grandmother
d. her teacher

* Use a stem that is a statement to be
completed or a question; questions
are easier for young children.

* Keep the wording in the choices
to short sentences or phrases.

* Students should be able to
understand the question or
problem by the stem alone.

* Have only one correct response.

« Avoid using none of the above or
all of the above.

» Avoid using the word »of in the
stem.

+ Construct plausible alternatives that
have about the same number of
words.

» Place alternatives in varying order,
with the correct item in different
places.

* Avoid grammatical clues (articles or
verbs).

Matching

Two columns of
items to be
matched

. Pm she is
she’s is not
isn't fam
.who's I have
I've who is

Vi

» Have the same number of items in
each list; one item in one column
matches one item in the other with
no extra words in a column and no
double matches.

* Keep the same type of words in the
same column (e.g., all contractions in
one column, all words that correspond
to the contractions in the other).

¢ Have no more than five items in
each column.

Fill in the blank
Sentence with
missing word

1. There are 3 .
2. There are 2 .
3, There are 4

ponies  cats  dogs

*» Use one blank per word.

* The missing word should be a
critical word or concept.

« Place possible choices at the bottom
or next to the item; have the same
number of choices as items.

Short answer
Child writes the
answer in his/her
own words

1. Why did Grandpa want to make
the toy?

+ Use direct questions rather than
incomplete sentences.

* The answer should be able to be
concise, usually one or two sentences.

« Teach the characteristics of an
acceptable answer.

» Develop a scoring rubric for grading.
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Develop a plan for selecting products. For example, plan periodic sampling for
those items meant to show progress. Collect a variety of products in differ-
ent media to document all developmental and content areas. Choose products
based on how well they show what a child has learned or experienced. Look
for “breakthrough” samples—products that show particular growth and develop-
ment. Products do not have to be neat or pretty; choose products because of the
process they show. Figures 4.4 and 4.5 show two children’s abilities to represent
events and objects. In Figure 4.4, Troy constructed seemingly unrelated objects,
some of which require a label to be recognized. His dictation consists of one- or

Figure 4.4 Troy's Product
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Used with permission of Danielle Erickson.
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Used with permission of Leslie Alamer.

“o Watch the video
to see early child-

hood expert Sue
Bredekamp talking
about formative
assessment. What are
some of the challenges
teachers face as they
collect data for assess-
ment purposes?
(https://www.youtube
.com/watch?v=
viuKdtliGag)

two-word names for the objects. Jennifer’s picture of the swimming race shows
a purposeful and successful use of paper strips to represent objects in the event,
and her dictation captures the whole story (Figure 4.5). There are also differ-
ences in fine motor skills, as evidenced by the use of glue, paper, and pencil.

Choose products because they demonstrate a child’s unique approach to a
problem or conceptualization of something. Marta, for example, makes intricate
patterns with whatever materials she has. Tyler, using the same materials, will
create something about favorite TV shows.

Set up a system for storing and summarizing products. Record the child’s name,
the date, and the reason for saving directly on the product, on an entry slip at-
tached to it, or electronically if you are scanning and storing on a computer.
Store pieces in chronological order. Cross-reference group products. See Chapter
6 for more ideas on how to choose and organize work products.

Elicit Information from Parents

Information from parents is available in many forms: informal conversations and
communications, conferences, email exchanges, home visits, forms, and question-
naires, as well as involving parents in assessing their own children. All involve
personal communication: asking questions, discussing concerns, attentive and
active listening or reading, and responding. The following section suggests a wide
variety of ways to set up parent-teacher communication related to assessment.
Try those appropriate to your situation. Not all parents cooperate, but many do,
and that involvement benefits everyone. Continued efforts by teachers result in
increased parent involvement (Epstein, 1987).

1




* Parents can share mformatlon about home/schooi cultural and linguistic
differences.

e Other people’s experlences and insights increase a teacher’s knowledge
about a child. Parents have a long-range perspective of their child from birth
to the present. Also, specialists with expertise in a specific area can augment
a teacher’s understanding of a youngster.

LIMITATIONS

*  Other people’s biases can distort a teacher’s perception of a chiid.

* If parents are not familiar with the purpose of assessment, they may place
pressure on the child to perform in a specific way.

* Specialists are usually brought in only for selected cases.

!

Guides for Eliciting Information from Parents and Other Adults

Be respectful of parent and community culture, customs, and language. If some
parents are not comfortable speaking, reading, or writing English, perhaps a multi-
lingual educator can use the parents’ primary language or the teacher can arrange
for a translator. Use sensitive, responsive discussion and listening techniques.

Advise parents about what information will be belpful. Some teachers simply
ask parents, “What would you like me to know about your child?” Similar open-
ended questions are listed in Figure 4.6. Many parents do not realize that family
events may influence a child’s behavior at school and that teachers can be more
understanding if they are aware of a particular situation. Provide examples of
what is helpful and why: significant events, such as the birth of a baby, moving,
illness, marriage, divorce, or the death of a pet; as well as daily ups and downs,
such as illness, disruptions in sleep patterns, or a “bad morning.”

Use existing communication opportunities. Background information on enroll-
ment forms may give details such as previous schools, family composition,

Figure 4.6 Open-Ended Requests to Elicit Information about a Child from Parents

“What do you hope your child will get out of being in this program?”

“What are your child’s current play (reading, learning) interests?”

“What are your child’s strengths?”

“What special needs should we be aware of?"

“What do you do as a family?”

“We would like to know about your child’s friends and friendships at home and in
the neighborhood—ages, what they play, how they get along.”

“What other things would you like us to know?”
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messages to take full advantage of this opportunity. Some schools and centers
have a place for comments on or near the daily sign-in/sign-out forms. In others,
teachers plan the day so they are available to talk. Telephone calls help over-
come distances when children ride buses, walk to school alone, or are dropped
off at the school. Voice mail, answering machines, email, and web pages provide
other opportunities.

Many programs have joint teacher-parent goal setting for the child at the
beginning of the year. Parents list expectations of themselves and the teacher
and then respond to prompts such as those listed in Figure 4.7. The parents and
teachers keep copies of the expectations and at the end of the year give their
perspectives on how the child has progressed.

Figure 4.7 Items Used for Joint Parent-Teacher Goal Setting

“I would like to see my child doing more of the following:”

“I would like to see my child doing less of the following:”

“at school, 1 would like the teacher to help my child with the following:”
“At home I would like to help my child do the following:”

“Ways in which we can work as partners in the child’s total education:”
“f would like to know more about my child’s . . . "

Be diplomatic when obtaining needed information related to a problem or con-
cern. Some teachers describe what they see at school and then solicit parents’
insights, similar experiences at home, and other information that will help the
teachers understand and determine a course of action. Be honest about con-
cerns, but be open to parents’ perceptions and viewpoints.

Have parents do some assessment and documentation. Develop a few nonthreat-
ening tasks that parents and children can do at home. Give clear directions,
including suggestions about appropriate timing, keeping tasks casual, and sens-
ing when to stop. Figure 4.8 provides examples of ways parents can help with
assessment.

Figure 4.9 is an example of a reading log that parents and children can keep
at home. Parents keep the log for children who are not yet readers and writers.
Children who read and write keep their own log, noting whether parents read
the book to them or whether they read it themselves. For beginning writers,
enlarge the cells. Explain and give examples of what goes in the “Comments”
section. When the page is full, place it in the child’s portfolio.

Determine other teachers’ and specialists’ knowledge of children in a professional
manner. Avoid the sometimes unprofessional exchange of opinion in a teach-
ers’ lounge or the labeling of a child. By sharing knowledge about a child in a
professional manner, the teacher may prevent gossip-type conversations. Refer to
Chapter 11 for more suggestions.




“What are your favorite things to do at school? Least favorite?”

“What are your favorite things to do at home? Least favorite?”

“What are your favorite television shows (books, computer games, sports, and so
forth)? Why?"

“What is your favorite thing to eat? Tell me how to make it and I will write it
down.”

“What are some things you are learning (have learned) at school?” (Use only if the
school is making an effort to help children become aware of and remember what
they are learning.)

“Tell me some things you know about (proposed topic of study).”

Help document strengths and needs:

Tape record the youngster reading aloud at home to get reading samples for
portfolios.

Help the child keep a log of books read to the child and books the child reads
independently.

Answer teacher-prepared questions about homework, noting the type of help the
parent gave the child:

“How long did the assignment take?”

“How difficult was the assignment? Easy? About right? Difficult’”

Note study habits with which the child needs help.

Figure 4.9 Reading Log Maintained at Home

Reading Log
Name Date Started
Who Read? Dates
Child =C
Name of Book and Author | Adult = A Start | Finish Comments*

*Comments can include impressions, opinions, or reactions to the book or writing; revealing associations between
events in the book and prior knowledge or experience; reflections on the plot or themes in the book; or other personal
reactions. Write as much as you would fike.
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assessment is an “authentic assessment.” The context can increase child mo-
tivation and personal involvement, which, in turn, affect the complexity and
maturity of responses (Cazden, 1972). Behavior during an interesting, involv-
ing activity differs from behavior during an uninteresting activity. Likewise, if a
child feels at ease in a setting, the child will perform better. Anxiety in an unfa-
miliar, strange situation may cause uncooperative behavior, such as acting silly or
refusing to respond. Context is a key factor in determining how a child will act
(Bodrova & Leong, 2007).
Consider the following factors when choosing a context for assessment:
physical space, materials, activities, people, and amount of teacher structure.

Characteristics of the Context

Physical Space. The arrangement of physical space can increase the fre-
quency of certain behavior and minimize distractions. For instance, putting
climbing equipment in a line will increase the likelihood that children will use
the pieces in sequence and will climb, swing, and balance. Also, children are less
apt to interrupt each other’s progress if there is an implied order.

Materials. Adding new materials or changing the ones normally present
will affect assessment. A new book in the reading area, new mystery rocks at the
science table, or other subtle variations often produce changes in behavior. Add-
ing one or two props in the dramatic play area may encourage a child to join in
who would not ordinarily do so.

Activities. Activities have a direct impact on behavior. More large muscle
skills are observed in certain activities, such as outdoor play, a game of tag, or
a movement activity, whereas small muscle skills are more likely to be observed
as children put together puzzles or work on their art projects. Choose activities
that are sufficiently involving and interesting. Activities that are a usual part of
the classroom may be too familiar to elicit interest and involvement. To attain
the level of involvement and interest necessary for a good assessment, modify
familiar activities. Sometimes activities not commonly associated with a specific
behavior are novel enough to increase child interest. For example, counting
jumps in an outdoor activity may be more involving and interesting than the
usual counting tasks with manipulatives.

For children younger than age 7, the activity most likely to elicit complex
and mature behavior is play (Bodrova & Leong, 2007). Watch a child playing or
pretending, for example. Perhaps Anna does not listen while the teacher reads
a story to the group. However, when she is “playing school” with a friend who
pretends to read, Anna listens attentively for 10 minutes.

People. Children’s behavior is influenced by the number of people pre-
sent and who they are—friends, peers, or adults. Group behavior is more




crrorts to get children to play her way, dominates conversations, and tries
to keep other children from talking. Stacy’s behavior in turn is influenced
by Said, who follows her lead, and Marta, who resists. Subgroups within
a larger group also have an effect on interaction, such as when two best
friends dominate a cooperative learning group by constantly rejecting other
children’s suggestions.

Amount of Teacher Structure. Contexts range from those with little
teacher intervention to structured settings where teachers directly modify and
control the environment. In most situations, teachers provide some sort of struc-
ture, ranging from putting out new materials, to organizing an activity, to partici-
pating in activities. Structured activities flow with normal classroom interaction
patterns and are not noticeably different from them. To observe cooperative
behavior, set up a cooperative game. During the game, you will see more exam-
ples of cooperation than usual, yet children view the game as a normal part of
classroom life.

Examples of Contexts for Assessment

Many contexts lend themselves to assessment. Some are obvious, such as using
the manipulatives area to assess small motor development or the book area for
literacy skills. Others are overlooked, although they are excellent contexts for
appraisal. Consider the following:

1. Daily routines. Assess during snack, cleanup, lunchtime, transitions, and
other daily routines.

2. Outdoors. Watch children as they play in organized games or alone.
Many aspects of development can be observed, including large muscle
and social development, language use, and problem solving.

3. Dramatic play. Dramatic play can be a context for assessing social, lan-
guage, and cognitive development, as well as fine motor skills.

4. Learning centers. Children can be assessed or assess themselves as they
work in learning centers. Many products from learning centers provide
a record of what the children have done. Children who read and write
can assess themselves by filling out charts and rating scales, or by tape
recording comments.

5. Classroom meetings or large groups. An often overlooked context for as-
sessment occurs when the class gathers together. Teachers can assess
group functioning and individual participation as well as specific knowl-
edge and skills.

6. Cooperative group activities. Groups in which children learn together
are the ideal context for assessing the social and content goals for those
groups.



factor in the setting separately influencing a child’s response, causing a child to
deliver a performance that is not typical (e.g., physical space, materials, activi-
ties, people, and the amount of teacher structure). Avoid scheduling assessment
on days that are unusual or when children don’t follow the typical routine, such
as the first day after holiday break or the afternoon of a field trip.

Make sure the children feel at ease. Be certain that the children have had time
to practice with materials before they are assessed. If they have never written to
a picture prompt, let them practice doing that. If the teacher has never asked a
question and not told the children if they are correct, then the teacher needs to
explain how the questions are asked and how he or she will reply: “I'm going
to ask you a question. Usually, I say, ‘That's right,’ but this time I'm just going
to nod.”

Use physical space to increase desired bebavior and minimize distractions. The
way assessment is set up in the classroom will be more distracting for some
children than others. Setting up in the hallway might make some children
feel awkward, but setting up in a noisy corner of the classroom will likely not
work. If possible, keep the classroom setting the same. For example, don’t
remove the alphabet chart or the Word Wall from their normal places on the
walls.

Make the context interesting and realistic enough to engage children. When
young children are assessed on tasks that are taken out of context, they often
perform at a level that is lower than they are capable of simply because they
get easily bored. Another reason is that they may assume that they do not
have to give a complete answer because the adult already knows the answer.
This is why asking a child to set a table and to make sure everyone has a
plate and a napkin may be a better context for assessing preschoolers’ one-to-
one correspondence than asking them to match each blue counting bear with
a red one.

Remember that the size and composition of the group influence interaction. It
helps to experiment with the size and the makeup of a group to find out the
entire range of the behaviors being assessed. Some children tend to “clam up”
and not talk much in a large group, whereas others like to “perform” for their
peers. A child who does not seem to enjoy reading independently shows more
enthusiasm when asked to read to a younger classmate.

Choosing the Appropriate Assessment Window

Because so many possible combinations of sources, methods, and contexts
exist in an early childhood classroom, a teacher can vary the assessment




The focus behavior guides the choice of source, method, and context of the
assessment. Therefore, you should identify, as explicitly as possible, the behavior
you decide to assess (Chapter 3) and what you want to learn about it.

Two illustrations clarify this: If a teacher is interested in how children func-
tion in small groups during dramatic play, the teacher should choose the chil-
dren playing in a group as the source of information. Observation is a good
method for assessing social interaction, because it can be done without interfer-
ing with group dynamics. To select the best context, the teacher must consider
the number of children, materials, and composition of the group, such as ages
and friendships of members.

If “using inches, feet, and yards to measure” is the focus behavior, the most
authentic source of information is the child. The best method is to elicit informa-
tion in a performance task that focuses attention on specific facts and behaviors.
Any context in which children can demonstrate these skills would be good, such
as measuring the sidewalk, measuring objects to be used in a construction, or
determining their own height.

Use Authentic Assessment Windows

Appraisals should tap the identified behavior as directly as possible. Choose
the source, method, and context that will best accomplish that. Use direct
sources of information whenever possible, except when the perspectives of
parents and other adults are your focus. If you are assessing a behavior that
usually occurs in a specific setting, use that context. An authentic assessment
of cooperative learning is a cooperative learning activity. Although cooperation
also occurs in dramatic play, it is not the same kind that takes place in coop-
erative learning.

Maximize the Frequency or Chance
of Seeing a Behavior

Assessment windows should maximize the chance of seeing the behavior. To
determine how many children can classify objects by one attribute, choose
activities in which children sort and classify objects. One person or source may
see behavior more frequently than another source; for instance, the playground
supervisor sees more gross motor behavior than the reading specialist. Certain
settings tend to restrict interaction and limit certain types of behavior. Sponta-
neous play happens more often during dramatic play than in a teacher-directed
activity. Certain activities are more engaging and elicit better, more reliable sam-
ples of behavior. Contexts affect motivation—children might be more motivated
to use their addition skills during a toss-catch-and-answer session than during a
paper-and-pencil test.
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necessary. Teachers must use their judgment. Consider the following general
guidelines:

* To assess progress, at least two assessment windows must be similar. A
drawing collected at the beginning of the year should be compared with
a drawing collected later, not with a painting. The first appraisal and at
least some later comparisons should have similar sources, methods, and
contexts.

* If several appraisals are made, more variation is acceptable. For instance,
if five samples of problem solving will be collected, no more than two or
three of them should come from the same source, method, and setting.
If ten appraisals are made, three or four using the same source, method,
and setting are acceptable.

Figure 4.10 shows the wide variety of assessment windows available for assess-
ing what children know and can do in different development and curriculum
domains (Gage & Berliner, 1998; Meisels & Steele, 1991; Russell & Airasian,
2012).

Figure 4.10 Assessment Windows Used to Appraise Major Early Childhood Goals

Large Muscle/Gross Motor

« Systematic observations of child in movement during movement activities, outdoor play, physical
education

* Self-reports or elicited information about a child's favorite games, activities, or apparatus and why they
are favorites

» Systematic observations of a child’s skill level

+ Evidence ol participation in large muscle activities

» Performance sample of an obstacle course combining several skills

* Performance sample of one specific skill

» Evidence of the length of participation in active physical exercise without tiring

« Performance sample of mimicking of progressively harder patterns of movement (following a song,
videotape, or teacher)

* Descriptions of after-school and weekend physical activities from parents

Small Muscle/Fine Motor

« Systematic observations and examples (products) of a small muscle skill, such as fingerplays or use of
writing instruments, modeling clay, manipulatives, crayons, paints, pencils, chalk, clay, paste, or other
material that requires small muscle use (these can be spontaneously generated or elicited by the teacher)

» Spontaneously generated work products and performance samples of cutting

« Spontaneously generated work products and performance samples of scribbling or printing of letters
and numerals
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» Performance samples of constructions (build a bridge from this side of town to the other, build a tower
that is this high)

* Self-portraits drawn at the beginning and end of the term

» Systematic observations of self-help skills made by the teacher

» Reports from parents about self-help skills seen at home

Cognitive Development

* Elicited information about a child’s knowledge or thinking processes (using a web or semantic map to
record information)

* Elicited information or self-reports of what a child was thinking in a particular operation, project, or
process (Why did you sort the shells that way?)

* Self-reports, elicited information, or work products showing a child’s ability to present information in
graphic form

+ Systematic observations or performance samples of puzzles, problems solved, and how they were solved

* Work samples from different subject matter areas

* Performance samples of a child’s ability to carry out basic cognitive processes—classify, pattern,
seriate, think, and represent using symbols; sequence; use number concepts and operations; observe;
compare and contrast; and others

* Self-reports or elicited descriptions of memory strategies (e.g., list made by child)

* Self-reports or elicited descriptions of a child’s understanding of a process, such as how a favorite food
is made

» Performance samples of specific knowledge or skills

* Work products, such as reports, practice papers, displays, presentations, models, or other end products
of project work

* Performance samples of problem solving with teacher- or child-recorded information

* Self-reports of games the child has made up or played and how to play a known game (knowledge
needed, strategies used)

¢ Systematic observations, elicited descriptions, or self-reports of things child uses to aid own thinking
(use of fingers, self-talk, monitoring thinking processes)

* List of hints at different levels that helped the child solve a problem; list of hints that were not helpful

* Descriptions of error patterns found on practice papers and performance samples

* Descriptions of child's favorite problem-solving games and puzzles from home

* List of the “How does this work?” and “Why?” questions children ask their parents

Language and Literacy Development

* Systematic observations and performance samples showing communication competence

* Evidence of comprehension and use of specific concepts, vocabulary, and constructions

* Evidence of time spent reading or looking at books, times in book center

* Self-report or record of books read or books read to child at home or school

* Sell-report or elicited listing of favorite books

* Performance sample of child reading aloud to another child, parent, aide, volunteer, or the teacher
(may be recorded on audio- or videotape)

* Evidence of child’s understanding of functional uses of print (e.g., signs, maps, letters, newspapers,
lists, books, teacher recordings, photographs)

(continued)




* Group composiions or ExXpenence Ciars
* Pertormance samples showing a child’s conceptions about print
+ Parent reports of favorite books or reading activities at home

Personal and Social Development

» Teacher observations and recordings of specific aspects of a child’s interactions with peers

* Evidence of friendship and affiliation abilities

* Self-reports or observations of a child’s skills in cooperative work groups, class projects, and outings

* Evidence of a child’s choices of activities for a specified time

« Evidence of participation in and contributions to various activities requiring peer interaction

» Elicited information about friendship (what it means to be a friend and have a friend) and social
problem solving (How would you handle this problem?)

