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Abstract

An Analysis of Individual Teachers’ Development of Instruction Based on ClagsSc
Program Data. Parker, Jason L., 2011: Dissertation, Gardner-Webb University, Middle
Schools/Formative Assessment/ClassScape Program/Student Asgd3ismeing of
Instruction

This dissertation was designed to examine and assess the effectivahesSlagsScape
formative assessment tool on the planning, implementation, and evaluation of imstructi
at a rural middle school in western North Carolina. The teachers had th8dalaess

program for 3 years, but were not using the program to plan future instruction. The tools
used for data collection revealed the strengths and weaknesses of thecintalem of

the program. It is essential that schools have ongoing formative assessciarggna

order for students to be successful in th& @&ntury.

This case study utilized the mixed methods approach in order to successfelty aod
analyze the data to develop a correct conclusion so others can see the impbusimge o
formative assessment correctly. In order to give the researchpprpaate amount of
data to determine the impact of the ClassScape program on the formsgéissnasnt
process, the following data collection tools were utilized: teacher syrsteydent

surveys, teacher focus groups, a student focus group, and individual teacher interviews

The results from this mixed methods case study indicate that teacherseletted

school were using the ClassScape assessment program as well as dtbes ofet

formative assessment to form future instruction. The teachers and students involved i

the study, however, were not pleased with how the ClassScape assessment program was
designed. Several barriers, including time, lack of computer availabilityhand t
requirement to use several other technology programs hindered the level $s&c@fse

was utilized.
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Chapter 1: Introduction
Introduction

Teaching should not be measured by how much is taught, it should be measured
by the productiveness of students (Berk, 2005). The No Child Left Behind (NCLB)
legislation ushered in a new era of data-driven decision making and assessoniat i
country’s public schools (NCLB, 2009). NCLB used “evidenced-based decisions” and
“scientifically based research” over 100 times (Mann & Shakeshaft, 2003). tBek®
Child Left Behind legislation was enacted, school systems have beed torttansfer
their focus to student data and achievement so resources can be distributed appropriatel
(NCLB, 2009). Unfortunately, many assessments are called formati\ssaesds
simply because they are given frequently (Chappuis, 2005). According tedhaand
Ehringhaus (2007), “Formative Assessment is part of the instructional process. Whe
incorporated into classroom practice, it provides the information needed to adjust
teaching and learning while they are happening” (p. 1).

The new Race to the Top initiative is poised to continue the push for more
formative assessments (U.S. Department of Education, 2009). In fact, the Ruce to t
Top initiative presents the possibility to start key transformations foe#whing and
instructional processes in the United States (Heritage, 2010a). Manyg isstpanies
are pushing new products that are supposedly formative assessment tools hegause t
generate benchmark assessments (Redfield, Roeber, & Stiggins, 2008). The same
research implies that these testing companies are actually crgabiigerm summative
assessments. Schools must be aware of these assessment companies andtbe sure tha
formative assessments are accurate. Many teachers do not understandrémeelffe

between formative and summative assessments (Dixon & Williams, 2001). While t



new mandates continue to change the norms of education in the United States, it is
important that “The balance of mandates and resources should be shifted from an
emphasis on external forms of assessment to an increased emphasis on classroom
formative assessment designed to assist learning” (Pellegrino, Chudé&Glaser,
2001, p. 14).

According to Heritage (2010a), teachers must have a transparent ackmoerniedg
of the framework of formative assessment and how it can improve learningagéerit
(2010a) indicated that this transformation must include a continuous effort, whaels for
teachers to make major changes to their teaching practice. “Without seclegnition
of the nature of formative assessment and its promise for improving leareimgkw
losing the present historic opportunity to better serve our students, their teachdrs, and t
future of the nation” (Heritage, 2010a, p. 17).

In 2005, superintendents identified that the most important approach to
improving the achievement of students was to use data to make decisions (Coburn &
Talbert, 2006). In an effort to respond to the superintendents’ requirements for data in
decision making, school-based administrators and teachers are now moving toward more
assessments during instruction. Instructional decisions can be madethderseyool
year to help students be successful on standardized tests (Young & Kim, 2010). The
power of formative assessments is most often overshadowed by the headlines of high
stakes testing and higher standards being brought into the educational system (B
2008).

The number of researchers completing studies on formative assessments in
education continues to increase. Marzano and Haystead (2008) alluded to how important

it is for educators to realize that instruction is clearly linked to assassi@ehmoker



(2006) conveyed the importance of teachers investigating student work to ptepese f
lessons. Thompson and William (2007) expressed the importance of formative
assessments to propel future learning activities. A large portion of thectedeavever,
concentrates on the differences between formative assessment and summative
assessment. Torrance and Pryor (1998) stated, “formative assegsnmsnas opposed
to formative assessment distinguished from summative assessment, ivasirece
relatively little attention” (p. 14). Missing in this research is the impbea&amination
regarding how students and teachers should have distinct roles within formative
assessment so it can be a useful tool for education.

Formative assessment has taken on many roles in education. The teacHafs leve
knowledge of formative assessment determines how often it is used in theoahas
(Heritage, 2010a). If formative assessment is used properly in the classtadent
gains could possibly have four to five times the effect of reduced class sizal{Ely,
Brewer, Gamoran, & Willms, 2001). The same study found that formative agsgssm
allowed the students who achieved the least to learn the most. Black and \1®&8) (
determined that formative assessment allowed the lower level learnerseesthe
largest gains ever reported in educational interventions. This study provesitetivie
assessment really is a tool that helps decrease the achievement gegsoomis. This
argument continues to be one of the most authoritative arguments supporting formative
assessment.

Assessment is completed for the benefit of students; assessment is nbirgpmet
we do to students (Green, 1998). It is important to understand that formative assessment
IS “an assessmefudr learning, not an assessmehtearning” (Box, 2008, p. 7). First,

formative assessment allows teachers to have information that can beednalynake



pertinent decisions about current and future lessons (National Research QwRQgil (
1996, p. 33). The information sharing between the teacher and the student is also a good
starting point for dialogue about the material. The data collected duringtifegma
assessments is crucial in helping the teacher realize if the instrligiiaotces are
allowing the students to make significant progress toward the desired\(¢wald &
West, 1998). The information, however, cannot be collected just as a standare practic
The information must be used to provide feedback to students (Butler & McNunn, 2006).
Second, formative assessment is designed to move students toward mastery of the
material instead of meeting individual objectives (Tunstall, 1996). This mindsesall
students to become more comfortable with the pace of their learning and alstéips t
to realize that feedback from the teacher is not punitive. Instead, the teachecie
will become a tool to help the student master the concepts (Tunstall, 1996). The positive
and timely feedback to students allows the students to recognize what conceptshave be
mastered and which concepts still need to be developed. Not only should the feedback
allow the student to identify his/her strengths and weaknesses but it shouldexlso off
them some strategies about how to make the needed improvements. This type of
feedback is termefitedforward(Priestley & Sime, 2005). Third, formative assessment
allows students to take ownership of their own learning (Stiggins, Arter, Chappuis, &
Chappuis, 2005). This self-motivation will allow students to adjust their learning to
become successful in the class while relying on teachers and parents less.

In order for students to learn the maximum amount possible, and in order for the
instruction to be clearer, formative assessment must be a part of the saxfueaneng
and teaching (NRC, 2001). Even after vast amounts of research on the topic of

assessment, the majority of teachers still do not realize that teartdragsessment work



together to help the students succeed in the classroom (Heritage, 2010b3srivoohes
where formative assessments are used on a normal basis, students reachatdghec ac
levels because the assessments allow the teacher to meet the individual seetstS
(“Formative assessment: Improving,” 2005). In order for formative sissed to reach
its highest potential, teachers must have a clear picture of how to use themata fr
formative assessments to direct their teaching. Daws and Singh (199&)addiat a
low percentage of teachers understand the role of formative assessnzeotsrgmnent
of their normal instructional practices. The same study determined thptt@a@hers
issue assignments only so grades can be collected. The selected tadaiwrsek the
importance of giving the students feedback or subsequent activities so thesstoddéoht
master the concepts.

Formative assessment is most powerful when no grade is given for the student
(Chappuis & Chappuis, 2008). This is because a formative assessment should serve as a
meaningful practice for students. Teachers should constantly give feedlsticldnts
(Chappuis & Chappuis, 2008). The students should be able to use this feedback to self-
assess their progress to take ownership of their success. When the clasachms a
mutual understanding that assessment is going to be ongoing, all stakehdldeasrwi
that the assessment information is designed to improve the learning and ngiiyo sim
judge the learning. All of this mindset pivots on the fact that the teachdkingwo
provide appropriate feedback to the students. The World-Class Instructiorgl Bed
Assessment (WIDA) Consortium (2009) released a cycle that formatigesmsent
should follow. This cycle uses the following components: goals, instruction, nmegsuri
and feedback. This cycle includes feedback as an essential cornerstonediot st

success. According to WIDA (2009), student feedback is often overlooked by teachers.



Student feedback is crucial because it allows the teacher the opportunitpeovsgials
for students. The teacher then has the chance to reteach the materialudethis sb
ensure they have learned the objectives from the lesson.

Boston (2002) identified several examples of formative assessment thaedre
frequently in classrooms. The first strategy is think-pair-share. Thitegy involves
students beginning to discuss a topic in small groups then selecting a refikestnta
present the information to a larger group. Another strategy involves the teaahgr g
students several answer choices and allowing them to vote on which answer they think is
correct. By completing this strategy, the teacher is able to quicklyedsayg many
students are aware of the correct answer without giving a quiz or test. Ther#tedyst
Boston (2002) discussed was having students summarize what was discussed in the
lesson. A student’s written summary allows the teacher to see what the stoéent t
away from the lesson. Finally, the author mentions small group or individual student
interviews. By interviewing students, the teacher can quickly visualize toextent the
subject matter was understood.

Problem Statement

Assessment is an issue that has long been abandoned by educators (Stiggins,
Frisbie, & Griswold, 1989). Teachers in the United States do not have a firm
understanding of how to make formative conclusions about students (Schafer, 1993).
Heritage, Kim, Vendlinski, and Herman (2009) acknowledged that teachers have
deficient skills in using assessment data to plan future instruction. TherBlaigirfer
Assessment of Readiness for College and Careers (PARCC, 2010) acknowledged that
teachers “need additional support to collect evidence of learning to form irestruaiur

by hour, day by day, and week by week” (p. 56). As a result, teachers are notagequa



prepared to conduct formative assessments in their classrooms with reganhitogpdd
instruction, implementation, and assessment because teachers do not viewdormati
assessment as a fundamental part of their teaching methodology. This problem is
evidenced by a teacher’s lesson plans, observations, and teacher intelnsteasd,
formative assessment is viewed as a separate component to instruction tisadestbet
teacher’'s normal realm of duties (Neesom, 2000). The separation of instruction and
assessment is a major hindrance to students (“Using assessments to,” 20@Onf them
hindrance is due to the fact that teachers do not have a clear understanding of what
formative assessment is and how the data from the assessments assitéhantea
making changes in their instructional practices (Wininger & Norman, 2005). Much of
this lack of understanding can be attributed to the fact that the many tefaehénsy
lack proper training in the area of assessment (Wise, Lukin, & Roos, 1991). Many
teacher education programs in the United States do not offer assessmestasigsse of
the teacher licensure requirements. In fact, the research reports yhane+alf of the
states in America require assessment classes as part of tehatetiom programs
(Stiggins, 1999). Additionally, only 12 states unambiguously require teacher casdidat
to be knowledgeable in the area of assessment (Stiggins, 2002). At other tinmessteac
simply chose not to use formative assessment as a regular part of dtengeapertoire
even though they were aware of some of the benefits formative assessmerinvaul
to their classroom (Daws & Singh, 1996).
Purpose

The purpose of this study was to determine the impact of formative assessme
using the ClassScape formative assessment tool in a rural middle schookimesth

Carolina and how the formative assessments were impacting student |@aahit@gcher



planning. The teachers at this school used the ClassScape system for 3 years
(Confidential, personal communication, October 2010). However, in those 3 years, a
myriad of other initiatives for the classroom teacher were also isstadhl(Confidential,
personal communication, October 2010). These other programs limited the &acher’
ability to effectively learn how the ClassScape program works and how it cdiit Heme
children (Confidential, personal communication, November 2010). Currently, the
majority of the teachers at the selected middle school do not use ClassSacagpge ithe
was intended to be used (Confidential, personal communication, September 2010).

The school has a diverse population with 25 subgroups (North Carolina
Department of Public Instruction (NCDPI), 2010). North Carolina Public Schoolgsall
schools to group students into various subgroups based upon their ethnicity, gender,
socioeconomic status, and race. A subgroup is formed when 40 or more students of the
same classification are enrolled at the school. Students may be membetspé
subgroups if needed. The majority of the teachers had been teaching at thisschool f
over 10 years (North Carolina Department of Public Instruction, 2010). Class&ua
other initiatives being required by the district office forced the teatbdéesmch more in
less time (Confidential, personal communication, September 2010). According to the NC
Report Card (NCDPI, 2010), the school has, for the most part, been below the district

average on the end-of-year standardized test.



Table 1

Percentage of Students at Level Il or IV on Reading and Math EOG Tests for 2010

6th 6th Math  7th 7th Math  8th 8th Math
Reading Reading Reading
2008
School 68.2% 75.5% 59.1% 79.1% 56.6% 70.1%
District 65.2% 75.0% 56.5% 79.2% 61.3% 78.5%
2009
School 72.5% 84.1% 69.8% 85.6% 76.5% 90.0%
District 77.4% 88.8% 71.4% 88.1% 74.7% 90.8%
2010
School 79.4% 89.3% 71.7% 87.4% 75.2% 90.4%
District 82.8% 89.8% 73.5% 89.6% 77.8% 93.1%

Research Questions

After researching the current status of formative assessméet selected rural

middle school in North Carolina, the literature surrounding formative assessmethe and t

capabilities of the ClassScape program, the following questions were crebtse T

guestions guided this action research project.

1. What was the impact of the utilization of the ClassScape program and other

formative assessments on the learning environment of the classroom?

2. What was the impact of the utilization of the ClassScape program and other

formative assessments on instructional planning?

3. What was the impact of the utilization of the ClassScape program on

instructional implementation as a part of formative assessment?
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4. What was the impact of the utilization of the ClassScape program on
instructional assessment as a part of the formative assessment process?
Researcher’s Role

The researcher, as an assistant principal in the selected school, wélg partia
responsible for implementing new curriculum and maintaining a high level afictish.
The researcher strived to develop positive relationships with the teattersalected
school. The administration of the school had a strong, positive working relationship with
the faculty and staff.

Significance of Study

This study was intended to further expand teachers’ knowledge of formative
assessment. This is necessary because “The best instructional imprevamment
informed by ongoing assessment of student strengths and needs” (Bianc&osa,&
2006, p. 19). Although research exists for formative assessment, additional research
needs to be completed to validate the effectiveness of the use of the ClassBoapecf
assessment program. This investigation will further the previous reseafocimative
assessment while customizing the data with the ClassScape program. Since the
ClassScape program is relatively new and more school systems are gy thiasi
system, this examination will allow school districts to have a clearer uadénsg) on
how ClassScape impacts classroom instruction. It will also allow tbleetiesaand the
administrators of the selected school the ability to see the importance atif@m
assessments and how the assessments can help foster student learningorm&ive
assessment “promotes the goals of lifelong learning, including higreds lef student
achievement, greater equity of student outcomes, and improved learning to legin skill

(“Assessment for learning,” p. 2).
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ClassScape Program Overview
ClassScape was developed as an assessment tool in order to allow teacbiths in N

Carolina to “evaluate students’ academic progress on an ongoing basis, prdvideerea
feedback of the students’ performance, and to allow teachers to selftassess
effectiveness of their instructional delivery in real-time” (“Claaggcassessment
system,” 2008, p. 2). The same report also disclosed that ClassScape albhedst to
“evaluate the degree to which they have focused their instruction, aligned their
instruction to designated standards, assessed the alignment of their ownanstruct
strategies, and...monitor student progress on an ongoing basis” (“Classsegsenast
system,” 2008, p. 2). The ClassScape program offered reading and matmastess
Grades 3 through 8. ClassScape also offered assessments for fifth and awth gr
science, physical science, geometry, U.S. history, and NC EXTEND 2 reading
assessments. ClassScape issued the following status report for August 1, 2010 to
December 31, 2010:

. 1.2 million assessment starts

. 503, 024 students registered

. 77,000 test items in database

. 1,010 schools enrolled

. 109 districts/charter schools/universities represented

. 62 districts enrolled state-wide. (“Where in the,” 2011, p. 3).
As understood from the data above, ClassScape was a program that was beingeised mor
frequently in the public schools in North Carolina. This study evaluated to what degree
the ClassScape system was being used to drive the planning of instruction, the

implementation of instruction, and the assessment of instruction.
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Formative Assessment Principles

“ldeas about assessments have undergone important changes in recerh years.
the new view, assessment and learning are two sides of the same coin... Wibatsst
engage in assessments, they should learn from those assessments” (NatearahRe
Council, 1996, pp. 5-6). This statement reflects the current mood of the education
movement in the United States. In recent years, teachers and admonsistaate come to
understand that assessment and learning are linked together. This is férefforort
belief that learning and assessment are two separate entities.rdodtie help teachers
become more comfortable with formative assessments, school districts goteefor
one piece of the puzzle. School districts have neglected to ensure that their &@chers
adequately prepared to formatively assess their students (Stiggins, 206, In f
Stiggins (2002) stated that “Few teachers are prepared to face liragds of classroom
assessment because they have not been given the opportunity to learn to do so” (p. 4). In
order to combat this issue, it is important that school districts, school building
administrators, and individual teachers are aware of the following principles of
formative assessment process.

Cook (2009), in consultation with the World-class Instructional Design and
Assessment (WIDA) Center, published a list of best exercises for fomassessment.
The following list is considered acceptable methods to administer formasessasents
in the classroom: technically sound, embedded and ongoing, learning goals, examples
identification of current skills, the identification of future goals, and integralynamic,
and rigorous professional development. Below is a further explanation of each of these
components.

Technically sound. In order for formative assessments to be considered
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technically sound, Cook (2009) determined that formative assessments have to be valid
and reliable. To be considered valid, formative assessments have to determine what
perceptions and skill sets need to be assessed. In addition to the above, formative
assessments become valid when teachers ensure that the assessnmeetsnvamed with
the goals of the instruction in addition to being solely concentrated on the leartteg of
students. To be considered reliable, formative assessments must be able to be give
multiple times while producing the same result. Furthermore, reliable tigema
assessments supply teachers and students with data that can be acted upon.

Embedded and ongoing.Cook (2009) also ascertained that formative
assessments must be maintained within the instructional process and be cbmplete
throughout the duration of the instruction. In other words, formative assessments must
not be given in isolation; they must be given in a way where students view the
assessments as part of the regular instructional process. Additionally, Cooks{2069)
that formative assessments must be “...a process, not an event” (p. 11). This nteans tha
students must not only be given formative assessments at the beginning or end of an
instruction, but formative assessments must be administered throughout each
instructional unit.

Learning goals. In order for formative assessment to be considered effective,
Cook (2009) concluded that the learning goals that the students are given must be
abundantly unambiguous and specific so students can completely comprehend what is
expected of them. In addition to the above, formative assessments must be suitably
arranged so students can scaffold their learning throughout the unit. Finallyrtiiede
goals for the students must be directly linked to the goals of the instruction.

Examples. The WIDA (2009) presentation presented information with what type
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of examples must be used for teachers and students. For teachers, the rubrazs used f
student learning must include illustrations for students so they can understand how the
levels within the rubric are different. Additionally, teachers must be wilbngse
student examples when introducing a topic or project so students can connect to the
expectations while they are being discussed. For students, teachers shouiddp&wil
grant access to the instruments that will be used to assess their peréorrimaaddition
to the instrument availability, students should also be instructed in how to understand the
rubrics and apply the information included on the rubrics to their own work.

Current skills, future goals, and integrated. According to Cook (2009),
teachers should dedicate a portion of their class time to ensure studentsraref daer
current capabilities and proficiencies. Teachers should utilize time dromrigrences to
underscore the abilities of the students. While reviewing the current stales of t
students, the teacher should also seek to share the future goals of the students. The
discussion of the students’ future goals should be completed with precision so students
can determine the exact path they need to take. Cook (2009) stated that teachers need t
be mindful to inform students of their “next steps” (p. 15) so the learning process can
continue. However, the same researcher noted that it is important to inform stadents
familiar terms of the next process in their learning progression. While Cook (2009)
inferred that formative assessments should not be exact replicas of odssnas#s
used at the school, he did imply that formative assessments should be someweladiat relat
with the other assessments. According to Cook (2009), formative assessments should
have a direct impact on the students’ performances on benchmark assessments. The
students’ performances on benchmarks should have a direct impact on the students’

performances on summative assessments.
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Dynamic and rigorous professional developmentCook (2009) alluded to the
fact that formative assessments should not be difficult for teachers to adntimis
students. In fact, the researcher implied that formative assessments shibyild ea
conform to the regular classroom schedule. Formative assessments should nob&ave to

scheduled or done outside of the regular instructional setting.



16

Chapter 2: Literature Review

Introduction

“Adolescents deserve assessments that show them their strengthisaasivesr
needs and that guides their teachers to design instruction that will best helpdheni' g
(Moore, Bean, Birdyshaw, & Rycik, 1999, p. 6). However, teachers across thd Unite
States feel they are not adequately prepared to conduct formative assegsthent
classrooms (Rogers, 1991). In fact, teachers are requesting more professional
development in order to compensate for deficiencies in assessment preparedmess f
their teacher education program (Rogers, 1991). Itis important for teéal&some
proficient in the area of assessment because of the assortment ofugstyuttorts in
the field of education (Mertler, 2003). Teachers also need to be proficient in theffiel
formative assessment because of the positive effect it has on the students. Afte
surveying over 600 teachers using a survey that measured teachers’ kieavVledldity
on testing, Mertler (2003) discovered that less than half of the respondents coudd offer
reasonable answer on how to add validity to assessments. Mertler (2003) hasddentif
several facets of the teacher’s role that are influenced by assgssgome of the
features impacted by assessment include:

1. Guiding decisions about large-group instruction.

2. Developing individualized instructional programs.

3. Determining the extent to which instructional objectives have been met.

4. Providing information for administrative decisions, such as promotion,

retention, or graduation.
5. Providing data for state and federal programs. (Mertler, 2003, p. 3)

Formative assessment, when used appropriately by teachers, can have an
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immediate impact on the performance of students (Volante, Beckett, Reidk&,D
2010). This conclusion was gained after interviewing 20 teachers. Each intested |
approximately 60 minutes. The results were analyzed using the constant comparis
approach. Part of the conclusions from the study revealed that when teachers’
perceptions of their teaching and assessment increase, so do the performgneies of
students. This type of assessment will also create an environment whenessanele
filled with self-assurance (Campos & O'Hern, 2007). Additional research tesliteat
formative assessment can lessen the achievement gap by assistingveblearners
gain the most from the instruction (Black, Harrison, Lee, Marshall, & Wjl2004).
Stiggins and Chappuis (2005) identified four conditions that must be met fosrasses
to be valuable to students and to ensure the achievement gap is reduced. Those
conditions are: assessment development must always be driven by a ctealigted
purpose, assessments must arise from and accurately reflect spesifjed and
appropriate achievement expectations, assessment methods used must befcapable
accurately reflecting the intended targets and are used as teachirajdoglthe way to
proficiency, and communication systems must deliver assessment resulkeihtinds
of their intended users in a timely, understandable, and helpful manner (Stiggins &
Chappuis, 2005, pp. 5-6). Stiggins and Chappuis (2005) suggested that when these
conditions are implemented into the classroom instruction and assessment becomes
student-centered, the achievement gaps will be reduced because the students’
pronouncements about their scholarly qualifications will be positive.

