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Consquences of Alternae Assessment

The purpos of this chgpter isto report ontwo studies conduded to address the coneequences of
aternate assessments judgel agang aternae achievement standads (AA-AAS) as examplesfor
states. The studies refer to thealternae assessments administered to students with significant
cognitive disabilities as part of statesOassessment and accountbility systems during the 200506
school year. Thestepsand procedures followed in conduding the studies alongwith the
ingruments and materials can be adopted or adgpted by states for use in conduding similar
studies at the state level with special education teachers and administrators. In this brief report,
we providea summary of preliminary findingsand methodsalongwith references for the
measures.

Overview of the Consequences of Assessment

Dr. Tom Haladyng an expert on measurement and author of numerousarticles and bookson
assessment, served as atechnical advisor for the DAATA project. With Dr. Gerald Tindd, he
assembled a volume titled Large- Sale Assessment Prograns for All Sudents: Validity,
Technical Adequagy, andImplementation (2002) focusng onissues related to making large-
scale assessments indugve. Prindples for this chgpter on consequences of assessment have been
informed and guided by numerouspersond communicationswith Haladyna The content for this
chapter drew greatly from these conversationsand from guidance of Project DAATA® naiond
technical advisory committee on which Tom served. He reviewed drafts of this chgpter (persond
communication, Januay 2, 2006and September 11, 2006)and provided valuable guidance about
condrud irrelevant variance and the consequences of assessment and accounibility systems for
students with disabilities induding those with themog significant cogntive disabilities taking
alternae assessments.

The question regarding consequences of assessment involves examining conequences of (a) test
use, howthetesting program will beused, and (b) test score interpretation, wha decisionswill
be made based on theresults. The prindples for examining consequences of assessments are the
same for students with disabilities as for students withoutdisabilities and aternate assessments
should be evaluaed by the same criteriafor validity as the general assessment. It is clear tha the
authors of Individuds with Disabilities Eduction Act 1997, reauthorized in 2004, anticipated
postive consequences for induding students with disabilities in testing induding (a) greater
access to thegenera eduation curriculum, (b) improved ingruction, and (c) highe expectations
for students with disabilities. Testing, however, can also have negaive consquences, aconarn
expressed by both parents and educators. For example, consquences can involve decisionsfor
promotion (gradudion) and retention, salary incentives for educators, or rewardsand sanctions
for schools. Other conequeances can involve shiftsin curriculum, motivation, and morale of
teachers dueto high stakes and the effects on student motivation. The possible effects of testing
(both postive and negaive) should be examined and explained to policy makers. The Sandards
for Educational and Psychological Testing (AERA, APA, & NCME, 1999 13.1) states, Ot isthe
responsbility of thase who mandae the use of tests to monitor their impact and to identify and
minimize potential negative conequeances. Consequences resulting from the uses of thetest, both
intended and unintended, should also be examined by thetest userO(p. 145).
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One question undelying the examinaion of the consequences of assessment isa concern about
low scores. It isimportant to ensure tha low scores do not occur because the alternae
assessment measures a student@ disability rather than ther proficiency onthe content being
assessed or tha the alternae assessment fails to test theintended condruct because thetest
content has been oversimplified and unde represented.

Studies of Consequences of Alternate Assessment. For mog states, alternae assessments came
into existence with theturn of thecentury (2000-01). Thar implementation has outpaced
research on ther impact and consequences and mos of what we do know has come from surveys
of educators. Wha has been reported to dae has addressed changesin curriculum and
ingruction, improvement in student learning, teacher motivation, stress and bdiefs abouttesting,
and communication with parents.

Three studies regarding the consequences of aternate assessment employed teacher surveysfor
learning more aboutthe consequences of alternae assessment. Even thougheach study was
unique there were some commondities in the questionsasked and theresults. Theprindpd
questionin all three studies centered on theeducationd benefit to students in taking the dternate
assessment and bengindudel in theeduationd accountbility system. Teacher frudration
abouttheamountof time required to condud portfolio alternae assessments was reported in two
studies.