» Observations of positive initiations with others or of negative, inappropriate interactions

* Descriptions from parents of the child’s friendships and affiliation abilities at home

« Elicited or self-reports of a child’s conception of self (Who am I?)

* Systematic observations and self-reports of a child’s level of motivation during different types of activities

Attitudes and Dispositions (about almost everything)

» Evidence showing time spent at a given activity or task

» Evidence showing a child’s choices of activities, books, projects, food

« Elicited information and self-reports of “favorite” activities, books, songs, subjects, things to do at
home and on playground—and why

» Evidence of a child’s uniqueness in approach, attitude, and disposition

« Self-reports or elicited information of the number of books read, puzzles completed, maps made,
pictures drawn, or skills mastered

+ Knowledge and skill in a particular developmental or subject area

+ Parent reports, reports from other teachers about a child’s attitudes and dispositions

« Description of motivation levels, attitudes, and dispositions observed during performance samples in a
specific area

Specific Content Areas

« Performance samples of a child’s ability, designed to elicit specific skills, concepts, or processes

« Practice papers and other work products: science, math, or integrated project journals or repoits

» Evidence of the relationships between concepts, processes, and strategies for use (may be documented
by webs or semantic maps)

* Descriptions of specific skills, concepts, and processes

Other Important Assessment Windows

» Attendance and tardiness records

* Child’s reflections on own development

* Observations of who sleeps at nap time and for how long (preschool)

» Observations of who is tired or hungry in the morming

« Observations of a child’s preferred study time (moming or afternoon), quiet time, reactions to noise or
new situations, and other learning style characteristics
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physical space, materials, activities, and people to achieve different contexts or
settings.

Each approach has strengths and limitations. To choose the most appropri-
ate combination of source, method, and context for a given assessment, use
these criteria: choose a combination that is as authentic as possible, that is ap-
propriate to the purpose, and that maximizes the chance of seeing a behavior.
Use a variety of approaches to avoid overdependence on one source, method, or
context.

Using different assessment measures requires teachers to have certain skills
and attitudes. These are described under the various Guides headings through-
out this chapter. Teachers must be respectful of community culture, customs,
and language, as well as sensitive and skilled in talking with parents and chil-
dren. With parents, use existing communication opportunities to elicit their per-
spective, have them do some assessment, and help set goals. With children, use
authentic performance tasks; interviews, conferences, and discussions; and dy-
namic assessment strategies. Ask a range of questions to stimulate both memory
and the reflection that prompts complex thinking and reasoning. Employ a vari-
ety of questions, requests, and prompts at different levels of difficulty and com-
plexity to increase the accuracy and amount of information from children.

Check Your Understanding 4.1: Click here to gauge your understanding
of chapter concepts.

a Media Connections 4.1: Click here to apply your understanding of
chapter concepts.

For Personal Reflection

1. Context, or setting, is one of the variables that teachers must consider in
assessing children. Think of times and situations in which context influ-
ences what you do. What aspects of those settings are influential? Physi-
cal space? Materials? Activities? People? Structure? In what ways do they
exert their influence?

2. Teachers often have strong opinions about studying records made by
other people as a source of information about children. Examine your own
beliefs about records. What are some of the reasons for those beliefs?

For Further Study and Discussion

1. Mr. Lee is interested in determining which children can count by 1s, 2s,
and 5s. Identify three different assessment windows to gather the infor-
mation. Explain your choice of sources, methods, and settings.




about a concept such as relative location or reiative size. Lonclude by
writing a question or statement about insects that would elicit responses
at the recall and recognition levels. Use Bloom’s Taxonomy to develop
questions and statements about the concept of food, calling for varying
levels of cognitive complexity.

4. Underline the portions of the following observation record that are
inferences and not a description of what was actually observed. Justify
your decisions.

Tina and Norm are playing a game of tag outside. Tina accidentally
trips Norm. He lashes out at her, pushing her to the ground. Tina’s feel-
ings hurt, and she begins to cry and runs to the teacher. The teacher
is more sympathetic toward Tina than Norm because he is usually a
discipline problem in the classroom. She says, “What happened to you,
Tina?” Tina replies, “Norm pushed me down and I hurt myself.” The
teacher takes her hand and walks over to Norm, who by now is quite
. angry and feeling sorry for himself. “Norm,” says the teacher, “did you
‘ push Tina down? Why did this happen?” Norm says, “She tripped me
first.” Tina says, “Well, I didn’t mean to.” Tina and the teacher real-
ize that there is a misunderstanding. Norm is an aggressive child and
always responds aggressively.
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Documenting:
Recording Information

Learning Outcomes
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1. Describe strengths and limitations 2. List the factors influencing the choice
of the following procedures used to of a specific procedure to record
: record classroom assessment infor- assessment information.

mation: narrative records; photo,
audio, and video records; checklists;
frequency counts; participation charts;
and rating scales and rubrics.
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Compiiing &
Susnmarizing
Information

Documenting: Records of what children have done and learned are the basis for
Recording # communicating with other people. Teachers depend on records to
_?!!ff?"?}at!fp help them remember what children know and what they can accom-

-

plish (Leong, McAfee, & Swedlow, 1992). During an average school
day, teachers have 1,500 interactions with children (Billups & Rauth,
1987). Obviously, these educators cannot rely on memory alone.

Recording information in a systematic way helps focus attention on each
child’s development, on important educational targets, and on the way authen-
tic assessment and good instruction are linked. The discipline of documenta-
tion—collecting and recording information—makes educators better observers
and teachers. This chapter is divided into two sections: (1) description and
examples of recording procedures and (2) selecting an appropriate recording
procedure.

Teachers and researchers have developed a bewildering array of record-
ing techniques that fall into three basic types: those that describe; those that
count, time, or tally; and those that rate or rank whatever is under consideration.
Figure 5.1 shows the most frequently used procedures in each type. Other pro-
cedures usually involve a combination or variation of the basic types.

Figure 5.1 Types of Recording Procedures

Procedures That Descriptive narratives, anecdotal records, jottings
Describe Diagrams, sketches, photographs
Audio and video recordings

Procedures That Count Checklists
Participation charts
Frequency counts

Procedures That Rank  Rating scales
or Rate Rubrics

Descriptive records are “pictures” of a behavior that are written, drawn, pho-
tographed, or tape recorded, as in anecdotal records or sketches. Counts or tal-
lies note the number of times a behavior occurs, usually on a checklist of some
type. Rating scales or rubrics record information by ranking or rating attributes
on a continuum relative to that of other individuals or a predetermined standard.
Figure 5.2 compares the information from one incident recorded using the three
procedures: describing, counting, and rating.

Only basic recording tools that are feasible for teachers to use are included
here, but teachers are encouraged to vary them and use others to meet their own
recording needs. Current word-processing programs make it easy to develop
forms tailored to a specific need. Include the date, the child’s (or children’s)
name(s), the observer’s name or initials, and any other pertinent information—
such as the time of day, setting, or activity—on each record.




her journal, “My Friend 3/12/15 Speaks with h EnjoysTeadir{g
Jana.” confidence 1 ® 5

Description and Examples of Recording Procedures

This section describes, gives examples, and lists the strengths and limitations
of selected recording tools useful in early childhood settings. They are grouped
according to type: those that describe, those that count, and those that rate or
rank. Other procedures—combinations and variations—conclude the section.

Procedures That Describe

Procedures that describe preserve raw data in a form that is closest to what actually
happened. These narrative records include descriptive narratives, anecdotal records,
and jottings; diagrams, sketches, and photographs; and audio and video records.

Narrative Records: Descriptive Narratives, Anecdotal Records, and Jottings.
Narrative records are detailed, storylike descriptions of what occurred. The amount
of detail and the length of the entry are the primary differences among descriptive
narratives, anecdotal records, and jottings. Descriptive narratives, sometimes called
specimen descriptions or specimen records, are the most detailed. They are like video
recordings—continuous records of everything said or done during an assessment,
written as the behavior is observed. They may include many types of behavior and
activities, as well as several children and adults (Figure 5.3). Descriptive narratives

Figure 5.3 Descriptive Narrative Record

Item(s) Sociodramatic Play
Child M, Pierce & D. Smits Date 5/12/15 Time 10:00 am
Observer Franklin Setting Dramatic play area

Marcia and Dolores are standing next to the sink. Dolores hands Marcia an apron.
They both tie the aprons around their necks like capes. Dolores grabs the yellow
mop and Marcia takes a purse. Dolores begins to march around the room.
“Follow me everybody,” she says, pushing the broom up and down like a
majorette. Marcia, still in the dramatic play area, starts addressing an empty chair.
“You have been sooooooo bad. I'm going to make you eat mushy mushy mush
mush. Here.” She walks back to the sink, turns several pots over, and rummages
around. Dolores returns—holding Kathy's hand—and says to Kathy, “You come
play with us, OK? We need a baby. Want to be it?” Kathy looks away toward the
sink, lets go of Dolores’s hand, and says, “What is this?”" . . .

Notes/Interpretation
Few roles. Talk is primarily statements, Beginning to assign roles.
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Jottings are short notes about significant aspects or characteristics of a be-
havior or event. They take less time to write than descriptive narratives and anec-
dotal records but preserve important details by using phrases and abbreviations,
Jeaving out words, and taking other shortcuts. Because they take little space and
are quickly recorded, jottings can be used in the “Comments” or “Notes” sections
of checklists, participation charts, and other forms, or they can be recorded in a
group-record format such as that shown in Figure 5.5. Jottings are often added
to children’s work products as an explanatory annotation. Examples of jottings
include “Runs around obj. easily, arms balanced, jumps rope, attempts jumping
jacks” and “Responds correctly and without hesitation.”

Figure 5.4 Example of Anecdotal Records

Date: 12/4/14

Olivia, Makki, and Jamal are rolling cars down a ramp. Olivia and Makki start their
cars at the same time and they arrive at the bottom of the ramp at the same time.
Jamal starts at a different ramp a bit farther back and lets his car go at the same
time, but it takes longer to reach the bottom. He scoots his ramp even farther back
and waits until Olivia and Makki put their cars on the top of their ramp and all
three children let their cars go together. Jamal’s car takes longer. He takes a block
away from his ramp and then when they let the cars go, his goes even slower.
Next, Jamal puts the block back and adds another block, making the slope greater
than the girls’ ramp. His car goes the fastest. The children talk about this and then
Olivia and Makki add a block to their ramp and they try again.

Figure 5.5 A Record Using Jottings

Item(s) Counting Skills
Group PM Kindergarten
Observer Wong

Date 1/5/15t0 4/10/15

Name Rote Meaningful Notes

Beck, A. 1/22/15__ 3/25/15__
To 5 no errors To 3
5-10 w/prompt Prompls not used

Benny, D. 1/22/15__ 2/22/15 Has number
To 20 no errors To 20 no errors conservation
To 50 w/prompts To 50 w/prompts for 3, 4, & 5




i s e R T e e e R i A R e i T e e e i o e e o

LIMITATIONS

¢ Wiritten accounts take more time and attention than other methods.
¢ Writing can detract from ongoing interaction with children,
* Recording done after the event may be unreliable.

Guides for Making Narrative Records

Record exactly what you see or bear in the order in which it happens. Use words
that convey distinctions in behavior. For example, children not only “say” some-
thing but they may also shout, whisper, scream, speak loudly, or speak softly. Do
not interpret or summarize while recording.

When possible, record as the event is bappening. If it must be recorded later, note
a few words to help remember what happened, and accurately reconstruct the
event as soon as possible.

Include all the information necessary to understand the description. This will
vary with what is being recorded and may include context, time of day, what
happened before the event, who was involved, what happened afterward, and
other details, depending on the focus of the observation and what transpired.

Try to capture what children actually say ratber than paraphrase. The “mis-
takes” children make as they are learning language reveal their progress as well
as their needs. Sometimes this requires the teacher to invent spelling for sounds
such as “suspusketti” (spaghetti) or “wainbow” (rainbow). Capturing the way
dual-language/English-language learners express themselves may give clues to
ways teachers can help these youngsters learn.

In initial recording, avoid words that convey emotional tone, feelings, motives,
or thinking processes. A few examples: shy, timid, aggressive, selfish, worried,
stressed, angry, silly, afraid, enjoys, embarrassed, bappy, interested, teased—our
language is full of these types of words! Record the actual behavior without
judging it.

Record any inferences so they can be identified and distinguished from the fac-
tual recounting. Write the inference at the bottom or on the right side of the
page, with a line separating it from the record. Write it with a different-color
pen, or on a separate sheet of paper or card. Clearly label it “interpretation.”
Inferences should be separated from the record of behavior for several reasons.
Isolating what was seen or heard from inferences decreases recording errors
(Cronbach, 1990). It allows for reconsideration after a period of time and more
observations. A teacher may have a different interpretation of “Selena offers to
share the blocks with Zack” after one incident than after several observations of
Selena working with other children over a period of time. Keeping inferences
separate allows a teacher to go back and examine the pattern of behavior with




Figure 5.6 Diagram/Sketch Made by the Teacher of a Child’s Biock Construction

Item(s) Small Block Construction
Child Morgan, T.
Observer Schulhammer

Date 5/14/15 Time 9:00
Setting Manipulatives




Ing about concepts or processes are called webs, concept maps, or idea maps.
Webs and semantic maps document one child’s thinking or the ideas of a group.
Children are asked to state what they know about a specific topic or idea. As
ideas emerge, the teacher asks questions to find out what a child means by an
idea and to find out the relationship between ideas. For example, when a child
says, “Insects are alive,” the teacher might ask, “What does alive mean?” or “How
do you know they are alive?” Correct information and misconceptions are both
recorded. Similar ideas are placed in relationship to each other in a diagram,
forming a web of ideas (Figure 5.8). Webs can be used to document knowledge
or processes, and they can be recorded by teachers or children.

Figure 5.7 Diagram/Sketch Made by a Kindergarten Child of His Own Block Construction
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PHOTOGRAPHS, DIAGRAMS, AND SKETCHES

STRENGTHS

e Graphic records (diagrams, sketches, photographs) capture evidence about a
product that can't be saved, such as a mode!, display, or construction.
e Graphic records preserve details of a process, such as changes made to a de-

sign or revisions in thinking.

Graphic records can be used to record individual or group work in almost any

developmenta! or curriculum domain.

e Photographs and sketches are quick and easy and require little advance

preparation.

e Concept maps or webs record a child’s or a group’s current knowledge and

the relationships among elements in it.

LIMITATIONS

»  Graphic records require a written annotation to provide context and detail.

o Children need time to get used to cameras.




O presclve DO spoccll 4nd action and 1o serve as a backup and supplement
to other methods of recording. These methods allow teachers to be included
and are a useful, sometimes jolting, record for teacher self-evaluation. Audio
records are useful for recording parent comments, especially if parents are not
comfortable writing information.

Children, teachers, aides, parents, or other adults can record activities dur-
ing individual or small-group activities, or with the entire class. In fact, at many
school exhibits or class demonstrations, the number of video cameras may al-
most equal the number of families present.

Guides for Making Audio and Video Records

Focus on specific assessment situations. It is tempting to record “everything” but
time consuming to review all.

Place recorders so they are unobtrusive. If children know they are being recorded,
they tend to show off, or be shy, or avoid talking altogether.

See Chapter 9 for more suggestions for the use of audio and video recorders for
assessment.

AUDIO AND VIDEO RECORDS

STRENGTHS

* Audio and video recordings retain exactly what occurred, including the set-
ting, interactions, and other variables. ;

They can be listened to or viewed repeatedly by different people.

They record events that occur too quickly or are too complex to write down.

They provide backup evidence for other records.

They are an easy way to involve children and parents.

LIMITATIONS

The amount of data preserved can be overwhelming.
¢ Audio and video equipment and the process of recording may disrupt class-
room activities until children get accustomed to them.

Procedures That Count

Counts or tallies preserve information about the presence or absence, frequency
or number of occurrences, or duration of a behavior. Appropriate behaviors to
tally have an identifiable beginning and end (Cartwright & Cartwright, 1984),




©, Watch the video
“Assessment

Checklists” to see Dr.
Andy Johnson talk
about the use of dif-
ferent kinds of check-
lists to document
children’s learning in
an elementary class-
room. Of these check-
lists, which ones would
you use to document
chiidren’s learning in a
preschool classroom?
{(www.youtube.com/
watch?v=kVs9DduZBjQ}
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Behaviors must be mutually exclusive or nonoverlapping. For exampie,
aggression and shoving overlap because shoving could be counted both as ag-
gression and as shoving. It would be better to use shoving and hitting, two
mutually exclusive behaviors.

Behavior tallies use either sign systems or category systems (Boehm & Weinberg,
1997; Irwin & Bushnell, 1980). Sign systems are representative of a larger set; a few
behaviors that are indicators or signs of a skill are appraised instead of every be-
havior. Being able to hold a pencil is a sign that a child is probably able to hold a
crayon, marker, or a watercolor paintbrush.

A category system is exhaustive—all possible behaviors are categorized
and recorded. Parten’s breakdown of play (Parten, 1932) is a category system
that records play behaviors in four categories: solitary, parallel, associative, and
cooperative. Time samples and duration samples are used primarily in research
or when a specialist is assessing a child. The recording tools most useful in the
classroom are checklists, participation charts, and frequency counts. Chapter 9
provides additional information on the use of these tools.

Checklists. Checklists are a practical, versatile way to document many be-
haviors, skills, attitudes and dispositions, and even products. They can record
inferences or teacher judgments, such as a child’s confidence when speaking
in front of a group. They preserve information from any area of development—
physical, cognitive, and social—or curriculum, such as social studies, science,
or art. Checklists can be developed, compiled, and stored on a computer using
standard word-processing software. Because they are so adaptable, they are
widely used, especially to record literacy and mathematics skills.

Checklists can originate from standards, instructional objectives, or develop-
mental sequences. Items may record specific skills or different levels of perfor-
mance. For example, a checklist might record a child’s ability to recognize, point
to, say, or use a concept.

A teacher may modify checklists to fit specific classroom needs and to col-
lect information from an individual or group. Checklists can be filled out gradu-
ally; not all children have to be assessed at the same time. Also, checklists can
document appraisals made at different times and thus create a progress record.
Figure 5.9 is an example of a checklist using a grid system.

Participation Charts. Participation charts can record both the quantity and
quality of participation. They can document that a child joins in, the number of
times and activities in which the child is involved, and the quality of the child’s
contributions. Participation charts can be recorded by the teacher, other adults,
or the children.

A participation chart highlights different participation rates and provides
insight into children’s preferences, dispositions, and patterns of participation.
A chart filled in over several days will show a child’s preferred activity pat-
tern. For example, over one week, Leigh worked exclusively in the manipula-
tives or science areas during free-choice time and did not engage in any art
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longer. ,

e  Checklists can track a child’s progress as well as achievement at a specific
time.

e Other adults can be trained to use checkiists.

LIMITATIONS

e Checklists may oversimplify complex behavior and learning.
e Checklists that contain too few representative items must be interpreted
cautiously. :

activities. Another use of participation charts is to document the degree and
quality of engagement in group discussions or cooperative learning activities,
such as whether a child’s contributions are relevant, irrelevant, disruptive, or
nonexistent. Participation charts also identify activities or areas of the room that
are overused or underused. They clearly document the teacher’s pattern of com-
munication, such as a tendency to solicit or favor comments and contributions
from a few children rather than all. Additionally, participation charts called room
scans record which areas of the classroom children are involved in at different
times of the day (Figure 5.10). Figure 5.11 shows a child-recorded participation
chart, and Figure 5.12 shows a chart recorded by a teacher.