Since formative assessment allows teachers to form their instructios @sit is
taught, this tool gives teachers the ability to modify their instruction, teaorr

misconceptions, and to reteach a difficult component of the unit. By completing
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formative assessments, teachers are able to identify problems anatd twmproblems
so the learning process is continued (Morrison, Ross, & Kemp, 2004, pp. 319-320).
Since formative assessments should have the ability to alter teacksosi fdans, this
type of assessment is valuable to the success of students. Other researth thagges
formative assessment gives students an avenue where they can benr@stn learning
(Fret & Schmitt, 2007). The ability for students to develop skills to self-tefldicallow
them to have a better understanding of their own learning process. By completing
formative assessments, teachers will be able to help students develop lleseasier.

For formative assessment to be used correctly, teachers must have aspromr
how formative assessment can be implemented in their classrooms (Stiggins, 2001).
When formative assessment is implemented successfully, a dramatwikhié made in
the classroom (Black & Wiliam, 1998). The classroom will move from a grading
classroom to a learning classroom (Volante, Beckett, Reid, & Drake, 2010pugit
the concept of formative assessment has been present in education for quite spme tim
assessing students during the instruction is still a mystery to many @du@&ack &
Wiliam, 1998). In order for true formative assessment to be accomplished, tharfgll
components must be fulfilled (Black & Wiliam, 1998). First, teachers must begatid
make modifications to the teaching and learning practices in order tct tbéedata from
the student assessments (Chappuis & Stiggins, 2002). The data from the assessments
gives the teacher an idea of what the students did and did not grasp during thiganstruc
(Young & Giebelhaus, 2005). Second, formative assessment involves students receiving
timely advice and recommendations from the teacher about what and how they can
improve (Chappuis & Stiggins, 2002). Finally, formative assessments are ffectve

when the students are allowed to have an active role in the learning process téifeugh s
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assessments (Greenstein, 2010).
History of Formative Assessment

Formative assessment is not a new concept to education (Bell & Cowie, 2000;
Gipps & Stobart, 1997). The notion of formative assessment actually began in the realm
of evaluation. In 1963, Robert Glaser realized that traditional tests we reerimdt
practices for him to properly gauge the effects of some innovative teclgnolog
According to Glaser (1963), the traditional tests were not analyzing tleeetiffievels of
understanding between the individuals. The traditional tests were simply mgadkar
relative standard. Scriven (1967) suggested two terms for the different types of
evaluation. He began to describe the differences between formativetievedunal
summative evaluation. According to this research, formative evaluation wgaetesd
promote enhancement of the material during the activity. Scriven (1967) said that
formative evaluation “may have a role in the on-going improvement of theudumt
(p- 41). Summative evaluation, on the other hand, was designed to determine whether the
outcomes of the object matched the before stated goals. The perception of formative
assessment continued to develop. As the development progressed, formative assessme
became more intertwined into the concept of learning for mastery (Bloonmndas
Madaus, 1971). These researchers classified formative assessmensgstéimatic
evaluation in the process of curriculum construction, teaching, and learning for the
purpose of improving any of these processes” (Bloom et al., 1971, p. 117). Under the
concept of learning for mastery, students do not move from one goal to another goal unti
they have demonstrated mastery for the current objective. Learningdtarynalso calls
for the teacher to give a formative assessment for the unit of instruction. s$éssment

is to determine whether or not the students successfully mastered the gtheduat. If
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the students have not successfully met the stated goals of the unit, the teachettlan us
data gained from the assessments to plan future activities for the studenyscamthe
meet the goals (Bloom et al., 1971). Itis easy to see why mastery |elaasibgen an
important factor in the development of formative assessment. Mastery ledik@ng
formative assessment, helps students of all instructional levels develog#usnac
potential (Guskey & Gates, 1986). However, in recent developments in education,
formative assessment has continued to evolve to include assessment prattiteadha
automatically fall under the realm of learning for mastery. Wilsand Black (1996)
argued that formative assessment should have a component where teachers vaeld be a
to identify the subsistence of the genuine level of achievement and the prefested le
achievement. In addition to previous information, the research suggests that formative
assessments should include proven techniques that could help the students close the
achievement gap. Additionally, Wiliam and Black (1996) suggested that formative
assessments can be intertwined in daily activities as long as ther teaclyain
information about the progress of the students.
Constructivist Theory and Formative Assessment
Formative assessment is deeply rooted in the constructive educational theory.
Tittle (1994) stated:
A cognitive constructivist perspective...suggests that teachers anddearner
construct schemas or integrate representations from assessmentsstimg ex
views of the self, of teaching and learning, and of the curriculum. These
interpretations include knowledge and beliefs and may also result in intents to use
and actual use of assessments (p. 151).

Herman, Aschbacher, and Winters (1992) furthered the link between formative
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assessment and the constructivist theory. Their study divulged that thereessitpec
link classroom assessments with teaching outcomes as well as the irdorbsatig
taught. Assessment within the sphere of learning is embedded within the construct
theory. This is because the constructivist theory consists of learning beictiyan a
progression that the student is involved in as well as the systematic restgiofithe
learning to ensure each student is grasping the material (Shepard, 1991). Adglitionall
according to Gamaron, Secada, and Marrett (1998), the constructivist theloey furt
supports formative assessment because it allows the focus of the classb@®omdved
from the teacher to the students. Formative assessment requires thetteaher
away from weeks and weeks of lesson plans and focus on the results of the formative
assessment the teacher uses to gauge the level of understanding the studehthdave
content.
Formative Assessment Confusion

Formative assessment in the United States still receives a considbfiaignt
explanation than in other countries where formative assessment is an estabighe
understood practice of the educational process (Heritage, 2010a). Many schools in the
United States administer assessments throughout the school year and caifiestinaef
assessments (Perie, Marion, & Gong, 2009). Many of these assessmentsdatedna
from the district level and are not meant to give feedback to the students.efBeaeh
warned to not call assessments formative unless they truly are. Shepardy20@2),
“it is the use of an instrument, rather than the instrument itself that must be, stitiwv
evidence, to warrant the claim of formative assessment” (p. 33). Many ofstoday
teachers do not realize why assessments are important. They are fixdted on t

assessment itself. Brookhart (2009) said “there is too much emphasis omasgess
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(tests and assessment, schedules and data reports) and not enough on formation
(learning)” (p. 1). Brookhart (2009) went on to say that formative assessnery ias
much about learning as it is about assessment” (p. 1). Since the majority of sthioels i
United States have a high focus on testing, many schools use formative agsessm
means to assess students. It is not used as a way to direct the learnilagsybaro.

Part of the confusion exists because of the lack of a solid definition for feemati
assessments. This lack of a definition has a direct impact on the lack of basegprfar
formative assessments (Dunn & Mulvenon, 2009). Because of the deficit of a solid and
common definition, research supporting documented best practices for formative
assessments will most likely be lacking. Wininger and Norman (200%rcbsel 20 of
the most regularly used textbooks for educational psychology. The study detvexle
each textbook’s definition of formative assessment was distinctly diffeantthe other
definitions. Not only did the definitions of formative assessment show a discrepancy
from book to book, the acknowledged significance and purpose was different as well.
The study also identified different names for formative assessmemer ©tms used in
the textbooks wertormative evaluatiomndinformal assessmefitVininger & Norman,
2005). Teachers need to enter the classroom with a firm understanding of whavéorma
assessment is and how it will benefit their students. According to another saathgrse
want to understand the differences between formative assessments and otlwdr types
assessments. Neesom (2000) came to the following conclusion: “To avoid cordlitct
clarify misconceptions, teachers would value clear guidance about whatutesst
formative assessment” (p. 7).

Different Definitions of Formative Assessment

Many different definitions exist for formative assessment. Black atidiwi
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(1998) stated,
We use the general terassessmerto refer to all those activities undertaken by
teachers -- and by their students in assessing themselves -- that provide
information to be used as feedback to modify teaching and learning activities.
Such assessment becom@snative assessmewhen the evidence is actually
used to adapt the teaching to meet student needs. (p. 2)
In 2006, Popham defined formative assessment as follows: “An assessmeanais/for
to the extent that information from the assessment is used, during the insttuctiona
segment in which the assessment occurred, to adjust the information with thefintent
better meeting the needs of the students addressed” (pp. 3-4). According to this
definition, formative assessment is only suitable to implement during a sheiratine,
while the same group of students is being taught and assessed. In 2008, the same author,
Popham, wrote, “Formative assessment is a planned process in which assesstednt-e
evidence of students’ status is used by teachers to adjust their ongoing orsafucti
procedures or by students to adjust their current learning tactics” (p. 6). Accarding
Popham’s newer definition, formative assessment can occur with or without the sam
time restrictions as his 2006 definition. The Council of Chief State School Qffice
(CCSSO0), which is a major association in the United States, is composed of pnafisssi
that lead each state’s educational department. This group has an enormous amount of
political power over education legislation. In 2006, this organization started to cal
attention to the area of educational assessment. As a result, the Stdder@olaon
Assessment and Student Standards (SCASS) and the Formative Assessntedéids S
and Teachers (FAST) were established. These groups were composedxihadpty

25 states. The representatives of these states approved a definition oformati
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assessment. According to the CCSSO, and reported by McManus (2008), formative
assessment is “a process used by teachers and students during instraicpimovities
feedback to adjust ongoing teaching and learning to improve students’ achievement of
intended instructional outcomes” (p. 3).

Along with the lack of a solid definition, there are some misunderstandings present
about the clear differences between formative and summative assesshaguL(€ &
Chappuis, 2008). The sustained use of summative assessments being used ardl classifie
as formative assessments continues to destabilize the correct use akérmat
assessments (Foster & Poppers, 2009). This misuse of assessments hinders the full
development of formative assessment and obstructs the capability of formative
assessments to increase the accomplishments of students (Chappuis & Chappuis, 2008).
Bell and Cowie (2000) suggested that formative assessment can be used asvsumma
assessment and summative assessment can be used as formative assdsismianierT
adds to the dialogue surrounding the truth concerning formative assessment.
Additionally, Wininger (2005) utilized a summative assessment as a formative
assessment. The rationale for this occurrence was the feedback the saobeves r
from the assignment. For this investigation, Wininger (2005) gave the respondents
guantitative and qualitative feedback. These examples further justify tthéonee
restructure the formative assessment definitions into a user-friendlgtfeotteachers
can learn effective formative assessment strategies to use in éissnodms.

Formative Assessment Feedback

Feedback is a crucial component of any formative assessment. Inddbgdk to

students has been established as the most influential component to support the learning of

students (Sadler, 1989). Teachers, however, often have a skewed idea of how student
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feedback should look in their classrooms. Many teachers provide feedback for the
incorrect reasons. Black and Wiliam (1998) stated, “Where the classroone ¢attuses

on rewards, gold stars, grades, or place-in-the-class ranking, then pupils lo@ky$aio

obtain the best marks rather than at the needs of their learning...” (pp. 8-9). Feedback
with formative assessments should come only after the students have had the opportunity
to react to the original instruction (Hattie & Timperely, 2007). The feedbackdshtza

be given to students in segments so students have the ability to understand what the
feedback means and how they can use the feedback to make improvements (Brookhart,
2007). Students who have not had the opportunity to respond to the original instruction
may feel susceptible and inundated by the feedback. “If the material studied is

unfamiliar, providing feedback should have little effect on criterion performaince, s

there is no way to relate the new information to what is already known” (Kulhavy, 1977,

p. 220). Feedback, according to Sadler (1989), allows formative assessment toeeliminat
the space between the present standing of the student and where the student wants to be
academically. In order for feedback to be effective, students must be athéehoiteto
something they have learned; feedback cannot just be information given to stugents af
formative assessment. Hattie and Timperely (2007) said “Feedback haschinedfe

vacuum; to be powerful in its effect, there must be a learning context to whichdkeedba

is addressed” (p. 82). Information only becomes classified as feedback whesetd it®

“alter the gap” in the student learning (Sadler, 1989, p. 121). “Feedback to any pupil
should be about the particular qualities of his or her work, with advice on what he or she
can do to improve, and should avoid comparisons with other pupils” (Black & Wiliam,
1998, p. 9). The concept of student feedback containing recommendations for students to

improve their learning is further reinforced by other researchers. Bdhgevns, Kulik,
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Kulik, and Morgan (1991) and Kluger and DeNisi (1996) said that student feedback
should not just contain praise for the student’s work. The feedback should also be
constructive and give the student ideas, prompts, and indications of how to better their
performance. Feedback allows the teacher and the student to have the opportunity to
conference individually. It is vital that the teacher conference individually so
assumptions about the various ability levels within the classroom can be kept to a
minimum. The individual conferences also allow the students to keep competition to a
minimum so the focus of the classroom can stay on learning. Feedback allows the
teacher and student to be stakeholders in the formative assessment praitessslB®).
Teachers are able to use feedback in order to adjust the skill level of the studktds, a
analyze which student needs additional instruction/time to grasp the conaggentSt
on the other hand, are able to closely watch their progress in order to meet tsdmrgoa
the class. Additionally, the feedback allows the students to stay focused omtle/alg
of excellence so these characteristics can be celebrated and altbes $abstandard
gualities to be amended and enhanced. Teachers must be willing to listen to their
students and students must be willing to listen to their teachers. Easleyayel Z
(1975) described an environment where student feedback would be able to prosper:
If you (teachers) can both listen to children and accept their answers not agdhing
just be judged right or wrong but as pieces of information which may reveal what
the child is thinking, you will have taken a giant step toward becoming a master
teacher rather than merely a disseminator in information. (p. 25)
The impact of student feedback was clearly noted in Hattie and Timpd2€(y3%)
research. In their empirical review, 196 studies that included 7,000 effects were

analyzed. Their analysis revealed that student feedback after formsdrgsment had
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an average effect size of 0.79 standard deviation (Hattie & Timperley, 2007, p. 88). Thi
is an effect that is superior to reduced class size. Feedback helps lbagunt real
for students. Through feedback, students are able to test their own considerations and
acquire beneficial assessments from the teacher (Kolb & Fry, 1975). Tdrisation
sharing allows the learning sequence to be comprehensive for the students.
Computer-Aided Assessment
Communication of feedback from formative assessment is vital since thednet

used may determine how students connect with the subject matter (Hatziapostolou &
Paraskakis, 2010). Computer-aided assessment allows students to reach beyond the
traditional methods of feedback (Hatziapostolou & Paraskakis, 2010). Computer-aided
assessment (CAA) can be defined as “any instance in which some dspmupater
technology is deployed as part of the assessment process” (Atkinson & Davies, 2000, p.
1). Computer-aided assessment ultimately has the ability to increaset stude
achievement. Using technology for formative assessments presentsemvarnyst One
of the rewards computer-aided assessment offers students is the feedback sindents
achieve. Race (2001) determined more teachers prefer the use of computer-aided
instruction because the feedback is easily delivered to students. Brown, R&gell and
(1999) listed some advantages for students when they use computer-aided assessme
tools:

= to give students feedback

= to guide student effort

= to diagnose problems in learning

= to give students experience in assessment methods

= to help staff direct their teaching effort
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= to encourage students. (Brown, Race, & Bull, 1999, p. 87)
These advantages help the teacher enhance the quality of formatisenesgss
Using Formative Assessment Data to Plan Future Instruction
“Decisions are limited by the information used to make them” (Wargo, 2006, p.
24). Thus, the utilization of data is vital to accountability in schools (Tihin, 2007a- Dat
driven decision making (DDDM) is becoming a growing trend in the field of education
(Marsh, Pane, & Hamilton, 2006). Hoff (2006) predicted that education will continue to
rely on more data in the future:
Imagine an afternoon when a teacher can sit down at a computer desktop and
quickly sort through reams of data she’ll use to plan lessons for the next day...
She’ll compare every student’s achievement against state standardsi& deci
which students need review and which ones are ready to move on....That
technological capability can only be found in the rare classroom today, but some
experts say that such a data-rich approach to instruction will soon be common
place. (p. 12)
The concept has gained so much attention in recent years that many edapatbibey
are overwhelmed by the amount of data they must collect and report (Celiov&ytHar
2005; Ingram, Louis, & Schroeder, 2004). During the past 10 years, large amounts of
funding have been allocated to extend and acquire programs that allow teachers to have
information regarding classroom assessments. In fact, two-thirds ohtes sow
provide teachers with data tools that allow them to see their students’ prog@asi
time (Jerald, 2006). Even though a large number of states are pushing DDDM, and large
amounts of funding are behind this initiative, many questions still surround this

educational practice (Marsh et al., 2006). The uncertainty with DDDMdsig#o an
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increased gap between the data required by administrators and the data used to dr
future instruction (Mandinach, Honey, & Light, 2006). According to Herman and
Gribbons (2001), “Despite both the mandates and the rhetoric, schools are woefully
unprepared to engage in such inquiry. The practice of applying large-scale data t
classroom practice is virtually nonexistent” (p. 1). To meet the needs ofjtiex hi
standards in education, teachers must improve their education at the classrbom leve
(Bedwell, 2004). To make this improvement, teachers must begin to improve their data
analysis skills so specific knowledge can be learned (Bedwell, 2004). “If teanbke
guality instructional decisions on a daily basis, then instruction will improve. Such hig
quality decision making depends on the use of high-quality information or viable data”
(Bedwell, 2004, p. 9).

In order to make data-driven decision effective, teachers need immediate
feedback to the data they collect (Kadel, 2010). Many teachers cite the qgkiok
turnaround time for data analysis to be a major hindrance for using data to make
classroom decisions (Wayman, 2005). The time-consuming analysis and the lack of user
friendly reports results in teachers making classroom decisions based upon pas
experiences, their own educational viewpoints, or the current political clohtte
district (Coburn & Talbert, 2006; Coburn, Toure, & Yamashita, 2009).

Learning Environment

“Formative assessment is related to a learner-centered classroorteantea
centered classroom depends on formative assessment” (Box, 2008, p. 10). The learning
environment is an influential manner in which to determine the level of accomphshm
of a classroom or a school (Fraser, 1981; O'Reilly, 1975). The learning envirasment

defined as “all of the physical surroundings, psychosocial or emotional condatinmhs,
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social or cultural influences” noticeable in classroom (Hiemstra, 1991, m 8ydér to
develop an appropriate learning environment, teachers should understand that the center
of attention in their classrooms should be on the students (Brandsford, Brown, &
Cocking, 2000). The same researchers concluded that teachers who are conscious of the
climate in their classrooms often discover students’ misconceptions befpecthe.

This discovery allows the teachers to correct the students before theationstevel

gets high. Classrooms exhibit different impressions in which the learning ieschale
progression of the students are fostered (Pierce, 1994). The same reséssrchmgalias

that the environment of the classroom has a direct impact on the outcomes of the
students, the level of understanding and proficiency in different subjects, andidio& out
of the students on future academic endeavors. A classroom culture that is &atwrabl
learning allows students to meet their educational goals at a fast§Pparce, 1994). In
fact, a learning environment that is conducive to student achievement, along wtiga st
program of study and supportive administration of the school, makes a great impact on
the level of success of the school (Fisher & Fraser, 1990). Along with thesiadnea
student achievement, the learning environment has an impact on other areas of the
students’ development. The tangible and shared aspects included in a learning
environment can also be attributed to the increase in the level of student pgasticipa
during instruction as well as the level of contentment the students have (Fulton, 1991).
The learning environment established in classrooms is developed throughout tioe durat
of the school year through the give and take of student-to-student communication and
teacher-to-student exchange of ideas (Rorty, 1999). The classroom comiommscat
affected by the understanding of the lines of authority and the roles tishaaeel by the

students and the teacher (Hiemstra, 1991; Knowles, 1970). After researchingitng va
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definitions of classroom environment, Arter (1987) has identified four core components

to use when evaluating the environment of a classroom. These four components were

chosen because they appeared in five or more instruments that measuredrolassr

environments. The four main components are student and teacher relationships, student

attitudes toward school, relationships between students, and democracy in thertass
Role of Teacher in Formative Assessment
In order for formative assessment to be successful, the teacher muat have

classroom environment that supports it:

The classroom culture must breed success instead of competition. The foundation

for this culture is a belief by the teacher that all students are capabla®fiag.

In such a classroom, the information gleaned from quizzes, homework, class

discussions — any type of assessment used for formative purposes — can make a

difference to individual students if it is conveyed appropriately to them. Verbal

and written communication should concentrate specifically on what is wrong with

the student’s work and what can be done to make it better (Wren, 2008, p. 3).
Teachers must be willing to ensure that their students are aware of wiayeHegrning
the concepts and what they are expected to be learning. The OrganizatioonimmEc
Co-operation and Development (OECD) (2005) completed a study of formative
assessment in seven countries. The study discovered that “Teachers usatiggorm
assessment have changed the culture of their classrooms, putting the eophalsg
students feel safe to take risks and make mistakes and to develop self-confidbace i
classroom” (OECD, 2005, p. 2).

In order to conduct formative assessment successfully in classroomsyseach

need to possess detailed understanding and expertise. The following are four
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fundamentals needed by teachers to implement formative assessmenta: domai
knowledge, pedagogical content knowledge, knowledge of students’ previous learning,
and knowledge of assessment (Heritage, 2007). Domain knowledge requires teachers
be competent in the ideas and abilities being taught and what success in each concept
resembles. This knowledge will help the teacher identify appropriaterigasequences.
Having appropriate domain knowledge will also ensure that teachers have sufficie
understanding of student metacognition and how it is related to assessmeader bo or
obtain adequate pedagogical content knowledge, teachers must become comfiortable i
using a multitude of teaching strategies so the full spectrum of learnieg s be
engaged in the instruction. Included in the multitude of teaching strategieples am
knowledge of differentiated instruction. This knowledge of differentiated instructibn wi
allow the students to move from their current learning status to their learnimg\cge
By having knowledge of students’ previous learning, teachers are able to build on the
students’ knowledge to create a learning environment where students canessfsilicc
Being familiar with the previous learning will allow the teachers teeltaelear view of
the amount of knowledge on the concepts and how the students’ attitudes are impacting
the instruction. Finally, the teacher’s knowledge of assessments wilhleefpas they
collect various samples of student data. This knowledge will also help teactieey as
coordinate their formative assessment with the instructional goals. ligmsant is
important because teachers need to have appropriate knowledge of where stedents a
their learning development (Stobart, 2006).