Kleinert, Kennedy, and Kearns (1999 conduded a statewide survey of teachersinvolved in the
Kentucky aternate assessment, the nation@first statewide alternate assessment. Ther prindpd
concern was to determine the extent to which theteachers perceived bendits for induding ther
students in state and school accountbility measures and ther perceptionsof theingruciond
impact of thealternae assessment system uponstudent outcomes. Results indicated tha teachers
did realize ben€fits and saw postive changesin bath ingructiond programming and enhanced
student outcomes. Althoughthey did see bendfits, teachers expressed frudration with the amount
of time required to complete student assessment portfoliosand conaern aboutscoring reliability
and the extent to which the alternate assessment was more of ateacher assessment than a student
assessment.

Roach, Elliott, and Berndt (in press) soughtto increase undestanding abouthow teachers
perceive and use the Wisconsn Alternae Assessment (WAA). TheWAA for thestudy was a
rating scale [conssting of 131 Likert-scale in addition to work samples and observationsfor each
|EP-alignad item. Results are organized into five scales: Reading, Language Arts/Writing, Math,
Sodal Studies, and Science. Theteacher survey was conduded as a way to obtain important
validity evidence aboutthe consequences of administering the assessment and theingructiond
utility of the alternate assessment process. In gened, teachersin thisinvestigation reported less
postive perceptionsaboutthe WAA process as students advanced throughthe grades, and grade
10 teachers seemed to have more reservationsaboutthe meaningfulness of WAA scores and
thar utility for indructiond planning. Theandysis suggested tha teachers confronted three
chdlengesin implementing the aternate assessment: (1) fitting administrationinto thar
workload, (2) managing the time demandsof the assessment, and (3) enauring that results
reflected student knowledgeand skills. Respondents were neutral to somewha postive aboutthe
usefulness of the alternae assessment process for setting ingructiond priorities.
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Flowers, Ahlgrim-Delzell, Browder, and Spoone (2005)also examined teachersOperceptions of
alternae assessments. Teachersin five states paticipaed in theteacher survey (CO, KY, NC,
NE, and TN). Three states used a portfolio approach asthar AA system, onehad a performance-
based assessment, and oneemployed a checklist approach.

Theresults suggest teachers tended to agree tha their students should beinduded in school
accountbility, butthey did not agree with mog items assessing the educationd bendfits of
aternate assessments. Teachers reported tha the mog significant impact of alternate assessments
was theincrease in pgperwork and demandson ther time. In contrast, when teachers perceive
alternate assessments countng in school accountbility systems, more teachers report a postive
impact for aternae assessments. Significant differencesin the postive impact of dternae
assessment between testing approaches (i.e., portfolio, peformance-based, checklist) were aso
found.Implicationsand recommendaionsare discussed. Althoughapproximately hdf of the
respondents agreed with induding students in accountbility systems, few thoughttha induson
resulted in highe qudity education. Asreported in other research, teachers stated tha
administering alternae assessment (AA) competed with teaching time and individud student
needsand tha there was an increased pgperwork burden, especialy for portfolio assessments.
TeachersOresponses suggest AA has not achieved the bendfits for students, teachers, and schools
tha were desired when IDEA (1997)was introduced. There were differences foundamongthe
AA testing approaches and the teachersOperceptions of AA.

Rationale for Research on Consequences of Alternate Assessment

Results of assessment and accountability systems are intended to impact amyriad of eduction
outcomes induding thefollowing:

implemented curriculum

ingructiond content and strategies

classroom assessments

student, teacher, and administrator motivation and effort

learning experienced by students

professiond development

teacher paticipaion in assessment administration and devel opment

community awareness and bdiefs aboutassessment and the use of test results.