PARTICIPATION CHARTS

STRENGTHS

e Participation charts are a simple, quick way of recording quantity and quality
of participation. :

e Children can report on their own participation. Other adults in the classroom
can record children's participation.

LIMITATIONS

e The rate of participation may not reflect how much a child is learning. A
child who is observing and listening may be absorbing as much as children
who are talking or doing.

‘e Participation charts may give the impression that participation is the child’s re-
sponsibility, when it is a complex performance influenced by many factors.

Frequency Counts. A frequency count or event sample tallies each time
a behavior occurs and documents the number of times or rate of occurrence.
Frequency counts are practical ways to record behaviors such as social initia-
tions and responses to others, aggressive and disruptive behavior, and a child’s
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Figure 5.12 Participation Chart Recorded by a Teacher

Item(s) Participation in Cooperative Learning Task
Group Albie, Baker, Thomas, Zucher Date 3/23/15 Time 10:25

Observer Wickelgren Setting Science project
Collects and Participates Participates in
Name Contributes Materials | in Discussion | Final Project
Albie, T. 1100111 IOl 1
Baker, J. 1110 OOIIll 1
Thomas, F. | OOIIOI 000100 1
Zucher, A. | OINOI 0I00 1

Code: 1 relevant contribution
O  irrelevant contribution
Blank no contribution




the aates of the assessment in the lert column, and record a tick mark for each
occurrence in the center column. A column for totaling each tally is on the right.

Figure 5.13 Frequency Count

Item(s) Aggressive Behavior Date 3/5/15 to 3/8/15
Child Munja, K. Time 12:45t0 1:00 pm
Observer Delos Setting Outdoor play

Frequency count: Number of times child deliberately hurt another child,
including: hitting, biting, pushing, shoving, kicking, slapping.

Date Frequency Day Total

3/5 NI1 5

3/6 I /3

3/7 NIT I 8

3/8 NII ]
4-DAY TOTAL: 20

Procedures That Rate or Rank

Rating scales and rubrics record judgments and summaries by assigning a rank
or standing on a continuum relative to other individuals or a predetermined
standard. They attempt to capture complex performances and thinking, such as
writing, oral presentations, problem solving, and scientific investigations. Rating
scales and rubrics can document “global” or “holistic” evaluations of children’s

FREQUENCY COUNTS
STRENGTHS

Frequency counts are useful for documenting the rate or changes in the rate

of frequently occurring behaviors.
Recording can be done unobtrusively during classroom activities.

LIMITATIONS

*

Frequency counts do not document the sequence of events or antecedent -
and consequent events.

Infrequent behaviors cannot be adequately documented.

Frequency counts are usually limited to one child and no more than three
behaviors at a time. Jat
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a predetermined continuum from low to high frequency or quality. Words or
numbers define levels of the scale. Some typical scales include:

« Advanced, Proficient, Partially Proficient, Needs Development

o Exceeds Standard, Meets Standard, Progressing toward Standard

* Independent, Needs Some Support, Needs Significant Support, Not Yet
Within Child’s Ability Level

* Never, Sometimes, Usually, Always

s Satisfactory, Unsatisfactory

¢ Grading—A, B, C, D, F—is the most familiar rating scale and is used to
“grade” politicians, products, and services in addition to students’ perfor-
mances in school.

Rubrics or Descriptive Rating Scales. A rubric presents clear criteria—
rules or guidelines—by which a complex performance can be judged. Such rules
are typically used in judging diving, figure skating, and gymnastic competitions.
A scoring rubric “consists of a fixed scale and a list of characteristics describing
performance for each of the points of the scale” (Marzano, Pickering, & McTighe,
1993, p. 29). The scale often specifies what is acceptable performance. You will
learn more about constructing a good rubric in Chapter 7 when you watch Sue
Bredekamp talking about assessment tools.

Specifying important aspects of a complex performance presents many chal-
lenges. What is acceptable performance at a given age or developmental level,
or even in relation to a standard? As with any rating scale, the intervals between
points on the scale may not be equal. Attaching numerical values to children’s
work is difficult, at best. The items on the rubric often represent only one of
many possible indicators of progress toward the standard, often the most ob-
vious one. For example, efforts to specify various levels of classification may
entirely overlook the fact that children need to learn to classify on bases they
select and specify, as well as those specified by someone else.

Other Procedures

Some recording processes can be used to keep track of almost anything. These
include narrative writing by teachers and children, computer record systems,
and children’s work products. Chapter 6 details ways of preserving work prod-
ucts in portfolios.

Narrative Writing. Teachers and children record inferences, conclusions,
judgments, and reflections in their own words in journals, logs, reports, summa-
ries, reviews, and other work products. Children dictate or write their reflections
and judgments.

Some teachers keep daily or weekly chronological journals of their reflec-
tions about their teaching practices, concerns, and impressions. They record




meaning of the descriptive terms, fostering greater consistency among raters.
e They are a quick way to record the opinion of others.
o Well-constructed rubrics are easy to translate into curriculum.

LIMITATIONS

Good rating scales and rubrics are difficult to construct.
People may differ in their understanding of a scale, or tend to rate toward
the center of the scale. '
s Rater biases may affect responses.
Even the best rubrics cannot include all relevant characteristics.

notes about children, plans for the future, and achievements, or they reflect on
past and present experiences. Journals may help teachers improve their own
teaching by encouraging self-reflection (Lay-Dopyera & Dopyera, 1993). Reflec-
tion on events may result in insights that would never occur in a busy classroom
(Hannon, 2000).

Computer Record-Keeping Systems. Three types of computer systems are
currently in use: those that track children’s performance on a specific computer
teaching program; those that organize and store information about children and
help teachers develop and print summary reports; and those that assess and
analyze children’s behavior, then make suggestions for instruction.

Available programs teach early reading or math skills, record student
responses, and create student profiles ready to be printed. Their focus is primar-
ily on limited aspects of reading and math that lend themselves to a gamelike
format.

Several commercial assessment systems have computer-based recording and
information management systems that correspond to manual systems. Teachers
enter data they have collected and recorded in other ways into the computer,
where it is stored, ready to be summarized or analyzed. This can be a time-
consuming step, however. In some cases, teachers enter information directly
using tablets or laptop computers. Because the unique contribution of most sys-
tems is in summarizing and managing information that teachers have already
collected and recorded, we discuss them in Chapter 6.

Selecting a Recording Procedure

The appropriateness of a recording procedure depends on the purpose of the
assessment, what is being assessed, the amount of detail needed, as well as prac-
tical considerations.



What Is Being Assessed

Certain behaviors and products are best captured by a description; others might
require counts or ratings. The most appropriate way to preserve what a child
says is to record the actual words. A count is a good way to keep track of the
number of times a child participates in group discussion or the presence or ab-
sence of skills and subskills. Attitudes and dispositions may be documented on a
ratings scale or rubric or can be inferred from descriptions and tallies.

Amount of Detail Needed

Records capture varying levels of detail or amounts of raw information. Writing
down exactly “who said what” and “who did what” preserves more detail than
“had an argument.” Tallying discrete units of behavior, such as appropriate and
inappropriate initiations and responses to other children, preserves more detail
than a tally of “social interaction” as one broad category.

The amount and type of detail needed depends on how a record will be
used and the area of development or curriculum being assessed. Records that
document problems and concerns, or are used for determining program place-
ment, should contain pertinent details. Detail may be less significant for every-
day planning. Focus description on those aspects of performance that are
relevant. For example, knowing a child pronounced “Robert” as “Wobert” is sig-
nificant when appraising language development but less so when examining
motor development.

More detail is not always better, Unnecessary detail is distracting. In docu-
menting if a child understands how to measure time, the way she is standing and
with whom she is talking are not important. However, too little detail makes a
record inaccurate, so noting only the child’s understanding of minutes, for ex-
ample, leaves out important information about hours and other time concepts.

Teachers can adjust recording procedures to fit the level of detail needed.
Descriptive records are easiest to adjust—write or draw more or fewer details or
take more or fewer pictures. Because they require little preparation, adjustments
can be made during recording. Because tallied behaviors are identified before
assessment starts, adjustments to procedures will be difficult to make while
recording. Before assessing, increase the detail of tallies by counting smaller
subcategories, components of skills, or units of behavior. Instead of counting
“prosocial” behavior, count the number of appropriate and inappropriate initia-
tions to others, the number of responses to other children, and the number of
social conflicts resolved successfully.

Practical Considerations

Teachers must weigh practical considerations when selecting a recording pro-
cedure. These include preparation time, amount of attention needed to record
data, and whether to use group or individual records.




counts, and tallies 1s quick—2a circie, a check, or a tick mark,

Procedures that require little preparation, such as anecdotal records and
narrative descriptions, take more time to record. The recorder must have enough
time to write the information, not simply check or circle an item.

There are trade-offs either way. Think through the time available for recording
during class. If there is sufficient time to make detailed recordings in the class-
room, then those procedures may be best. However, when classroom time is lim-
ited, invest the time in preparation to keep recording during class at a minimum.

Amount of Attention Needed to Record Data. Procedures that require a
teacher’s total focus for recording information are difficult, if not impossible,
without the presence of other adults helping in the classroom. For example, to
write an accurate, descriptive narrative of group interaction in a complicated
project, one person must do nothing but record. Procedures requiring moder-
ate amounts of teacher attention can be done without the aid of other adults if
teachers are interacting intermittently with children. During an art activity, for
example, the teacher interacts with children, steps back to make short notes
describing fine motor coordination, and then returns. Making a record becomes
part of the flow of interaction. Because some procedures require only making a
mark or pushing a clicker, a teacher can record while talking and working with
the children. For instance, as a teacher leads a group discussion, she or he can
check names of children who participate.

Procedures recorded outside of classroom time do not take time away from
teaching but rely on teacher memory, which may or may not be accurate. An
example is an anecdotal record written at the end of the day about an incident
that happened just before lunch. The many events between lunch and three
o'clock will make remembering the details of that incident difficult. Do not
depend on these procedures to record important classroom information, but use
them as a supplement to routine recording procedures.

Consider classroom resources when choosing a procedure. If an aide or an-
other adult is present, attention-intensive techniques may be feasible. Teachers
who don’t have extra help may opt for procedures that can be used while teach-
ing or interacting intermittently (Figure 5.14).

Group versus Individual Records. Information for all the children in a
group can be recorded so that the whole group’s achievements can be seen
quickly; one sheet of paper may suffice, or each child can have a separate re-
cord. Although both types are used in most classrooms, practical considerations
limit the number of separate individual records a teacher can make.

Concisely recorded and displayed information about each child in the class
is called a group matrix record (Figure 5.9). Group matrices are the most effi-
cient way to document appraisals of all the children in a classroom. One group
record can display data collected during one or several appraisals, done at one
time, or spread over a period of time. It can also serve several purposes: primary
data record, a list of who has and has not been assessed on a particular item,
and a group profile or summary (Chapter 6).



Summary

Rating scales
Duration counts
Time samples

Procedures Easy to Use When  Checklists

Interacting Participation charts
Frequency counts
Audio recordings
Video recordings
Collecting work products

Procedures Recorded Outside Anecdotes recorded after behavior has
of Classroom Time occurred

Teacher journals and logs

Computer tracking systems

Figure 5.15 Individual Record

Item(s) Cognitive Development
Child M. Harvey Date 1/27/15 - 8/2/15
Memory

Said “I put it in my memory bank,” as he touched his forehead. 2/2/15
Observed M repeating the words of the song to himself after the song was over.
2/25/15 (Good example of practice)

During classification activity, M repeats the “big and small” in a sing-song voice
over and over as he puts the objects in the groups. Was able to group 15 objects
into big and small red circles and big and small green circles. 2/26/15

Individual records document one child’s performance or behavior. They usu-
ally are used for unique or in-depth information about a child or small group
(Figure 5.15, as well as Figures 5.3 and 5.6). To get a picture of the group as
a whole, the information has to be transferred to a group profile or summary,
which requires another step.

Practical considerations suggest that when the knowledge or behavior under
consideration lends itself to a group record, that might be a wise choice.

Accurate and complete primary data records ensure the trustworthiness of au-
thentic assessment. Records preserve information for future use, serve as the
basis for communicating with other people, and help teachers remember what




cussed more rully in Chapter 0.

Recording procedures can be grouped into (1) those that describe; (2) those
that count, time, or tally; and (3) those that rate or rank the item being as-
sessed. To select a recording procedure, teachers consider the purpose of the
assessment, what is being assessed, the amount of detail needed, and practical
classroom considerations—such as the amount of preparation time, attention re-
quired to record, and whether information is recorded by groups or individuals.

of chapter concepts.

0 Check Your Understanding 5.1: Click here to gauge your understanding

ﬁ Media Connections 5.1: Click here to apply your understanding
of chapter concepts.

For Personal Reflection

1.

Much current writing on assessment suggests that teachers keep a jour-
nal or log documenting their own experiences with child assessment,
and then evaluate and reflect on those experiences. Thoughtfully con-
sider that suggestion, weigh its advantages and disadvantages, and then
write your opinion concerning it.

One way for teachers to learn to use the many recording procedures is
to start using them one or two at a time, practice and learn these, then
80 on to others. Reflect on your own knowledge and experience. Which
procedures have you already mastered (if any), and which do you have
yet to learn? Decide which one you will learn next and explain why.

For Further Study and Discussion

1.

You are planning an assessment of social interaction during a coopera-
tive learning activity. You are particularly interested in whether children
can organize themselves into a group, follow directions, help each other,
and resolve disputes. What two recording procedures would be appro-
priate for the situation? Justify your choices.

You are planning an assessment of math skills—understanding “more
than/fewer than.” Give two alternative recording procedures appropriate
for this situation. Explain why you chose these two procedures. Identify
the disadvantages and advantages of one of the procedures.

Watch a videotape of several children interacting. The first time you
watch, write a descriptive narrative of what you see. The second time
you watch, count the social initiations that children make to each other,
such as invitations to play or bids for attention. Compare the two meth-
ods. Which would be most useful to a teacher interested in social devel-
opment? Why? Which was easier to record?
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Compiling and
Summarizing Information

Learning Outcomes

1. Describe four major types of portfolios 2. Compare the ways assessment infor-

and the steps involved in creating a mation is summarized in individual

student portfolio. and group profiles and relate the con-
tent of the profiles to their respective
purposes.
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9 ‘ As the year progresses, the number of records increases—more

Ir_rformation_ ;

Portfolios

than anyone could possibly commit to memory. “The wealth of data

provided by continuous assessment . . . can be overwhelming, even if
systematically recorded . . . Only through [checklists, profiles, and other means
of summarizing] can the vast amount of information on each child be reduced to
manageable proportions” (Athey, 1990, p. 180).

Summaries keep past appraisals accessible so they can be analyzed and
interpreted in light of new information that is gathered. Instead of looking
through all previous appraisals, the teacher looks at distilled data, saving time
and effort. Three complementary ways of compiling and summarizing infor-
mation are discussed in this chapter: portfolios, group profiles, and individual
profiles.

Description and Definition

Portfolios are part of almost every authentic assessment system and are popular
with teachers, children, and parents at all levels of education. A portfolio is an or-
ganized, purposeful compilation of evidence documenting a child’s development
and learning over time. It is not a “method” of appraisal or assessment; rather, it is a
way of keeping together and compiling information from many methods. It exhib-
its to the child and others the experiences, efforts, progress, and accomplishments
of that child, showing a person’s unique capabilities as well as accomplishments
shared with others. In the process, portfolios provide a basis for evaluation and a
guide for further learning and development.

Physically, a portfolio is a folder, file, box, computer disk, or other container
that stores evidence of a pupil’s learning (Chapter 9). Conceptually, a portfolio
is an evolving concept rather than a term with an agreed-on, precise definition.
There are four major types of portfolios:

* The showcase portfolio shows a pupil’s best or favorite work.

* The evaluation portfolio contains mostly specified and scored material.

* The documentation portfolio holds evidence of children’s work and prog-
ress, which is selected to build a comprehensive description of each
child.

* The process portfolio contains ongoing work for a larger project, usually
chronicled and commented on by the pupil (Valencia & Place, 2014).

People select different types of portfolios depending on their purposes and what
will best serve a particular group of teachers and children (Murphy & Smith,
1990).

Portfolios are well suited to organizing, storing, and preserving informal,
authentic data about all aspects of young children’s development.
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* Portfolios lend themselves to sampling over time from a variety of
assessment windows,

* Portfolios involve children in selection of and reflection on items as
appropriate to their development and the item under consideration.

* Portfolios may contain information that is common to every child in the
group, as well as that which is unique to each child.

* Rather than static reports, grades, or scores, portfolios provide for ongo-
ing assessment.

* Portfolios are a rich source of information for communicating with and
about children and their learning.

Purposes

Most of the basic purposes of assessment can be fulfilled by portfolios: deter-
mining children’s status and progress, informing instruction, providing informa-
tion for reporting and communication, and making preliminary identifications of
children who might benefit from special help. Portfolios often serve additional
purposes, which influence what is included and how the portfolio is organized
(Arter, 1990; Arter & Spandel, 1992). If the purpose is to show growth over time,
representative or best work is included at several points throughout the year.
If the portfolio is meant to show how children plan and carry out a project, a
record of all activities, assignments, field trips, meetings, drafts and revisions,
displays, and reflections on the processes and products might be kept. Other
purposes include motivating children and promoting learning through reflec-
tion and self-assessment (Murphy & Smith, 1990). “Composite” portfolios tell the
story of a group’s efforts, progress, or achievements, such as those of a kinder-
garten or second-grade class (Arter & Paulson, 1991).

Portfolios serve teachers as well as children. The reflection, discussion, and
interaction generated among teachers as they examine, compare, and interpret chil-
dren’s portfolios are as important as the content (Hebert, 1998; Murphy & Smith,
1990). Portfolios remind teachers that assessment is ongoing and can enhance chil-
dren’s learning (Valencia, 1990; Wolf, 1989). Additionally, portfolio development
and conferencing can increase communication among child, teacher, and parent.
Many teachers develop their own portfolios, complete with reflection and self-
assessment, to guide and document their personal and professional growth.

Basic Approaches to Portfolio Building

There are four basic approaches to portfolio building: requiring specific items;
requiring evidence in given developmental or curriculum areas but not specify-
ing the items; collecting individual, often spontaneous, samples from ongoing
classroom activities; and combinations of the preceding three.

Required Items. Required or “core” items (Meisels & Steele, 1991) specify
certain things to be collected for all children in a given class or at a given level.



identify word-reading strategies. The first-grade Integratcd Language Arls rott=
folio in Juneau, Alaska, for example, requires a teacher checklist on reading
and oral language development, a student reading attitude survey, one sample
per quarter of text that a child could read, two writing samples per quarter,
open-ended tests of reading comprehension, the number of books read, a check-
list of language arts skills, and scores on a year-end standardized test (Arter,
1990). Specific requirements such as these ensure appropriate documentation
for all children on important goals, and guide teachers as they learn portfolio
development.

Required Evidence. Required evidence portfolios specify certain types of
items, such as a sample of creative art; a sample of the child’s ability to represent
events, objects, or actions; a language sample; or evidence of fine motor devel-
opment. The teacher and child decide exactly which items to include to fulfill
those requirements (Valencia, 1989).

Individualized Sampling. Individualized sampling relies on selection from
ongoing classroom work or activities. These systems are more open, allowing the
teacher, child, or both to select work and other documentation (interviews, obser-
vations, children’s interactions, participation in given activities) that exemplify how
children feel, act, or think. They show each child’s unique approach, progress, and
understandings (Chittenden & Courtney, 1998). They may show a child’s “favorite,”
“best” or “most-improved” work. There is no requirement to collect similar items
for each child so long as each item reflects progress toward important goals. Some
schools using this approach include only items selected by children.

These portfolios identify and document an individual child’s unique inter-
ests, knowledge, skills, and “style” of development and learning—their “personal
signature” (Eisner, 1991, p. 17) or “approach to learning” (Kagan, Moore, &
Bredekamp, 1995). Such insight can be extracted from other documentation but
is more likely to be identified, recognized, and valued in a portfolio.