The knowledge of formative assessment helps teachers develop the skills needed
to implement formative assessments. According to Heritage (2007), teaebdriour

skills in order to implement formative assessment appropriately. Fichersaneed to
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develop a culture that is conducive to formative assessment in their classrooss. Thi
culture should enable students to be at ease with self-assessment andegssaresds
“When teachers struggle to make high-quality evaluative judgments aial fizster
self-assessment, students’ achievement suffers” (Pinchok & Brandt, 2009, p. 12). This
environment would allow a student to be comfortable with the constructivesentafi

other students. Second, the teacher needs to ensure their students are compéitamnt in set
appropriate goals for themselves. The successful identification of gdlediaw the

student to have a clear expectation of where their learning should direct thedh. Thi
teachers wishing to fully implement formative assessments should be cdeforitn
analyzing the evidence so appropriate learning activities can be planned. oBindec

the evidence, the teacher can gain insight into possible misconceptions of students.
Future instruction will allow teachers the opportunity to correct the miscoonspt

Finally, teachers need to be well prepared to suit their instruction to thaiedatkevels

of the students. This is a crucial step, as instruction is developed to suit the I¢hels of
students. Instruction that is too easy for the students could result in tedioushess a
students distancing themselves from the instruction. Instruction that is ticaltftir

the students could result in student disappointment. Formative assessment is bacoming
more popular component of education (Bell & Cowie, 2000; Tierney & Charland, 2007).
According to Olson (2005), the software (including test banks) that is integrdked wi
state standards which allows teachers to conduct classroom assessamnbighe
fastest-growing segments of test publishing” (p. 11). Teachers must cautineéeome
more proficient in formative assessment so students can receive the maxemefit
(Popham, 2007).

Teachers in North Carolina are currently completing staff developmenstioee
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the teachers in the state understand the importance of formative asseSKDIE?RI, (

2011). The staff development initiative is referred to as NC FALCON. Thosaor

stands for North Carolina’s Formative Assessment Learning Commuityiise

Network. NC FALCON, which is delivered online, has participants complete the

program in modules. The local school districts select personnel, usually iostatuct

coaches, to help facilitate the program. The goal of this program is teeggtteacher

in the state to a point where they see the value of formative assessmentiand beg it

as a daily practice in their classroom.

Role of Student in Formative Assessment
In order to be successful, students need to be actively involved in the formative

assessment process (Pinchok & Brandt, 2009). Chappuis and Stiggins (2002) also

commented,
Student involvement in assessment doesn’t mean that students control decisions
regarding what will or won'’t be learned or tested. Instead, student involvement
means students learn to use assessment information to manage their own learning
so that they can understand how they learn best, know exactly where they are in
relation to the defined learning targets, and plan and take the next steps in their
learning. (p. 41)

Being actively involved in formative assessments means students will be afwehat

success means and be comfortable with receiving practical féefdbarcthe teacher.

Stiggins (2004) stated that positive and effective formative assessnieattour within

“environments in which students use assessments to understand what success looks like

and how to do better next time” (p. 25). One way students can be actively engaged in the

formative assessment process is by identifying and constructinglthesrused for
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scoring various projects and classroom work (Stiggins et al., 2004). Thisrassista

the teacher will allow the students to develop their thinking processes for ithgsvar

classroom projects. Additionally, the student development of the scoring rubtics wil

help them identify the learning objective for the project. By being aware dilthies,

the students will know and understand what mastery in the concept will resemble.
Another way students can take an active role in formative assessmetttes by

means of self-assessment. Pinchok and Brandt (2009) stated,
Many times, students’ judgment of their own academic work, and of their peers, is
clouded by personal, social, and emotional factors. Becoming better self-
assessors is crucial, and moving students to the place where they can identify
metacognitive strategies to improve their own work, or provide similar feedback
on their peers’ work, is ideal. Helping students to see assessment as afprocess
self-improvement, as opposed to a punitive or ranking mechanism, can aid in
producing these desired effects. (p. 11)

Atkin, Black, and Coffey (2001) developed a representation of formative assessment

where students constantly asked themselves three key phrases. Tedsst where

am | trying to go, allows students to see and understand what the learningzehgecti

This component is crucial because the teacher can use inquiry while they astsstude

rearticulate what the objective should resemble (Arter & Busic, 2001; Clarke, Z00&)

second phrase, where am | now, allows the student to be aware of where thdheare i

learning process, where they should be in the learning process, and how they can get to

the goal (Chappuis & Stiggins, 2002). The final phrase, how do | close the gap, allows

the student to create an arrangement to accomplish the subsequent objectee (Clar

2001). These questions allow students to actively involve themselves in thegearnin
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process while using feedback from the teacher in a successful manner (€lg&appui
Stiggins, 2002). These questions, coupled with incessant feedback from teachers, wil
create a learning atmosphere where students are encouraged teessfeaisa continual
basis (Sadler, 1989).
Effects of Formative Assessment

Classroom assessment is a fundamental component of instruction because it
contributes to every other classroom function (Brookhart, 1998, 1999). Itis also
important because classroom teachers spend approximately 50% of thantim
assessment (Plake, 1993). Formative assessment helps students from kindergarten t
college to have the advantage of learning in a variety of subjects (Wiliam, &eesdd,
& Black, 2004). Formative assessment also helps students learn materialckea qui
pace. Wiliam et al. (2004) determined that formative assessment can theuspeed of
learning for students. With the current focus on standardized testing, teaehevs/a
expected to develop classroom assessments that support state standards in hopes of
increasing standardized test scores (Campbell, Murphy, & Holt, 2002). Stity§8% (
has found a correlation between classroom assessments and standardizétieests
research found that by increasing the caliber of classroom assessshaignts were
able to boost their standardized test scores by as much as three-fourttasdaeds
deviation. This is equivalent to 15 percentile points. This research furthers/éréie
importance of formative assessments. Furthermore, Black and Wiliam (1998) have
identified that formative assessment increases the effect sizendarstiaed tests
between 0.4 and 0.7. This effect size is greater than the majority of educational
intercessions. An effect size of 0.4 denotes that an average student who had been

involved in formative assessment would achieve the same as a student in the top 35% of
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students who were not involved in formative assessment. Not only is formative
assessment an academic assistance, it is also a financial help. ®@@m concluded
that formative assessment is 20 to 30 times more cost effective thandrethssesize.
Formative assessment can also have the ability to positively affect stbegond the
classroom (Black et al., 2004). This study determined that formative assg¢ssmld
significantly impact student enthusiasm and effectiveness in the classettomg.
Barriers to Formative Assessment

Although formative assessment is a rising concept in education, seveiaisbarr
are present with the implementation of formative assessment (OECD, 2005). This
publication lists several barriers to formative assessment. First, ndisédgeements
are present between formative assessments and other state mandatetiztdnda
assessments. Because teachers and school districts are held accourttebtestmres
on the standardized tests, attention seems to shift to these tests. Second, a lack of
consistency is apparent between the guiding principles at the school and ldigttsct
Finally, apprehension exists from teachers because they perceive ¥erassessments
as being too time consuming. Barriers also exist in educational policies ttéharsl
federal levels. The policies that govern the educational system put obstaskesnbe
student and teacher interaction thus making it difficult to reform assessffotd
(Clark, 2008). Stiggins (2004) said “...in districts, schools, and classrooms across the
nation [USA], educators still assess student learning the way their premteaidssixty
years ago because they have not been given the opportunity to learn about...new insights
and practices” (p. 22). The mindset to correct assessment strateglesas gtesent in
the current world of educational policy. This is evidenced because assessstitmias

viewed as a way to change the direction of schools (Clark, 2008). The currewnf stat
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education policy hinders teachers who are trying to successfully impleonerattive
assessment in their classrooms because they are forced to viewnagsess a
summative manner (Clark, 2008). School leaders can have a vast impact on how teachers
view formative assessment. When school leaders, as a whole, begin to s#enipat
formative assessment can bring to the system, a common language and repsteimg
can be established (Clark, 2008). “Teachers who are supported to collect and analyze
data in order to reflect on their practice are more likely to make improveatiisy
learn new skills and practice them in the classroom. Through the evaluation process,
teachers learn to examine their teaching, reflect on practice, try neticgsaand
evaluate their results based on student achievement” (Speck & Knipe, 2001).
ClassScape Data

Even though ClassScape is a relatively new program in the state, liimenairy
data makes a case about the effectiveness of the program (“Where in the,” 2011). The
research study involved evaluating students in mathematics because the methemat
assessments were the only set of assessments that were fultioopeduring the 2007-
2008 school year. For this study, schools were included only if they had conducted 10 or
more ClassScape assessments. If a school had administered fewer thaess30ape
assessments, the school was not included in the study and they were labeled a $chool tha
was just testing the ClassScape program. In order to accurately caheegsults of the
schools that do and do not use ClassScape, a statistical test (t-test) washeseebstT
revealed a noteworthy difference in students passing the math EOG (t(420) .71,
0.01) in settings where ClassScape was used (M = 70.8, SD = 13.6, N = 225) versus
settings where ClassScape was not used (M = 68.2, SD = 18.6, N = 1,609). According to

this data, students were more successful on the summative end-of-grade test when
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ClassScape was used. The analysis of the data revealed that ClassScdipectsvan e

tool to assist teachers when making instructional decisions.
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Chapter 3: Methodology

Problem

Formative assessment is not being used as a methodical component of education
(OECD, 2005). As a result of the lack of knowledge, teachers do not possess the
necessary knowledge to be able to successfully integrate assessment d&& to m
learning more meaningful for their students (Bachor & Anderson, 1994). Teaahers
assessment as simply another responsibility because it is not perceivieddanaental
component of the classroom (Baker, 1995). When teachers become overwhelmed with
their responsibilities and lose the value of assessments, the effectiobtiess
assessments is reduced (Irving, 1995). The negative progression of formasgenasse
knowledge has led to deprived usage of formative assessment (Daws & Singh, 1996).
Because the use and knowledge of formative assessment is inadequate, the development
of formative assessment needs to be initiated (Russell, Qualter, & McGuigan, 1995)
Even though formative assessment has been researched for many yeans #idire a
components of formative assessment that are vague and challenging, (88gr This
uncertainty surrounding formative assessments merits this action repegsct.
Research Questions

The purpose of this study was to determine the impact of formative assessment
while using the ClassScape formative assessment tool at a middle schestemw
North Carolina and to show how the formative assessments impacted teachagplanni
and instruction. The implementation of the ClassScape assessment prograavena
had a potential positive influence on student achievement. The teachers dtdbis sc
had used the ClassScape system for 3 years (Confidential, personal caoatiomynic

October 2010). However, in those 3 years, myriad initiatives for the classeaohet
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were also established (Confidential, personal communication, October 2010). These
other programs limited the teacher’s ability to effectively learn lenlassScape
program works and how it can benefit the children (Confidential, personal
communication, November 2010). Currently, the majority of the teachers atdbtedel
middle school do not use ClassScape the way it was intended to be used (Confidential,
personal communication, September 2010).

The following research questions guided this mixed methods case study:

1. What was the impact of the utilization of the ClassScape program and other
formative assessments on the learning environment of the classroom?

2. What was the impact of the utilization of the ClassScape program and other
formative assessments on instructional planning?

3. What was the impact of the utilization of the ClassScape program on
instructional implementation as a part of formative assessment?

4. What was the impact of the utilization of the ClassScape program on
instructional assessment as a part of the formative assessment process?
Study Design

In order to complete this case study, a mixed methods research design, composed
of qualitative and quantitative methods, was used. The mixed methods approach allowed
for qualitative and quantitative measurements to be taken and blended so the research
issue could be understood (Creswell, 2008). This technique has been determined as a
“legitimate inquiry approach” (Brewer & Hunter, 1989, p. 28). Researchers who gromot
the use of mixed methods research believe that “the use of quantitative andivgialita
approaches in combination provides a better understanding of research problems than

either approach alone” (Creswell & Plano Clark, 2007, p. 5). One reason thishresearc
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technique is highly regarded is because the blending of qualitative and quantitaive da
results in a “powerful mix” (Miles & Huberman, 1994, p. 42). This strong blend of data
allowed the researcher to obtain a detailed understanding of the process and the
conclusions of the study resulting in a “complex” representation of the informat
learned from the study (Greene & Caracelli, 1997, p. 7). The multifaceted reéptese
of the data occurred because of the triangulation of the data within the mixed methods
approach (Rossman & Wilson, 1985). The purpose of the triangulating of data was “to
simultaneously collect both quantitative and qualitative data, merge the data, amel use t
results to understand the research problem” (Creswell, 2008, p. 557). By utilizing the
mixed methods research strategy, the data collection techniques altowed f
misinterpretations from the data to be reduced and the explanations from the ioformat
to be maximized (Patton, 2002).
Participants/Site Selection

The school selected for this study was a rural middle school in westeim Nort
Carolina. The school has been serving students from three elementary feedsr school
since the early 1990s. At the time of the study, the selected school was composed of
students in Grades 6 through 8 and had an enrollment of 616. The school had a diverse
population with 25 subgroups (NCDPI, 2010). The majority of the teachers had been
teaching at this school for over 10 years (NCDPI, 2010). ClassScape and tititeregi
mandated by the district office forced the teachers to teach more imess t

(Confidential, personal communication, September 2010). According to the NC Report

Card (NCDPI, 2010), the school has, for the most part, been below the district average on

the end-of-year standardized test. The school had two Nationally Boaifte@ert

teachers (NCDPI, 2010). According to the North Carolina Department of Public
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Instruction, the selected middle school had a student body composed of the following
68% White, 13% African American, 8% Asian, 5% Multi-Racial, 4% Hispanis, tlesn
1% Hawaiian-Pacific, and less than 1% American Indian.
Instruments

In order to gain data for the research questions, the following data collexilen t
were utilized: (a) teacher focus groups, (b) student focus groups, (c) teaoreyrs, (d)
student surveys, (e) individual teacher interviews, and (f) an observaticklisheTwo
focus groups, composed of teachers, were used as a data collection tool begause the
allowed the participants to interact with each other while allowing tlearelser the
opportunity to gather a wide-ranging amount of data (Krueger, 1994). Open-ended
guestions were used in order to allow the participants the opportunity to constnuct thei
own responses based upon their own experiences instead of relying on the experiences
the researcher provided them (Neuman, 2000). A separate focus group for students was
conducted for students because the participants were more likely to invoheehesn
within the group when the interviewees were similar and assisted eacliCrttsavell,
2008).

Surveys were used because they “help and identify important beliefs &undestti
of individuals” (Creswell, 2008, p. 388). In order to gain a clearer idea of the thoughts of
the participants, a cross-sectional survey was used. Cross-sectiongs suevwe useful
in that the researcher was allowed to collect data at a specific poinei(CGneswell,
2008).

Focus group discussions are defined as “the process of collecting dat& throug
interviews with a group of people, typically four to six” (Creswell, 2008, p. 226).

According to Morgan (1998), focus groups are “fundamentally a way of listeming t
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people and learning from them” (p. 9). According to Krueger (1998), focus group
investigations are designed in order to allow the researchers to asadrigher level of
understanding of the participants’ inspirations, emotions, and thoughts of a topic.
Therefore, the main intention for using focus groups was “to obtain accuratmndata
limited range of specific issues and within a social context where peop&lentheir
own views in relation to others” (Robinson, 1999, p. 906). By utilizing focus groups, the
researcher was able to capitalize on the following components of qualitstaaie:

1. exploration and discovery

2. context and depth

3. interpretation (Morgan, 1998, p. 12).
Procedures

To begin this project, the researcher first obtained appropriate piemfissn
the building administrator (Appendix A). Once the building administrator’'s paomiss
was obtained, the researcher requested and obtained permission from the distric
superintendent (Appendix B). Since every student in the school used the ClassScape
program, the researcher conducted surveys that assessed the perceptionsdsritse st
and academic teachers toward formative assessment and the ClassScape phogr
instructional coach and a former teacher validated the teacher survagrigieBioth of
these individuals were impartial to the teachers at the selected schoolvarahha
understanding of how the ClassScape system works. The student surveys wersglvalida
by a selected group of students from the school. The teacher and students usedtin the te
item validation were removed from the administration of the survey for thechsea
project. The data from the student and teacher surveys assisted theherdear

determine what, if any, strengths and weaknesses existed with thEclasprogram at
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the selected school. The surveys also disclosed specific areas to adttressdividual
interviews and student and teacher focus groups. Since approximately 600 students
participated in the survey and the data remained anonymous, student permissien for t
survey was not obtained. After the teacher and student presurvey had beenechmplet
permission was obtained from the parents of the students who were going to be used in
the focus group (Appendix C) as well as the teachers who patrticipated in thgroeps
(Appendix D). The students and teachers who participated in the focus groups were
asked specific questions which were generated from the survey responsas. The
guestions, which were validated by a former assistant principal and an iostalcti
coach, were created with the intention of gaining a deeper understandingtfddet
and teacher awareness and opinion of ClassScape as a formative assestmEine
themes developed from the focus groups were related back to the researdmsjuesti

The academic teachers at the selected school (n = 20) who particip&ied in t
survey and focus groups understood and demonstrated the importance of confidentiality
with student information and were asked to submit straightforward answergufiuse
of the teacher pre and postsurveys was to gain an understanding of how the teachers us
ClassScape to plan instruction, implement instruction, and assess instruction.
Data Collection

Surveys. To begin the data collection phase, a survey was administered to the
teachers (Appendix E) and students (Appendix F) that allowed the resdarghear a
clear understanding of how the teachers were using the ClassScapenpabgjne
selected school. The teacher and student surveys were used and adapted wilopermis
from an individual in a school district within the same state (Appendix G). Im tarde

have a clear understanding of the data, a Likert scale was used. Agc¢oriolver and
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Carmines (1981), a Likert scale is defined as follows:
A set of items, composed of approximately an equal number of favorable and
unfavorable statements concerning the attitude object, is given to a group of
subjects. They are asked to respond to each statement in terms of their own
degree of agreement or disagreement. Typically, they are insttactelkct one
of five responses: strongly agree, agree, undecided, disagree, or stroagigalis
The specific responses to the items are combined so that individuals with the most
favorable attitudes will have the highest scores while individuals with the leas
favorable (or unfavorable) attitudes will have the lowest scores. While not all
summated scales are created according to Likert's specific presedilrsuch
scales share the basic logic associated with Likert scaling. (pp. 22-23)
Additionally, the Likert scale used in surveys was analyzed to deterh@revel of
positive responses in the teacher and student surveys. The questions from the surveys
were grouped into themes, which relate to the research questions. In order to see the
change in the different surveys, the responses strongly agree and agreensetered
as positive. The responses disagree and strongly disagree were consitegatiae
responses. The response no opinion was not considered as either positive or negative.
Once the percentages from the positive and negative responses were calanatbd f
teacher survey and student survey, the researcher was able to see how the respondent
view their use of ClassScape and formative assessment in general.
The teacher survey had two sections. The first section asked introductory
information of the teacher and questions that were directly correlated tc¢aeate
guestions. One question in the introductory section asked the participants tedist thr

words to describe ClassScape. This question helped the researcher dwretgpand
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guestions, which were used in the individual interviews as well as the teacher antl stude
focus groups. The remaining questions had the participants answer byedé¢beng

strongly agree, agree, no opinion, disagree, or strongly disagree. The semcher
determined the level of understanding and perceptions that the academic teadHers
formative assessment and the ClassScape program by analyzing tive posi negative
responses and by examining the written responses. The survey asked teaghbey

used the ClassScape program in order to help them have a richer learning environment,
how ClassScape was utilized to help them plan and implement future instruction, and
how ClassScape helped them assess their instruction. Questions 25, 26, 27, 28, and 29 in
the teacher survey related to the learning environment of the students, whitinectg

related to research question 1. Questions 13, 17, 19, 21, and 23 dealt with using
formative assessment to plan future instruction, which was directlyddtatesearch

qguestion 2. Questions 12, 20, 27, 28, and 29 were directly related to instructional
implementation, which was research question 3. Finally, questions 16, 17, 18, 22, 25, 26,
27, and 28 were related to using formative assessment as a method for instructional
assessment. The survey ended with an open-ended question in order to allow the teache
to submit suggestions to make ClassScape a more effective tool faldalsenoom. The
answers to this particular question were analyzed for themes, which wereeistcuthe

focus groups and individual interviews.

The student survey solicited their beliefs on how their teacher usedif@ma
assessments to plan future instruction for their class. The questions in the stoasnt s
were the same questions used in the teacher survey except that theswoeded using
language that students could understand. The survey also asked the studémes how

teacher responded to the class while lessons were being taught. Additibweadiurvey
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allowed the researcher to have data to formulate questions in the focus groups and
individual interviews. These discussions guided the researcher as thipddvature
plans for the ClassScape program. Questions 20, 21, 22, 23, and 24 on the student survey
related to the learning environment of the classroom, which was direeiigdeb
research question 1. Questions 7, 10, 12, and 15 related to how the students perceived
their teachers’ use of formative assessment to plan future lessons wasiclirectly
related to research question 2. Questions 6, 7, 12, 13, 17, 18, and 19 related to how the
students perceived their teachers’ use of formative assessmenteémenptheir
instruction, which was directly related to research question 3. Finally, gned, 11,
14, 16, and 18 were related to how the students perceived their teachers’ use ofdormati
assessment as a means to implement their instruction, which was dektéy to
research question 4.

In order to determine the level of internal reliability of the student anti¢ea
survey, Cronbach’s alpha was used. This test measured the reliability avsirvey to
determine if the survey really measured what the questions asked. AdditiDetigl
and Witta (1997) believed that the Cronbach’s alpha is the most frequently used method
to measure reliability within educational environments. According to Gliem adeoh G
(2003), the reliability coefficients within the Cronbach’s alpha usually vary & value
of 0 to a value of 1. The Cronbach’s alpha is commonly used to determine reliability
when multiple choices are given on survey questions (Mclver & Carmines, 1981n Glie
and Gliem (2003) determined that an alpha of 0.8 is an equitable for determining
reliability. Furthermore, George and Mallery (2003) made availabkléollowing scales
as a measure for other researchers to follow: “_> .9 — Excellent, _> .8 — Good, _>.7 —

Acceptable, > .6 — Questionable, > .5 - Poor, and_ < .5 — Unacceptable” (p. 231).
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Additionally, the survey results were scrutinized to determine what, if any
correlation existed between the various research questions. The reselansledio use
the Pearson’s Bivariate Correlation method to look for associations betwearches
guestions. This method analyzed the relationship between two different varigbtag w
discerning between the independent variable and dependent variable (Mertler &Vanat
2005). This method is among the most common methods in the various educational
settings.

After the data from the student survey and teacher survey were collectedt a t
was completed to analyze the differences between the positive perceptiomseaichers
and students toward formative assessment and ClassScape. A t-test eadebaase
it allows the researcher to compare the averages between two separatela@a. A t-
test measures a “quantitative dependent variable and a dichotomous independent
variable” (Johnson & Christensen, 2007, p. 516). The t-test allowed the researcher to
determine the differences between the perceptions on formative assessmesttidents
and teachers. A significance level of 0.5 was used to determine the level idange
for each comparison.

The teachers and students utilized a computer lab at the middle school to
complete the survey. The survey was completed using the Survey Monkey webste. T
website allowed the researcher to visualize the data and to have a clearamutiley of
the trends in the data so coding could take place. The researcher was aweailable
technical assistance.