In the Standads for Educational and Psychological Testing (AERA, APA, & NCME, 1999, the
consequences of assessment are consdered both directly relevant to test validity and importantin
informing decisionsaboutsodal policy. Studying conequential evidence informs thevalue
implicationsof test scores as a basis for setting policy, overseeing the soda consequences, as
well asthevalidity of test scores.

Five classes of conequences have been identified: (1) curricular, (2) indructiond and IEP
reforms, (3) improvementin student learning, (4) teacher motivation, morale, stress, and bdiefs
abouttesting process and ethical behavior, and (5) student motivation and communication with
parents, condituents, and thepublic. In addition to doaumenting consequences, it isimportant to
act ontheinformation collected and use thefindingsto improveand validae theentire
assessment and accouniability system. Forte Fast and Hebbler (2004 suggested tha in
evaluaing consequences, questionsshould, at aminimum, determinethe degree to which the
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system (@) builds capacity of staff, (b) affects resource allocation, (c) suppots high-qudity
ingruction, (d) promotes student equity access to education, (€) minimizes corruption, (f) affects
teacher qudity, recruitment, and retention, and (g) produces unanticipated outcomes. Baker,
Linn,Herman, and Koretz (2002)recommend tha longitudind studies be planned.

Sunmary of the Studies of Consequences of Assessment

The DAATA Project conduded two studies addressing the consequences of assessment. Both
were focused onthe question of theimpact of aternae assessmentsin relation to improved
ingruction and student learning. Thefirst study was afocusgroupinvolving members of the
Assessing Special Education Students SCASS (State Collaborative on Assessing Student
Standads). Membersinduded staff from state agendes and representatives from naiond
organizationsand centers. Thesecondwas ateacher survey regarding the administration of
aternate assessments during the 200506 school year. These two studies are summarized bdow.

Stuudy OneN Focus Group

In winter 2006,focus groupswere convened to document the perspectives of state
representatives and partners on the consequences of alternate assessments. Each subgroup had
approximately 10-12 state representatives with the meeting lasting about 90 minutes. Two of the
topic areas discussed within oneof thefocusgroups are reported here. The sessionwas
modeated usng thefocusgroup protocol from Vaughn,Schumm, and Sinagub (1996)
Highlights are presented with thetopical area and then with a summary of the major issues.
Andysisis gtill undeway on thefocusgroupresults. Two additiond topic areas (focuson
technical adequacy and looking to thefuture) were addressed and will bereported upon
completion of theandysis on these areas and a synthesis of themes across subgroups

Topical AreaN Alternate Assessment (AA) in Relation to General Assessment: We would like to
get a sense of what each of you think aboutthe design of your state®3 alternate assessment and
itsrelation to thegeneral education assessment. Oneway of looking at an AAisto think of it as
an extengon of the general education assessment. Another way to think of the alternate
assessment is asa test thatinvolves a balance between fundional skills and academic content.
How do you see your state® 20052006 alter nate assessment?

Clearly, there has been more emphasis on academic outcomes with congderable shift, moving
from fundiond to more academic contexts as the central assessment focus States are beginning
to screen more carefully the assessment tasks bang used as representationsof academic contexts.
No longe isasimple sorting task (e.g., distinguishing among eating utendls) consdered as a
representation of mathematics). Indeed, the opposte outcome appears to bethecase: The
academic focusis now central and thefundiond aspects need to fit within the academic focus

Quite congstently, the states discussed the breadth and depth of standardsbeang assessed and the
way in which the aternae assessment was beng mapped to the standads Severa states noted
science was being developel in the general education assessment and therefore was being
assessed in the alternae assessment for student with the mog significant cognttive disabilities.
Thispardlelism of thegradelevel standads gradelevel tests, and theaternate assessment was
emphasized and endorsed by virtudly everyonein thegroup.
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Consderable discussion was hdd on the use of GessenceOor Gextended Ostandards These terms
were both congdered as baeng indrumental to accessing the general education content standards
and consdered critical to guideingruction. No congstent definitionswere achieved on these two
terms, and both agreement and disagreement emerged aboutthe use of theterms. On theone
hand, it appeared tha thefocus of the alternate assessment was NOT the same as the QvrittenO
standad; yet, there was general agreement tha the alternate assessment reflected the heart of the
standads In this process, it might become appaent tha the standadsare not addressed with the
same depth or breadth in the alternae assessment as in the general education assessment. The
term QGessenceOwas used but there was general agreement aboutthe need for acommon
language