Combinations. Required core items or indicators plus optional individual-
ized items selected by the teacher and child seem most appropriate for young
children. They combine systematic documentation pertaining to important goals
with the opportunity to capture evidence that occurs spontaneously and may be
unique to that child or that situation. Teachers experienced in portfolio develop-
ment say the right combination evolves (Hebert, 1998).

Selection of Content

A portfolio is not simply a folder of student work or a catch-all file of checklists,
notes, test results, and other information and records. It must be thoughtfully
planned and organized.

Appropriate Types of Items. Portfolio items vary with the age and
development of children, goals of the program, the curriculum or developmental




Dictations by nonwriters.

* “Journals”—math, science, writing; children’s drawings, scribbles, collages
reflecting their experiences and growth.

* Records of data collection and presentation in math, science, social studies, health.

Sketches of a child’s work, made by the child or an adult (block structure, pattern

blocks, sand, any 3-D work). Sketches of the plan for that work.

Photographs of a child engaged in significant work or play.

Photographs of exhibits and displays prepared by child or group.

Audio and video records.

Printouts of work done on computer—draw/paint, math, writing programs,

games.

* Participation chart—what a child did on a given day or during a given period.
Include qualitative information.

* Logs of activities and results (books read to or by child; parents can help).

* Time sample or count of what a child did on a given day or penod.

¢ Interviews—audio/video/written. Elicit reports or descriptions of a process-—

how to make a favorite food, getting to school, making friends, playing a game,

or “favorite™ activities, books, things to do. Child can draw it and then dictate

explanation to an adult.

Structured observation, performance assessment, or dynamic assessment results.

Do one or two children a day.

Anecdotal records or jottings grouped according to the portfolio categories,

and/or affixed in chronological order. Use Post-its, gummed labels, or quarter

sheets of recycled office paper (tape them on).

Awards, certificates, citations.

Parents’ comments and goals, notes from parent-teacher and child-teacher

conferences; drawings and dictated or written messages to parents from children,

domain under consideration, the type and purpose of the portfolio, and teacher
preferences. Figure 6.1 suggests some possibilities. No school or center would
use all of those listed but would select a combination to provide “multiple win-
dows"—different sources, methods, and contexts—on a child’s accomplishments.

Item Selection. Teachers in a given school or center usually have much lati-
tude in identifying portfolio items. After discussing and agreeing on what they
are going to put in a portfolio, teachers are more likely to know what to collect
and to actually follow through with the collection. Indiscriminate additions to a
portfolio quickly become overwhelming, but a too-scanty portfolio will not have
enough information to be useful and certainly will not provide multidimensional
evidence of a child's progress over time.

Items should be informative, easy to collect, and representative of mean-
ingful classroom activities (Meisels, Dichtelmiller, Jablon, Dorfman, & Marsden,
2001). Informative items reveal several aspects of a child’s learning and develop-
ment. Work included in the portfolio should occur regularly in the classroom, so
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second-graders may be able to make many choices. Teachers must judge how
much choice and access young children have, and monitor them to ensure that
important information is not missing (Hebert, 1998; Maeroff, 1991).

Age and Developmental Level of the Children. The portfolio content
must be adapted to the developmental level and prior experience of each group
and, in some cases, each child. Children who read and write proficiently will
have portfolio items different from those who are emergent readers and writers.
They will be able to record more self-assessment and reflection, and with assis-
tance they can take more responsibility for maintaining their portfolios.

Organization of Content

There is no best way to select and organize portfolio content, so long as content
relating to major developmental domains and the expected outcomes of the pro-
gram are included.

Categories or Domains for Portfolio Content. Divisions might be the
traditional developmental domains of physical, cognitive, language, and social/
emotional development; subjects such as health and safety, social studies, science,
mathematics, and language and literacy; or report card categories. Teachers who
are just beginning to use portfolios may focus on only one domain, such as lan-
guage and literacy, or one aspect of literacy, such as emergent writing, where
there is much information on appropriate items to collect, guides for evaluating
processes and products, and excellent information to help teachers (Appendix A,
Figure A.7). The Work Sampling System®, which spans preschool through fifth
grade, uses seven categories or domains: personal and social development; lan-
guage and literacy; mathematical thinking; scientific thinking; social studies; the
arts; and physical development (Meisels et al., 2001).

Some items will be difficult to categorize: They may not fit any of the cat-
egories, or they may fit several. For example, the ability to plan and regulate
one’s own thinking and behavior, such as focusing one’s attention or inhibiting
action through self-talk, does not fit neatly into either a curriculum or develop-
mental area. A primary student’s written report of an interview with the school
cooks might fit into many. It reveals much about the reporter’s fine motor coor-
dination, thinking processes, task persistence, and understanding of social roles
and interdependence in the school community, as well as listening and writing
competence. If the report is a result of a cooperative group effort, each child’s
contribution will need to be recognized. If an item is selected for a primary
purpose, with other aspects being secondary, file it in the primary category. For
example, if the primary purpose of the report was to check on listening and
writing competence, it would be filed under language and literacy development.
If the primary purpose was to document children’s developing understanding of
the way we organize ourselves as social groups, it might be filed under concept
development or social studies.
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write in any required items, so that each child’s portfolio has the same require-
ments. As items are inserted, note the date in the appropriate cell. As optional or
individual items are collected, note what they are and the date they were added.

If a portfolio has an excess of creative art and journal samples, with few
entries about physical or social development, determine why, and begin to build
a more balanced portfolio. The imbalance may be caused by the fact that some
important school goals, such as motor and social development, do not result
in an “easy-to-collect” product, but must be documented in other ways. Or the
imbalance may reflect an imbalanced curriculum and schedule.

Because portfolios lend themselves to the collection and storage of work
products, make sure that children’s thinking and learning processes are also
documented. Even though performance samples and work products may make
up the bulk of the portfolio, any classroom assessment procedures are appropri-
ate to include and will probably be necessary in order to obtain adequate infor-
mation about children’s progress.

Self-Reflection and Self-Assessment. Developing children’s abilities to
reflect on and assess their own actions and work is an integral part of portfo-
lio development. Preschool 3- and 4-year-olds will be limited in their ability to
reflect on what they have done, but older children will be more capable, par-
ticularly if they have been coached and encouraged for several years. If not, they
can learn. Don’t ask children to reflect on everything; they soon tire of over-
analysis. When 5-year-old Monique was asked to tell why certain books were
her favorites, she said of the first, “Basically, it’s just a very funny book”; of the
second, “It has a sad ending and then it comes out nice”; of another, “It’s just
nice—it’s like a lullaby to me”; and then, “Can I go now?”

Self-reflection and assessment start children on the long path to assuming
responsibility for their own actions and learning. Appropriate prompts help chil-
dren think about what they have learned or practiced during a particular activity
(Figure 6.3). Either the teacher or the child may record the responses and attach
them to the item.

Teachers should model, discuss, and practice developmentally appropriate
reflection and self-assessment just as they would any other thinking process.
Don’t be dismayed at early responses that miss the mark. An entering kin-
dergartner may say that what he likes about the picture he has drawn is “It’s
pretty ‘n’ stuff.” A year later he may be able to spot letters that are formed incor-
rectly, explain why, and work toward conventional forms; another year later he
may revise his own writing and justify the revisions.

Children’s reflections contain insights, understandings, and delights that
don’t reveal themselves in other ways. One second-grade teacher had worked all
year to teach children the criteria for good writing and was now having children
choose a piece to go in their portfolios. Anna had chosen one that met all the
criteria. Delighted, the teacher asked her why she had chosen that one. Anna’s
response: “It reminds me of my dog.” It was not the expected response but
nonetheless one that captured the essence of good writing.
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“What do you like about this picture (structure, painting, writing)?”

“What would you do differently if you were doing this again?”

“Why do you want this to go in your portfolio?”

“What did you learn while you were doing this?”

“What problems did you have while doing this? How did you solve them?”

Relationship of Portfolios to Other Types of Assessment

A portfolio’s relationship to other types of assessment and documentation var-
ies from setting to setting, as do the contents of the portfolio. Some schools
accept portfolios in place of tests for children with learning disabilities or lim-
ited English proficiency. In some schools, portfolios may be the only systematic
documentation and compilation of children’s work. In others, portfolios are just
one part of a comprehensive system. The Work Sampling System®, for example,
consists of three complementary elements: observations by teachers using devel-
opmental guidelines and checklists, collections of children’s work in portfolios,
and summaries of this information in summary reports. Developmental check-
lists document the broad scope of children’s learning in relationship to state and
national standards (Meisels et al., 2001); portfolios contain in-depth information
about how a child works, and the nature and quality of that work; summary re-
ports integrate, summarize, and evaluate information about each child from the
checklists and portfolios.

We recommend that portfolios complement and supplement other documen-
tation, such as individual and group records. It is difficult to incorporate into a
portfolio everything you need to know about a child, and it is even more dif-
ficult to determine how to plan for a group when documentation is based solely
on individual portfolios.

increasing the information in Each Portfolio Item

Make each item that goes in the portfolio as informative as possible. Identify
and annotate work products, photographs, or sketches; if the items are required,
develop procedures and instructions that maximize information; and select
spontaneously generated items for what they reveal about the child and his or
her unique qualities.

Identify and Annotate Each Item. Identify each work product with the
child’s name and the date. Whenever possible and pertinent, include the teach-
er's name, setting (outdoors, writing center, enrichment math), time of day, grade
or group, and any other relevant information. Date items with a rubber stamp,
or let children copy or generate their names and the date as functional practice
in letter and numeral formation.

An annotation is a reflection, comment, or explanation that makes the sig-
nificance of a portfolio item clear and adds relevant information not otherwise
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* Responses to questions or prompts (Figure 6.3)

* Analysis of what the work shows about the child’s learning and compari-
sons with previous work

¢ Explanation of why the item is significant as an example of the child’s
work

* Child’s personal responses or observations, such as making a connection
to prior knowledge and experience, pride, interest, or preference

Annotations should clarify the situation in which the item was developed
and its significance. For instance, did Ben compose the simple but beautiful
lines handwritten in his portfolio, or did he copy them from a bulletin board or
book? Did Alexis plan, research, and write her report on porcupines in class or
at home, where she had guidance from her parents and computer technology
for research, composition, and revision? Was the topic assigned or chosen? Chil-
dren change schools, teachers change, and people other than classroom staff
will have no way of knowing the situational elements that give meaning to a
portfolio item unless it is recorded. Annotations may also include observations
by teachers. For example, in assessing fine motor skills and use of tools, teach-
ers make observations about children’s grasp, strength, and coordination. This
information is not evident from the product itself but is important in under-
standing the product and should be noted.

Identify and annotate or “caption” (Kingore, 1993) the portfolio item by
writing on the item itself (Figures 6.4 and 6.5), on all-purpose record forms
(Chapter 9), or on a separate portfolio entry slip (Figure 6.6). Fix the item and
the entry slip together, and they are ready to file. The entry slip has several
advantages. It reminds everyone to caption portfolio items; children’s work is
not intruded on by analytical remarks; there is adequate space; and observers
can note significant process variables (pencil grasp, use of a model, concen-
tration, time spent) while children are working, thus saving time. Children
who write can fill out some or all of the entry slip. One school calls these
“reflection tags” and has plenty of them available for children and teachers
(Hebert, 1998).

“Electronic portfolios” help create, preserve, and store children’s work
using digital technology. Software is available from several commercial com-
panies, With a digital camera or color scanner, teachers or children can enter
graphics, illustrations, photographs, and pictures directly into portfolios stored
and managed by the computer. Text can be created or imported, including re-
flections and comments by the teacher and children. Sound and movement fea-
tures are available for narration or for saving speeches, music, drama, and other
movement performances. Selected items or entire portfolios can be stored for
viewing by parents or next year’s teachers. The long-term storage and tracking
possibilities could be useful for following children’s progress from one grade
or school to the next. Still shots and video clips from a digital camera can be
combined with explanatory text to make a presentation for parent meetings or
conferences.
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Loing so wentines and annotates— - "captions’ —items soO their meaning 15 not 10st.
Half sheets work well for artwork and writing, but you need a full sheet for
photographs. You may also want heavier paper for photographs.

Photographs can be of work a child has done—modeling with clay, wood
sculpture, block buildings or arrangements, sand modeling, outdoor play, patterns,
and other products. Or they can be of a child working on something of
significance. The trick is to photograph something “of significance”—something
that displays important learning or accomplishment on the part of the child,
captures a characteristic approach to learning, shows achievement of a goal or
standard, or demonstrates an aspect of development that you are trying to nurture.

Comments or reflections on portfolio items can be made by the child, teacher,
or both. They should explain or highlight what is significant about the item—why it
is included in the portfolio. Comments might include

* Dictated or written remarks by the child

* Child self-assessment or reflection

* Reasons the item was chosen

¢ Observations by the teacher (directions given, process used, approach to work,
use of tools, length of time worked)

* Analysis of what the work shows about the child’s leaming

* Comparisons with previous work

* Personal responses or observations

Low-tech approaches may not be flashy but they can still capture children’s
work. Affix photographs of children engaged in significant work to 8% X 11-inch
portfolio entry slips (Figure 6.6) with a glue stick, rubber cement, or another ap-
propriate adhesive. Identify, annotate, and file. If there is a delay between picture
taking and printing, fill out the form when the picture is taken, so you won’t for-
get the reason you took it. For additional insight, let the child pictured study it,
and dictate or write the significance to her or him of what is shown.

Develop Instructions and Procedures to Maximize the Information
Gained from Each Item. Portfolio items can be made more informative by hav-
ing children demonstrate several things in one item. For example, the teacher
may ask a child to draw a picture of a person, tell the teacher about the pic-
ture, and then print his or her name on the paper. Instead of only the picture,
the teacher will have a writing sample and a language sample; an observation
regarding the child’s coordination and ability to follow instructions; as well as
opportunities for many other insights.

Develop consistent instructions and procedures for performance tasks. In
the “draw a person” task, are the children allowed to choose whatever drawing
instrument they want, or are they assigned one? Think through these seemingly
small details, and make decisions; the details affect performance and reliability.
Duplicate and attach the instructions to the portfolio entry slip, or duplicate
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progressed. These figures also reveal how duplicated instructions and conditions
would have lessened the teacher’s task, allowing the teacher to record observa-
tions and comments as the events occurred.

Select Spontaneously Generated Items for Information as Well as Unique-
ness. Rich and informative items for portfolios result from children’s spontaneous
work and play—often revealing capabilities far beyond what teachers anticipate,
because they are not constrained by adult direction and expectations. Look for
these as priceless portfolio additions, add any needed explanations, and study
them for what they reveal.

Jeremy is in kindergarten and has diagrammed the process of making cook-
ies, which he recently did (Figure 6.7). The task was a self-appointed one, done
at the writing center. His work shows the following attributes:

* The sequence of steps is clear, distinct, accurate, and in order.

* Because the cookie making was done the week before, Jeremy had
stored the steps in memory and was able to retrieve them.

* Left-to-right progression on the top row gives way to a flow-type repre-
sentation that retains horizontal orientation.

» The product combines several types of representation into one sche-
matic diagram—including drawing, writing, dictation, circles demarcat-
ing the discrete steps, and arrows showing the flow of the process—a
more complex task than any one or two combined.

* Conceptualization of the representation was the child’s; he had no model.

* Pictures and print are linked in meaning.

* Some steps are represented by print only, such as “Kut out,” revealing
understanding that print alone will carry the meaning.

* Clear concepts of a “word” are demonstrated. No words are run together.

* Abstract concepts of time, temperature, and measurement are incorpo-
rated in the correct places and linked with the correct units of meas-
urement (cups, degrees, time). Estimation of numbers of units (2 to 3
minutes, 70 degrees) are not correct so far as a real recipe is concerned,
but they indicate that Jeremy understands that there are numbers associ-
ated with the units.

* Invented spelling shows almost perfect sound-symbol correspondence.
Conventional spelling is used in several words.

* Formation and placement of letters are still being learned. Uppercase
and lowercase letters are intermingled. Uppercase Ls are backward.

* Control of small hand and arm muscles and coordination skills show in
the size of drawing and lettering, the control over placement of arrows,
and the small illustrations. Such control is beyond normal expectations
for kindergarten.

* Language is used to explain and inform another person; understand-
ing that language can direct and control actions is demonstrated—the
“resape” book tells the reader what to do.
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* The entire diagram demonstrates knowledge of function of print and
ability to communicate and explain intent. Trying to determine the
significance of what appeared to be a book in each circle, the adult
inquired about it. Jeremy answered, “We use the recipe book each time,”
pointing to each step in the process. Other explanations of intent were
dictated to and written by the adult.

Analysis of even one work product such as this—demonstrating print lit-
eracy, representational and sequencing processes, cognitive development, and
use of fine motor skills—tells far more about this youngster than a test would,
especially when coupled with answers to adult requests for explanation. If com-
parison is needed, compare the product and its interpretation to developmental
expectations in cognitive development, literacy, and fine motor skills; to school
and center objectives; or to similar work the child has done previously, such as
earlier drawings captioned with his own printing. By any measure, the work is
high quality for kindergarten. Not every work product will offer this much in-
sight into a child’s capabilities, but usually there is more information available
than some teachers take time to understand.




going on in the classroom, what he or she hopes to achieve, and what may
need to be modified. There is little time for this in day-to-day classroom ac-
tivities. Summarizing data ensures that no child is neglected and no important
dimension of development is overlooked. Summarizing helps the teacher focus
on the group as well as each individual child. Patterns of strengths and needs
emerge that may not be apparent in a busy classroom. Insights into ways to
change curriculum and instruction to build on strengths and meet needs may
also emerge.

There is no set time for compiling summaries. If the children are learning
measurement—linear, weight, volume, and perhaps other units—and the teacher
has assessed each child, then it makes sense to get that information summarized
to generate some idea of the group’s understanding. Individual profiles are usu-
ally done as progress reports for parents and school records or when an indi-
vidual child must be considered in depth.

Because summarizing is the first step in, and a part of, interpreting and
using assessment information, keep two references nearby: the standards, goals,
or other outcomes the teacher is aiming for; and the developmental and learning
progressions shown in Appendix A.

Published Summary Forms

Schools and centers using a published curriculum (such as HighScope or The
Creative Curriculum, a specific reading or mathematics approach) or a published
assessment system (such as The Work Sampling System®) usually use the sum-
mary forms that align with that curriculum. School district or state curriculum
frameworks often include forms for summarizing children’s progress. You will
see examples of these forms as you watch the videos included in the Media Con-
nections at the end of this chapter.

To use electronic data management, teachers enter information they have
collected about children, usually in the form of a rating scale. The information
management program then summarizes the data for each child and for the class.
Some software links a child’s profile to suggested classroom activities and pro-
vides key formats, words, and phrases teachers can use to generate progress
reports for each child or for the class. Other software generates reports that
can be used for accountability reporting. There is also software that scores and
stores data online. HighScope’s Child Observation Record (COR) (HighScope
Educational Research Foundation, 2003) and Teaching Strategies GOLD Assess-
ment System (Lambert, Kim, Taylor, & McGee, 2010) are examples of curriculum
approaches that align with an assessment system using computer technology to
summarize and manage information about children. The Marazon® System and
the Galileo® Preschool provide profiles that can be used for planning suggested
activities. The Work Sampling System® (Meisels et al., 2001) provides a more gen-
eral classroom-based summary and analysis aligned with a state’s standards or
a specific program’s expected outcomes. The Dynamic Indicators of Basic Early
Literacy Skills (DIBELS®) (Moats, Good, & Kaminski, 2003) is an example of a




ror exampic, In mathematics, science, and language development, children are
expected to compare and contrast objects, people, events, and ideas in increas-
ingly complex and accurate terms. Teachers have to determine which terms
of contrast and comparison are appropriate, which terms individual children
understand, which terms they use, and which terms they need to learn to be
proficient. The guides that follow help teachers develop their own methods to
summarize such specific information in instructionally meaningful ways.

Description and Definition of Group Profiles

Group profiles show class performance on one or more items. They focus on the
range of class behavior and identify clusters or subgroups of children with similar
strengths and needs. They also condense information about the entire class’s per-
formance in one area of development or on one assessment for the entire group.