Focus groups and individual interviews. After the initial surveys had been
completed, the information was analyzed to determine what themes werg preke

data. Once these themes had been determined, randomly selected semthrdents
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participated in focus groups. The focus groups allowed the researcher to add an
additional level of data to the study. This additional level of data further teditlae
study because the information was able to be triangulated. The resemexthéhe
constant comparison approach to analyze the data from the focus groups and mterview
(Creswell, 2008). This researcher coded the responses in the margins of theuss
group, carried those themes over to the second focus group and so forth. This method
allowed the researcher to track the themes across the student and teach®istadant
focus group and two teacher focus groups were interviewed. The participahts for t
student group and the teacher groups were randomly selected. The srsgamenated
the focus group questions based upon the responses from the surveys. The questions
were generated in order to provide the researcher with a deeper understandingof stude
and teacher perceptions of formative assessment. Additionally, the focus glowpsl al
the researcher to understand exactly how the teachers utilized the GtespBgram in
order to implement instruction, assess instruction, and plan future instructione Befor
interview sessions began, two individuals who have knowledge of the ClassScape
program and formative assessment validated the questions. The sessions lasted
approximately 30-45 minutes each. An administrator facilitated the focus grodpe/o
nonbiased educators validated the themes. After the focus group sessions were
completed, the responses were analyzed for common themes. The datanguiated
when the responses from the student and teacher surveys, the focus groups, and the
individual interviews were analyzed.

Classroom Observations.Throughout the data collection process, the
researcher, the principal, assistant principal, and content speciahigiscted classroom

observations at the selected school. These classroom walkthroughs provided the
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researcher and the building administrators with information about how formative
assessment was being used in the classrooms. These classroom walkiesaghs
conducted several times a week, thus giving the researcher an additispacpee on
the effects of the ClassScape program on teacher planning and instrucsesaiamt.
The walkthrough data were collected using a checklist form (Appendix H). The
researcher then aggregated the data from the walkthroughs to see what ge afaintze
the teachers were using formative assessment, the ClassScapmpangtaata from the
ClassScape program.
Delimitations

Although a large portion of the students and all of the academic teachess at t
selected school were involved in this survey, only one school was used. If this study
were to be repeated in other middle schools, the researcher may be able todiirther e
survey questions to gain a clearer understanding of how teachers adaptdbriplass
as a result of the ClassScape data. Additionally, the information gainechizom t
individual interviews and focus groups may have additional themes that could be further
investigated. This may have an impact on the validity of the data.
Limitations

The selected school is not implementing only the ClassScape progranuséeca
of initiatives from the district office, the teachers and students were imdabess of
learning a multitude of new programs. Some of these programs include STAR (a
computerized reading program, AR (a computerized reading program), ISkanty (a
formative assessment tool), MyAccess (a computerized writing progesen The
implementation of the other programs may have impacted how students andsteache

viewed computer-aided instruction and computer-aided assessment. The myriad of othe
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programs may have impacted how often teachers and students were able to duaate ade
time and access to the school’'s computer labs. Also, the ClassScape program only
assesses students in reading, math, and science. Teachers who teach expassesry
may have not fully understood the scope of the ClassScape program.

The ClassScape system, at times, was frustrating to access apdlatani
Because of the success of the ClassScape program in North Carolina, tBedplass
server becomes overloaded at times and users experience difficyltigddraccess the
programs. While this issue has become less prominent in recent months, this still can be
an issue at times.
Summary

This study analyzed whether teachers use the ClassScape program teeimplem
instruction, assess instruction, and plan future instruction at a rural middle school in
western North Carolina. This study reinforced the need for formatiessaaent in the
schools. It underscored the need for assessments to be tools to be used for students’
success. Since the ClassScape system was relatively new inghéhgattudy

evaluated the impact of the program on students’ learning.
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Chapter 4: Data Analysis and Explanation of Results

Introduction

Formative assessment is not being used as a methodical component of education
(OECD, 2005). As a result of the lack of knowledge, teachers do not possess the
necessary knowledge to be able to successfully integrate assessment d&&& to m
learning more meaningful for their students (Bachor & Anderson, 1994). Teaahers
assessment as simply another responsibility because it is not perceivieddanaental
component of the classroom (Baker, 1995). When teachers become overwhelmed with
their responsibilities and lose the value of assessments, the effectivetness o
assessments is reduced (Irving, 1995). The purpose of this study was to determine the
impact of formative assessment while using the ClassScape fornmsgessment tool in
a rural middle school in western North Carolina and how the formative assessingent
impacting student learning and teacher planning. Teachers at this schooldthtreeus
ClassScape system for 3 years (Confidential, personal communication, 200
However, in those 3 years, a myriad of other initiatives for the classroomrtbaciee
also been established (Confidential, personal communication, October 2010). These
other programs have limited the teacher’s ability to effectiveiylbaw the ClassScape
program works and how it can benefit the children (Confidential, personal
communication, November 2010). Currently, the majority of teachers at tiotedele
middle school do not use ClassScape they way it was intended to be used (Confidential,
personal communication, September 2010). In order to gain sufficient knowledge to
make conclusions from the data, a mixed methods research methodology was chosen by
the researcher. The researcher used triangulation between the semchterdent

surveys, the teacher and student focus groups, and the individual teacher interviews t
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ensure the data had a sufficient amount of validity. Creswell (2008) describe
triangulation as a method to help data to be explained better and as a way to justify
statistically significant results.
Research Questions

The following research questions guided this action research project:

1. What was the impact of the utilization of the ClassScape program and other
formative assessments on the learning environment of the classroom?

2. What was the impact of the utilization of the ClassScape program and other
formative assessments on instructional planning?

3. What was the impact of the utilization of the ClassScape program on
instructional implementation as a part of formative assessment?

4. What was the impact of the utilization of the ClassScape program on
instructional assessment as a part of the formative assessment process?
Procedures

The researcher completed the student and teacher surveys first. Afesulite
from the surveys were analyzed for important findings, the questions for treedomups
were generated. Two focus groups, each consisting of four teachers, were abtalucte
clarify the researcher’s findings from the surveys. A student focus groujstounsf
four students was also conducted. The students were randomly selected from ttie stude
body at the selected middle school. The student focus group consisted of two slgth-gra
students, one seventh-grade student, and one eighth-grade student. The data from the
focus groups were transcribed, examined, and coded into significant themeghe\fter
themes were generated, the researcher compiled similar informatiohe surveys,

teacher focus groups, student focus groups, and individual teacher interviews.
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Additionally, the researcher completed classroom observations using clseicklist
determine the level of implementation of formative assessments in temolas at the
selected school.
Analysis of Survey Data
Cronbach’s alpha for student and teacher surveysin order to determine how
reliable the survey questions were for the students and teachers, an afdhessurvey
data was completed using the Cronbach’s alpha formula. This test measunestiaé
reliability of the survey questions. The Cronbach’s alpha for the teacher suasey
found to be 0.954. This result is considered to be adequate for reliability in educational
settings. George and Mallery (2003) determined that anything above .9xisetiard
measure of reliability for Cronbach’s alpha. The Cronbach’s alpha fetutent survey
was 0.871. According to George and Mallery (2003), this is considered to be good for
surveys in educational settings. It is important to note, however, that thehesehd
not discover any problems with discrimination or coding of the survey questions.
Teacher survey analysis.The researcher continued the analysis of data by
examining the percentages of responses that were on the teacher surveychirme tea
survey utilized the following responses: strongly agree, agree, no opiniongedisagd
strongly disagree. In order for a response to be considered positive, the respahtient ha
either strongly agree or agree with the statement from the surveyolltvarig

information shows how the teachers responded to the survey statements.
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Question N % Positive Responses
| use formative assessment in my classroom. 13 92.31%
| use ClassScape as a method of formative assessme 13 76.92%
my classroom.
Formative assessment, in conjunction with the Geape 10 90.00%
program, allows the learning environment of my
classroom to be improved.
Formative assessment, in conjunction with the Geape 10 90.00%
program, has an impact on my lesson planning.
Formative assessment, in conjunction with the Geape 7 85.71%
program, has an impact on how | implement instoucti
Formative assessment, in conjunction with the Geape 11 90.91%
program, impacts how | assess my students.
| tell my students what they are expected to |@auchwhy 12 100.00%
they are learning the material.
| invite and build on my students' contributionghe 12 100.00%
class.
| encourage students through my specific and fatuse 11 100.00%
feedback about their performance in my classroom.
| encourage students to help one another. 11 100.00%
| show students some examples of their peers' foork 11 81.82%
the purpose of guiding and learning.
| ask students to demonstrate their work so | ceatyae 11 100.00%
their thinking.
| encourage my students to demonstrate their 12 91.67%
thinking/work to the class.
| encourage students to suggest ways that theimilen 11 90.91%
can be improved.
I show students a range of other students' workddel 11 81.82%

(or exemplify) criteria for assignments.

(continued)
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Question N % Positive Responses
| assist students in negotiating a route to impiredr 12 91.67%
learning.
| provide time for students to reflect and talk abiheir 11 90.91%

learning with me. (Conferences)

| help students to understand their achievements an 12 100.00%
know what they need to do next to make progress.

| provide opportunities for students to assess tha&n 12 91.67%
work and each other’s work and give feedback.

| use probing questions to diagnose the extertieof t 12 100.00%
students' learning.

| analyze completed work to comprehend why a stude 10 100.00%
has or has not achieved success.

| express approval to both students and their peehen 11 100.00%
students meet objectives on assignments.

| tell students what they have or have not achievitd 11 90.91%
specific references to their learning.

| write feedback on students' work that is spealfic 12 91.67%
designed for the assignment and individual students

| strive to make my students the center of my ctaas 12 100.00%
practices.

| strive to catch student misconceptions aboutesibj 12 100.00%
matter before they occur.

| allow my students to communicate with me during 12 100.00%
instruction so | can ensure my instruction is nregtheir

needs.

| allow the students to participate in the decigiwaking 11 81.82%

process for my classroom.

| encourage my students to work in learning teams t 12 91.67%
allow relationships to be fostered in my classroom.

Table 2 presents the percentage of positive responses for each question ohé¢he teac
survey. Several questions reflect that all teachers felt positive dl@ogstie. The

guestion reflecting the lowest percentage of positive responses wasmaestio
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Table 3

Descriptives by Research Question on Teacher Survey

N Mean ol Std. Deviatior % Positive

Original of Original Responses
Values Values
Impact of utilization of ClassScape on
Learning Environment in Classroom 12 4.333¢ .5804¢ 95.83%
(RQ1)
Impact of utilization of ClassScape on 12 44585 52281 97 22%

Future Instructional Planning (RQ2)

Impact of utilization of ClassScape on
Instructional Implementation as part 012 4.3214 .60341 93.06%
Formative Assessment (RQ3)

Impact of utilization of ClassScape on
Instructional Assessment as part of 12 4.250C 59118 94.05%
Formative Process (RQ4)

Table 3 presents the descriptive statistics for each of the researcbryuistthe
teacher survey. A total of 12 teachers participated in the survey. Treolinstn
represents the number of teachers who answered each research question. The second
column shows the mean on the original Likert type scale (values rangmnd.fto 5).
Higher values indicate more students answered in the higher categories tlavethe |
values. The final column shows percentage of positive responses per eadnresear
guestion. Based on these values, teachers showed the highest percent of positive
responses for their perception of how their teachers use formative assessrhaure
lesson plans (97.22%). The lowest percent of positive responses were seen in how
students feel about the impact of ClassScape on instructional implementaian @fs

formative assessment.



59

After analyzing the relationships between the research questions, trehese
discovered that all the results are significantly and positively ctecklalhe Pearson’s
correlations are found in Table 4. Pearson correlations are between zero and one. A
correlation of zero implies there is no correlation between research quegtions
correlation of one implies a perfect correlation between different msgqaestions.
These results also imply that as scores increase in one research questialsa
increase in another area of research. The relationship is the strongestrbetsearch
guestion 2 and research question 3. The relationship between these two research
guestions was r = 0.945. This relationship entails that as teachers’ atihades
perceptions of the impact of ClassScape in their instructional planning iecseasill
the teachers’ attitudes and perceptions on how they implement their instrusigahdoa

ClassScape data. This is further explained later in Chapter 4.
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Impact of Impact of Impact of Impact of
utilization of utilization of utilization of utilization of
ClassScape ¢ ClassScape ¢ ClassScape ¢ ClassScape ¢
Learning Future Instructiona  Instructiona
Environment ir  Instructiona Implementation @ Assessment ¢
Classroon Plannin¢c part of Formative part of
(RQ1) (RQ2) Assessment (RQ: Formative
Process (RQ4)
Impact of 1
utilization of
ClassScape on
Learning
Environment in
Classroom (RQ1)
Impact of 799 1
utilization of
ClassScape on
Future Instructione
Planning (RQ2)
Impact of 905" 945 1
utilization of
ClassScape on
Instructional
Implementation as
part of Formative
Assessment (RQ3
Impact of 894" 925" 933" 1

utilization of
ClassScape on
Instructional
Assessment as pa
of Formative
Process (RQ4)

Note **Correlation is significant at the 0.001 levako-tailed.
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Student survey analysis.Table 5 presents some descriptive statistics for
individual research questions within the student survey. A total of 573 students
participated in the survey. The first column represents the number of students who
answered in each research question area. (The questions on the survey were cibupled wi
a particular research question. Information concerning which question isl tel&tach
survey question can be found in Chapter 3.) The second column shows the mean on the
original Likert scale (values ranging from 1 to 5). Higher values indioate students
answered in the higher categories than the lower values. The final column shows
percentage of positive responses per each research question. Based on these values,
students showed the highest percent of positive responses for their perception of how
teachers use formative assessment for future lesson plans. This inforsatitecied
again in the qualitative section of Chapter 4. The lowest percent of positive responses
was seen in how students feel about their learning environment in the classroom. Once

again, this information is reflected in the qualitative section of Chapter 4.
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Table 5

Descriptives by Research Question on Student Survey

Research Question N Mean or SD on Percen
original  original Positive
scale scale Responses

1. Learning environment in the

552 3.404: .69457 69.41%
classroom

2. Student perception of how their
teachers use formative assessmel 561 3.808¢ 64237 84.05%
for future lesson plans

3. Student perception of how their
teachers use formative assessme! 563 3.599¢ 59262 77.42%
implement instruction

4. Student perception of how their
teachers use formative assessmel 561 3.433C .6279C 70.64%
instructional assessment

Histograms of the distribution of how students responded, by percentage of
positive responses, are found in Figures 1 through 4. The value of the x-axis (hbrizonta
is the percentage of positive responses. The value of the y-axis (vestitea) i
frequency. So, we see that for Figure 1, Percentage of Positive Responszsriorg-
Environment, there were a total of 552 students who answered the question and some of
those students who had no positive responses. The bar furthest to the left represents thi
There were also many people who answered all positive responses. The bartturthest
the right represents this. The remainder of the responses is dispersed from i#0&o pos
to 80% positive. The bars in the middle represent these responses. Theseisstogra
give a clear picture of a wide assortment of students’ positive minds&tedteach

research question. These mindsets are further explained throughout the remainder of
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Chapter 4.
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Percentage positive responses: learning environment
in the classroom

Figure 1. Distribution of Percentage of Positive Responses for Learning Environment.

Looking at Figures 2, 3, and 4, it is understood that the majority of people answered all

positive values. These figures are arranged in the same manner ad Figure
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Percentage positive responses: student perception of
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Figure 2. Distribution of Percentage of Positive Responses for Perception of Use of
Formative Assessment for Future Lesson Plans.
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Figure 3. Distribution of Percentage of Positive Responses for Perception of Use of
Formative Assessment for Instruction Implementation.
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Figure 4. Distribution of Percentage of Positive Responses for Perception of Use of
Formative Assessment for Instructional Assessment.

Table 6 presents the percentage of positive responses from students for each
guestion/statement of the student survey. The statement, which gained the highes
percentage of positive responses, was statement 1, “My teachers ask madiolv m
understand what they are teaching.” This statement gained 96.25% positive isponse
from the students. On the other hand, the statement that gained the lowest amount of
positive responses from students was question 23, “My teachers allow the students to s
up some of the rules for the class.” This statement only received a 26.63% pasiitye r

from the students.
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ltem N Percent Positive
Response (Agree and
Strongly Agree)

1. My teachers ask me during class how much | undeistdnat 534 96.25
they are teaching. '

2. My teachers give me smaller quizzes before | takigdest on 535 91.03
unit. ‘

3. My teacher puts as much emphasis on our classrests as 467 8758
they do for the End-of-Grade test. '

4. My teachers plan their future lessons based upanrhy class 500 97 40
is understanding what is being taught. '

5. | feel that | am properly prepared for my quizzed gest
because my teachers ask me questions while thagaahing 517 94.39
me.

6. My teachers tell me what | am expected to learnvaimg | am 506 94 86
learning it. '

7. My teachers ask me what they can do to help merett 509 92 73
understand what they are teaching. '

8. My teachers tell me what my strengths are. 385 73.51

9. My teachers encourage me to help other studenisgiclass. 429 75.52

10. My teachers ask me to show them my work duringsctasthey
can see what | understand and what they need taiexp me 496 87.30
again.

11. My teachers ask me to showcase my work to the ctivelents 205 5852
during class as a way to help them understandsigrament. '

12. My teachers ask me how they can make their clase mo 379 53.56
interesting. '

13. My teachers show other students' work to the dasse know 437 7872
what the finished assignment is supposed to be. '

14. My teachers allow me to have time to reflect imarpal about 434 47.47
the things | learned in class. '

15. My teachers help me to better understand the tHiaready 497 95.37
know and help me to understand what | need to leexh '

16. My teachers give me time to grade my own assignsngéunting 202 64.43
class. '

17. My teachers celebrate when | complete an assignthent 387 38.24

correct way.

(continued)
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Percent Positive

Item N
Response (Agree and
Strongly Agree)
18. My teachers write notes to me on my work to let me 449 78.40

know how I did and what | can do to improve.
19. My teachers place the students first in their ctamss. 414 87.44

20. My teachers usually catch my mistakes before | get

frustrated trying to figure a problem out. 438 81.28

21. My teachers allow the stuqlents to communicate witr 492 66.06
them while they are teaching.

22. My teachers allow the students to set up someeof th 413 26.63
rules for the class.

23. My teachers want the students to work togetheeaon. 434 88.25

Correlations were also analyzed in the student survey. When the researche
analyzed the relationships between the research questions, connections, wich we
positively and significantly correlated, were noted. The Pearson’satiors are found
in Table 7. Again, this implies that as scores improve in one area of researchrélse sc
will also increase in another area of research. In the student survey, tloaskiptis
strongest between research question 2 and research question 3. The rgldiaing@n

these two questions is r = 0.788. This is considered a strong, positive correlation.
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Pearson’s Bivariate Correlations by Research Question

How students How students How students
perceive perceives teachers
of Classroom teachers use teachers use use formative
(RQ1) formative formative assessment as
assessment to assessment to instructional

plan future implement assessment (RQ4)
lessons (RQ2) instruction

(RQ3)

Learning
Environment perceive

Learning
Environment of
Classroom (RQ1)

How students
perceive teachers
use formative
assessment to pla
future lessons

(RQ2)

How students
perceive teachers
use formative
assessment to
implement
instruction (RQ3)

How students
perceive teachers
use formative
assessment as
instructional
assessment (RQ4

506"

xK

591" .788

Kk

484" .651 .669

Note ** Correlation is

In order to see how each research question related to other research questions on

significant at the 0.001 leyelo-tailed.

the student survey, a scatter plot was created for each comparison. Withinegtach sc

plot, the relationship between the two research questions can be determined.
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Analysis of student vs. teacher survey datalt is important for the research to
note that the questions on the student survey and teacher survey had some differences in
how each question was worded. The researcher chose to reword the student survey
guestions to ensure that each student who participated was able to comprehend what the
guestion was asking. Since the comprehension of the students varies greafiylec
school, the researcher wanted to give each student who participated an equal opportunit
to answer the questions. While each question on the different surveys did not have the
same wording, the researcher made certain each question was measwsarggh
concept. The results of the comparisons could be skewed. However, because the survey

instruments were found to be reliable, some comparisons between the two sts of da
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could be generated.

One interesting comparison was to determine the differences between how
teachers perceived the content of the research questions versus how the students
perceived the content of the research questions. Table 8 displays the perceitivef pos
responses per research question, with designations made for student and teacher
responses.

Table 8

Comparison of Research Question Between Teachers and Students

Role N % Positive Responses
Research question 1 Teacher 12 95.83%
Student 552 69.41%
Research question 2 Teacher 12 97.22%
Student 561 84.05%
Research question 3 Teacher 12 93.06%
Student 563 77.42%
Research question 4 Teacher 12 94.05%
Student 561 70.64%

Additionally, an independent samples t-test was performed to further umdersta
the relationships between the students and teachers on ClassScape and formative
assessment. For research questions 1, 3, and 4, teachers scored signifgteentlylen
compared to students in terms of the percent of positive responses. This couldantail t
what teachers think is a meaningful experience for students does not complentent wha

the students perceive as a having an important effect.
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Independent Samples t-test Results
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Difference
t (df), p " Std. Error
% Positive Difference
Response
(Teacher-
Student)
Percent positive responses:  3.115 (562), 26.42%** .08483
Research question 1 0.002
Percent positive responses: 1.877 (571), 13.18% .07021
Research question 2 0.061
Percent positive responses:  2.238 (573), 15.63%** .06985
Research question 3 0.026
Percent positive responses: 2.875 (571), 23.41%** .08143
Research question 4 0.004

As stated before, the t-test reveals that students and teachers haveatdiffer

representation of the interpretation of research questions 1, 3, and 4. For research

guestion 2, the test statistics is t = 1.877, degrees of freedom = 571, signiffgance (

value”) = 0.061. Because this p-value is greater than 0.05, the differences between the

percent of positive responses from the teachers and students is not signifloant

differences in the positive responses in question 2 are due to chance alone. Questions 1,

3, and 4 do have a significant difference between the positive responses of the students

and teachers due to the fact that the p-value is less than 0.05. For example, on question 1,

teachers feel more positive about the impact of the utilization of Class8oape

learning environment in the classroom than the students do. Figure 11 further depicts

these differences. A further description of some of the differences in studeatahdrt

perceptions can be found in the qualitative portion of Chapter 4.
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Analysis of Teacher Focus Groups, Student Focus Group, and Teachetdnviews

Coding of themes. As the researcher was analyzing the data and coding the

themes, the relationship between the emerging themes and the ideas ghiesente

literature review were investigated. The following themes emefftgdtlae analysis of

data concerning learning environments from the teacher focus groups, indieairadr

interviews, and student focus group.

Frequency distribution tables. In order to graphically represent the number and

percentages of the participants who contributed to the specific themes tertegdher

focus groups, student focus group, and individual teacher interviews, a frequency
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distribution table was included prior to the discussion of each theme. Within each
distribution table, the following information is identified: the theme being dsecljghe
number of participants in the teacher focus groups who provided information regarding
the theme, the percentage of participants in the teacher focus groups who discussed the
theme, the number of participants in the student focus group who provided information
regarding the theme, the percentage of participants in the student focus group who
discussed the theme, the number of teachers who provided information during the
individual interviews, the percentage of participants in the individual interviewsha
cumulative percentage of participants who provided information regarding the theme
from both the teacher focus group and the student focus group. This information is
shown before each theme throughout Chapter 4.
Learning Environment

Conferencing.