Topical AreaN Sudent Learning: Oneintention of recent federal legislation wasto bring about
improved student learning in acadamic content for students with significant cognitive
disabilities, particularly reading, writing, and mathematics. In what ways do you think that
developrent and administration of the alternate assessment haspostively influenced student
learning in academic content until now, the current year 20052006?

Respondents were quite certain and consstent in stating tha in thelast year, a subgantial focus
has been on academic learning standadsand gods and even more specificaly, in the areas of
reading and mathematics. States expressed consderable suppot for student improvement in
reading and mathematics. In addition, they noted that students are nolonge learning ssimply
access skills but are learning the academic standadsas well.

Focusgrouprespondentsin this discussion were state agency representatives. They reported tha
the academic focus has resulted in professiond development tha was clearly oriented to the
teacher level (perhgosmore than at the student level). Questionsarose, however, aboutthe
curriculum (often there was nong. With afocusoningruction comes an emphasis on
professond development and the need to integrate this new focus on academic content into
Individudized Educationd Programs (IEPs). Comments also addressed the connection between
specia and general education teachers and programs. Thistopic also generated interest by state
personnd in focusng on neworks within the state to both gan traction and ensure a common
message as well as common languaye Some of this professiond development may invite
teachers to review the aternae assessments and reflect uponthe presence of theacademic
standadsin reading and mathematics.

Neverthdess, there still may bea ggp between theimmediate achievement and eventud
achievement. When student examples are collected, they can be used formatively and providethe
impetus of next generation changes. However, some of thechangesin learning may reflect
teachers teaching to thetest so thequestion remains whether the outcomes are real and durable.
Ancthe chdlengeraised was the context in which the alternate assessments are enacted and the
need for states to maintain an academic focusthroughiterationsof their suppot materials (e.g.,
each year, providing thefield with versionstha are more clear and focused).

Sudy TwoN Teacher Suwvey:
Thesurvey was conduded in April and May 2006to investigate the effect of administering
alternae assessments to students with significant cognitive disabilities, paticularly asit relates
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to indruction and to learning content in reading, writing, and mathematics. The survey addressed
theimpact of alternae assessment on ingruction and learningin four areas. () teacher
knowledgeandindructional practice related to academic content in reading, writing,
mathematics, and science for students with significant cognttive disabilities, (b) teacher
experience and perception aboutadministering the current state alternae assessment to students
with significant cognitive disabilities, (c) teacher familiarity with the statewide assessment
system (both the general assessment and the alternate assessment), and (d) areas of professional
developnent that would suppot teachers in thar instruction and assessment in academic content
for students with significant cogntive disabilities.

Thetarge popuation was specia eduction teachers who administered at least oneadternae
assessment during 200506. Theteacher survey was conduded across eight states (AK, OH, NM,
RI, SC, SD, WA, WY), and 976 special education teachers respondeal. Many respondaents (42%)
reported having 11 or more years and onethird had five or fewer years of experience with
students with significant cognitive disabilities. More than haf of the respondents hdd master®
degrees and 94% were white. Approximately 60% of therespondets were not confident or only
somewha confident in explaining assessment results to parents. When asked whether they saw
benditsin having thar studentsinduded in the accounibility process for thar school, nearly
hdf (47% did not see student bendfits. More than hdf of theteachersindicated ther student
case load was between 6 and 12 students and approximately one-hdf taughtstudentsin the
elementary grades with the other hdf teaching in middle or high school.