Group profiles summarize the qualitative and quantitative variations found
in the behavior of individuals in a group. Qualitative variations include the fol-
lowing: one child throwing a ball accurately and another simply throwing; one
child telling a story with little sequence and another telling a detailed, sequential
story; one child drawing a human figure with only a circle for a head and an-
other drawing a body with arms, legs, fingers, and even eyelashes. There may be
different levels of complexity, as in the case of a child who sorts by one attribute
and one who produces a complex matrix when sorting. Quantitative variations
refer to the number of behaviors performed. In dramatic play, one child uses
two themes and plays three roles, whereas another child uses only one theme
and one role. One child volunteers many ideas in a cooperative learning activity,
whereas another volunteers only a few.

Purposes of Group Profiles

Group profiles are primarily planning tools used to identify children’s needs and
strengths so that differentiated instruction can be planned. Instead of guessing
at what children know and can do, a teacher uses a group profile to identify
clusters of children with similar interests, strengths, needs, or levels of perfor-
mance. Knowing this, the teacher can plan for and respond to the group’s needs.
Group profiles evaluate the growth and achievement of the entire class. By
comparing a group profile made before a concentrated emphasis with a profile
made after, a teacher can gauge both what the children learned from the experi-
ence as well as which children learned. Mr. Gonzales assessed children prior to
a project on the solar system and compared this assessment to the profile made
after the project. He found that only a subgroup of children who already knew the
most about the solar system learned from the unit. The group profile helps him
discover which children did not benefit and to analyze why. Group profiles help
teachers evaluate their own teaching techniques and improve their effectiveness.

Guides for Selecting and Organizing Content of Group Profiles. To con-
struct a group profile specific to a given classroom, select or make an appropriate



from assessment has been recorded, it can be used to aisplay, or proiie,” the
group’s strengths and needs, identifying children who need help in learning cer-
tain things.

When possible, convert existing group records into profiles. Use a different-
colored marker for each cluster or subgroup, and circle or highlight perfor-
mances falling within the same cluster.

If necessary, create a separate form for the group profile. Sometimes infor-
mation is on individual records, one record per child, but the teacher also needs
a group profile. This often occurs when making a group summary using work
products, portfolios, or anecdotal records. Place the identified divisions or clus-
ters in columns, and write the names of children in that cluster in the appropri-
ate column.

Place a key on each profile, identifying clusters or subgroups. For color cod-
ing, write the color used for each cluster at the top of the page.

Divide the range of bebaviors. Make divisions that have significance for
teaching—in other words, what and how the teacher is going to teach. Follow-
ing are some examples:

* Use children’s needs as the basis for categories, such as “needs introduc-
tion,” “needs practice,” and “needs more challenge.”

* Use groupings that describe different levels of mastery, such as “no evi-
dence,” “developing this,” and “controls this”; or “beginning to,” “does
this,” or “has mastered this.”

* Use subskills to divide the range of behavior. Examples are “can snip,”’
“cut one whole cut,” “cut on a straight line,” and “cut on a curve.”

* Base clusters on levels of performance, such as “expressive” or “recep-
tive language,” “recognition,” and “recall.”

* Use content as a basis for clusters, such as “addends” in mathematics.

* Use the steps identified in skill acquisition; for example, use the skill lev-
els described in literacy development: “emergent reader,” “early reader,”
“independent reader,” “fluent reader.”

* Use levels of performance identified in appropriate rubrics.

Compile and use group profiles as soon as possible. Because group profiles
are used for classroom planning, they are of little use when they are several
weeks old.

Use group profiles when you plan. Use the profile to determine activities
for specific children or groups of children. Compare group profiles over time to
determine needed changes in instruction. If children are not learning, instruc-
tion may need to be modified.
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cards. Checklists have the strengths and limitations of all such instruments. In
particular, they allow for little information other than what is on the list. See
Figure 11.4 for an example.

Written, ongoing summaries can be noted on columnar record forms such
as those used in many programs for recording anecdotal records. The headings
would be the development and learning domains emphasized in a particular pro-
gram (shown in Figure 9.14). In each column, a summary statement about a
child’s status and progress is written and dated. To support the entry, the teacher
makes notes about where to find the evidence on which that statement is based.
Teacher concerns, reflections, and things to monitor can also be included. As de-
velopment occurs, new summaries are added. When the time comes to synthesize
information into a progress report, historical and current data across the areas
emphasized by the school are readily available. Indeed, in a pinch the recording
form can serve as a cumulative summary.

Purposes of individual Profiles

Individual profiles help teachers know and understand each child, as well as
provide a broad view of where the child is and where the teacher hopes the
child will be. They document a child’s capabilities and behavior patterns, pro-
vide information for planning, and show when information is missing. They also
chronicle an individual child’s progress as information emerges about interests,
development, and learning. Individual profiles help teachers study patterns that
are difficult to see when looking at one assessment.

Additionally, individual profiles help teachers plan to meet individual strengths
and needs. When compiling Jabar’s profile, for example, Miss Sims notices that
Jabar never participates in art activities, but he does like numbers, counting, and
manipulatives. She can use this identified interest to entice Jabar into the art area.
A teacher can identify and plan activities for a child who is having trouble making
friends or doesn’t participate in conversations. Individual profiles also help teach-
ers check for missing documentation.

Teachers use this compiled information to prepare narrative summaries, re-
port cards, and cumulative files, as well as for collaboration with specialists.
Reports based on evidence gathered throughout the year are more accurate than
those based on the teacher’s memory. See Figure 11.2 for an example of a prog-
ress report for parents.

Guides for Selecting and Organizing Content of Individual Profiles. To
maximize the information summarized on an individual profile, using a notation
system that tells a teacher at a glance what the information means is helpful.
That way, when she or he refers to the profile, the teacher can get a sense of the
information without reading every notation. Examples are to use different marks
to indicate progress, as opposed to meeting a standard, by using a half-filled-in
circle for partial completion and a full circle for completion. In addition, think of
the following suggested tips:




reports. The teacher should plan the protiic o B s s iy o = 7
end summaries. By keying information to the portfolio, the profile summarizes the
data in the portfolio. If state or district standards are used, reference them,

Use a consistent referencing system for supporting evidence. Write the date
of the primary data record followed by its type and location in the teacher’s files.
Use the same abbreviations throughout. Keep the primary data records organ-
ized and coordinated with the profile. For example, if the primary data record is
stored in the child’s portfolio, note it by writing “portfolio.” The reference note
allows anyone to go back to the original record.

Use all available information. Include relevant work samples, group assess-
ments, anecdotal records, performance samples, any elicited information, group
and individual projects, participation charts, frequency counts, and any informa-
tion contained in children’s portfolios.

Compile information one area at a time, one child at a time. Review all of
Maria’s assessments and products relating to cognitive development, then her
assessments for language development, continuing until her profile is complete.
After finishing Maria’s profile, move on to Davon’s. By compiling profiles one
child at a time, the teacher gains an understanding of that child as an individual.
The teacher will not get such results, however, if she or he works on several
children’s profiles simultaneously.

Summarize trends that demonstrate growth or a breakthrough in learning.
Compare assessments collected at different times. Look for convergence of indi-
cators showing a trend in development. Entries can summarize progress or move-
ment from one place on the developmental sequence to another. Entries might
also show that a child has moved from one cluster to another in a group profile
or how a pattern of behavior has changed. For example, at the beginning of the
semester, Luis showed great distress when his mother left him in the classroom,
but by the third week in school, he no longer cried.

Summarize distinctive child characteristics. Describe approaches to learn-
ing, such as persistence and motivation levels, that cut across different assess-
ments. Faiza’s persistence and motivation are obvious when you look at the
times she tries to build a large city with blocks during one assessment. Only
after the structure collapses 11 times does she settle for a smaller structure.
Look for similar behaviors in different contexts. Is Faiza as persistent in other
tasks?

Include items to monitor. By flagging items for follow-up, the profile can
serve as a reminder or “tickler” file. For instance, Mr. Zatus is concerned because
Mia is quiet and doesn’t participate in class. He notes this on the profile to
remind him to check her progress in class interaction.




Summary

ASs patterns oI benavior cnange, note tnose changes 1l the dppropildic COl-
umn. The teacher should also note his or her inferences and reflections. If new
information indicates that an inference or behavioral trend was incorrect, cross it
out and note the new interpretation.

Make entries in chronological order. To determine changes in patterns of
behavior, compile information in chronological order.

Teachers compile and summarize information to integrate and distill information
from different sources, methods, and contexts; reduce it to a manageable size;
and keep past assessments accessible for continued analysis and interpretation.
Three complementary ways of compiling and summarizing are portfolios, group
profiles, and individual profiles.

Portfolios present a thoughtful, organized compilation of evidence doc-
umenting a child’s development and learning over time. There are four basic
types of portfolios: the showcase portfolio, which shows a pupil’s best or fa-
vorite work; the evaluation portfolio, in which most of the content is specified
and scored; the documentation portfolio, which holds evidence of a child’s work
and progress selected to build a comprehensive description of the child; and the
process portfolio, which contains ongoing work for a larger project. Portfolios
fulfill most of the basic purposes of classroom assessment.

There are four basic approaches to portfolio building: requiring specific
items; requiring evidence in given developmental or curriculum areas but not
specifying the items; collecting individual, often spontaneous, samples from on-
going classroom activities; and combinations of the preceding three. Appropri-
ate portfolio items vary with the age and development of the children and the
goals of the school. Good portfolio entries are informative and easy to collect.
Items should be identified and annotated so their significance is clear. Helping
children learn to select, assess, and reflect on portfolio items is central to the
process. The information available from portfolios can be increased by identify-
ing and annotating each item, developing procedures and instructions to maxi-
mize information, and selecting spontaneously generated items for information
as well as uniqueness.

Forms and charts to help teachers compile and summarize assessment in-
formation are available from publishers, or teachers can construct their own.
Group profiles summarize the range of behavior within a classroom and identify
groups of children with similar strengths, needs, or interests. They are most use-
ful for planning activities for the class as a whole.

Individual profiles keep track of a child’s growth relative to classroom goals
and objectives. They summarize basic child capabilities in terms of broad edu-
cational and developmental outcomes and are not merely a catalog of isolated




For Personal Reflection

1.

We suggest several ways that teachers who are beginning to develop
portfolios for children can gradually learn the process: Start with one
developmental or curriculum area, one specific subject, one learning
process, or some other aspect of development and learning that can be
assessed. Assess your own interests, experience, and skills. What ap-
proach would best suit you at this point in time?

Suppose you were to begin now to construct a portfolio to showcase
and document your own development and learning. What categories
would it have? What would you want to include? Explain your reasoning.

For Further Study and Discussion

1.

Identify the advantages and disadvantages of the four approaches to
portfolio building: required items; required evidence; individualized,
unique samples; and combinations. In what ways might the advantages
and disadvantages be different for a beginning teacher and an experi-
enced teacher?

Identify three pieces of evidence you would gather to build a portfolio
for a preprimary classroom in the domains of small muscle develop-
ment, mathematics, and language and literacy. Explain why you chose
these. Use the assessment and analysis guides in Appendix A.

3. Identify three broad aspects of development and learning that you would
include on an individual profile for first grade. Identify three appraisals
you would use to document growth for each of these. Explain why you
chose these.

Suggested Readings

Clemmons, J., Laase, L., & Cooper, D. L. (1993). Portfolios in the classroom: A teacher’s
sourcebook. Jefferson City, MO: Scholastic.

Ferguson, C. J., Green, S. K., & Marchel, C. A. (2013). Teacher-made assessments
show children’s growth. Young Children, 68(3), 28-37.

Harris, M. E. (2009). Implementing portfolio assessment. Young Children, 64(3), 82-85.

Helm, J., Beneke, S., & Steinheimer, K. (2007). Windows on learning: Documenting
young children’s work (2nd ed.). New York: Teachers College Press.

Laski, E. V. (2013). Portfolio picks: An approach for developing children’s metacogni-
tion. Young Children, 68(3), 38—43.
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handbook for preschool and elementary educators. Olney, MD Association for
Childhood Education International.
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Interpreting
Assessment Information

Learning Outcomes

1. Describe the ways to ensure the 2. Analyze the factors that might inter-
authenticity and trustworthiness of fere with an accurate interpretation
assessment data. of assessment findings and explain

how to account for these factors in
the assessment process.
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(.,.,,..,. ] (m and interactions to the immediate needs of children. In other cases,

iefermation it may be difficult to make sense of the information and even more

wtemmaten difficult to decide what actions to take based on the interpreta-

tion. Both processes call for professional knowledge and judgment,

because it is in these steps that a crucial blending takes place. Teachers take infor-

mation that has been systematically collected, recorded, and summarized, then

combine it with understandings, insights, and intuitions that come from day-to-day

interactions with children. It is in this blending of objective information and sensi-

tive judgment that assessment of children in its truest sense takes place (Barnett
& Zucker, 1990).

It is also during this process that formative assessment takes place. As the
teacher tries to determine what the information means in terms of children’s
development and learning, she or he gains insights regarding ways to modify
experience and instruction to help them learn.

There are two major steps in analyzing and interpreting assessment informa-
tion: (1) ensuring the authenticity and trustworthiness of the data and then (2)
understanding what it means.

Ensure the Authenticity and Trustworthiness
of the Data

Teachers work to make assessment reliable, valid, fair, and adequate (Chapters 2,
4, and 5). Before interpreting information, teachers double-check to make sure
of the following:

* There are enough samples.

* Samples are representative of what is being assessed.

* Samples are balanced, employing different sources, methods, and contexts.

* Evidence obtained in different ways converges.

* Information is comsistent over time, sources, contexts, and methods
(sometimes, however, a significant inconsistency can emerge).

* Evidence corresponds to reality—it is generally compatible with other as-
pects of the child’s development and learning, and makes sense in compar-
ison with other children of about the same age and developmental level.

When moving from documenting children’s actions to interpreting what they mean,
the following additional safeguards will maintain quality and trustworthiness.

To Monitor Progress, Compare Performance
Two or More Times

The time periods should be far enough apart to reveal development and learn-
ing. The interval depends on what is being taught and assessed. Make sure
opportunities to learn have been provided in the interval. Measurements should




for interpretation and rurther use. Lse recorded nrorimatioft, allc <o not rely on
memory alone (Barnett & Zucker, 1990).

Look for Patterns, Including Patterns of Errors,
Rather Than Isolated Instances

When compiling information on any behavior, stable patterns will usually
emerge. Attendance and tardiness, for instance, are simple examples of the way
patterns offer insights about children, families, and schools (Almy & Genishi,
1979; National Forum on Education Statistics, 2009). Absences on the first or last
days of the week may signal a situation at home, such as weekend visitations
to a noncustodial parent. Some families may not have developed the habit of
getting children to school regularly and on time; there may be transportation or
economic difficulties. If this is the child’s first year in a group, the youngster may
catch every sickness that that every classmate has. There may be problems with
resistance, stamina, or lack of medical care. Because children who are sick a lot
will miss a lot, the pattern will reveal clues that need to be further pursued. Such
consistent patterns of behavior can alert teachers to children who need help.

Consider a Child‘s Pattern of Development, Temperament,
Interests, and Approaches to Learning

Dylan’s mom told the teacher that Dylan was “deliberate” in his development—
in no hurry to sit up, teethe, walk, talk, or do anything else. His kindergarten
teacher remarked, “He does things in his own good time.” This type of informa-
tion can help Dylan’s current teacher understand the data that she has collected.
Carita’s tendency to be a perfectionist is evident, because she avoids activities
she is not good at and struggles for perfection—even to the point of tears—in
things that are important to her. Children’s unique interests and prior knowledge
may become evident as the teacher attempts to understand what certain infor-
mation means.

Identify Areas of Concern

Is a child’s current functioning and progress of concern to the child, parents,
teacher, or other school staff? If so, the teacher should take an in-depth look at
the developmental or curriculum area of concern, take a broader look at all de-
velopmental areas, assess the skill or behavior in a different context, or recheck
for indicators of the need for special help. Remember that specialists are avail-
able for consultation.

Suppose a youngster has difficulty following directions; is inattentive during
story time; seldom plays with other children, either indoors or out; and responds
inappropriately in conversations and discussions. Classroom staff and other
children have difficulty understanding her speech. The youngster is frequently
absent. Clearly, available information identifies a concern. More and different
information is needed to determine the sources of the problem and develop a




Interpret and Understand the Meaning
of Assessment Findings

Understanding the meaning of assessment information requires teachers to
examine evidence from a number of different perspectives. The first one is cau-
tionary: A teacher should generate several hypotheses about possible meanings,
but hold them tentatively so that alternative explanations are an option. The
other three perspectives are basic guidelines or approaches for analyzing the
information about children. The examples highlight each guideline separately,
but as the teacher works with summary and primary information, he or she will
use them simultaneously. Think of children’s understanding and performance
as falling within a band or interval, rather than at a specific point on a scale;
compare their understanding and performance to developmental or curriculum
expectations (goals, objectives, standards); and analyze information for evidence
of the learning processes and strategies they are using. All these approaches will
yield information relevant to promoting children’s learning.

Generate Multiple Hypotheses about Possible Meanings,
But Hold Them Tentatively

Avoid thinking in terms of certainties and absolutes. There is no simplistic for-
mula for interpretation—if a child does X then it means Y and only Y. Infor-
mation may have several meanings, depending on which direction the teacher
chooses to take. Human development is complex and not always easy to under-
stand. All aspects that are relevant to classroom decisions must be considered.
Documentation of a child’s efforts to solve a real-life arithmetic problem may
have one interpretation if the teacher is analyzing error patterns, another if the
teacher is judging attitude about arithmetic, and still another if the teacher is
concerned with developmental level. Consulting with colleagues may provide
additional insights and help maintain focus on children’s progress and needs
rather than blaming a child, the child’s home life, or last year’s teachers for any
problems (Johnston, 2003).

Interpretations should reflect only what the teacher actually knows. For
example, if a child does not do what is expected in an assessment, the teacher
knows only that. He or she does not know that the child could not do it at all.
Positive results can be trusted more than negative results. If a child does some-
thing—reads aloud, throws a ball overhand, helps a classmate, contributes to
a class discussion—we know the child has that capacity. We do not know the
child’s capacity to perform tasks that are not performed or are performed poorly
(Lidz, 2003).

Children change rapidly. One’s knowledge and understanding of child
development changes as well, affording new insights into the meaning of things
children do and new ways of looking at their behavior and one’s responses to
it. Even under the best of circumstances, the assessment information teachers
have is only a small sample of what any child can actually do—a sample based




guage and literacy in most €arly Chnildnood programs mdy concedl chuldreiis
strengths in mathematics, science, the arts, or social relationships.

Analyze Performance as an Interval within
Which a Child Is Functioning

Development is best thought of as a continuum, moving toward more complex
and mature behavior (Bodrova & Leong, 2007; Vygotsky, 1978). Whatever a child
has done or is doing indicates where that child is within a larger band or inter-
val that reflects the upper and lower limits of her or his capability at this time
(Russell & Airasian, 2011; Woolfolk, 2012). There are several reasons why an
interval describes children’s performance better than a specific point or score:
error in measurement, normal variation in development and learning, the nature
of developmental processes, and the influence of the amount and nature of
assistance.

Error in Measurement. Teachers should expect some error in the infor-
mation they have. For example, performance or situational tasks often require
children to give an oral or motor response. If children do not respond, one can-
not conclude that the children can’t respond—only that they do not. Accurate
estimates of a child’s oral language ability in any language are difficult to obtain.
If the child is not fluent in the language used in school, the possibility of error
is even greater. For any skill or concept measured, there is always a possibility
that in a different context a child may demonstrate the level of mastery that is
higher than the one demonstrated on a particular assessment. Children are quite
sensitive to external influences such as hunger, illness, distractions, or problems
at home, which can lead to measurement error.

Measurement errors may occur for one population of children more than
another. In other words, an assessment may discriminate well between an “aver-
age” child and the outliers (both on the high and lower ends of the continuum),
but it won’t do such a good job when it comes to finer distinctions for chil-
dren who are in “the middle.” In addition, errors of measurement may simply be
caused by a mistake made when an adult documented children’s behavior.