Table 10

Frequency Distribution for Conferencing

Sub-Topic Teacher Teacher Student Student Individual Individual Cumulative
Focus Focus Focus Focus GrouglInterviewsInterviewsPercentage
Group (n) Group % Group % (n) %
(n)
Conferencing 6 75 3 75 3 100 80

In regards to the learning environment, participants in the teacher focus groups
discussed the importance of conferencing with students. Some of the statements
concerning conferencing are recapped below: “...I like to sit down with my s$uaféeert

they have finished an assessment and individually tell them where they haits defi
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the areas they need to work on more” (7th Grade Teacher Focus Group, 2011). Another
teacher in the 7th Grade Focus Group commented:
| think it is good if | had time to sit down with my kids and individually plan what
they need to go over for their basic needs and what they need help to correct. But
unfortunately, while you are going over information with one child, you have 26
sitting there hopefully doing what you have told them to do. (7th Grade Teacher
Focus Group, 2011)
From these discussions, it is evident that the teachers know how valuable cortference
with students is because it provides teachers with an additional insight into thesstude
progress. Conferencing also allows the teachers to give the students siglpsiiem
overcome their deficits. The researcher discovered how difficult the teacbe
student conference time is to maintain because of the number of technology programs
teachers in the selected school and district are required to sustain. Adgitibeatlass
size in the selected county has risen over the past several years.tralmeimber of
students in each classroom takes away from the number of minutes teachers ca
conference with individual students. Teachers who were individually interviewed
reaffirmed the value of conferencing with students. When asked to describe haw stude
conferences add value to their classroom, teacher C stated:
For one thing, student conferencing doesn’t pit one student against another
student because you are talking with them confidentially. There’s no caompetit
that way and students are not encouraged to show out. Conferencing really lets
the student voice where they are struggling. They can do that more configentiall
because they don’t have to say things in front of the class or ask questions in front

of the class. It is also a good way to get to know them individually. (Teacher C



81

Interview, 2011)
Another teacher shared during the interviews that student conferencing h#ow
another opportunity to gauge student understanding, which in turn drives her instruction.
She explains as follows:
It allows the student to express in their own words what they are having trouble
with. Especially with writing conferences, you have no idea what their thoughts
are because they are all over the place. | can help them with organization and
their thoughts. In turn, | can drive my instruction with what they have said in
comparison to where | want them to be. (Teacher A Interview, 2011)
Students were also questioned about the value of conference time with theirsteacher
Three out of the four students in the focus group responded positively when asked about
the conferences they have with their teachers. Two students’ remarkseahtinat the
teachers were aware of the students’ progress during instruction.
| really do not like reading so | really do not pay attention like | should in my
reading class. | was really slipping in her class so my teacher just pod out
into the hallway and told me if | needed any extra help that she would be glad to
help me. She gave me pretty detailed instructions about how | could do better in
her class. Since she did that, | have learned that my teacher realbad®oes
whether or not | do well in her class. Now, | am doing better in her class.
(Student Focus Group, 2011)
Another student commented:
One time | started slipping in class so the teacher pulled me out into thaysall
and told me that | was really not doing all that | could in her class. She told me

exactly what | needed to work on in her class. That conference was kind of a
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wake-up call for me. (Student Focus Group, 2011)

Student awareness as a result of conferencindn regards to the learning
environment and how formative assessments have an impact in the classroom, the
teachers shared information about how their awareness of students is posiipatied
as a result of conferencing. As teachers conference with students, whiohnnsdad f
formative assessment, they indicate they are able to gain an awavétiesstudents that
helps them change the learning environment in order to positively influence the student
success. Below are some excerpts from the focus groups regardinging-stadent
awareness and the effect it has on the classroom:

It (conferencing) is a way that you can get to know the student a little.better

Maybe things are happening in that student’s life outside of school that are

affecting the student’s performance in school. You might not know that unless

you have had a chance to sit and talk with that child and know their situation.

You won't ever know what is going on in the student’s life unless you stop and

talk to them. (8th Grade Teacher Focus Group, 2011)

A teacher in the 7th Grade Focus Group said:

If you find their (the students’) interest point and focus your teaching to it, that

pulls them in to being more in tune to what's going on. They are more likely to

pay attention to your lessons if they know you share some interests in common

with them. (7th Grade Teacher Focus Group, 2011)

As noted from the excerpts above, the teachers are aware that heightened student
awareness allows them to adapt their teaching to be more in tune with the oftédres
students. This is an example of how formative assessment can impact timglearni

environment of the classroom. Additionally, Teacher B shared in an interview how
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valuable the time spent doing student conferences is to her because it alltavsaeer
beyond what she would normally see in the classroom setting.
| think conferencing gives the students more personal time with me that you do
not get in the classroom. So, sitting down with them helps you to get more from
them than what you would normally get in the classroom. (Teacher B Interview
2011)
A student in the focus group discussed how conferencing with her teachers rgally hel
her to understand that her teachers care about her:
When my teacher pulls me out into the hall, they really care more about just what
| need to know for the test. If | would ask a question in class, they would
probably just repeat what they had just said in class again. But when | coaferenc
with them one-on-one, it is like they put more concern into what they are telling
me and | seem to understand it better. (Student Focus Group, 2011)
A second student talked about how beneficial the conference time is with his teacher
“Conferencing with my teacher kind of helps me because you know what theykarg t
about and it makes it more personable because they are just talking to me instead of
talking to everyone at the same time” (Student Focus Group, 2011).
Student accountability.

Table 11

Frequency Distribution for Student Accountability

Sub-Topic  Teacher Teacher Student Student Individual Individual Cumulative

Focus Focus Focus Focus Interviews Interviews Percentage
Group (n) Group % Group  Group % (n) %
(n)
Self- 4 50 2 50 3 67 60

Assessment
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In regards to the learning environment, the teachers who participated in the focus
groups conversed about the increase of student accountability that accompanies
ClassScape assessments and formative assessment in generall. répsesantation of
the teachers’ comments about student accountability is below. These comnments we
mentioned after the focus groups were asked about their thoughts on self-assessment
“Self-assessment is crucial because they need to see what they miseeyaneed to
be able to correct it....I think it is beneficial for them (the students) to sadhelyaneed
to work on more” (7th Grade Teacher Focus Group, 2011). A teacher in the 8th Grade
Focus Group commented about self-assessment:

When | let students grade other students’ work, | use it to check for homework

completion. | always let them exchange back to their (own) work in order to

analyze it. | am always the one who puts the grade on the assignment. | think
letting other students analyze the kids’ work adds accountability for ttherggu

(8th Grade Teacher Focus Group, 2011)

As noted in the discussions below, the teachers view student accountability as an
important component within formative assessment. The discussions confirm that one of
the main ways teachers at the selected school add student accountabity to t
classrooms is by allowing the students to assess their own work as vhellvesrk of

their peers. To further authenticate these statements, individual tearerasked to
provide their views on student assessment. Teacher A responded with the following:

It is a really good idea. Students can see what their weaknesses arerand the

strengths. They can bring up points to you by saying “This just didn’t make sense

to me” or “I think | may need more help with this problem.” | use these

statements to steer them in the right direction. (Teacher A Interview, 2011)
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Additionally, Teacher C added, “It is a really good idea because they needvib e
the teachers are coming from and be able to see their own mistakes” (T@acher
Interview, 2011).
Students at the selected school have become accustomed to self-assessment. The
statements from the student focus groups below evidence this statement:
Grading my own work helps me a lot more because | can quickly see what | did
wrong and what | did right. | do not have to wait for the teacher to grade it and
give it back to me. (Student Focus Group, 2011)
A second student shared their perceptions about self-assessment during theastuslent f
group. This student, along with two other students in the focus group, shared that they
have a positive perception when they are allowed to peer assess their work:
| think it gives me more of an edge when other people grade my work because |
want them to see how many problems | got right. When | know other people are
going to grade my work, | am way more careful as | work through eacreprobl
(Student Focus Group, 2011)
Student feedback.

Table 12

Frequency Distribution for Student Feedback

Sub-Topic  Teacher Teacher Student Student Individual Individual Cumulative

Focus Focus Focus Focus Interviews InterviewsPercentage
Group (n) Group % Group Group % (n) %
(n)
Student 2 25 3 75 3 67 53

Feedback

In regards to the learning environment, giving prompt and specific feedback to



86

students has an impact. The learning environment can move forward when teacher
feedback is present. The teacher focus groups allowed the researcher to daimiosig
how important feedback from teachers is. It also allowed the resetycdes how
important teachers take feedback from students. Some exchanges fréhGtiael®
Teacher Focus Group reinforced this concept:
| have them (students) write down where they need help during the first
ClassScape test and use their notes to reteach the lesson. | am eeailyre®
the kids are getting excited when they see their scores go up on the second
ClassScape assessment. (8th Grade Teacher Focus Group, 2011)
As stated above, the teacher above uses student feedback as a way to drive her
instruction. The students are able to see that their input is taken and used bshtre tea
Another teacher discussed how she uses student feedback in her classroom: yl give m
students feedback on their assignment, which includes their grade and some advice on
how to fix their problems” (8th Grade Teacher Focus Group, 2011). “Just handing their
papers back to them doesn’t do anything unless they know what they did wrong and how
they can get better” (8th Grade Focus Group, 2011). Another teacher added ho@sshe us
short quizzes as a method of formative assessment to understand the level of
understanding students have of the concepts being taught.
| have been giving two or three question quizzes on what we are learning now. |
have been taking my pen and circling where the students messed up and telling
them how to avoid this mistake in the future. | have seen how this helps them not
to make the same mistake again. (8th Grade Teacher Focus Group, 2011)
A teacher in the 7th Grade Focus Group added, “I still require my student$etalown

work even though they use calculators for computation because it allows me taegive th
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feedback, which will better support them” (7th Grade Focus Group, 2011). Finally, a
teacher shared her experiences with the feedback abilities of th&¢pegrogram:
| do like the fact that it [the ClassScape program] is immediate feedbd¢hkatn
we can print off the reports and compare them quickly. We can quickly see what
kids are not getting the concepts, regroup the students, and offer some students
some remediation. (8th Grade Teacher Focus Group, 2011)
It is evident from these conversations that the teachers at the selected se&ool ha
comprehended the importance of feedback, both from the teacher and from the students.
Additionally, teacher feedback to students adds another layer of responsibility f
students. One teacher noted, “I think it helps my students to know that | am looking over
their work every day because it lets them know that | value their work enounye tmyg
time to give them daily feedback” (8th Grade Teacher Focus Group, 2011). Finally,
another teacher said that daily feedback helps:
The students know if they did well or not. | think relating their mistakes to my
instruction adds accountability for the students because they know | am looking
over their work and they need to turn in only their best work. (7th Grade Teacher
Focus Group, 2011)
These conversations allow the researcher to see that the teachers redvanfgedback
for the students but also give the students important steps to help them circumvent the
same mistakes in the future.
The theme of the importance of student feedback was further reinforced in the
individual teacher interviews. During the interviews, the teachers shegied t
perspectives on student feedback. Teacher C said:

| usually write a brief note to the student who is doing great or to the student who
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is not doing so great and struggling. | always tell them what to try in the note and

just give them some hints to try. Usually, it works after three or four hints

because they learn | am taking their work seriously. (Teacher C Inte204.1)
Throughout the student focus group, the importance of feedback from teachers was
discussed. The students were quick to respond about the value they see in the feedback
their teachers provide for them. The first excerpt listed below encapsalatedent’s
feelings on written and oral feedback from teachers:

Feedback from teachers on my papers helps me but sometimes our teachers just

come up and give us feedback face-to-face. Sometimes they will justtiell us

step it up because they know we did not do our best on the assignment. Or, if we

do really well on the assignment, my teacher may just pull me out into the hall

and say “Hey, you did really good on this assignment.” (Student Focus Group,

2011)
One additional comparison to make from the student focus group is that the students
agreed that their teachers put as much emphasis on the importance of praisinigtbe pos
outcomes from the students as they accentuate ways to help the students become more
successful on their work. The student below described this point during the focus group:
“l think my teachers put more good comments on my work as they do for ways to help
me to do better on my work. In my opinion, the good comments are a real confidence

booster for me” (Student Focus Group, 2011).
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Goal setting.
Table 13

Frequency Distribution for Goal Setting

Sub-Topic  Teacher Teacher Student Student Individual Individual Cumulative

Focus Focus Focus Focus Interviews Interviews Percentage
Group (n) Group % Group Group % (n) %
(n)
Goal Setting 5 63 3 75 3 100 73

The discussion in the focus groups then turned to how student feedback can help
teachers and students form appropriate goals for the students. Since mmpissatt
integral part of formative assessment, it would be important for the resetmagauge
the teachers’ perceptions on this topic. Captured below are some exchanges orcthis topi
“Having a goal to reach with steps to get to that goal is very important imgepch
student to succeed” (8th Grade Teacher Focus Group, 28%&acher in the 7th Grade
Focus Group added:
We talk about math being a ladder and that you can’t just jump to the 5th or 6th
step in math at one time. | tell the students that you have to set severaf small
goals in order to be able to make it to the ultimate goal. (7th Grade Focus Group,
2011)
These conversations confirm that the teachers at the selected school undeestand t
importance of students having goals so they can be successful. The tedchers w
participated in the individual interviews were also asked about goal settistyflents.
The interviews shed some supplementary insight into the value of goal settingerTeac
A responded by saying:

The students and | always discuss where they need to be. | take their input very
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seriously. Just yesterday, the students and | discussed where theirggeent
were and where their percentages should be. Especially when progressg@ports
home, | always ask them where they want to be by the time the report @ards ar
issued. I think it has to be a conglomeration between the students and the teacher.
| think you both have to come together and set the goals while steering the
students in the direction I think they should be going. | always ask the students
“why do you think you should be there? What can you do to get there?” | think
setting goals must be done together by the student and the teacher. (Teacher A
Interview, 2011)
The theme of assisting students with goal setting continues in a second tetciew.
Teacher C stated:
| do have them set goals with guidance for themselves. If | said, for exguoxil
go and choose a book to read and tell me how long you think it is going to take
you, they would choose a thin book with no substance and say it was going to
take them a week to read it. | do have them set goals for things we do with my
help. I really like doing that with my kids. (Teacher C Interview, 2011)
Goal setting for students was also discussed during the student focus groupaskéce
if setting goals for themselves has an influence on their classroom panfenstudents
responded favorably to the question. One particular student summarized what goal
setting did for her:
Yes, one of my teachers was really concerned about a low “B” that | was making
in her class. She came to me and asked me what | could do to bring that “B” up
to an “A.” | gave my teacher several things | could improve on and she and |

agreed that if | did all of those things, | would probably end up with an “A” at the
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end of the semester. And sure enough, | was able to pull my grades up in that
class. (Student Focus Group, 2011)

Instructional Planning
The following themes were gathered from the teacher data and student data.
Data-driven decision making.

Table 14

Frequency Distribution for Data-Driven Decision Making

Sub-Topic  Teacher Teacher Student Student Individual Individual Cumulative

Focus Focus Focus Focus Interviews Interviews Percentage
Group (n) Group % Group Group % (n) %
()
Data-Driven 3 38 2 50 2 67 47
Decision
Making

Throughout the teacher focus groups, it became evident to the researcher that
data-driven decision making is an important concept to teachers as theyesah.
driven decision making (DDDM) allows teachers to make sure their decismnsaae
as a result of student data instead of just what the teachers do or do not want to do.
Teachers once again share their thoughts on DDDM:
| have the students write down where they think they need additional help while
they are taking the first ClassScape assessment. | then use theasnioteteach
the lesson to the students. Because | am using their notes, | am reaity able
cover all the deficiencies the students have with the concept. | can see the
students really get excited when they see their scores go up when théyetake t
second ClassScape assessment on the same topic. (8th Grade Teacher Focus

Group, 2011)
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Another teacher added how the reports from ClassScape help her to direct her future

instruction:
| use the reports from the ClassScape program to guide my future lessons. The
reports help me to see how much of my class understood a specific lesson. If |
need to spend additional time on a certain lesson, the reports help me to make that
decision. (7th Grade Focus Groups, 2011)

Additionally, a teacher noted how valuable ClassScape data were in order tahgauge

effectiveness of their instruction and where to take the instruction.
| think ClassScape is a great way to test to determine how much they know and do
not know after my instruction. | can use a set of ClassScape questiongganaly
the student scores, do some reteaching, and then use the second set of ClassScape
guestions to see how effective my instruction was and where | should go next.
(8th Grade Teacher Focus Group, 2011).

Finally, a teacher shared her experiences with the ClassScapenpdaieaand how it

changed what she was planning on teaching next.
... have had some of the questions on ClassScape where the kids thought it was
wanting percent of change but it was really asking for rate of change. The
program has helped me to distinguish what | really need to help the kids
understand more. (8th Grade Teacher Focus Group, 2011)

Subsequently, teachers in the individual interviews furthered the conversatiahrggar

the use of the ClassScape program and data-driven decision making. Teachea:A add
| have found a way to go in and create my own assessments in the ClassScape
program. This allows me to pick questions for what we are working on for that

week, select appropriate questions for the students, and read the readimanselect
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in class. This way, it saves us major time when we get into the computer lab. 1
go ahead and have the students mark their answers while we are in the classroom
so all the students have to do is enter their answers into the ClassScape program
and then they and | can immediately see what their strengths and weakresses ar
Depending on the results, | may or may not go back and reteach a certain.concept
(Teacher A Interview, 2011)

During the interview with Teacher B, she gave an example of how she assSCipe

for data-driven decision making in her classroom. Below is the excemitifrat

interview:
ClassScape has helped me to make instructional decisions because as soon as we
take a test on ClassScape, | print off what the students have missed and
immediately discuss it with the students. | then incorporate the questions into my
lesson plans for the next day. |try to review and reinforce what they missed on
the ClassScape test the next time | have those students in clasge hgalesson
plans by their scores on the test and | go from there. I'm still stuck in proypabili
because they bombed their assessments on it and | am trying now to get back and
patch the holes. Hopefully, the next assessments will show the difference our
review has made. (Teacher B Interview, 2011)

Students who participated in the focus groups also discussed how their teachers looked at

how well the class was doing before moving on to new material. As the students

discussed how their teachers use data-driven decision making, they wereutiersda

point out that each of their teachers throughout the day treat data-driven decisiog maki

differently. Listed below are some excerpts from the conversation.

It really comes down to the individual teachers. | mean | have teachersethat a
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really careful to show us exactly what we did and did not get right. Like this
morning, my math class did a ClassScape assessment but my math teaayser alw
goes back the next day and pulls up the assessment in the classroom so we can all
see what we made as a class average and on individual questions. 1 find out
exactly what questions | got right and which questions | got wrong. Mgdeac
shows me what | did to miss the question. My teacher then asks the class, “How
many of you guys got this answer right or wrong?” This part is reaflydr me
because it lets me see how I did on the test compared to how my friends did on
the test. (Student Focus Group, 2011)
Another student commented about how often their teachers utilize data-driven decision
making in their instruction:
...Yes, my teachers go back and review tests and quizzes that we have done all the
time. They will say “Class, a lot of you did ok on the quiz. But, a lot of you
could have done better. Let’'s go back as a class and review and see if we can
clear up some things.” (Student Focus Group, 2011)
An additional student commented about how their teacher analyzes how the class is
understanding the material being taught.
We were doing a paper 1 day about poems and there were a couple of students in
the room that were really having a tough time understanding what they were
supposed to be doing. The kids kept messing up and messing up. The teacher
worked really hard with them to try and get them to understand. After that lesson,
we did a sheet and almost half the class missed it. Then the teacher was like,
“Wow! We need to stop and go back over this.” She then taught the lesson over

again and that really helped us out a lot. (Student Focus Group, 2011)
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Finally, a student in the focus group talked about how his teacher’s use of data-driven
decision making helps him to take ownership of his learning.
During class, my teacher will say things like “A lot of you guyssatsquestion
7...” and | know in the back of my head that | was one of the kids who missed
that question. Then my teacher will go over the correct way to get the answer f
that question and | can listen to see how he works the problem out. Then, the
teacher will go over that problem again just to be sure everyone got it. (Student
Focus Group, 2011)
Differentiation.

Table 15

Frequency Distribution for Differentiation

Sub-Topic  Teacher Teacher Student Student Individual Individual Cumulative

Focus Focus Focus Focus Interviews InterviewsPercentage
Group (n) Group % Group Group % (n) %
(n)
Differentiation 5 63 3 75 4 100 80

During the teacher focus groups, the researcher was able to see howhbestea
used formative assessment data to plan appropriate activities for each kudeots in
the classroom as well as determine which students grasped a certain cQreept.
teacher stated how she used ClassScape to provide differentiation for her students.
| like, due to the fact of having an algebra class, that | can put the asstgymte
ClassScape for enrichment when they have finished an assignment in class. That
way, the student can go in and do the basic 8th grade EOG type questions. Since
those students are responsible for both the EOG and EOC, | can differentiate for

both sets of students. (8th Grade Teacher Focus Group, 2011)
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Another teacher mentioned how she uses the ClassScape program to diftei@mtiat
students. “Since we plan together and work together, we use ClassScape to help us
determine who needs to go to the exceptional needs teacher in the afternoons for
additional help. That’s huge differentiation” (8th Grade Focus Group, 2011). Ye
another mentioned differentiation for her students as a result of formativeragsaes
This teacher uses the pace of her instruction as a form of differentiatidrsedfmy
students struggling, | slow down. If | see that they are doing well as & wlain move
on while individually helping the students who need extra assistance” (7th Gradge Foc
Group, 2011). The theme of differentiation carried over into the individual teacher
interviews. Teacher A stated:
Yes. ClassScape has helped me to get a better idea of where the students really
are in their understanding of math concepts. Itry to get the exceptionaéohsldr
teacher to pull the students who need additional help after an assessment. This is
great differentiation because the kids who need additional help are receiving it
(Teacher B Interview, 2011)
Additionally, Teacher A added:
Yes, | assign additional questions for reinforcement so students can get help with
their weaknesses. Also, | assign more difficult questions for students who are
excelling with the material. This really helps me to teach to every stsidevl.
| take the data from ClassScape and use it during my conferences so l@an get
clear picture of what every student knows. (Teacher A Interview, 2011)
The participants in the student focus group also discussed how their teachexatditter
their instruction based upon the level of student understanding. For the most part, the

students said differentiation comes via the speed of the instruction. Listediben
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extract from the students’ discussions on differentiation:
In my reading class, we were writing down notes about poems because we are
learning about poetry now. Our reading teacher was writing the notes down but
was, in my opinion, not really explaining what those notes mean. We [the class]
thought that the teacher was really not explaining the notes. We were gll reall
confused with what we were doing. | asked the teacher to slow down several
times. Finally, once the teacher started seeing that it wasn't jushoe/as
struggling to keep up, she started to really slow down. She even went back and
reviewed what she had already said. (Student Focus Group, 2011)

The statement above demonstrates the dialogue between the students anehéhtga

is present. This dialogue, which is a component of formative assessment, allows the

teachers to further determine how much the students do or do not understand the material.

Instructional Implementation
Expectations for students.

Table 16

Frequency Distribution for Expectations for Students

Sub-Topic  Teacher Teacher Student Student Individual Individual Cumulative

Focus Focus Focus Focus Interviews InterviewsPercentage
Group (n) Group % Group Group % (n) %
(n)
Expectations 4 50 3 75 3 100 67

Ensuring students are aware of their expectations was discussed in the teache
focus groups. The teachers voiced their opinions about how each student knows what is

expected of them is important. One teacher said “Clear expectationsyanmapertant
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because it sets the standard for student behavior and learning goals” (7t €aeloler

Focus Groups, 2011). This theme was continued in the individual teacher interviews.