Teache respondents were asked how much time their students with significant cogntive
disabilities spent on academics (reading, writing, mathematics, science, and/or soda studies) per
week. Table 1 bdow shows ther responss. There were 47 respondents who did not answer this
guestion. More than 60% who respondel indicated that students spent five or more hours per
week on academic content.

Table 1. Time Spent on Acadeamics

Hours/Week Frequency Percent
None 24 2.6
1-2 Hours 125 134
3-4 Hours 188 202
5-6 Hours 207 223
7 or More Hours 386 415
Total 930 100

Respondents were asked aboutchanges to ther teaching and ingructiond practices following the
passage of the No Child Left Behind Act andthe IDEA 1997requirements for access to the
genea eduation curriculum and administration of aternate assessments. Some respondents
(approximately 10 %) were first-year teachers and were unale to reflect onchangesin thar
teaching and indructiond practices.
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Table 2. Changesto Teaching Practice (N = 912)

Statement Disagree Agree New Teacher

| spend more time preparing and teaching
academic content to students with

significant cognitive disabilities. 29.7% 602% 101%
| providemore suppotsduring
ingruction and test administration. 28.6% 614% 100%

| have highe expectationsaboutwha

students with significant cognitive

disabilities know and can do in academic

content. 370% 531% 9.9%

These findingsdemondrate two approaches to gathering evidence aboutthe consequences
resulting from the administration of alternate assessments with afocuson student learning and
academic content. Althoughmany teachers who gave alternate assessments indicated that ther
students spend five or more hours per week on academic content and tha ther ingructiond
practices have shifted to reflect afocuson student learning in academic content, alower percent
reported Onighe expectationgOfor students with significant cognitive disabilities. In ther open-
endeal respongs to two survey questions many teachers reflected onthar sense of bendfitsfor
studentsfocusng ontwo areas in paticular. First, respondents expressed reservationsaboutthe
relevance of divisonin arithmetic and main ideas in reading for students who are pre-symbolic
and are 18 years of age, noting that these students will soonleave school and will need skillsto
hep them succeed in pod seconday environments. Onerespondent did reflect on the Gtandards
basedOfocus of the alternate assessment:

| amvery impressed with my state's approach to alternative [alternate]
assessment because it incorporates acadamic achievement with fundional daily
living practices. | amvery happythat my state hasexpandel performance
standards so that everything we do asa classroomcan beandis standards based
jud like therest of theschool curriculum

Issues raised by earlier studies were reiterated. Alternae assessments, paticularly portfolios are
time conauming and, according to some teachers, take time and effort away from indruction.
Teachers often had the sense tha the assessments measured the teachers more than the students
and tha the paperwork involved increased a teacher® burden withouta clear benefit to the
students. Thefindingscontinueto suppot the need for professond development aboutstandads
based alternate assessments, academic emphasis that Onakes senseOto teachers, and the need for
more efficient administration methodstha result in data about student achievement.

Recommendatonsfor Collecting Evidence aboutthe Consequences of Assessment Programs

It isreasonable to evaluae the extent to which empirical evidence suggests postive and/or
negative conequences resulting from administration of the AA-AAS. In doing so, it isimportant
to review doauments describing the pumpose and intended outcomes of the assessment program.
Certainly, improving indruction and student achievement are the ultimate gods of an
accounibility system, however, an evaluaion of the curriculum, standads, or learning outcomes
allows an evaluaor to reflect onthe specific gods of the educationd program. In addition,
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evaluaing professiond development, resources, and suppot placestheevaudionin the
appropriate context. Much of the consequential evidence is based on surveys of teachers and
prindpds. Surveys are cod effective and increase generaizability because of thar typically
large sample sizes. Caution is warranted because surveys can only capture the perceptionsof the
respondents and may notreflect the actud effects of the alternate assessment. More direct
findingsin evaluaing consequences can befoundin evidence obtained throughthe andyses of
classroomingruction and assessment activities. In addition, case studies have the potential of
capturing the complexity of ingructiond practices and can illugrate factors contributing to
qudity ingruction and student learning.
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