Variation in Development and Learning. There is wide variation in what
is considered “typical” in development and learning—variation in when accom-
plishments are made and in the rate or speed of acquisition (Berk, 2013). Child
development norms and sequences are usually drawn from large numbers of
children, and no individual child is expected to “fit” exactly. For that reason,
published guides to children’s development usually indicate a range or interval,
rather than a fixed point. Children have unique and individual patterns of devel-
opment. “Normal” children begin walking at anywhere from 9 to 18 months—a
tremendous variation in a short life span. If such differences exist in a univer-
sal, biologically linked developmental milestone, teachers can expect at least as
much variation in other aspects of development and in children’s performance
relative to expected child outcomes.
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The Influence of the Amount and Nature of Assistance. Consider the
amount and nature of assistance a child receives. Both are important in inter-
preting the meaning of a child’s response. For each new skill or concept a child
is mastering, her or his learning can be described as a continuum between two
levels. The lower level or limit is a child’s independent performance—what the
child can do alone. The higher level or limit is the best the child can do with
maximum assistance (Bodrova & Leong, 2007). Within this Zone of Proximal De-
velopment are different levels of partially assisted performance (Vygotsky, 1978).

A child’s ability to make use of suggestions and prompts gives clues to the
child’s thinking processes as well as the child’s experience engaging in social
interactions, level of functioning, and the range of tasks he or she is ready to
learn (Bodrova & Leong, 2007; Campione & Brown, 1985; Vygotsky, 1978).
Dynamic assessment techniques (described in Chapter 4) help teachers explore
a youngster’s ability to profit from assistance in doing a task (Campione, Brown,
Reeve, Ferrara, & Palincsar, 1991; Feuerstein, 1979;). Look for development and
learning that are in a formative stage and give prompts, suggestions, and hints to
see what a youngster does with such help.

As an example of how a teacher gives and interprets children’s use of assis-
tance, Mr. Harrison brings in a variety of seashells for children to examine, sort, and
group in whatever way they want. Some children may immediately grasp the possi-
bilities, and then group and regroup in imaginative and perceptive ways. They don’t
need hints; in fact, suggestions might stifle their creative approach to the task. Some
children may perceive nothing but a bunch of shells. They are oblivious to hints and
suggestions, either verbal or nonverbal. But another group may initially see nothing
or only the most obvious groupings, and then quickly pick up on the slightest hint.
Subtly shaded construction paper placed beside the shells will lead children into
sorting and ordering by fine differentiations in color. A row of shells ordered by size
will set them to grouping by size. Audrey’s remark, “Look how deep the ridges are
on this shell” will lead to examination and grouping by definition of the ridges. It is
these children who can benefit the most from adult assistance to lead their develop-
ment (Bodrova & Leong, 2007; Rogoff, 1990). The assistance of the colored paper
and Mr. Harrison’s suggestions are within the students’ ZPD.

It's a good idea to document and interpret the meaning of how children use
prompts, hints, and suggestions. Those who do not pick up on the prompts may
need experiences at a simpler level, more assistance, or a different type of assis-
tance. Those who are beyond the hints may need amplification of ideas within
their Zone of Proximal Development, or tasks and assistance that will provide
more challenge. Teachers cannot understand the meaning of what a child does
unless they know something of the amount and nature of assistance received.

Consider the Influence of the Context on Children’s Actions

Educators cannot interpret children’s behavior apart from their sociocultural
context (Goodenow, 1992). The context encompasses the who, what, when, and




encourages children to visit with each other instead of rinishing tasks, or to run
wildly around the gym or playground instead of using equipment. It may involve
choice of materials: books, games, activities, and songs that children are no
longer interested in; materials that are too difficult or too easy; or materials that
promote aggressive behavior. Adults may expect children to be accomplished in
doing things that they are just beginning to learn.

General supports include clear guidance concerning what children are sup-
posed to do, setting up the environment to promote desired behavior, having
enough appropriate materials ready, and providing specific supports that enable
a youngster to do whatever she or he is supposed to do. Examples are making
sure children can see and hear their teacher and classmates, reducing distrac-
tions, coaching and practicing expected behavior, and providing effective tools
to help youngsters learn. Study the context as well as the child so that hin-
drances may be identified and decreased, and support may be identified and
increased or modified as needed. It is important to remember that what starts
out as a tool and a support—if used too long—may become a crutch. Be diligent
in checking to see if the children still need the support or if they can now per-
form without it.

Compare Evidence to Developmental or
Curriculum Expectations

Expected developmental and curriculum cutcomes help determine what to assess
(Chapter 3). At this point, look back to those expected outcomes as a basis for
interpreting assessment information,

Compare Evidence to a General Sequence of Development. Developmen-
tal guides or continua may be used to establish what we know about a child,
given the current state of knowledge and understanding in basic child develop-
ment domains: physical, social/emotional, cognitive, and language. The assess-
ment and analysis guides in Appendix A summarize that knowledge for easy
reference. Compare a child’s or children’s performance to the guidelines in the
appropriate domain. Determine the child’s approximate place in the continuum,
which prior developments have been mastered, and which later developments
are emerging or evident. A caution: Use the developmental continua as guides,
not as strict milestones. Remember that these continua are not exact, nor do they
cover every aspect of development. In addition, there are gaps in one’s under-
standing of how children develop in some domains.

Determine whether the progress the child is making is appropriate, or if
opportunities to learn and develop need to be modified. Many development and
curriculum goals take a long time to achieve. Don’t panic if a November check
reveals that a youngster (or a classroom of youngsters) is a long way from year-
end goals. Determine where children are on the continuum of progress to help
decide if current curriculum approaches are sufficient or need modification.

Look at how checking for developmental and curriculum status and progress
works, using simplified examples. Figure 7.1 shows two observations of Shana’s



9/23—Dramatic Play

Dresses as Mom. Announces “I'm
going to wash dishes. I'm making
dinner.” Washes plate, pot, silverware
and puts in drainer. Looks at child
next to her, who picks up towel.

S. picks up a towel, too. They don’t
interact.

12/27—Dramatic Play

Dressed up w/heels and purse. Chairs
lined up for playing bus. S. takes first
chair. “This is my bus. I'm gonna
drive. Gabriella, give me your money.
Go sit down.” G. says “Can 1 drive?”
S. does not respond, but starts bus,
making driving noises.

Level 1: Simple raralie: ridy

Close proximity but doesn’t engage in
eye contact or any social behavior.
Level 2: Parallel Play Mutual Regard
Engage in similar activities and
occasionally look at each other. May
involve imitation.

Level 3: Simple Social Play

Direct social behavior to one another.
Activities not coordinated.

Level 4: Complementary/Mutual
Awareness Play

Take turns with objects. No verbal
exchange.

Level 5: ComplementaryyReciprocal
Social Play

Engage in complementary

conversation. Back and forth
turn-taking with social interaction.

dramatic play made approximately 3 months apart. Next to it is the develop-
mental sequence for that type of play. Comparing the first observation, made on
September 23, with the developmental chart, the teacher concludes that Shana’s
behavior seems closest to parallel play. Consulting other evidence, her teacher
finds one or two examples of social play, and some turn-taking, but not much.

To determine progress over time, compare the child’s performance on sam-
ples of the same type of behavior taken at two or more time intervals. Look
at both the entries for Shana, the first made on September 23 and the second
on December 27 (Figure 7.1). Shana talks directly to other children and inter-
acts more in the second sample than in the first. The sample taken in Septem-
ber resembles parallel play. The sample from December closely matches simple
social play. Shana is not yet exchanging toys, nor is she involved in complemen-
tary roles involving back-and-forth interactions. Other evidence about Shana’s
play and interactions on the play yard, in the block area, and with manipulatives
reveals similar behavior. Shana has progressed one level on the developmental
continuum, is developing at a rate comparable to her peers, and is in line with
the developmental sequence.

When interpreting a group profile, determine the range of development
and learning—the most mature or advanced behavior and the least mature or
advanced behavior. Compare these two extremes with development or learning
charts to see if they are in the expected age ranges. Compare clusters of behav-
jor in the profile to the typical expectations as shown in the charts.

Figure 7.2 shows two examples of classroom appraisal of a group’s status
and progress in fine motor development. Evidence on cutting with scissors was
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on a curved line. In addition, the children cluster differently. In the HIst sainplc
there were three clusters: Bobby snips; Shana, Danny, and Gabriella cut on a
straight line; Jerry and Fran cut on a curved line. In the second sample this has
changed: Bobby and Gabriella cut on a straight line; Shana, Jerry, Fran, and
Danny cut on a curved line. Work products in the children’s portfolios and jot-
tings made during observations of art and center activities provide further evi-
dence of their progress. A third sample, taken near the end of the year, should
reveal even more.

Is that progress enough, or do the children need additional fine motor ex-
periences? Several had never used scissors before coming to school. This is
where interpretation comes in. The expected developmental sequence for cut-
ting, shown in Figure 7.3, offers one piece of information for gauging progress.
Another is the program goals. Should the children be able to cut out figures
and move paper and scissors accurately by the end of the year? Interpreting the
meaning calls for integrating all these considerations, collecting more informa-
tion as needed, and making a judgment about its meaning.

Figure 7.3 The Developmental Sequence for Cutting with Scissors

Level 1: Snips. May hold paper and scissors incorrectly.

Level 2: Makes one complete cut with the scissors. May hold paper and scissors
incorrectly.

Level 3: Cuts on a straight line. May hold paper correctly, scissors incorrectly.
Level 4: Cuts on a curved line. Holds scissors and paper correctly.
Level 5: Cuts out figures.

Compare Outcomes to Curriculum Goals, Objectives, and Standards. To
understand assessment results, compare them to expected outcomes, in what-
ever they are stated. Some goals, objectives, and standards are quite broad and
require further specification before assessment or interpretation of assessment
results can occur. Some are stated so that direct rather than general comparisons
are possible, especially if they identify specific objectives, knowledge, or skills.

Suppose that a goal states “Children should be able to compare objects,
events, and experiences in the physical and social world.” This goal is a compre-
hensive one, encompassing language and the major subject matter areas, as well
as basic learning strategies (Marzano, Pickering, & McTighe, 1993). It is relevant
for learners of all ages. The specific expectations will change depending on the
age and development of the children. If expectations for early childhood are
that children will understand and use terms of contrast and comparison—such
as same as, different from, like, alike, unlike, not the same, similar, and dis-
similar—linked with appropriate descriptive terms (shape, size, color, number,
location, function, direction, and so forth), then the teacher knows what to do
to help them learn, what to assess, and to what to compare their performances.




gradc tne Iocus snuts Lo recognizing, ACsCribing, and exiending various pat-
terns. Because preschool and primary children experiment, construct, repeat,
and identify patterns of all types, it is fairly easy to collect evidence to compare
children’s work with the standard.

Let’s look at an example. Leslie and the other children in her first-grade
class were to create ABAB (every other one) patterns on lines marked with an
X. Leslie’s paper (Figure 7.4) indicates she has made and extended a simple
ABAB pattern in two dimensions. The next step is to ask Leslie to reflect on and
explain what she has done. The recorder notes her explanation. It is clear that
Leslie can also recognize and describe the AB pattern, including pointing out
that the rows of patterns alternating with a blank row make an ABAB pattern
vertically down the page. A structured performance assessment with manipu-
latives indicates that she can extend the pattern as well. Comparison with the

Figure 7.4 Leslie’s ABAB Patterns

Used with permission of Leslie Alamer.




> Watch “Sue
Bredekamp on

Formative Assessment,
Part 4” to learn about
assessment tools that
help teachers structure
their observations.
Following the sugges-
tions given in the video
on how to construct a
rubric, how wouid you
define the lowest and
the highest points on a
5-point scale for a
rubric assessing a child’s
alphabet knowledge?
{https://www.youtube
.com/watch?v=qul_vxG
TIRO&Iist=UUpSvOsvjvr
dybDGnisimW2Q&inde
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and extend patterns) provide a basis for comparisorn and a guide Ior ptanning
further experiences.

Rubrics. Because most standards are usually broad and include a number
of complex behaviors, educators develop rubrics to help them judge children’s
progress toward the standard and related benchmarks.

If the teacher has gathered evidence related to the behavior described in the
rubrics, it is not difficult to identify a youngster’s level of functioning, and thus
where she or he may need help. For analysis and instructional purposes, the
numbers are not important. The descriptions of behavior identify what a child
does and does not do. Older children can use rubrics for the self-assessment of
their learning (Jacobs & Crowley, 2014). Chapter 5 contains additional examples
and more information on rubrics.

Analyze Information for Clues to Learning Processes
and Strategies

Understanding children’s learning strategies does not focus on outcomes such
as the ability to read a selected passage; add, subtract, multiply, and divide;
or correctly interpret another’s social intent. Instead, it addresses thinking and
learning processes, both of which are difficult to capture and interpret. These
learning strategies and processes—such as the ability to relate present learning
to prior knowledge; construct “theories” and generalizations; transfer learning
to another situation; or use prompts, hints, and clues—apply to all development
and learning. For instance, many people have tried to “unlearn” a faulty tennis
or golf swing. Faulty prior knowledge interferes with learning the correct way.

As knowledge of cognitive processes and their development expands, empha-
sis is being placed on helping children understand and use effective learning
strategies. Learning is not always a linear, sequential process; at times it proceeds
in fits and starts. Concepts are refined and redefined as the learner progresses
from being a novice to being an expert. Knowledge, strategies, and thinking proc-
esses change at different stages of the learning process (Rogoff, 1990). Even
when a barrier in children’s learning processes is identified, such as interference
from cultural differences or prior knowledge, appropriate action is not always
clear. However, commands to “try harder” and “apply yourself” are no substitute
for figuring out what is causing problems for children and doing whatever is pos-
sible to help them overcome those problems.

Development and learning processes often reveal themselves in children’s
behavior: the errors they make; the way they use prior knowledge; the expla-
nations they give; the manner in which they make use of prompts, hints, and
suggestions; and the way they progress from simple skills and knowledge to
complex, coordinated patterns of actions and thinking.

Examine Underlying Mental Processes. Young children are acquiring the
skills that allow them to focus their attention, remember deliberately, and regu-
late their own cognitive and social behavior (Bodrova & Leong, 2007). They




deliberateness, considering the consequences or nis actions berore he acts. Al-
though a teacher may work on this behavior when it appears as an isolated
action in group time, play, or other activities, the underlying reactiveness is the
root problem.

To determine whether children need help and practice in developing un-
derlying cognitive skills, observe them in different contexts. Compare the vari-
ous observations. Which situations tend to produce more mature behavior, and
which ones produce the least mature behavior? Children with reactive behavior
often do well when they become engrossed in an activity of their own choos-
ing and have trouble breaking away. When they are not engrossed, they may flit
from one activity to the next. They have trouble ignoring distractions and stick-
ing to the task at hand, and may perform better in a one-to-one relationship with
objects, peers, or the teacher.

Analyze Error Patterns. Errors should not be thought of as “random, care-
less, or lazy behavior of a student but . . . as rooted in a complex and logi-
cal process of thought” that is amenable to correction (Glaser, 1987, p. 333).
Children make errors because they have misconceptions or partial understand-
ings. Error analysis is regularly used in teaching reading and is helpful in any
content or performance area. For example, children who are having difficulty
regrouping in mathematics may make errors that show teachers the source of
their difficulty.

Check the number, type, and pattern of errors to see if they fit any of the fol-
lowing categories (Gage & Berliner, 1992):

1. Systematic errors have a consistent pattern, meaning that the child makes
the same mistake over and over. Usually systematic errors indicate that
a child does not understand a rule or fact and consistently misapplies
it. Interpretation may vary with the level of development. Very young
children may simply require time and experience, as in the systematic
overregularizations that young children make in learning to write. For
example, Andrei learned that his name has a letter that has a dot on
top of it. He then proceeded to place a dot on top of every letter in his
name. After doing this for a few times, he stopped doing it as he learned
that the so-called dot is only for the letter #. In other cases, skilled ques-
tioning, explanations, or appropriate material or experiences can help
break a pattern that more time and experience may not correct. Think of
the social skill of entering and becoming part of a group. Many children
(and adults) make the same mistakes over and over and would benefit
from coaching and modeling.

2. Random error patterns do not have a predictable pattern. They usually
mean the child is guessing because she or he has no facts or rules to
apply. To understand random error patterns, teachers must sensitively
probe the child’s thinking. The cause of the errors may vary depending
on the child. For example, children may not have the prior experience or
knowledge to enable them to respond reasonably. Some urban children
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is when Mattie forgets to capitalize the first letter of her name when she
usually does remember to do that. In general, hurrying, disinterest, loss
of concentration, or anxiety cause these errors.

Determine Prior Knowledge and Its Relationship to Current Under-
standing and Performance. Children’s beliefs, knowledge, and past experi-
ences provide the base for current learning (Glaser, 1987). For instance, Renata’s
experience with pets was limited to cats, dogs, rabbits, guinea pigs, and other
furry creatures. When the teacher introduced a pet turtle, Renata described it as
having “bumpy fur"—a logical extension of her prior experiences. Because of
the wide diversity in young children’s backgrounds and experiences, teachers
cannot assume shared knowledge about anything. Probably no other aspect of a
child’s development and learning is as subject to influence as his or her family,
community, previous schooling, and other experiences. This prior knowledge
can help or interfere with new learning (Winne & Marx, 1987). If a child ap-
proaches new information or skills without prerequisite skills or background,
lack of knowledge will interfere.

To assess the children’s familiarity with the knowledge or skills the teacher
will be teaching, compare it to what the children already know. Analyze a “map”
or “web” constructed from children’s responses to identify misconceptions or
preconceptions that need to be considered. Reviewing records of skill develop-
ment is also a good idea. For instance, children who learned one type of letter
formation (e.g., “a” rather than “A”) at home or in a previous school may make
errors as they learn to use capital letters. Study children’s answers or explanations
for indications of prior knowledge and understanding and determine whether
they have linked that knowledge to present learning. Disinterest may mean either
lack of knowledge or mastery. For example, children’s difficulty with arithmetic story
problems is usually related to their inability to transfer computation skills to a
different situation. “Children need to learn skills in finding or creating similar-
ity across contexts” (Rogoff & Gardner, 1984, p. 961). Aduits may need to guide
children to help them create links between what they already know and what
they are trying to learn, such as: “Remember when we learned how to measure
and graph your growth? Today we are going to start learning how to measure and
graph the growth of plants.”

In analyzing learning processes, the educator might detect problems of facil-
ity in different types of application and transfer. Negative transfer occurs when
prior learning impedes new learning. The child uses a familiar response in a
situation that calls for a different one or uses intuitive understandings that are
counter to what should be learned. For example, social behavior that is accepted
in the home or community may interfere with learning a different type of social
behavior at school. Positive transfer occurs when prior knowledge and skiils
help children learn new skills. The links between old and new learning help
children remember and perform better. The teacher will likely see both positive
and negative transfer as children try to apply to new situations what they know
and can do.
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As Omar entered his answers—3, 5, and 8—he became increasingly upset.
The computer wouldn’t accept them. Only when the teacher examined the pat-
tern of error did Omar’s “theory” about addition become clear. The teacher was
able to address it directly and help the child learn how addition worked. Look-
ing only at the number of right and wrong answers does not reveal the kind of
help Omar needs, but an analysis of errors does.

In another example of the importance of understanding error patterns,
children may develop their own theories about the meaning of other people’s
actions—often misreading social cues or transferring the understanding of
one set of social cues to a situation where that understanding does not apply.
Boys who exhibit aggressive behavior may be misinterpreting friendly social
cues as being aggressive (Dodge, Pettit, McClaskey, & Brown, 1986; Dodge &
Somberg, 1987).

Analyze Explanations and Descriptions. Learning involves active con-
struction of knowledge by the learner (Bredekamp & Rosegrant, 1992, 1995;
Mayer, 1992). Teachers gain insight into how children select, organize, and inte-
grate information by listening to children’s explanations to each other or from
teacher-child interaction.

Children’s responses to “How did you get that answer?” “Explain how you
did that,” “Why do you think that?” and other similar questions give clues to
many aspects of development and learning. Some children may be able to do
something but unable to describe or explain how or why. Other children may
give explanations that seem perfectly logical to them but indicate a level of de-
velopment dominated by perception and an inability to think about several vari-
ables at once. Such a situation is revealed in the following interview with a child
who is experimenting with things that sink and float:

Teacher: Why do you think some things float?