Teacher C commented after being asked about her thoughts on letting students know thei

expectations prior to lessons being taught:
| absolutely agree with letting students know their expectations prior $s@nle
being taught. If I do not tell them, they are going to ask me anyway. Maybe
that's because | always try to tell them ahead of time because theyvkaiott
what is expected of them. | think it is the fear of the unknown that gets them off
track all the time. For example, one of my students | currently teach is very
detailed driven. If | tell him what is expected before | begin the lessavel h
noticed he is more tuned in to the lesson. If | neglect to tell the class what is
expected of them, | have noticed he is more scattered throughout the lesson. |
think letting him know the expectations ahead of time helps him to concentrate
more because he knows exactly what | want him to learn. (Teacher C Mtervie
2011)

Another teacher discussed the importance of student awareness of lessoniexpatctat

the interviews. Teacher A said:
When | tell my students what | expect to get out of the lesson, a lot of times, at the
end of the lesson, | have had a few students say “I really didn’t get what y@u wer
trying to tell me.” Comments like these really help me to understand if my
instruction was beneficial to the kids. When | get these comments from the
students, that is an instant indicator to me that my lesson was not successful. My
kids are really giving me formative feedback without even knowing it. ikes |

they are giving me a teaching evaluation. | know they are being seritbusieui
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So, in turn, | go back the next day and try a different approach to see if that will
help them understand the material better. (Teacher A Interview, 2011)
Finally, Teacher B said the following about student familiarity with legsqectations
prior to the lesson being taught:
| make sure my students know what | expect out of them before | startnigacthi
think it helps the students to focus in and listen for key words and phrases that
would be important in trying to understand what the lesson is about. | make sure
my expectations for the students are in phrases that are friendly to the kids, not the
old standard course of study language. That way, any knowledge the students had
about the topic from previous lessons can be triggered in their heads and they can
start thinking about what they already know. (Teacher B Interview, 2011)
Additionally, the students who patrticipated in the focus group had some supplementary
commentary about how setting expectations helps them in the academic setting. One
student put this practice into very basic terms, “When the students tell meamhat
supposed to do, it helps me because then | know | have to get this and this done by the
end of class” (Student Focus Group, 2011). Furthermore, another student discussed how
their teacher explains their expectations to the students in the classedthget is really
good to tell us what we are expected to know. She breaks down the bigger words into
words that | really understand” (Student Focus Group, 2011). From this comment,
another student immediately responded by stating how his teacher is diffieinent she
sets expectations for her class:
...Well, my teacher doesn’t break down the big words for us. She tells us that she
uses the big words on purpose so the words will become familiar to us. What she

does is teach using the words all the way throughout the lesson. She gives us a lot
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of examples of what the words mean so we can really learn the words while she is
teaching. This way, the big words don’t seem so big any more to us. (Student
Focus Group, 2011)

Learning styles.

Table 17

Frequency Distribution for Learning Styles

Sub-Topic  Teacher Teacher Student Student Individual Individual Cumulative

Focus Focus Focus Focus InterviewsInterviews Percentage
Group (n) Group % Group Group % (n) %
(n)
Learning 3 38 1 25 3 100 47

Styles

In looking at formative assessment and how it related to instructional
implementation, some key themes emerged. Having teachers who are ithierdste
learning styles of their students and adapting their teaching practiceotoraodate the
various learning styles represented in the classroom, the teacherdteilsbeve
students because their instruction can be adapted to better suit the needs of tle student
Additionally, teachers indentified the importance of having students model thetcorrec
procedures or use to model specific instructions. In order to develop an appropriate
learning environment, teachers should understand that the center of attention in thei
classrooms should be on the students (Brandsford et al., 2000). The researcher asked
about the high number of teacher survey participants who said they asked students to
suggest ways their learning can be improved. The focus group participantstsaid tha
when asked by students to change a classroom practice, they take that opportunity to

discuss learning styles with students. The focus group participants sagcthissthn is
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always very positive with the students and it has a positive effect on the classroom.

Listed below are some of the excerpts that occurred in the teacher focus groups

concerning learning styles:
...There are different learning styles in every classroom. | tell maests | am
aware that everyone in the classroom does not learn their best when they are
working with a paper and pencil. | ask them to give me suggestions as to what |
can do better. (8th Grade Teacher Focus Group, 2011)

Additionally, a seventh-grade teacher said the following:
| talk to my students about learning styles. | tell them that some students lear
better by seeing material, some learn better by writing it down, and same le
better when they do more than one of those things at the same time....It is my job
to provide these opportunities for my students. (7th Grade Teacher Focus Group,
2011)

This same theme was continued during the individual teacher interviews. Ghersea

also supported the concept of being aware of the various learning styles estrea

and adjusting their teaching practices to reflect the different learrjileg gtresent.

Teacher A gave a specific example of how her knowledge of the various leayasg st

allowed her to accommodate her students.
....Knowing the different learning styles of the students in my classesggaibi
for me. | usually get to know about the learning styles by just having a
conversation with my students on how they learn the best. | have a student now
who is a prime example of how my knowledge of his learning style helps me to
help him. The student told me during this discussion that he hates to work in

groups because he doesn't like the noise that working in groups makes. So |
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responded with “How would you like me to help you with that?” The student
responded by saying it would help him if he and his partner could sit at the front
of the room to work. | agreed to let them work at the front of the room and it
really seemed to help the students. So, all throughout the year, anytime we work
in groups, that student and | have an understanding that he gets to work in the
front of the room. | think letting me problem solve with him about where he
would work the best during group work has really benefited him because now he
does not get frustrated any time | mention that the class is going to dapa gro
activity. This is great because he is really starting to work with other ssudent
better. (Teacher A Interview, 2011)

Teacher C added an interesting perspective about knowledge of learningistyes i

interview:
| love to learn about the students’ learning styles at the beginning of the school
year. This is one of the first things | do at the beginning of the year. If | do not
make any of my instruction interesting for my students by teaching in théheay
students want to learn, my instruction is pointless. | know the students think, “If
she is going to just get up there and lecture me all the time, | am just not going to
listen. But if you are going to change it up and do some other stuff than just
lecture me, maybe | should listen so | do not miss anything.” (Teacher C
Interview, 2011)

Additionally, the students added their own thoughts and perceptions on how their

teachers teach to the different learning styles that are present ingheoim. One

particular student in the focus group gave a specific example of how their teaggher us

learning styles:
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...Yes, like we were reading a book and every now and then some people wanted
to read by themselves and some people wanted to read in groups. Some people
wanted the teacher to read the book to us. So, to help all the kids, the teacher
made a little schedule for us. The teacher then started reading for atdayuket

read in groups for a day, and then we would read to ourselves one day. That way,
everybody got to do what they wanted to do. (Student Focus Group, 2011)
Modeling of instruction with student work.

Table 18

Frequency Distribution for Modeling of Instruction with Student Work

Sub-Topic  Teacher Teacher Student Student Individual Individual Cumulative

Focus Focus Focus Focus Interviews Interviews Percentage
Group (n) Group % Group Group % (n) %
(n)
Modeling 7 88 2 50 3 100 80

Using exemplary student work is a way to show students where they need to be
(Garrison & Ehringhaus, 2007). This component of formative assessment was discusse
in the teacher focus groups. Teachers were asked to discuss whether or neliahey b
using student work as a teaching tool was a good teaching method. The teachers
expressed a positive outlook on using student work as an indicator of acceptable work.
“...It is nice to hold up a finished project and say this is what you are supposed to do” (7th
Grade Teacher Focus Group, 2011). Another teacher commented:

| think the students think the directions | give are vague even though | think they

are very specific. But, apparently, | miss steps. But, when they see anether pe

work and that they have figured it out, it is like oh, if they can do it, | can too.

When | show them how to do it and let them see another student’s work, it really
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helps students to get it. (8th Grade Teacher Focus Group, 2011)
Another eighth-grade teacher mentioned how technology has improved the way she uses
student work as a tool to guide students.
The SMART Board has been great for showing student work because | can put
the work up there immediately and say this is the way it should be done. Just
having the ability to show the students their peers’ work is a great way ko teac
You can also say, “Look! See right there. This is where he messed upaflyit re
helps the students to understand what they should and shouldn’t do. (8th Grade
Teacher Focus Group, 2011)
Teachers in the focus groups not only mentioned how important it is to use student work
but they also referenced the significance of having students give the instruttidas.
like having students who understood the concept explain to other students why and how
they got it because they can explain it in a way where the other students will
comprehend” (7th Grade Teacher Focus Group, 2011).
Teachers in the individual interviews were also positive toward using student
work as a guide for instruction. Within the interviews, the selected teachars g
examples about how they use student work as an exemplar for other students. The ideas
taken from the individual teacher interviews matched the ideas from the teaaler f
groups. Below are some selections from the teacher interviews about udiegf stork.
Teacher A said:
| use student work frequently when students are required to complete a project.
For example, the students in one of my classes just completed a project where |
used some work from students | had taught in previous years as examples when |

was introducing the concepts. As | was going over the directions for the ploject
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related the directions to specific items on the projects from other studewsss It
almost like | could see the students understanding what | was asking tlerago
| was explaining the directions. This concept works very well with me because it
helps the students to become aware of exactly what it is | want them to do.
(Teacher A Interview, 2011)
Another teacher discussed how she allows the students themselves to assderstagea
role and model the instruction for other students.
...I pick a student who | know understands the concept in every small group so
they can model the concept to the other students. So inadvertently, | do use
student work to model instruction, it is just that the kids do not realize what they
are doing. Itis amazing to see how differently students react to other student
instruction, instead of the way | teach class. (Teacher B Interview, 2011)
Additionally, the members of the student focus group seconded the fact that when
teachers use student work to model instruction it helps more students to understand the
assignment. Below is a remark from a student during the focus group:
When my teachers hold up another student’s work and show us why they like that
student’s work and why we should make our work like theirs, | really want to do
well on the assignment because | want to show the teacher that | amtagssmar

the other kids. (Student Focus Group, 2011)



106

Higher order thinking skills and questioning.
Table 19

Frequency Distribution for Higher Order Thinking Skills and Questioning

Sub-Topic  Teacher Teacher Student Student Individual Individual Cumulative

Focus Focus Focus Focus Interviews Interviews Percentage
Group (n)Group % Group (n) Group % (n) %
Higher Order 5 63 2 50 3 100 67
Thinking
Skills

Using formative assessment is a method of determining the level of understanding
a student has for higher order thinking skills (Moore & Stanley, 2009). During the
seventh- and eighth-grade teacher focus groups, the participants allinded ttee
ClassScape program assisted the students in learning how to respond to higher level
guestioning. According to the teachers, the questions in the ClassScape pregram ar
written in a manner that requires students to not just answer a question with an A, B, C,
or D, but the questions require the students to use reasoning and knowledge to arrive at
the correct answer. Here is an excerpt from the teacher focus groups:
...Like | said earlier, ClassScape has more advanced questions. So the students
may have the basics, but applying it and using different steps is a nice feature
ClassScape that helps me. You can see from the ClassScape data that the students
can do the computations but they can’t apply details and multi steps in advanced
problems. The problem solving skills are nice in ClassScape. (7th Grathefea
Focus Group, 2011)
As stated above, the teacher is pleased with how the ClassScape program requires

students to not just answer the question and move on to the next question, but it requires
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students to exhibit a high level of reasoning to get the answer correct.
When asked more specifically about ClassScape questions and theircaltgsifi

of higher order thinking skills questions, the teachers in the individual interviewedagre

with the conclusions from the teacher focus groups. Teacher B commented:
| think other technology assessment programs have questions that are way too
vague for my students. | also disagree with some of the answers on the other
programs and how they have gone about getting the answers. | think the
ClassScape questions are more concrete and help the students to get multi-step
problems. There are several steps to each question on ClassScape and | use the
guestions to help prepare the students for the EOG. 1 tell them these questions are
exactly what you are going to see on the EOG because they ask you more than
one thing in each question. When kids get frustrated on a ClassScape question, it
is a good opportunity for me to remind my students to really try to understand
what the question is asking because you will probably see a question very similar
to this when you take the EOG. (Teacher B Interview, 2011)

In addition to the teacher focus groups and individual teacher interviews, the student

who participated in the student focus group agreed with their teachers that tienques

in the ClassScape database are questions that contain higher order thinkind\Blafis

the students in the focus group mentioned something about how the questions in

ClassScape do not stop after they ask one question. Below is a quotation from the

student focus group:
...Yes, the ClassScape questions always make you find the answer and then do
something else with it. My teachers tell me this every time we takass&tape

assessment. There is always more than one step in ClassScape quedteons. Li
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today, we were working on area formulas and my question said “what is the area
of the triangle and what is half of the rectangle’s area added togethenate
me think of one part of the question, leave that answer there, and then work on the
other part of the question and then bring both answers together in order to get the
problem correct. (Student Focus Group, 2011)

Assessment of Students
End-of-grade test preparation.

Table 20

Frequency Distribution for End-of-Grade Test Preparation

Sub-Topic  Teacher Teacher Student Student Individual Individual Cumulative
Focus Focus Focus Focus Interviews Interviews Percentage
Group (n) Group % Group (n) Group % (n) %

EOG Prep 5 63 4 100 3 100 80

Because of the renewed focus on standardized testing, teachers now have to spend
a large percentage of their time preparing students for the enddstgst. In the
selected state of North Carolina, the standardized test at the end of thleecgaamonly
referred to as the EOG. The ClassScape program is used by teachers noaonly as
formative assessment tool but also as a means to help teachers prepate fetuthes
EOG. During the teacher focus groups, the researcher was able to gién a be
understanding of how the ClassScape program assists teachers in their p@&tipre
The following statements encapsulate the teachers’ thoughts of ClaseS@pEOG
prep tool: “l use ClassScape to tell the kids what the EOG is going to be.hétll t
these questions are very similar to what they are going to see on thst'g@theGrade

Teacher Focus Group, 2011). Another teacher added:
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| really think the ClassScape program helps you to understand the vocabulary of
the EOGs so you can help the students prepare. By using the program, | have a
better idea of how much they really understand the vocabulary that is going to be
on the EOG. You know in math class we say add these two things together but on
ClassScape, it will say find the sum of. Little things like this go a longimva
helping students to be successful. (8th Grade Teacher Focus Group, 2011)

An eighth-grade teacher added that ClassScape not only has similargitorthe EOGs

but the program also has similar illustrations:
The contexts of the questions are very similar to EOG questions. The same
guestions strategies are used. The same vocabulary is used. The questions are
worded very closely to EOG questions. The illustrations and diagrams that go
with the questions are the same that is on the EOGs. (8th Grade Teacher Focus
Group, 2011)

Finally, a teacher discussed how close the answer choices were to thecdsees on

the EOG and how this helped her instruction and her students to prepare for the

standardized test.
| have noticed the answer choices on ClassScape are very close to each other.
This has forced the kids to read each and every answer choice to determine which
answer is really correct. | think this has helped my students pay betttioatte
detail, which will only help them. It is not just one or two words in the answer
choice; it is whole sentences. This makes them read each answer choice and that
makes some of them upset but it is really helping them. This is exactly how the
testis. The vocabulary on ClassScape is sometimes identical to the vgcahular

the EOG. I'm glad my students are being shown the vocabulary now so they can
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become familiar to it before test day. (7th Grade Teacher Focus Group, 2011)
The participants of both teacher focus groups, however, discussed the difficulty of
navigating throughout the ClassScape program as well as getting students to the
appropriate place within the ClassScape program to begin their assessitest
information is discussed later in Chapter 4. Teachers again expressed hagethey
ClassScape to prepare students for the EOG. When asked to elaborate on how
ClassScape can be used as an EOG preparation tool, Teacher A responded, “The
guestions are exactly like the questions on the EOG. The wording of the quest®ns is a
close to the real EOG as you can possibly get.” Another teacher, aftessiiigchow the
ClassScape program lacks in user-friendliness, conversed about how stie uses
ClassScape program as an EOG preparation tool:

| do use the ClassScape program as an EOG preparation tool. But | don't use the

program so much with the kids actually in the program. | pull reading selections

from the program and look at the tests and get ideas for how to ask questions

appropriately. There are some really good questions with some reallydgasd

in them. It is not the materials so much that | do not like, it is the acdiggibi

the program....I use the ClassScape program a lot in my remediation program.

When | was setting up for my classes, | went through and looked at evengreadi

selection and answered the questions myself to see if it was something that would

work with the kids well. | pull several, | mean several, questions from

ClassScape. | even pulled questions from other grade levels. (Teacher C

Interview, 2011)
It is important for the researcher to note that the selected school artddstgwol

district do not require the teachers to use ClassScape in a particular magaeher$ are
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allowed to use the ClassScape program in the school computer labs, in the classrooms a
a warm-up activity, or any other way that they deem appropriate forcthegroom.
Teachers are not required to log a specific amount of time using the ClasgBogram.

In addition to the comments from the teacher interviews and focus groups, the
students also agreed that the questions in the ClassScape database ardlaety Hie
guestions on the end-of-grade test. After students were asked to describe how the
ClassScape program helps them to prepare for the EOG, one student responded
“...because the questions are really like the ones on the EOG” (Student Focus Group,
2011). Another student responded, “The questions are ordered like they are on the EOG.
It asks some of the same stuff that is on the EOG” (Student Focus Group, 2011). Yet
another student commented, “| see some of the same words on ClassScape as | do on the
EOG. Words like main idea, elaborate, simplify, and other big terms” (Studeus F
Group, 2011). Finally, a student commented about how his teacher sets up a good
environment in order to help his students be successful on ClassScape assessments:

| think the ClassScape is a good way to get ready for the EOG because some of

the same questions are on the EOG. Also, none of my teachers act like

ClassScape is a really big test and that really helps to take the pressinmeff

This helps me to focus on what the questions are really asking instead of worrying

about whether or not | am going to miss the questions and lower my grade. This

helps me to learn more when | am on ClassScape. (Student Focus Group, 2011)
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Frequency of assessments.
Table 21

Frequency Distribution for Frequency of Assessments

Sub-Topic  Teacher Teacher Student Student Individual Individual Cumulative
Focus Focus Focus Focus Interviews Interviews Percentage
Group (n)Group % Group Group % (n) %
(n)

Frequency of 7 88 3 75 4 100 93
Assessments

On the student survey, 91.03% of students either agreed or strongly agreed that
their teachers give them smaller assessments before the big unBubsequently,
90.91% of teachers either agreed or strongly agreed that their formatisgnassg in
conjunction with the ClassScape program, has an impact on the way their students are
assessed in their classes. When asked about the impact ClassScape has on this
component of the learning environment, the teachers responded that the assessment
program has impacted the manner in which their students are assessed. A eacher
responded to the question by saying, “Yes, | think | more frequently assessovBut
and this is different than before, | use the ClassScape data to go back arid retea
concepts to the students” (Teacher A Interview, 2011). Another teacher gaiaargriee
of how her assessment tendencies have been impacted:
| think | give harder tests now. There are four tests that go with evepteclia
my math book. After doing ClassScape tests, | quickly learned that | was not
picking the correct level of difficulty for these tests. The ClassSpagggam has
helped me to learn exactly how difficult to make my tests. | have changed thi

year to give more pre-assessments and mid-assessments halfway theough t
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chapter. | change my instruction based upon how well the kids do on these
assessments. For example, if all the kids get question five correct on the pre-
assessment, | do not spend near the amount of time on that particular concept as |
do for other concepts. (Teacher B Interview, 2011)
A different teacher shared her experiences with the impact of Class®chpe o
assessment procedures:
It has changed how frequently | assess the kids and how difficult my tesis are
used to think that there was not much information | could get from formative
assessments except for maybe once every 9 weeks. But now | have found myself
using ClassScape and other programs all the time. I've learned that if | do
formative assessment at the end of a set of skills, it really helps me to pinpoint
where they are really blowing the top off things and what they really do not know.
The kids seem to really work better that way. The tests | give now are not
necessarily more difficult but they are focused on a particular concept.héFeac
C Interview, 2011)
Additionally, the students who participated in the focus group confirmed what their
teacher said in regards to the administration of smaller assessmentstudamt gave an
example of how her teacher uses smaller assessments in her class:
We do a pretest before we start a chapter and then we will do two or threesquizz
along the way through the chapter. As we do these quizzes, the teachers review
them and that helps me to get ready for the bigger tests. (Student Focus Group,
2011)
Issues Addressed by Teachers/Students

Problems with the ClassScape programThroughout the teacher focus groups



114

and student focus group, the researcher has learned several issues abos$ Huada
program. These issues, for the most part, prevent teachers and students fromingaxim
the greatest potential the ClassScape program has to offer. Many aflitesn® noted

are issues with how the program looks and performs when students are taking
assessments as well as when teachers are creating custom agsdssiieir students.

User-friendliness.
Table 22

Frequency Distribution for User-Friendliness

Sub-Topic  Teacher Teacher Student Student Individual Individual Cumulative

Focus Focus Focus Focus Interviews InterviewsPercentage
Group (n) Group % Group Group % (n) %
(n)
User- 8 100 3 75 3 100 93

friendliness

Data from the surveys and the focus groups validate that the users of ClassScape
at the selected school have an issue with how the ClassScape program is set up and how
the program interacts with its users. After the results from the teaokeysvere
categorized, the researcher discovered that 40% of the respondents said that the
ClassScape program was either slow or not user-friendly for the teaxtbe students.

More specifically, the complaint was how many times the ClassScapemprbgato be
refreshed before and during an assessment. This information was consequenggdliscus
in the teacher focus groups. The participants in the focus groups, while sttieasihg
guestions in the ClassScape database are accurate, emphasized that thatpeldfigeam

the issue. In fact 100% of the participants in the teacher focus groups tugethe

user-friendliness of the ClassScape program is a major hurdle to implentaeting
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program successfully. One reason ClassScape frustrates teadhersay the questions

are arranged on the screen.
It affects the scores due to validity. | mean we see our kids not scoringeléry w
because of the way ClassScape is arranged. They get frustratesebbes have
to go back and forth to the question. They are constantly scrolling up and down
through the passage and they just end up hitting an answer. Our scores, because
of this, are just not valid. (8th Grade Teacher Focus Group, 2011)

This teacher was referring to the way the ClassScape program iszaédual the screen.