Child: Just 'cause they have to float. A puppet would float because it's light.
A fat person can float.

Teacher: Can a skinny person float?

Child: Yes, 'cause it’s light.

Teacher: But is a fat person light?

Child: No, the fat person can float if it holds still. The wooden cabinet can't
float ’cause it’s too heavy.

Analysis of responses reveals the quality and level of children’s thinking and
serves as a reminder of how much children have to learn and how incomplete
their knowledge and understanding are. Analysis of interview responses may
also reveal children’s current thinking processes and problem-solving strategies
(Ginsburg, 1997).
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good problem-solvers lies in the activation of appropriate strategies and the
ability to monitor the thinking process (metacognition) (Gardner, 1991; Mayer,
1992). Poor students may have the requisite knowledge and skills but fail to use
them correctly or at the appropriate time. These students lack flexibility and
may stick to one strategy even when it does not lead to successful solutions.
Children’s descriptions and explanations in response to questions such as “Tell
me the ways you tried before you got this answer” often reveal aspects of their
metacognition.

Look for Qualitative and Quantitative Differences. Assessment informa-
tion can help teachers understand changes in what youngsters know and can do
and how they express that in the journey from beginning learner to proficient
learner. Beginning learners may be inconsistent. There are qualitative as well as
quantitative differences (Glaser, 1987). For example, Lucy, a beginning learner,
may have only a vague and incomplete understanding of the term mammal. Her
fragmented knowledge, incomplete understanding, and thought process are bet-
ter described as a “complex” of ideas, rather than a true concept (Hanfman &
Kasanin, 1937; Sakharov, 1994; VygotsKky, 1986). As Lucy organizes her scattered
ideas into a true concept, she can define mammal in her own words, apply the
very specific and narrow concept correctly to novel instances, and explain the
relationship of a mammal to other members of the animal kingdom.

To analyze a child’s level of performance, compare the documented behavior
to a breakdown of the important components of the learning. For instance, pat-
terning requires that learners be able to match one to one, perceive similarities
and differences among items, and identify the significant features of the pattern.
When Steven tries to repeat an alternating pattern of two red circles and three
blue squares, he gets the first two circles correct, then places a blue square, red
square, and yellow square in the row. Steven has some of the essential skills. He
identifies the repeating nature of a certain number of circles and squares and
matches one to one, but he omits the element of color in the squares. By com-
paring his performance with the essential components, the teacher identifies the
components Steven can and can't do.

Teachers ask children to do tasks that require integrating several subskills
into a complex behavior. Analysis of children’s performance on the various com-
ponents will aid understanding. In some cases, a child may have trouble per-
forming one of the subskills. A child who can't catch a ball while she is standing,
for example, can hardly be expected to catch a ball while she is running. Simi-
larly, if she can’t hop, she can't skip. In other cases, a child may have the sub-
skills but be unable to combine them. He may read isolated words and identify
word meanings but he can’t read a passage and explain its meaning. Sometimes
the number of steps required simply inundates the learner, and she or he cannot
proceed. An incomplete performance may mean that the number of things the
child must attend to is overwhelming. The teacher must identify the component
subskills, their relationship, and the child’s performance on each. Analyze where
the child is having problems and why.




help children develop and learn.

To ensure trustworthiness of the information, check for fairness, validity,
and reliability. Make sure there are enough representative and balanced samples;
that evidence obtained in different ways converges; that samples are consistent
over time (unless the inconsistency itself is of significance); and that the assess-
ment corresponds to reality. To maintain quality during analysis and interpreta-
tion, follow these steps: To determine progress, (1) compare performance on
two or more occasions; (2) work from written documentation, compilations, and
summaries, not memory; and (3) look for patterns rather than isolated instances.
Consider a child’s or a group’s unique and individual patterns of development,
temperament, and interests. For areas of concern or where more information is
needed, look in depth, look more broadly, look in different contexts, or recheck.

The teacher should use the following guidelines as he or she analyzes and
tries to understand information:

* Generate multiple hypotheses about possible meanings, but hold all
interpretations and hypotheses tentatively.

* Think of performance as a band or interval within which a child is func-
tioning, not as a specific point on a scale.

* Compare outcomes to developmental or curriculum expectations.

* Analyze information for clues to learning processes.

Check Your Understanding 7.1: Click here to gauge your understanding
of chapter concepts.

@ Media Connections 7.1: Click here to apply your understanding of
chapter concepts.

For Personal Reflection

1. This chapter suggests that the sociocultural context of the classroom can
either support or hinder children’s performance. Reflect on classrooms
you have observed and worked in. What evidence of this principle have
you seen? What are its implications for you as you document and inter-
pret children’s performance in your own classroom?

2. Think of a time when your prior knowledge of a subject was not recognized
by someone teaching you. Looking back, what are some ways your knowl-
edge could have been determined, then recognized and put to good use?

For Further Study and Discussion

1. Look at the example of the range of performance and clustering of cut-
ting skills shown in Figure 7.2. What are possible interpretations of this
information (a) if the children are 3 years old and in their first year of
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following oral directions given by an adult. What other information
might be needed before you have enough representative samples to
interpret children’s progress in language? Outline a strategy to obtain
that information.

3. Secure one or more work products from a child in preschool or a pri-
mary grade. Analyze the work products for information about that child.
Explain and justify your interpretation. If you cannot get work products,
do an in-depth analysis of Figure 4.4 and Figure 4.5, and then compare
and contrast the two products.

4. Interview both a beginning teacher and an experienced teacher, both
of whom are using classroom assessment to see how they interpret the
information they collect. Compare and contrast their responses. What are
some implications for you at this point in your teaching career?
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Using Assessment Information

Learning Outcomes

1. Explain how teachers can use assess- 3. Describe modifications teachers can
ment results in their planning. make in classroom materials and in
curriculum to differentiate instruction

2. ldentify strategies that allow teachers
as they use assessment data.

to use assessment information to dif-

ferentiate instruction. 4. Analyze classroom examples
for teachers’ use of assessment
information.
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interests does not always tell the teacher what to do next. Thought-

ful, sensitive, artistic planning is the best process teachers have for
using assessment information to directly benefit children and weave the many
threads involved in teaching into whole cloth.

Activities, content, grouping, instructional interactions, and the other ele-
ments that make up classroom learning and teaching must be grounded in chil-
dren’s current abilities and potential, as determined by assessment, and designed
to lead them on (Stiggins, 1997). Unless teachers intentionally plan to use assess-
ment results, the insights and information are likely to be lost in the rush of class-
room events.

Teachers can link assessment with developmentally appropriate curriculum
and differentiated instruction, no matter what planning process they use. The
basic principles that follow apply to almost all developmental areas or curriculum
goals, are drawn from the broad age span of early childhood (3 to 8 years old),
and reflect the differing classroom organizations and emphases of the various
levels. Suggestions and examples are representative and are neither prescriptive
nor exhaustive. Our intent is to show teachers ways in which information from
assessment can inform and improve classroom practice through planning strate-
gies, individual and group strategies, and curriculum and classroom modification
strategies. Specific examples of how assessment information can be linked to
planning appropriate experiences for children conclude the chapter.

The terms curriculum and instruction include all the experiences teachers
provide to enhance children’s learning. A teacher “instructs” when he prepares a
learning center to introduce a new idea, introduces different accessories for the
block center, or provides new costumes for dramatic play. A teacher “instructs”
when she prepares flannel-board props to help children bridge the gap between
hearing a story and retelling it, plans transitions to help active children regulate
their behavior, provides parquetry blocks and appropriate adult—child verbal in-
teraction for children struggling with geometry concepts, or thoughtfully selects
and reads a book that will engage the whole group.

Planning Strategies

Planning allows for reflection on what to do with assessment results and gives
an opportunity to outline a course of action that may involve changes in the en-
vironment and in teaching processes and procedures.

Pian and Organize the Intended Changes

Although much planning is never written (Clark & Yinger, 1987), translation of
assessment results into differentiated instruction and activities to help all chil-
dren learn probably requires more planning than teachers can carry in their
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other adults in the classroom of any modifications that are likely to be made.

Refer to Expected Outcomes and Assessment
Information When Planning

It is easy to lose sight of the expected outcomes (standards, core content) of the
activities. Refer to outcome statements regularly. For example, study the assess-
ment summary sheets and class profiles for logical, flexible groupings and sub-
groupings. Reviewing notes and children’s work will remind the teacher where
the children need help and where they are progressing satisfactorily. Assessment
may identify a specific fact or skill that a child has not mastered, which may be
an indicator of other missing knowledge or skills in related areas. Consider the
broader expected outcomes that knowledge or skill may represent (Appendix A).
Also, checking the assessment plan will determine if the teacher needs to col-
lect one of the core items for the portfolio, plan a performance check on the
children’s abilities to estimate and measure as a part of their ongoing work in
science and mathematics, or follow-up on missing information.

Allow Time for Reflection

Allow enough time for thoughtful consideration of and reflection on assessment
results. Don't try to plan everything at one time. Make preliminary notes to pro-
vide a framework, then gradually fill in details, incorporating insights from peri-
odic and ongoing assessment and from other people working in the classroom.

Plan Ways to Meet Children’s Assessed Needs

When a particular need is identified, it is unlikely to be met through incidental
learning or the passage of time alone. For instance, youngsters whose back-
grounds have not provided them with the self-regulation, experience, and lan-
guage to tackle academic tasks will need specific help to fill in the gaps.

Deliberately Incorporate the Wealth of information,
Resources, and Strategies Available to Support Young
Children’s Learning

Knowledge about young children’s development and learning is expanding
rapidly, but unless teachers plan to use that knowledge, they will continue to
do things the same old way. An educator who is unfamiliar with a particular
area of development or learning should read professional journals such as The
Reading Teacher and Young Children that summarize current research and
suggest practical applications. Appendix A provides examples of development
and learning progressions to guide teachers. Books such as those found in the
Suggested Readings section at the end of the chapter will also serve as valu-
able resources.
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Assessment often reveals children who are having difficulty discriminating
symbols important in mathematics, as well as having problems in reading, main-
taining attention, remembering, or problem solving. One then has to ask, What
can I do to help? For example, what might help the child in first grade who is
having difficulty discriminating mirror-image letters, such as b and d? Research
suggests that experiences with print in actual reading situations rather than as
isolated letters may make a youngster more sensitive to these and other reading-
specific perceptual cues (Casey, 1986). Because this suggestion is compatible
with current language and literacy research, plan for it.

Plan for and with Other People in the Classroom

Many early childhood classrooms have classroom assistants, parent and grand-
parent volunteers, older children, and specialists at given times. Extra people
make more learning opportunities possible, but these must be planned. Involve
regular classroom personnel—co-teachers, assistants, and specialists—in plan-
ning. They may offer different perspectives on ways to meet assessed needs.

Using assessment results to help children learn almost always requires
greater specificity in planning for other people than most teachers do. Plan where
adults will be placed in the classroom and what they will say and do to support
children’s learning. An example: As the teacher assesses, it is clear that several
children need a lot of help with social interaction. Classroom disruptions affirm
that conclusion almost daily. You work out a plan of action designed to prevent
some of the disruptions and simultaneously teach children appropriate behavior.
Because all classroom adults need to be consistent if the plan is to work, coach
other adults.

Demonstrate and explain to other people what they are to do. Teachers may
use index cards to jot reminders and prompts to themselves and assistants about
how to word requests, directions, and explanations to align with a child’s level
of learning. Small posters placed in learning centers will remind adult volun-
teers of the purpose of the activities and to prompt appropriate language. One
particularly good idea is to paste directions for a game in the box, with a script
that shows how to play the game using academic vocabulary at different levels.
For example, it is often difficult to get children to use new vocabulary words. Set
up situations that allow adults to talk with children, helping them use language
such as “same shape as,” “not the same shape as,” “different sound than,” “same
texture as,” “not the same size,” “different length,” and so on. Teachers do not
need to form language groups to do this; rather, they must change the way they
interact with children, to intentionally converse with them in ways that support
and extend their language. Most teachers need reminders of how to do this—so
do other people.

Children who are learning the social and organizational skills to dramatize a
story or to retell it using flannel-board figures can benefit from adult assistance.
To expand children’s opportunities, teach a volunteer or assistant how to do
this with a small group. Planning ensures that props, space, time, and a coach
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as, “Tell your partner your favorite parts of the story,” “Describe what hap-
pened to the hungry caterpillar at the end of the story,” or “What are some
other ways the children could have solved their problems?” Each child then part-
ners with the child sitting next to him or her to discuss the topic, taking turns
talking for a brief time. The teacher ends the discussion by summarizing what
some of the children have said, such as, “I heard several children say they really
liked Rosie” or “I heard some interesting descriptions of the way the caterpil-
lar became a butterfly.” All of the children get a chance to talk, not just the few
who volunteer or are called on by the teacher. Planning is essential for this to
work. Children have to learn what is expected, whereas the teacher has to select
a book appropriate for discussion, develop good discussion prompts, give the
children just enough time to share their thoughts, and know how to draw the
discussion to a close.

Balance What You Might Like to Do with What Is Possible

Set priorities for individual children and the class. Make easy changes first.
Changing time schedules in a self-contained classroom to be more compatible
with children’s individual development and ways of learning is relatively easy.
Changing the teaching of reading from one long-established approach to another
method may take longer.

Start with obvious and critical needs. If assessment reveals to the teacher that
a youngster thought he or she was comprehending English is not, an obvious and
critical need exists. Likewise, if assessment reveals that a youngster frequently
disrupts or is rejected in classroom activities, an obvious and critical need exists.

Individual and Group Strategies

Assessment usually reveals many strengths and many things “yet to learn.” There
will be developmental or curriculum areas in which only individual children need
challenge or assistance, areas in which several children could benefit, as well as
areas in which all children will profit from additional opportunities to learn and
develop but at different levels. Balancing the needs of individual children with
those of the total group is one of a teacher’s most challenging tasks. Current in-
structional practices and research on differentiated instruction offer many guide-
lines and clues but no definitive answers. We consider situations in which one or
two children may need specific attention, when several children would benefit,
and when the entire group will profit, as well as mixed-age classes.

For One or Two Children

Sometimes one or two children require specific help, either because they are
still learning or because they need to be challenged. Usually their needs can be
met by providing opportunities for learning with the entire group or in a small
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who is on the verge of grasping an idea.

Sometimes opportunities must be closely tailored to needs and interests.
If a child is having difficulty, analyze assessment results for clues to the prob-
lem. For example, if a second-grader is having difficulty alphabetizing words
because he does not fully understand before and after as they apply to position
in a sequence, help the child learn those terms, going back to experiences with
concrete materials if necessary. If the difficulty stems from confusing whether
b comes before k, then provide an alphabet chart so the child can practice the
correct order.

Children who need challenges deserve the same thoughtful consideration. Multi-
level activities, project work, and cooperative groups enable them to enjoy the ben-
efits of group interaction. Individual activities can challenge, extend, broaden, and
elaborate their development and learning into areas they might not otherwise ex-
plore: creative problem solving, scientific investigation, composing music or poetry,
and mastering games of strategy and skill. Amplification (Zaporozhets & Elkonin,
1971) of children’s knowledge can bring depth and breadth of understanding at their
own level of development. Challenge need not be synonymous with acceleration.

Sometimes individual children are reluctant to participate in activities such
as vigorous outdoor play, art, dramatic play, focused skill development, or oral
presentations. Look first for obvious reasons: Is the play too boisterous and
competitive? Are the skills beyond the child’s developmental level? Are there
gender signals that keep a boy or girl away? Is the reluctance simply this young-
ster’s initial reserve about entering into a new activity? Are sociocultural differ-
ences operating? Evaluate the child’s current level of functioning and skill for
possible clues as to the cause of the reluctance. Plan activities the child likes and
in which she is successful, and relate or extend them into other areas, such as
gradually combining the block area and dramatic play area or setting up attrac-
tive, versatile art, science, or writing materials that engage the child’s interest.

Perhaps observation of participation confirms what others have found—that
children may not be engaged in large muscle activities, even though they are
outside (Poest et al., 1990). Rearrange active, physical play apparatus and put it
in a prominent place on the playground. Plan noncompetitive games and activi-
ties to discourage inappropriate competitiveness, which is often disheartening to
the children who need the most encouragement. Select or alter activities so chil-
dren do not have a long wait for a turn. Join in to guide and provide a model.

In all situations, provide support, guidance, informal instruction, and en-
couragement, but also help the youngster improve skills that will make par-
ticipation easier (Bodrova & Leong, 2007; Rogoff, 1990). Provide one-on-one
instruction to children who cannot throw and catch so that they can participate
in playground games. Teach oral presentation skills gradually, and let children
practice with one other person or a small group until they are comfortable. They
will gradually assume more responsibility for their own performance (Rogoff &
Gardner, 1984). Adapt classroom interaction processes to recognize community
and cultural practices, such as allowing more time for responses or time for
pauses in speech (Gage & Berliner, 1992).
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groups, groups of one or two, and others. For instance, groups of two can form
author/editor pairs in which each child learns important writing, reading, editing,
and discourse skills. Two children can “think, pair, share” to give an opportunity to
discuss, report, or share without the deadly routine of round-robin “show and tell”
or reporting. Children who write can be paired with children who are still dictat-
ing. If children are having difficulty entering a peer group, let them play and work
with some younger children. Aggressive children may be less aggressive with older
or larger children. Pair a shy child with a friendly, outgoing one, and form small
groups in which less outgoing children feel welcome (Wittmer & Honig, 1994).

Avoid unchanging or even semi-permanent ability or skill groups; research
shows these may stigmatize and track children, narrowing their opportunities to
learn (Manning & Lucking, 1990; Oakes, 1991; Slavin, 1987). Group children on
functional competence and need related to specific developmental or learning
areas, not on overall perception of ability or achievement. With skillful planning,
subgroups can be formed, accomplish their purposes, and then disband. Inten-
tionally alternate groupings so there is planned variety in the way children inter-
act with each other and with the aduits in the room. Interdependent cooperative
learning groups mix children with differing skills and knowledge so children
learn from each other; the group itself becomes a way to learn both social and
academic skills (Newman, Griffin, & Cole, 1989).

Activities can be geared to the needs of one group, while others participate if
they wish. Children who have mastered a certain development or learning often
enjoy and benefit from repetition, just as they reread favorite books. For example,
in a game designed to help a specific group of children learn the concepts “more,”
“less,” and “equal;” some children may be learning these concepts, others might be
hearing and repeating the terms, and still others would be using the terms sponta-
neously, in conversational interchanges, or in giving directions as the game leader.

Mixed-Age Classes

Typical early childhood groups are categorized by age. Mixed-age classes open up
new possibilities for meeting children’s assessed needs. There are indications that
social development, particularly leadership and prosocial behavior, is enhanced.
Interaction between less able (“novices™ and more able (“experts”) children may
have academic and social benefits for both. Children who are slightly older and
more proficient may be operating in another child’s Zone of Proximal Develop-
ment (see Chapter 7) and thus be able to provide the appropriate amount of
modeling and guidance to help the learner (Katz, Evangelou, & Hartman, 1990).
Children will need some specific guidance if the benefits of this approach are to
be realized. Katz and associates (1990) suggest that children be helped to ask for
and give assistance; that teachers guard against exploiting older children as help-
ers and discourage stereotyping by age; that children be sensitized to their peers’
emotional needs and help them know how to respond; and that children be
helped to know their peers’ interests, needs, and capabilities. The opportunity to
help another student can increase the “expert’s” motivation as well as the actual
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aloud, and many other activities. Even activities traditionally thought of as self-
selected or individual may have components that involve the whole group. For
example, some physical development experts suggest that outdoor playtimes begin
with a group “warm-up,” with everyone walking and then walking briskly, before
children proceed to their chosen activities. Everyone should also participate in a
“cool-down” as a transition from outdoor play to the next activity. An “individually
appropriate” activity does not mean that children do everything as individuals.

Attractive, interesting learning centers are another way to make learning ex-
periences available to every child. Children work in these at their own level and
pace according to their interest and available time. For instance, children who
are learning to express themselves in writing might be expected to write in their
journals or work in the writing center sometime during the day. The choice of
when to write is theirs. Children involved in project work can be expected to
solve certain mathematical problems related to the project. They may not all
do it at one time or in the same way, but everyone will have the experience.
Monitor participation. If some children don’t participate, try modifications in
placement, materials, competing activities, time, and adult involvement before
deciding the approach doesn’t work. Participation doesn’t have to be daily but
can be over a period of time.