Another teacher expressed her thoughts in regards to the frustration |é&veétiiitg

students to the appropriate assessment within the ClassScape program:
| think some if it has to do with the program. Teachers, including myself, become
frustrated when they go into ClassScape and instantly 15 hands go up because the
program shut down or lost their answers. They [the students] become frustrated
quickly with the fact that they are having to refresh all the time in ordet tbge
next question on the screen. (7th Grade Teacher Focus Group, 2011)

An additional teacher added that the level of questioning on ClassScape is good for

students but the ability to log in easily is not sufficient:
| think the ClassScape program needs to be more user-friendly. | meart the fac
that we log in and cannot get what we need is frustrating. That's the biggest
strike against ClassScape. | mean the program has good questions. It is simply
just not user-friendly for the students. (7th Grade Teacher Focus Group, 2011)

Another teacher described how the lack of user-friendliness in ClassScage lvaut

just set up a variety of ClassScape assessments at one time so she does naidhave to |

and out of the program numerous times. This teacher blamed the lack of user-
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friendliness in the ClassScape program to her not using the program thesvay it i

intended to be used:
| think that just setting up the scheduling of the assessments freezes up the
program even though I just set my assessments up so my students can do many
tests [assessments] per time period. Because setting up testsijaasgssne by
one, like having a 2-week window for that test and a 2-week window for that test
was just making too many problems for me. So, finally | just set it up thaeall t
tests were turned on for the whole semester and then | would tell them [the
students] that they had to have a certain date just because we could not get the
program to do what we needed it to do. (8th Grade Teacher Focus Group, 2011)

An eighth-grade teacher expressed her concerns with the ClassSugpen(s ability to

let users create custom assessments for the students. Currently, $e&agprogram

requires teachers to put a certain number of questions pertaining to each objectese on t

North Carolina Standard Course of Study. According to this teacher, this setting i

ClassScape adds frustration for the teachers because they cannot justersk sie

specific questions they would like to ask:
| think it [the ClassScape Program] needs to be changed so that custom
assessments do not require four questions from each objective. | think that the
custom assessments that | create should be exactly what | need themjtesbe. |
want to pull my hair out because the objectives have to be grouped together. |
spent two planning periods trying to make a custom assessment and still did not
get it to be just what | wanted it to be. So I just end up going to one of the
assessments that have already been made. (8th Grade Teacher Focus Group,

2011)
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Another teacher added how different the level of user-friendliness is betweeen t
ClassScape program and the Study Island program:
Typically, if | just do Study Island with the kids, it just rolls through and | do not
have to deal with a lot of computer questions or problems and constantly trying to
help the students. But anytime we add in ClassScape, it is a constant from the
kids that this isn’t working or this is not loading. | mean it is ridiculous. (7th
Grade Teacher Focus Group, 2011)
Finally, a teacher expressed frustration with the program because iesstiparstudents
to frequently refresh the program in order to advance to the next question:
| just get frustrated because the kids have to reload it [the Clasg8ogpam]|
multiple times within a 10-question assessment. When | am doing itheith t
whole group on the Smart Board, | have to reload the program two to three times.
Even the kids make comments like, “I know these are good questions but this
thing freezes all the time.” (8th Grade Teacher Focus Group, 2011)
Additionally, teachers in the individual interviews also voiced their opinions about the
lack of user-friendliness within the ClassScape program:
My only negative about the program is that it does hang up a lot. You go have to
hit F5 a lot and that usually fixes it. A lot of times, the graphics will not come up
or are very slow when they come up. (Teacher B Interview, 2011)
Another teacher voiced their opinion of the lack of user-friendliness during the
interviews:
...Yes, itis very much true. Itis hard to get through a whole session or a set of
guestions without the program freezing up. You end up logging out and back in

or refreshing the program. That's the biggest issue with the program. stapill
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in the middle of something and the screen will just go white. The kids ask, “What

is it doing?” The program just literally freezes up. (Teacher Cvieter 2011)

Additionally, the students who participated in the focus group also agreed that the
ClassScape program lacks in user-friendliness. When the students veerevhsk they
would like to change in the ClassScape program, here are some statemertis from t
students’ responses. “When you go into a question, ClassScape logs me out. | had to
start two times today before it let me finish a test” (Student Focus Group, 2011). rAnothe
student added, “My screen just goes completely off. Like today, we had 28 kids logging
into the same test and a lot of computers stopped and we all had to log back in” (Student
Focus Group, 2011). Other students added comments about how the visual layout of the
ClassScape program could be improved. One student said, “I think it should be way
more colorful because | want to go to sleep because of all the dull colors” (Stodest
Group, 2011). Finally, a student added, “I think the program should make more reading
passages that are really interesting for kids” (Student Focus Group, 2011).

Reading assessments.

Table 23

Frequency Distribution for Reading Assessments

Sub-Topic  Teacher Teacher Student Student Individual Individual Cumulative
Focus Focus Focus Focus Interviews InterviewsPercentage
Group (n) Group % Group  Group % (n) %
()

Reading 3 38 2 50 1 33 40
Assessments

The reading section of the ClassScape program allows the students to scroll up

and down throughout the reading selection while the particular question being asked
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remains immobile on the screen. According to the teachers, the programatissoine

students from locating the answers in selection the way the teachers it rstcidents

to doin class. Instead, the students get frustrated with having to scroll up and down

through the passage because the entire selection is not visible on the screen.
Another example of frustration shared by teachers about the ClassSchpg rea

assessments is the question types available for reading assessmeiftdlowing are

some statements from the teacher focus groups. The first statemestfoom an

English/language arts teacher who teaches the academicaltygjifteents:
...Because ClassScape has big, general themes in reading, I'm talkuig a
humongous things like inferences, which covers so much ground, ClassScape
doesn’t give you much to work with. Inferences at this level compared to
inferences at the lower level are all under one big category. (7th Geadber
Focus Groups, 2011)

The next statement from the eighth-grade teacher focus groupmestfie above

statement:
ClassScape really does not give you a lot to work with for telling studentsavhat
do to help them in reading. All the questions are with big and general themes so it
doesn’t give me a way to fine-tune the kids’ reading deficiencies. Class®ia
not let you adjust the level of questioning like Study Island does. | wish this
feature would get added to the ClassScape program. (8th Grade Teaciser Foc
Group, 2011)

Another eighth-grade teacher rearticulated the point about the lack of usdlifiess in

relation to the ClassScape reading assessment layouts:

...And the reading part is not user-friendly at all because you cannot look at the
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text as a whole. You have to scroll up and down and look at the text in chunks. It

is hard to say compare this to this and then the questions are over here. So, as far

as trying to do anything as a group after they have done an assignment is not easy.

If we were allowed to have the text on a sheet of paper where the students could

see it or project it in a chunk, it would help a lot. (7th Grade Teacher Focus

Group, 2011)

Additionally, teachers who participated in individual interviews seconded the position
that the reading section of the ClassScape is frustrating to students. Hee teac
suggested, “I wish they would figure out a way for students to not have to scroll up and
down within the reading selections” (Teacher A Interview, 2011).

Time to implement ClassScapeThe teachers at the selected school expressed
concerns with the amount of technology programs they have been required to impleme
during the current school year. During the current school year, teachieessatected
school have been asked to implement the following technology tools into their
instruction: ClassScape, Study Island, Accelerated Reader, STARAssds, and
MyAccess. However, it is important to note that the middle schools have not increase
the number of computer labs. Therefore, it is extremely difficult for teatheescure
computer labs for the amount of time they need to in order to implement all the
technology programs to the greatest extent. Below are some exoanpthé teacher
focus groups concerning the implementation of ClassScape among a ebotigr
technology programs:

...And obviously this year, | am using Study Island more than ClassScape because

when | get into the computer lab, | am having to use it for MyAccess and Study

Island and | just can’t seem to work in a third program. (7th Grade Teacher Foc



121

Group, 2011)
Another teacher shared her annoyance with having to learn multiple technalggynps
simultaneously.
| think teachers are frustrated with having to learn so many technology psogram
in such a short amount of time. We have to find time to use all of them in the
classroom. We barely have enough time to teach as itis. (7th Grade Teacher
Focus Group, 2011)
Lastly, another teacher remarked about how irritated they are with having eyl
multiple technology programs at the same time. “I think we [teachers] have é&acom
facilitator to a computer. We have taken the personal touch out of the teaching
profession. We have so many things coming at us at once that we need tohuse” (8t
Grade Teacher Focus Group, 2011).
Use of formative assessment during walkthroughsThroughout selected days
in March and April, the researcher and other personnel, including other adabomsst
and instructional coaches within the selected school, used the walkthrough form to
determine the level of implementation of formative assessments in theededehool.
For the purposes of these tables, a walkthrough is considered as a 2-5 mirftaeneme
within the same classroom. The walkthrough forms, Table 24 through Table 29, are
displayed in the following pages. The walkthrough forms contain key components of
formative assessment as well as sections to observe the use of thedpassSessment
system. Over the selected 14-day time span during the 2010-2011 school year, the
actions of the teachers at the selected school were recorded usingothmépl!
indicators: teacher has clear objective for students, teacher usedverassessment in

the lesson, teacher was using ClassScape assessment systemwEsaobaewing
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ClassScape assessment data, teacher was giving specific feeditadkritssand

students were actively involved in the lesson. Each “X” on the following charts
represents the observer noted the specific behavior as the informal obsereatiaking
place. The percentage of teachers observed performing the particular behaeted

below each graph. Tables 24 through 29 exhibit a total of 280 opportunities each for 20
teachers to be observed.

Table 24

Walkthrough Data for “Teacher Has a Clear Objective for Students”

3/21 3/22 3/23 3/24 3/28 4/4 4/5 4/6 47 4/8 4/12134 4/14 4/15

6" A
6" B
6" C
6" D
6" E
6" F
6" G
A
7B
mc
7D
"E
"E
™G
8 A
ghB
ghc
8" p
8" E
ghE

XX XXX
XXX XX X
X XX XXX

X X X X

X X X
HXXXXXXXX XXXXX

XXX XXX X XXXX

XXX XXXXXXXX XXXXXXX

XXXX XXXXXX XXXX XXX

HXXXXXXXXX XXXXXXXXXX

XX XXXXXXX XXXXXXXXX

XXXXX XXXXXX XXXXXXX

HXXXHXXXXXXXXXXXX XX X

X XXXXXXXXXX XXXXXXX
XXX XXXXX XXXXX XXX

XXX X X X X

XX XX

XXXXXX XXXXX X X XXX

XX X X X X X
XX XXXXXXXXXXXX

X

Note: Dates are between March and April 2011.

According to the data, the teachers at the selected school had a clear ofgective

students during the classroom walkthrough 85.7% of the time. Having a clear objective
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for students to learn is a component of the formative assessment processpdtiarit

for the researcher to note, however, that the administration at the current scheesrequi
the teachers to include objectives for lessons in their lesson plans.

Table 25

Walkthrough Data for “Teacher Used a Formative Assessment During the Lesson”

3/21 3/22 3/23 3/24 3/28 4/4 4/5 4/6 4/7 4/8 4/12134 4/14 4/15

"A X X X X X X X
6" B X X X X X
6"C X X X X X X X

6" D X X X X X X

6" E X X X X X X X
6"F X X X X X X X
6" G X X X X X X X

7 A X X X X X X X

"B X X X X X X
mCc X X X X X X X

7"D X X X X X
"E X X X X X X X
valN= X X X X X

™G X X X X X X X X

gh A X X X X X
g"B X X X X X X X X X
ghc X X X X X X

g8"D X X X X X X

ghE X X X X X
ghF X X X X

Note: Dates are between March and April 2011.

As noted from Table 25, the teachers at the selected school were observed during

the selected timeframe administering a formative assessment 55&otwhé.
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Table 26

Walkthrough Data for “Teacher was Using the ClassScape Assessment System”

3/21 3/22 3/23 3/24 3/28 4/4 4/5 4/6 4/7 4/8 4/12134 4/14 4/15

6"A X X X X X X
6" B X X X X X X

6"C X X X X

6" D X X

6" E X X X X X
6" F X X

6" G X X

A X X X

B X X X
"cC X X X X

7D X X X X X
"E X

™FE X X X X

™G X X X X X
gha X

ghB X X X

ghc X X

8" p X X X

8" E X X X X X
ghE X

Note: Dates are between March and April 2011.

As reported in Table 26, the teachers at the selected school were observed using
the ClassScape program 24% of the time. For this table, it is important to ndkeethat
selected school only had three computer labs that were on flex schedule. Tadthai
number of times teachers could utilize the ClassScape program. Somestéstdter
above, however, were using the ClassScape program as a whole group acivityup)

during the classroom walkthroughs.
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Table 27

Walkthrough Data for “Teacher was Reviewing ClassScape Assessment Data”

3/21 3/22 3/23 3/24 3/28 4/4 4/5 4/6 4/7 4/8 4/12134 4/14 4/15

6"A X X X
6" B X X X X X

6" C X

6" D

6" E X X X X
6"F X X

6" G

A X X

7B X

mc X X X

"D X

"E X X
"E X

™G X

8 A

ghB X X

ghc X X

8D X

8" E

ghE

Note: Dates are between March and April 2011.

As noted on the chart above, 11% of the teachers were specifically reviewing
ClassScape data during a classroom walkthrough. This data could include review on a

SMART Board, individual conferences, or a small group review.
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Table 28

Walkthrough Data for “Teacher was Giving Specific Feedback to Students”

3/21 3/22 3/23 3/24 3/28 4/4 4/5 4/6 4/7 4/8 4/12134 4/14 4/15

"A X X X X X X X
6" B X X X X X X

"C X X X X X X X
6"D X X X X X
6" E X X X
6"F X X X X X X X X
et: G X X X X
7"A X X X X X X X
"B X X X X X X X X
7‘: C X X X

7D X X X
7‘: E X X X X

7F X X X

™G X X X X X X

gh A X X X X X
gh"p X X X X X X
ghc X X X X X X X X
g"D X X X X
ghE X X X X X X
ghF X X X X

Note: Dates are between March and April 2011.

As noted from the table above, the teachers at the selected school were observed
giving specific feedback to students 39% of the time during the selected dates. This
feedback could have been in the form of one-to-one conferences, small group amstructi

or whole group instruction/feedback.
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Table 29

Walkthrough Data for “Students Were Actively Involved in the Lesson”

3/21 3/22 3/23 3/24 3/28 4/4 4/5 4/6 4/7 4/8 4/12134 4/14 4/15

6" A X X X X X

6" B X X X X X

6" C X X X X X X X
6"D X X X X X
6" E X X X X

6" F X X X X X
6" G X X X X X X

A X X X X X X

"B X X X

vall®: X X X X X X X X

"D X X X X X X X
E X X
A= X X X
™G X X X X X

gha X X X X X

gh"p X X X X X
ghc X X X X X
g"p X X X

ghE X X X X X
ghF X X X X

Note: Dates are between March and April 2011.

As noted in Table 29, the teachers at the selected school had their students
involved in an active role 35% of the time when the walkthroughs were conducted. For
these classroom walkthroughs, an active role was considered as any timessige

not solely listening to the teacher exclusively as they were providing thecimnsn.
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Chapter 5: Conclusions, Discussions, and Recommendations

Introduction

In this chapter, the researcher will coalesce the information in the otheecha
of this dissertation in order to summarize the results of the study, to germreliesmns
from the data, to provide recommendations for improvement, and to make available
suggestions for future research on formative assessment. Formatismasgas a
concept that is spreading across the education spectrum (Sausner, 2005). Tiiesefore
study imparts further research on formative assessments into the edlicatrmsphere.
This case study was completed in a rural middle school in western North Carolina
Although only one school was utilized in this case study, the implications gained from
the study can be applied to other educational settings.
Restatement of the Problem

The area of assessment has long been ignored by educational leadersitethe U
States (Stiggins et al., 1989). As a result of this deficit, teachers in ttezl Btates do
not have a firm understanding of the full outcomes that can be gained from forynativel
assessing students (Schafer, 1993). Consequently, teachers do not have the skills to
utilize assessment data to implement future instruction (Heritage 20@9). The lack
of teacher skills to utilize formative assessments properly hinders sdd@ntlearning
to their true potential. In fact, if teachers use formative assessmerdpragety, the
gains made by students could reach four to five times higher than the effect eddreduc
class size (Ehrenberg et al., 2001). The same study concluded that formatgenass
methods allow students who normally achieve the least to achieve thesgréatether
study (Black & Wiliam, 1998) determined that formative assessmentseall®arners at

lower levels to achieve the highest gains.
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Purpose and Overview of Study

The purpose of this study was to evaluate the impact of the formative
assessments, in conjunction with the use of the ClassScape assessment program, on
student learning. More specifically, the areas of student assessmdrdr fdaoning,
instructional implementation, and learning environments were analyzed. Afte
researching the current level of implementation of formative assessmentgunction
with the ClassScape program, the researcher developed four research questions tha
guided this case study. The research questions were as follows:

1. What was the impact of the utilization of the ClassScape program and other
formative assessments on the learning environment of the classroom?

2. What was the impact of the utilization of the ClassScape program and other
formative assessments on instructional planning?

3. What was the impact of the utilization of the ClassScape program on
instructional implementation as a part of the formative assessment process?

4. What was the impact of the utilization of the ClassScape program on
instructional assessment as a part of the formative assessment process?

The middle school used for this case study has a diverse population and is located
in rural western North Carolina. The teachers at the selected school had@ticess
ClassScape assessment program for 3 years at the time of the studghddleselected
for the study had 25 subgroups (NCDPI, 2010). The majority of the teachers at the
selected school taught at this school for over 10 years (NCDPI, 2010).

The literature review focused on how formative assessment is a grogmagrt
educational settings. While formative assessment is gaining popukeaithetrs across

the United States are experiencing difficulty when implementing fovrenassessment in
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classrooms. The literature also revealed that there is a certaiofleeogifusion that
surrounds formative assessment. Part of this confusion is attributed to theulager
of definitions that are available for formative assessment. For this stedgsiarcher
chose to use the Council of Chief State School Officers’ definition of formative
assessment. The definition is as follows: “A process used by teachers antsstude
during instruction that provides feedback to adjust ongoing teaching and learning to
improve students’ achievement of intended instructional outcomes” (McManus, 2008, p.
3). As the review of the data continued, the researcher learned several bestspitzet
should be implemented during the formative assessment process. Some of the
components enveloped with formative assessments were: giving students timely
feedback, using formative assessment data to plan instruction, establishimgrapriate
learning environment, establishing a role for the teacher, establishirgfarrtie
students, and defining barriers to formative assessment. Most importantiigrétare
stresses that formative assessment should be an ongoing component in theurricul
(Scriven, 1967). In order to gain sufficient data to complete the study, thechesear
chose to utilize the following data collection tools: student survey, teaclvelysteacher
focus groups, student focus group, and individual teacher interviews. The data from the
surveys were analyzed to determine strengths and weaknesses in théhdatataTrom
the teacher focus groups, student focus group, and individual interviews were ggathesi
to determine themes present within the discussions.
Synopsis of Results

Formative assessments/ClassScape and the learning environmeRindings
indicate that students and teachers use formative assessments in conjurictiba wit

ClassScape assessment program to positively adjust the learning envirofthent
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classrooms. Teachers indicated that student conferences were grealsrnetise in
order to truly gauge to what extent their students were understanding a tijoientS
indicated that conferences with their teachers increase the comfonvidvakking
guestions during class instead of waiting until a later time. The confemsmge t
according to the students, is beneficial because it allows them to get to know their
teachers more. Students and teachers indicated that the conferencesrh&ibeme
more accountable to each other. Since the learning environment is developed throughout
the duration of the school year, student conferences provide the teachers with an
invaluable method to foster the lines of communication (Rorty, 1999). The findings also
indicate that student feedback is beneficial because teachers providéssivitten
explicit instructions as to how to correct their mistakes in future work. Giwinlgsts
responses to their class work, which includes specific instructions on how to improve
their work, was a key component of Black and Wiliam’s (1998) study. Additionally, the
studies of Bangert-Drowns et al. (1991) and Kluger and DeNisi (1996) reaffirm the
importance of giving students specific feedback about how to improve their work as a
key component to student feedback. Goal setting is important for students beeguse th
want to reach the target they have set for themselves.

Formative assessments/ClassScape and instructional planningindings
indicate that formative assessment data in conjunction with the use of thec@feessS
program enables teachers to more effectively plan their future instructiassSCape
data enables the teachers to use data-driven decision making to determinkeaniat, i
classroom material needs to be reviewed again prior to moving to another topiag Durin
the teacher focus groups, the teachers indicated the reports genetsieClassScape

program allowed them to decide what and how to proceed with their instruction. The
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teachers mentioned that they appreciated the quick turnaround time needed for the
ClassScape program to generate reports. Wayman (2005) indicated thasteaelex

quick turnaround time in order to maximize the effect of the data. Students reported that
teachers are responsive when they are asked to review or rephrase sefitheriesson.
Additionally, both sets of stakeholders reported that differentiation of instructoamsoc

as a result of formative assessment.

Formative assessments/ClassScape and implementation of instruction
Students and teachers reported that the awareness of the expectationsldssilesson
is beneficial. Students reported that the awareness of class expectatides &remn to
focus on fewer objectives, thus helping their knowledge of the topic to increase.
Teachers reported that a higher percentage of their students seem to graspribé m
when clear expectations are given prior to the lesson beginning. Additionadlyete
reported that the knowledge of the different learning styles present in temolas
enables them to adjust their instruction so that every learning style mm@moctated.
One student reported that their teacher created a menu of learning acwvitiet each
student in the classroom could learn the way that they learn the best. Additionally, the
students and teachers reported that using student work to model instruction was
advantageous for both groups. Finally, students and teachers reported thatéormati
assessments, especially through the utilization of ClassScape questidnhed ¢éimem to
focus on higher order thinking skills. The questions in the ClassScape database,
according to students and teachers, are excellent examples of higher okdeg thi
guestions that require students to perform more than one computation within each
guestion.

Formative assessments/ClassScape and instructional assessmé&wotmative
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assessment, along with the use of the ClassScape program allows teafthertsihe

their assessment and measurement practices. As reported by the studenthars] tea
the questions within the ClassScape program are extremely close to thenguesat are

on the North Carolina end-of-grade test. The teachers reported that thec&bassS
assessments help to build the vocabulary levels of students. This increaseathjl g
benefit them on the EOG tests. In addition to the EOG preparation, the teacheesirepor
that formative assessments help them to truly gauge how often they th&esestudents.
Teachers reported that their assessments had increased in frequencycealthagjust
their instruction according to student progress. Students reported that theegoeafr
assessments helped them to correct mistakes earlier.

Discussion of results.In order to encapsulate all the information from the
guantitative and qualitative data collection tools, the researcher chose t@ digcus
results within the realm of individual research questions. When applicable, camparis
were made from research studies cited in Chapter 2.

Learning environment. Teachers overwhelmingly supported the survey
guestions that dealt with formative assessments and their implications learhiag
environment. Over 95% of the teacher respondents positively agreed that formative
assessments do change the learning environment. This result supports thalhéne teac
understand the effect that formative assessment can have on the learningfprabess
students. Almost 70% of the student respondents agreed that formative assessments
positively impact the learning environment. The drop in the positive responses from
students could entail that students and teachers do not have the same perception of an
effective learning environment. Since Hattie and Timperely (2007) discbtreat

formative assessment has a more powerful impact than reduced classssiggattant
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to note the positive outlook the teachers and students have toward formative @ssessm
According to Pinchok and Brandt (2009), students need to be actively involved in the
learning process in order for the learning environment to be conducive for student
learning. Some students reported that their teachers still use a lot adneddiiethods

in their instruction. This could be the reason for the lower amount of positive responses
from the students. The students’ and teachers’ views on self-assessmensavere al

mixed. During the teacher focus groups and teacher interviews, the teaclsexd {he
concept of self-assessment but only when students graded their own work. This is in
agreement with the research of Pinchok and Brandt (2009). The researchers stated,
“When teachers struggle to make high-quality evaluative judgments aial fizster
self-assessment, students’ achievement suffers” (Pinchok and Brandt, 2009, p. 12).
However, in the student focus group, the students said that while they enjoy grading their
own papers, they also enjoy grading other student’s papers. More self-asgssaay
encourage students to think more favorably about their learning environment. Greenstein
(2010) discovered that self-assessments are one method to increase student involvement
in the classroom. The students and the teachers reported that self-asseksmaptto

break the monotony and help students take more ownership of their work. Within the
same theme, students and teachers understand the importance of feedbaclché&te tea
shared that feedback is an important part of their instructional duties. This is a
continuation of Tunstall's (1996) conclusion that feedback should not be punitive to
students; instead, feedback should be utilized as a tool to ensure student succegs. Finall
teachers overwhelmingly viewed the setting of goals by students am \thal formative
assessment process. Again, teachers viewed the learning environment as teiaty pos

impacted as the result of students setting goals for themselves. Thesedebhstated
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that students need to be given guidance and parameters when allowing students to set
goals for themselves.

Instructional planning. For this research question, the students and teachers
were more closely aligned in terms of positive responses than any othechresear
guestion. Teachers responded with positive responses 97% of the time while students
responded positively 84% of the time. This is an indication that students and teachers
understand the importance of using data from formative assessment to plan future
instruction. The responses from the surveys and teacher focus groups confirm the
conclusion made by Celio and Harvey (2005) and Ingram et al. (2004). The teachers
reported that they simply have too much data to decipher and not enough time to go back
and do everything they should do with the data. As stated in Chapter 4, teachers use the
ClassScape program at their discretion. However, the district officeesdie use of
several other computerized programs. The teachers reported that treenepdyaot
enough computer labs to handle these requests. However, when teachers perform
formative assessments, especially ClassScape assessmentqditey tbe data is used
to plan future instruction for the students. Teachers said that the data fro®cajssss
very useful in gauging the level of understanding the students have of a concept.
Differentiation can then occur based upon how well the students grasped the concept.
Teachers noted that they regroup their students using assessment data and students
reported their teachers either slow down or speed up their instruction based upon whethe
or not the students are understanding the concept.

Implementation of instruction. Throughout the surveys, focus groups, and
interviews, the students and teachers voiced their opinions about how formative

assessment helps the implementation of instruction. The theme of making clear
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expectations for students emerged. Throughout this theme, the students and ¢ng teach
agreed that expectations should be clear prior to the beginning of the lesson. rccordi
to Stiggins and Chappuis (2005), this is an essential component of formative assessment
that allows teachers and students to reduce achievement gaps. The discuds®n for t
topic was very interesting in the student focus group. Some students agreed that their
teachers give them clear expectations that are in their own words. Qthemtststated

that their teachers do not make the expectation into friendly language fardbatst
Instead, the teacher leaves the expectation in the language on the North CantaadSt
Course of Study. After the expectation has been made available for the students, the
teacher makes specific references to the lesson objective throughoutdhe less
According to the students, this method helps them to learn the official wording on the
standard course of study along with the contexts for how the words are supposed to be
used. Regardless of the routine used to make students aware of their expectatens, al
teachers in the small groups and focus groups were in agreement that this agls a lar
amount of effectiveness and value to their lessons.

For the theme of using student work to model instruction, the participants on the
survey, focus groups, and interviews were overwhelming positive to this method of
instruction. The teachers said using student work was a great way to adtlev&inaf
competition between the students. Subsequently, the students said seeing 8ieir peer
work instills in them the desire to do better on their assignments. Both the studknts a
teachers mentioned the importance of seeing how students worked out problemg correctl
and using student work to teach how not to make the same mistake again.

Learning styles were discussed at length inside this research question. The

teachers and students agreed that teaching to all the learning styles iprds2room is



137

a vital component of instruction. This reaffirms Chappuis and Stiggins’s (2002)ctesear
that said that the involvement of every student is a component to using assessment
information correctly:
Student involvement in assessment doesn’t mean that students control decisions
regarding what will or won’t be learned or tested. Instead, student involvement
means students learn to use assessment information to manage their own learning
so that they can understand how they learn best, know exactly where they are in
relation to the defined learning targets, and plan and take the next steps in their
learning. (Chappuis & Stiggins, 2002, p. 41)
Finally, the theme of higher order thinking skills was thoroughly discussed in the
gualitative data. The teachers expressed their support for formativenrassgswith the
use of the ClassScape assessment program, to determine the amount of higher orde
thinking skills a student possesses. Both the teacher and student respondents mentioned
how the questions require the user to perform multiple computations on each question,
with each computation building on the previous one. According to the teachers, this
allows them to pinpoint their instruction to the exact need of the student. The students
expressed appreciation that the ClassScape program requires them to us¥sionfie |
reasoning in order to get the question correct. The students also mentioned how close the
ClassScape questions were to the questions on the end-of-grade test.
Instructional assessment.Within the questioning for this research question, two
themes emerged: end-of-grade test preparation and the frequency of assesase
stated in the earlier discussion, the teachers have some appreciation lasf&cape
program because they are aware that the question writers are some of the same

individuals that write questions for the end-of-grade tests. The students sceasvare
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of the similarities in the questions for the ClassScape assessments and-tierade

tests. A lot of the similarities addressed by the teachers and studentthare i

vocabulary of the test questions. For this reason, teachers attributed the &ligh lev
student attention during ClassScape assessments. Additionally, teackerheint
assessments have become more frequent since they have been using thep€lassSca
program. The teachers reported that instead of waiting until the end of the unis® asse
the students, they prefer to use ClassScape periodically to try and prewefroenr

becoming habit for the students. Additionally, the students reported they like smaller
assessments because they are usually on a smaller amount of topics. Not only did they
report that they know what to study, but they also reported that they know what questions
to ask for help with when they miss questions. These statements confirnookat C

(2009) conclusion that formative assessment should be ongoing and not just at the end of
an instructional unit is correct.

Classroom walkthrough information. As discussed in Chapter 4, the researcher
collected data on 20 teachers at the selected school to determine the level of
implementation for the ClassScape assessment system and formasgenassen
general. The teachers at the selected school were observed for 14 dags v
and April 2011. The observations were either completed by the principal, thenassista
principal, an instructional coach, or by the researcher. The teachers aétiedssthool
were observed 85.7% of the time teaching to a specific objective. The teaehers w
giving some type of formative assessment, not necessarily a Clpss3s@ssment, 55%
of the time. A ClassScape assessment was being given 24% of the timechadstea
were reviewing a ClassScape assessment 11% of the time thedeeetesobserved.

Finally, teachers were observed giving feedback to the students 35% of thieetime t
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teachers were observed.
Recommendations for Improvement of the ClassScape Program

1. Determine if the ClassScape program can be overhauled to alleviate the
frequency that users are dropped from the assessment being taken. Comrtheicate
findings with the program designers of the ClassScape system.

2. Determine if the ClassScape program can add additional reading passages
which will give language arts teachers additional flexibility withed®iining the precise
amount of understanding students have for specific reading skills. Communicate thes
findings with the program designers of the ClassScape system.

3. Determine if the ClassScape program can allow teachers additioqlailitie
when creating custom assessments for their classes. Communicatenttiags fvith
the program designers of the ClassScape system.

Recommendations for Changes in Formative Assessment/Use of Class®cap

1. Research the effectiveness of the other computer programs that are required
by the school system. Determine if the ClassScape assessment psograia effective
than some of the other programs.

2. Based upon the findings of the first recommendation, determine how more
time can be allocated in the schedule of the selected school for the use ofdplass®t
to review and implement the data ClassScape provides.

3. Seek out continued professional development so that teachers who are not
currently using ClassScape can see and understand the importance of the anogodm
formative assessment. More widespread use of ClassScape is a needlattibe s
school. Mitchem, Wells, and Wells (2003) reported that professional development

should be driven by the needs of the teachers. The same researchers alsbtheporte
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the professional development opportunities should allow teachers to understand what
impact the program or concept would have on student learning. The origihal staf
development did not accomplish this goal.

4. Seek out continued professional development for teachers who are currently
using the ClassScape program. While the surveys, focus groups, and interviews
confirmed that the program was being used at the school, the program would be more
successful if every teacher used the program the way it was intended to b&idsétl
of implementation of the ClassScape assessment program could allow for tia@piog
be more effective. Johnson, Mellard, Fuchs, & McKnight (2006) identified thaityidel
of implementation of educational programs has a direct impact on the efiessvand
the credibility of the program.

5. Determine the level of understanding of the teachers at the selected school
used in the study on how to interpret the reports that the ClassScape progrategene
The data analysis component of the ClassScape program was mentioned aseasveakn
during the teacher focus groups. The lack of knowledge of data analysiswas al
referenced within the study of Bedwell (2004). This study indicated that tsastexled
to improve their data analysis skills so specific knowledge about the progresderitst
can be learned. Additionally, Coburn and Talbert (2006) reported that the lack of user-
friendly reports results in teachers defaulting to using old information to plane fut
instruction. The determination of the level of knowledge the teachers have to interpre
the ClassScape data and a subsequent plan of action to increase the teachiedg&now
may help to reduce the frustration the teachers experience as well asertie amount

the teachers use the ClassScape results.
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Recommendations for Future Research

1. Complete the case study in another school that uses the ClassScape system.
Determine if similar negative responses to the ClassScape system dreDetermine if
other teachers/students recognize the value of the ClassScape systenefprivalent
causes. This recommendation would add validity to this study.

2. Complete a study that further determines the differences between what
teachers and students perceive as a successful and engaging learnimgnemiiro

3. Complete a study that analyzes how formative assessment and ClassScape
data are analyzed during Professional Learning Communities in regainés to t
implementation of instruction, planning of instruction, and assessment of instruction.
Limitations

The researcher was employed as an assistant principal at the selectéd $his
may have provided for some bias in the qualitative portion of the data collection. Student
and teacher respondents were reminded to speak candidly and honestly. Nesgrtheles
some predispositions may be present in the data due to the researcheo’s. posit
Procedures were put into place to ensure the internal validity of this case Btaidy
were triangulated from various sources before conclusions were generatead|$, the
data in this case study is from one school only. The study needs to be completed in
similar middle schools that use the ClassScape program to add validitystuthis
Summary of Findings

The results of the study fall under the realm of the constructivist educational
theory. This educational theory, which has been described with wide-rangirgybye
Lebow (1993) and Ertmer and Newby (1993), has not received the appropriate

considerations in terms of the effects formative assessment has on th€lthker&
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Tessmer, 1997). However, certain assumptions regarding formative amseasththe
constructivist educational theory have been completed (Bereiter & Scdialakfa2;

Lebow, 1993; Wilson, Teslow, & Osman-Jouchoux, 1995). Some of the assumptions
include, but are not limited to the following: the role of the teacher is to build the
student’s learning experiences on previous understandings and that the students should
have an active role in shaping the culture of the classroom, which includes tienaéa

the objectives and the techniques used to teach the information. The results of this study
align with these assumptions. Throughout the study, the theme of student leadership in
the classroom prevailed. The teachers noted that they appreciate tigehbllow their
students to have ownership in the classroom and the students added that they become
more active in the classroom when they are allowed to make certain dedisiong|t

impact how they learn. Additionally, the teachers said they adjust their lesssn pl

based upon the amount of understanding the students have. The students reported their
teachers either speed up or slow down their instruction based upon how the class is
responding to the information. This information is in sync with the study completed by
Gamoran et al. (1998).

According to the findings from this study, the teachers at the selected sch®ol ha
an adequate knowledge of the effects of formative assessment and how to mhpleme
formative assessments correctly. The teachers and the students leictieel sehool
have a positive outlook on formative assessment. Since the ClassScape assessment
program is a relatively new program to the school and in general, this study wil add t
the dialogue surrounding the ClassScape assessment system and how it impacts
instruction. As schools and districts continue to face higher demands, the formative

assessments that take place in schools will continue to receive more attettthaolg A
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most teachers who participated in this study perceive formative ass¢sside
ClassScape positively, some teachers are still undecided on how Classtétcape a
formative assessment can help them become better teachers and hetpdébeis s
achieve more. When formative assessments, in conjunction with the ClassScape

program, are used correctly, their impact will become clear to all involved.
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Dear Principal of Selected School for Study,

Thank you for your interest in my dissertation study entitled “An Anabyfsiise
Development of Instruction Based on the Use of the ClassScape Prograprédiate
your help and support as | complete my doctorate degree in Curriculum andtiistatic
Gardner-Webb University. As you and | discussed earlier, this dissersandy involves
your students and teachers completing in a pre and post survey, participaticigsin f
groups, and taking part in individual interviews.

| want to assure you that all information collected in the data collectioe phihs
remain confidential and anonymous. Before students participate in focus groups or
individual interviews, written permission will be obtained from their parents. DrgDou
Eury, chair of my dissertation committee, is available to answer anyansegbu may
have regarding the requirements of Gardner-Webb University. You may email him at
aeury@gardner-webb.edu. If you agree to allow this study to be completaat in y

school, please indicate by signing below.

Signature of Principal

Thank you for your time and consideration.

Jason Parker, NBCT

jparker@burke.k12.nc.us
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Dear Superintendent of Selected School District,

Thank you for your interest in my dissertation study entitled “An Analysiiseof
Development of Instruction Based on the Use of the ClassScape Prograprédiate
your help and support as | complete my doctorate degree in Curriculum andtimstatic
Gardner-Webb University. The research project | am completing involveslihsihg
data collection instruments: surveys, a teacher focus group, a student taqus gr
individual teacher interviews, and individual student interviews.

| want to assure you that all information collected in the data collectioe phihs
remain confidential and anonymous. Before students participate in focus groups or
individual interviews, written permission will be obtained from their parents. DrgDou
Eury, chair of my dissertation committee, is available to answer anyanugegbu may
have regarding the requirements of Gardner-Webb University. You may email him at
aeury@gardner-webb.edu. If you agree to allow this study being to be petforyoar

school district, please indicate by signing below.

Superintendent Signature

Thank you for your time and consideration.

Jason Parker, NBCT
Assistant Principal, Table Rock Middle School

jparker@burke.k12.nc.us



162

Appendix C

Permission from Parents



163

Consent Form: The Analysis of the Development of Instruction Based Upon GlpesSc
Data

| am conducting research on the impact the ClassScape program on the deretdpm
instruction at a middle school. | am investigating this because the resglaradip
educators make informed decisions about their instruction based upon formative
assessment data. If you decide to do this, your child will be asked topgzdetiici focus
groups discussing their experiences in with formative assessment anddb8dape
program during the months of March and April. Students will generally participate
focus group for only one session.

There are no risks to students in this study. All information is confidential, and om pers
or school will be identified in the study. All focus group sessions are with theaksea
interviewer only, and no individual information shared in the sessions will be used for
any reason beyond the research study, nor will it be shared with school personnel.

If your child takes part in this project, he or she will have the opportunity to give input
about the future use the ClassScape program. Taking part in this projecatly eptio
you, and no one will hold it against your child if you decide not to do it. If your child
does take part, he or she may stop at any time without penalty. In addition, yasknay
to have your data withdrawn from the study after the research has been conducted.

If you want to know more about this research project, please contact me at 828-437-5212
or email me at jparker@burke.k12.nc.us. The Institutional Review Board at Gardner-
Webb University has approved this project. Information on Gardner-Webb University’
policy and procedure for research involving humans can be obtained from Dr. Doug Eury
at Gardner-Webb University.

You will get a copy of this consent form.

Sincerely,

Jason L. Parker

Ed.D. Candidate, Gardner-Webb University
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Consent Statement

| agree to let my child take part in this project. | know what he or she wé! toa
do and that he or she can stop at any time.

Signature Date

Audio/Videotape Consent Addition

| agree to audio taping at Table Rock Middle School during the month of April,
2011.

Signature Date
| have been told that | have the right to hear the audio tapes before they are used
| have decided that I:
want to hear the tapes
do not want to hear the tapes
Jason Parker and other researchers approved by Gardner-Webb University may

use the tapes made of my child. The original tapes or copies may be used for this
research project, teacher education, and presentation at professionagjsneeti

Signature Date Address
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Dear Teacher:

My name is Jason Parker and | am a doctoral candidate at Gardner-Webb
University. | am currently finishing the requirements for my degreehpteting a
dissertation researching how teachers use data from the ClassSxapenpo drive their
instruction. | have chosen to focus my research on one particular school. You have been
selected to participate in this study as a teacher at this school.

As a research participant, you will be asked to complete an online survekand ta
part in a focus group interview. You may also be asked to participate in an individual
interview or be part of an observation during the school day. All information cdllecte
will be kept completely confidential. You may choose to leave the study anamwith
no repercussions. No teacher names or information will be collected or used for this
study other than to state permission. No teacher names or information will ba tlsed |
research report.

Please respond to this letter by selecting one of the following options.

| agree to participate in the research study.

| do not agree to participate in the research study.

Signature:

Thank you for your time. If you have any questions, you may contact me blyag¢mai
jparker@burke.k12.nc.us or by phone at (828) 439-5711.

Sincerely,

Jason Parker
Doctoral Candidate, Gardner-Webb University
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Thank you for your willingness to complete the survey. Please press submigavhen
have completed the survey.

1. I use ClassScape as a method of formative assessment in my classroom.
Yes

No

2. | use formative assessment in my classroom.

Yes

No

3. What are three words you would use to describe the ClassScape program?

4. Formative assessment, in conjunction with the ClassScape program, allovas t
learning environment of my classroom to be improved.

Strongly Agree

Agree

No Opinion

Disagree

Strongly Disagree

5. Give an example of how the learning environment in your classroom was
impacted as a result of the ClassScape program.

6. Formative assessment, in conjunction with the ClassScape program, has an
impact on my lesson planning.

Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

7. Please give an example of how your lesson planning was impacted as a result of
the data from the ClassScape program

8. Formative assessment, in conjunction with the ClassScape program, has an
impact on how | implement instruction.

Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

9. Please give an example of how the ClassScape program impacts how you
implement your instruction.
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10. Formative assessment, in conjunction with the ClassScape program pacts
how | assess my students.

Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

11. Please give an example of how the ClassScape program impacts how you assess
your students.

12. | tell my students what they are expected to learn and why they are learniniget
material.

Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

13. I invite and build on my students' contributions to the class.
Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

14. | encourage students through my specific and focused feedback aboutithe
performance in my classroom.

Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

15. | encourage students to help one another.
Strongly Agree

Agree

No Opinon

Disagree

Strongly Disagree

16. | show students some examples of their peers' work for the purpose ofidjang
and learning.

Strongly Agree

Agree

No Opinior
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Disagree
Strongly Disagree

17. 1 ask students to demonstrate their work so | can analyze their thinkmn
Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

18. | encourage my students to demonstrate their thinking/work to the aks.
Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

19. | encourage students to suggest ways that their learning can be improved.
Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

20. | show students a range of other students' work to model (or exemplify)itaria.
Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

21. | assist students in negotiating a route to improve their learning.
Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

22. | provide time for students to reflect and talk about their learning wih me.
(Conferences)

Strongly Agree

Agree

No Opinon

Disagree

Strongly Disagree
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23. | help students to understand their achievements and know what th@eed to do
next to make progress.

Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

24. | provide opportunities for students to assess their own work and each etts
work and give feedback.

Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

25. | use probing questions to diagnose the extent of the students' learning.
Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

26. | analyze completed work to comprehend why a student has or has not achieved
success.

Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

27. 1 express approval when achievement is satisfactory to both students and
parents.

Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

28. | tell students what they have or have not achieved with specific referees to
their learning.

Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree
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29. | write an evaluative note on a student's work that is specifically desigd for the
assignment and student.

Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

30. I strive to make my students the center of my classroom practices.
Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

31. | strive to catch student misconceptions about subject matter et they occur.
Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

32. | allow my students to communicate with me during instruction so | caensure
my instruction is meeting their needs.

Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree
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1. My teachers ask me during class how much | understand what they are teaching.
Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

2. My teachers give me smaller quizzes before | take a big test on a unit.
Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

3. My teacher puts as much emphasis on our classroom tests as they do for the End-of-
Grade test.

Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

4. My teachers plan their future lessons based upon how my class is understanding what
is being taught.

Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

5. | feel that | am properly prepared for my quizzes and test because mgr$eask me
guestions while they are teaching me.

Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

6. My teachers tell me what | am expected to learn and why | am leatrning i
Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree
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7. My teachers ask me what they can do to help me better understand what they are
teaching.

Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

8. My teachers tell me what my strengths are.
Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

9. My teachers encourage me to help other students during class.
Strongly Agree

Agree

No Opinion

Disagree

Strongly Disagree

10. My teachers ask me to show them my work during class so they can see what |
understand and what | need more help with.

Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

11. My teachers ask me to showcase my work to the other students during clasyg as a wa
to help them understand the assignment.

Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

12. My teachers ask me how they can make their class more interesting.
Strongly Agree

Agree

No Opinicn

Disagree

Strongly Disagree

13. My teachers show other students' work to the class so we know what the finished
assignment is supposed to be.
Strongly Agree
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Agree

No Opinior
Disagree

Strongly Disagree

14. My teachers allow me to have time to reflect about the things | learnedsn cla
Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

15. My teachers help me to better understand the things | already know and help me to
understand what | need to learn next.

Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

16. My teachers give me time to grade my own assignments during class.
Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

17. My teachers celebrate when | complete an assignment the correct way
Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

18. I always know what questions | got correct on an assignment and which questions
need more help with.

Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

19. My teachers write notes to me on my work to let me know how I did and what | can
do to improve.

Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree
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20. My teachers place the students first in their classrooms.
Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

21. My teachers usually catch my mistakes before | get frustratad toyfigure a
problem out.

Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

22. My teachers allow the students to communicate with them while they are geachin
Strongly Agree

Agree

No Opinion

Disagree

Strongly Disagree

23. My teachers allow the students to set up some of the rules for the class.
Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree

24. My teachers want the students to work together to learn.
Strongly Agree

Agree

No Opinior

Disagree

Strongly Disagree
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Yes, you do--l used ********__glways, sometimes, or never for anonymous responses--I
did preface it with one response for "all that apply"--listed grade levdifect areas, EC,
AIG, electives. Good luck on the completion of your dissertation.

MS ****’

Thanks again for the information regarding the survey. | have spoken with my
dissertation chair and he has approved me (with your permission) to use your adapted
survey for my pre and post survey questions.

Do | have your permission to use your adapted survey?

Thanks again for your time.

*kkkk

Fro m: kkkkkkk

Sent: Wednesday, January 12, 2011 1:18 PM

TO . kkkkkkk

Subject: Re: Survey

In the 5th module for administrators--1t is from a *******__cited also in the intso i
"adapted from a survey contained in the Report on Teachers' Perception afiforma
Assessment (2000) written by Ann Neesom for the Qualifications and Curriculum
Authority (QCA) of the United Kingdom of Great Britain).

We used it as a prelim reflective tool prior to departmental planning.

*kkkkkhkkik

On Wed, Jan 12, 2011 at 9:07 AM, ***xkkcyrote:
Ms, Friwis

| am completing a dissertation study on formative assessment. | ceras te
formative assessment teacher survey on the “********” hlgg. | would like to use this
survey as one of my data collection tools. Could you tell me where | could find the
original questionnaire you discussed in the blog post? You mentioned the **** and
Freekkiekk | searched the ** ****+x% \wepsite and could not find anything.

Thank you so much for your time.

*kkkk
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Appendix H

Classroom Observation Checklist



Table

Walkthrough Data
Dates are between March and April 2011
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Name of
Teacher

Date:

Teacher
has a
clear
objective
for
students

Teacher
used a
formative
assessment
during the
lesson

Teacher was
using the
ClassScape
Assessment
System

Teacher was
reviewing
ClassScape
Assessment
data

Teacher
was
giving
specific
feedback
to
students

Students
were
actively
involved
in the
lesson
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