Child-selected or free-choice activities can also reach all the children in the
group, provided the activities are interesting enough and children have an extended
period of time to work through their choices. Monitor participation to make sure
children who need the experience get it.

Children can also be assigned to groups that rotate to appropriate activi-
ties at set intervals, although it is difficult to make such groups flexible enough
to accommodate young children’s varying interest levels, task orientations, and
pace. Another option is to have children participate in “everyone needs to do
this” as individuals. Choose interesting and intrinsically rewarding activities, and
offer them often. Computers, tricycles, reading or looking at books, writing, puz-
zles, art, scientific observations, and many problems based on manipulatives can
serve as individual activities.

Curriculum and Classroom Modification Strategies

Differentiating curriculum to make it responsive to children’s strengths and
needs as determined by assessment requires modification of classroom activities.

Allocate Time and Space in Different Ways
to Achieve Different Results

Teachers make most of the decisions about how much time to spend on a goal,
subject, or activity. They also decide on the space arrangement in the room. These
easily manipulated variables can help make the classroom more supportive of




* Children have to walk through the middle of the block area to get to the
bathroom.

* Children have to stand up or lean into other children to see the pictures
during story time.

* Children finish their work early and have nothing to do except visit with
the other children who are supposed to be working.

Changing the allocation of time and space is also a way to give more or less
emphasis to a particular activity or curriculum area. However, the effect of time
and space on children’s involvement and learning has to be carefully monitored
so that more does not become “too much.” Here are some issues to consider:

* Too many children in a dramatic play center might mean that positive
social interactions and good dramatic play never occur because children
are fighting over scarce props or are constantly bumping into each other.
Too few children might mean that play never gets started.

¢ Crowding during the opening class meeting seems to cause many social
problems, but spreading the children out too much means the children
are so scattered the teacher cannot maintain their attention, they can’t
see visuals—even “big books”—and the feeling of being a group is lost,

* Suppose assessment indicates that most of the children would benefit
from extensive work and play with math manipulatives. The teacher de-
cides to leave 1-inch interlocking cubes out for children to use when-
ever they want. Monitoring reveals that use increases immediately, then
falls off as the cubes blend into the shelves. Replanning, the teacher
tries another approach. Interlocking cubes, attribute and pattern blocks,
and other math manipulatives will be rotated, with the time for rotation
guided by the level of use.

A related problem is having too little time to help children master the large
number of expected outcomes. Integrate expected learning so children learn
several things simultaneously. Children do not distinguish one area of develop-
ment or one subject matter from another. Key academic concepts and vocabu-
lary—such as the words used to contrast and compare, express relationships,
and describe objects and events—should be used across the curriculum.

Reading, writing, listening, speaking, and literature can be learned simulta-
neously. Science, mathematics, problem solving, symbolic representation, physi-
cal development, and other learnings are merged as children work, play, and
experiment with manipulative equipment, water and sand, weighing and meas-
uring, cooking, music, movement, and art. Such integration—combined with the
use of learning centers, individual activities, and small flexible groups—allows
teachers to do away with rigid time periods and creates a classroom that allows
children to work at their own pace and enjoy “in-depth” exploration of topics,
both within a day and over longer periods of time. Children who need plenty of
time and practice for mastery of key concepts and skills are not left behind.
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three don't know what maps are. The other children are at all points in between.

Fortunately, almost any activity, content, or process in which young children are
involved can be made either simpler or more complex (Hendrick & Weisman, 2013).
Multilevel activities and materials enable each child to achieve success and contin-
ued learning. Some of the very best material for children’s learning is open ended:
counting cubes, blocks, pattern and attribute blocks, modeling clay, books, drawing
and writing materials, movement, music, art materials, and many others. Plan to
adapt the same basic material and activities to meet the assessed needs of particular
children. Teachers often have to open up different possibilities for children, such as
supplying accessories, signs, and suggestions for extended block play.

Any classroom with children who need language and literacy development
should have a prominent, changing, and varied display of books, functional signs,
posters, and other written material keyed to children’s interests and backgrounds.
Youngsters who are learning to sort and classify need many opportunities to
explore a wide variety of structured and natural materials on their own and to
solve specific classification problems. Emerging literacy—at whatever age—calls
for writing instruments and paper of all kinds to be placed strategically around
the room. Materials and activities should be gender-neutral or clearly include
both boys and girls. Plan procedures that ensure equal access to computers, sci-
ence and math apparatus, dolls, blocks, and challenging physical games. Avoid
activities that may be gender-stereotyped.

Use Any Apparent Sequence

Although not everything can be sequenced, it makes sense to use known learn-
ing progressions. Give children experiences to help them understand a concept
before they are expected to say and comprehend the words that stand for that
concept. Make sure children understand directions before they are expected to
follow them. Show children how to share and take turns before admonishing
them to do so. Use Appendix A to identify sequences from child development
and learning research.

Some sequences are fairly evident from the way children develop. Larger
manipulatives (beads, pegs, interlocking blocks, parquetry) are usually easier to
use than small ones; mixing, pounding, squeezing, and rolling modeling clay
directly with the hands is easier than with tools. Tracing inside a cut-out tem-
plate is easier than tracing around the outside. Printing large letters without
regard for lines is easier than printing on lines. Cutting out a circle is easier than
cutting out an angled figure. Whole-hand fingerplays are easier than ones calling
for individual finger movement, which in turn are easier than complicated, two-
hand coordinated ones. Many adults have difficulty alternating index finger and
thumb to make the eensy weensy spider climb!

Use Results to Plan Scaffolding

The term scaffolding (Wood, Bruner, & Ross, 1976) refers to the support that
teachers, materials, other children, or interactions between the child and others




(Chapter 4).

Plan ways to scaffold children’s performances on important tasks, based
on their needs. Thinking through various ways to provide different levels of
assistance gives the teacher the flexibility to provide more or less support or
a different type of scaffold. As an example, let’s look at some ways to provide
scaffolding for a child learning to sort squares (or other objects) by size: verbal
clues, modeling, doing a portion of the task, and providing hand-over-hand
support. (There are other ways, t00.) The examples go from the least amount
of assistance (verbal clues) to the maximum amount of assistance (physical
assistance).

*  Provide a verbal clue. Point out something the child might have missed
or a critical feature of the task. For example, if Jason is sorting objects by
size but keeps changing to color, the teacher (Mrs. Morgan) might say,
“The color doesn’t matter” and wait to see if the prompt helped. Vary the
amount of verbal coaching. For example, Mrs. Morgan might give one
clue or might have to talk Jason all the way through the task.

e Provide verbal support and model what to do. Mrs. Morgan might say,
“Put the big squares here and the small squares here,” as she demon-
strates where to put each piece. She then might ask the child to say it
with her or to repeat after her. Also, perhaps Mrs. Morgan might ask,
“Where should I put this square?” and have Jason answer.

* Do only a portion of the task. For example, the initial task might be to
sort by size squares (objects) of only one color, or only enough squares
to establish the basis for sorting. The teacher will state the process (“Put
the big squares here . . ") and have the child repeat those words.

*  Provide hand-over-band support. Mrs. Morgan may provide physical sup-
port by placing her hand over Jason’s hand and actually put the squares
in the correct piles. After a few repeats, she should try releasing her
hand to see if Jason can continue the action or needs help all the way
through, as she and the child say what is being done.

Just as the scaffolding is removed from the building when its walls are able
to stand alone, so the teacher must plan ways of making the child gradually
responsible for performance of the task. Scaffolding has another implication—
the teacher knows what the end skill is going to look like and how to get to it.
Thus, the support is given in such a way that it fosters the child’s ability to even-
tually perform independently. Both the support and its removal are provided in
a conscious manner (Bodrova & Leong, 2007).

As another example, a teacher provides a scaffold for a child’s counting by
holding the child’s hand and showing her how to move it as they point and
count together. As they work, the teacher begins to omit a number to see if
the child can say it on her own. When the child seems able to say the numbers
by herself, the teacher only points with the child. In the next step the teacher
doesn’t point but simply watches the child point and count aloud, progressing
from assisted, or scaffolded, counting to independent counting.



Look at the Need for Possible Change in Procedures

Suppose participation charts show that more than half the children seldom talk
during class meetings, group discussions, circle time, or any teacher-led activ-
ity—not an uncommon finding. Before wondering what is wrong with the chil-
dren, the teacher should examine her or his own patterns of interaction. For
instance, does he call on the children who readily respond? Does he answer his
own questions? Does he allow so little wait time that thoughtful children are
still thinking about an answer when the next question comes? Plan interaction
techniques to stimulate more children to participate, such as calling on all the
children and valuing their responses.

Rethink and Restructure to Meet Children “Where They Are”

Many children don’t match the curriculum guide, activities handbook, or expected
sequence of goals and objectives. There are differences in each and every child—
personalities, cognitive development, learning aptitude, social skills, and much
more. Professional teachers must know child development and the expected out-
comes of education well enough to simplify, delete, extend, elaborate, and embel-
lish curriculum content and processes so they are developmentally and individually
appropriate for the children. Teachers have to know how to construct curriculum
when no guides exist.

Examples of Using Assessment Information
to Guide Instruction

Examples of ways teachers use assessment information to inform and guide in-
struction are given throughout the previous chapters. The intent is to show pos-
sibilities, not to prescribe a single approach. The simple examples that follow
are chosen from typical curriculum areas in early childhood education. For other
examples, see the Suggested Readings at the end of the chapter.

Play Planning

Mr. Frankel’s assessment during dramatic play revealed that Tony, LaTessa, and
Jerry sometimes engaged in play that became angry and occasionally physically
violent. His attempts to let the three of them work it out usually led to crying
and disintegration of the play. If Mr. Frankel were to remove all the props they
argued about, the playhouse would be bereft of any props at all. When asked
what they could do next time to avoid an argument, all three children seem to
be able to state reasonable alternatives: “We should use our words”; “I shouldn’t
hit him”; “We should take turns.” But once they are at play, bickering stops only
when Mr. Frankel enters the dramatic play area and directly intervenes. These




in detail, but simply as a reminder) what they plan to do, as shown 1n Figurc o.1
and Figure 8.2. Have the children who plan to go to the same dramatic play
center decide what they will play together and what props they need. Assist the
planning if children need coaching on how to choose an appropriate theme or
divide roles without arguing. If they can plan independently, have them show

Figure 8.1 Child’s Plan for Play—Dictated
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Reprinted by permission from Andrei Semenov.
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and explain the plan after it is done. We have yet to see children plan to fight!
They always plan to work together and to have fun.

Planning their play prevents many of the arguments that children have over
objects or roles. If there is only one ballerina costume, children can work out a
solution. When children enter the play area with a solution to the “one costume”
problem ahead of time, they usually do not fight or argue when they get there.
Planning avoids conflict over roles, such as who will be the doctor. Appealing
related roles can be suggested (receptionist, technician, nurse), or different types
of doctors can be proposed (surgeon, heart doctor, X-ray reader). And don’t for-
get: Doctors need patients!

Planning play allows the teacher to stay out of disputes. Asking “Was this
part of your plan?” is often sufficient to stop the altercation and get everyone
back on track. More important in the long run, such planning helps children
learn to think ahead, interact, solve potential problems, and make their own
play more productive. They begin to imitate and practice the advanced social




Small Muscle/Fine Motor Development

Assessment of kindergarten children’s fine motor development identifies several
who are having difficulty cutting. They can’t hold either paper or scissors to
make them work. One parent explained that crayons, pencils, markers, and scis-
sors were off limits to the children in their house because they marked on the
walls and messed up the house. Other parents had difficulty providing food, let
alone scissors and paper.

The teacher should plan opportunities for all types of fine motor develop-
ment. Incidental learning, such as that in unplanned manipulative play or art,
probably will not be enough. Provide a center or area that focuses on needs, or
incorporate skill development into appropriate existing functional areas or cent-
ers. Develop an office area with discarded cell phones, paper and pencils, scis-
sors, a keyboard, a mouse, sticky notes, and other office tools. Create a center
with writing, drawing, and cutting tools. Vary the manipulatives area to provide
needed skill building. Incorporate “real-life” materials to add interest, variety,
choice, and practice with a variety of fine motor motions—paper punches and
fasteners, paperclips, nuts and bolts, wrenches, screwdrivers, hand drills, egg
beaters, all types of fasteners and closures—any appropriate tools to help de-
velop strength, dexterity, coordination, and control.

Plan specific assistance for those youngsters who are still learning to use
scissors. Use a developmental sequence for cutting to sequence the assistance.
Show children how to hold both scissors and paper “thumbs up” and to say
“thumbs up” as a reminder. Put a dot on the paper in the place where the thumb
is supposed to go. The dot and the “thumbs up” serve as prompts or “media-
tors.” Start with strips of paper, gradually making them wider as children learn.
When children need practice to advance from snipping to a smooth single cut,
have them cut pretend “straw” for the horses and cows, or imaginary pretzels,
carrots, and celery sticks for a pretend snack. Let children snip strips or punch
confetti for a collage. The teacher’s job is not to withhold assistance, but to sup-
port those children who need help in learning certain skills and then to let the
children take over. There is quite enough for children to learn on their own.
By observing the awkward and laborious ways many older children and adults
write with pen and pencil, the teacher will better appreciate the importance of
guiding and providing young children with practice in fine motor skills.

Early Literacy Development

Assessment of a typical state standard for preschool, “name writing”—the child’s
ability to write his or her own name—reveals a wide range of ability in the
classroom. Mrs. Eagan has assessed students individually during center time by
asking each child to write his or her name on a sheet of paper so that she can
determine who is in each learning center. It has taken two days to watch each
child’s attempt at name writing. One group of children includes students such as
Megan and Estefan, who can already write their first names easily. Another group
of children includes students such as Martin, who writes his name backward,
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‘ As part of the name writing scaffold, the teacher provides a model of each
child’s name. As she works with the children individually, Mrs. Eagan will modify

the model in order to provide different levels of support. The model is a2 “name

tag”—a 6-inch strip of laminated tagboard with the child’s first name written in
capital and lowercase letters. The child’s last name is on the back. Each name
tag has the scaffold that particular child needs and no more. The name tags are
placed in a different spot at the sign-in table each day, so children have to iden-
tify their names. The examples that follow illustrate ways to provide scaffolds for
children at varying levels of ability. Each example begins with a description of

the child’s independent level of performance.

Awan cannot recognize his name or write any of the letters. On Awan’s
name tag, Mrs. Eagan pastes his picture temporarily next to the first let-
ter of his name and then draws a line under the 4 with a wipe-off marker
(Figure 8.3). When Awan walks in the classroom, the teacher helps him
find his name tag. When he finds his picture, Mrs. Eagan points out that
another way to find his name is to look for the letter A4 that she has un-
derlined. She helps him write that letter. The next day, Awan is encour-
aged to look for the letter and not just his picture. Mrs. Eagan has folded
the picture under to see if Awan can find his name using the first letter
only. If he cannot, the teacher tells him to see if his picture is attached to
the name tag. That way he will know if it is his name—without the teach-
er’s help. (If there are two children whose names begin with 4, underline
the first two or more letters instead of just the first.) Mrs. Eagan encour-
ages Awan to write the 4 and to try writing the other letters. She adds
supports similar to those on Chris’s tag as Awan progresses.

Figure 8.3 Sample of Children’s Name Writing

~| Awan

Chris writes some letters of his name. Mrs. Eagan places Chris’s name tag
with the first name showing. When Chris signs in, she points out that he
knows how to write C and / and she’ll have him try to write the letters
b, r, and s, as she points to the name tag. If he cannot write the b, the
teacher shows him how and underlines it with the marker to help him
remember (Figure 8.4). When Chris can write Ch, Mrs. Eagan erases the
line under the » and moves onto the next letter, . Children like Chris
might learn two and even three letters at a time. The teacher continues
to underline each of the letters she wants Chris to remember. On follow-
ing days, she gives verbal prompts and demonstrates writing as needed.




Martin knows the letters of his name but writes them in order backward:
“nitraM.” On Martin’s name tag (first name showing) Mrs. Eagan uses a
wipe-off marker to draw a dot under the first letter of Martin’s name and
an arrow extending from the dot to the last letter of his name to indi-
cate the direction he is to write (Figure 8.5). When Martin signs in, the
teacher puts a dot and arrow on his sign-in sheet so that it matches his
name tag. She encourages Martin to start at the dot with the letter M and
then write the a next, then the » next, and so on, indicating the direction
of the arrow. The next day, Mrs. Eagan gives a verbal prompt. As soon
as she thinks Martin understands the direction he is to write, she re-
moves the arrow. When he can write his name without support, the dot
is erased. Martin will then be ready to write his last name,

Figure 8.5 Sample of Children’s Name Writing

Martin

For children such as Megan Johnson and Estefan Ramirez, who can write
their first names correctly from memory, the teacher starts the activity with
the last name displayed on their name tags (Figure 8.6 and Figure 8.7).
When they sign in, she tells them to write their first and last names. When
the children can write their first and last names, Mrs. Eagan puts the name
tags away, as she will now want them to write their names from memory.

Figure 8.6 Sample of Children‘s Name Writing

Johnson

Figure 8.7 Sample of Children’s Name Writing

Ramirez
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tags in different locations at the lunch table and the children will sit where they
see their names. Functional practice in different contexts will also help. Children
can sign in to be the next in line for playing at a center. They can sign their
names on participation charts, as well as on charts that show what food they
like or their favorite color. Children can write their names on artwork and other
papers. The teacher’s assessment of the level of the child’s ability to write her or
his own name is the first step in planning and implementing effective support
for learning.

Teachers can use assessment information to help children develop and learn by
employing a combination of thoughtful planning, meeting individual and group
needs in a variety of ways, and modifying the classroom and curriculum to be
more responsive to assessed needs. Thoughtful planning consists of planning
intended changes and adjustments; referring to assessment files and summa-
ries during planning; allowing time for reflection; planning strategies and activ-
ities to meet children’s assessed needs; incorporating current knowledge and
resources; planning for and with other people in the classroom; and balancing
what they might like to do with what is possible.

Meeting the needs of individual children within the context of a classroom
is a challenge. Varied approaches help differentiate instruction when one or two
children need specific attention, when several children would benefit, when an
entire group would benefit, and in a mixed-age classroom.

To successfully modify and adjust the curriculum and classroom to meet chil-
dren’s needs, teachers must select and arrange equipment, materials, and sup-
plies in response to assessment results; use appropriate sequences for simplifying
or increasing complexity; consider the need for possible changes in classroom
procedures; and rethink and restructure curriculum if needed. By using the con-
cept of scaffolding, teachers may plan what they will do with a specific child or
group of children, provide necessary supports, and then remove the supports as
the child is able to perform independently.

Within the context of a developmentally appropriate curriculum, plan spe-
cific activities and intentional teaching to help meet children’s development and
learning needs. Such needs are unlikely to be met by incidental learning alone.
Several examples showed how this can be accomplished.
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time; others spread it out, entering plans as insights occur to them; and
still others use different approaches. We recommend that you allow time
for reflection on assessment results and classroom processes as you are
planning. Examine your own planning style. When will that reflection
take place?

For Further Study and Discussion

1.

Interview one or more teachers to learn how they plan to meet the as-
sessed needs of children in their classrooms. Within your aduit learning
group (college class or staff development group), interview representa-
tives from both preschool and primary levels. As a group, or as individu-
als, analyze their responses. What conclusions can you draw?
Assessment has revealed several needs within a kindergarten group:
three children are having difficulty entering a play or work group, either
indoors or out; four youngsters are obviously lost when discussion turns
to comparisons of likenesses and differences (specifically, they neither
comprehend nor use the terms the same as and different from); and two
children are having difficulty classifying objects or pictures of objects on
any basis except observable attributes (color, shape, size). Select one of
these needs, and plan a course of action to help children within the con-
text of a developmentally appropriate curriculum.

After conducting several assessments, you find three clusters of chil-
dren with similar skills. Cluster 1 needs practice hopping, cluster 2 has
already mastered the skill, and cluster 3 cannot hop at all. Discuss how
you might develop multilevel activities that will benefit all the children.
Describe several ways you could work with the children.
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