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ABSTRACT

This project was developed as a response to the growihg
need for authentic assessment,in the area of reading.
Standardized test scores and'current methods of criterion
testing are not telling the whole story aboutvreading
development. In order to meet the needs of the children in
today’s educational Society the way reading is taught has to
change as well as the way it is assessed.

This project gives a theoretical overview of how
students learn to read, what authentic assessment is and how'
the reading portfollo integrates both areas together It
provides assistance to those teachers who are transitioning
into whole language It is in the form of a handbook to help
teachers implement portfolio assessment in the area of
readiﬁg inte'the classroom.

The portfolio handbook is divided into four sections
dealing with four different areas that can be assessed using
authentic assessment techniques. Included with each
assessment is a rationale for using it, how it fits into
authentic assessment, and how to implement it in the
classroom. The four sections are: Reading Assessments,

- Reading Responses, Teacher Observations, and Reflection

Processes.
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| STATEMENT OF THE PROBLEM =
bentroduction

ilThe,past few;years have seen a-major EOCus on.improving'
the public school system and‘its delivery'of'education. A
variety of reportlng agenc1es are 1nform1ng the public that
publlc schools are 1n ~sad shape and that they need to be:

‘fixed. s Accordlng to Plus (CIted»ln Routman, 1988) more

© than. twenty three mlllion Americans cannot ‘read and write

sufficiently, the drop out rate at some urban hlgh schools is
above 506, and onefthird ofyall_adult Amerlcans lack the
communication skills they need:to function productively.
Students are graduating without‘knowing thehbasic'skills of
reading and'writing Business’ reports say that ,students are
not prepared to enter the workforce

Yet, if one looks at other studies they,showvthat sChool
scores are not dropping but are'staying at_theisame levels.
According to one author‘who quotes a 1987 study,'reading‘and,
writing achievement increased'throughout the‘general
population from 1916 to 1989 ( Myersy 1994) . Another author
reported in 1990 that there was good and bad news about
education. The good news was that most people had mastered
the basics. The bad news was that more than justvthe basics
were now required to‘succeedrin todayfs society (Shanker
cited in Harp, 1991). 1In other words, schoolS‘could be
 better but they are educating the masses of children. Tests
scores are rising'oristaying the same (Valencia, Hiebert, and
Kapinus, l§92h). There is . an obvious discrepancy between

the‘varying reporting agencies.



This'author beiieves thatvthe‘discrepancy‘exists because
of what is being assessed because7as‘Miles‘Myers (1994) wrote
“now a,neW'standard‘of literacy'is being-called for .”  When
looking'at assessment’.and the evaluation of assessment in
the. classroom one of the ‘most 1mportant questlons a teacher
should ask is: “What does this child need to know in order
to function in today S society?” |

It is the position of this progect that dlfferent
audlences need dlfferent types of assessments - For the
"student teacher, and the parents the most effectlve approach
to. readlng assessment 1s the readlng portfollo A reading
portfollo is a collection of student work that demonstrates
how he or she is grow1ng in readlng It .can include.
checklists, observations, readlng‘mlscues, reading summaries;_
" book logs, and responses-to reading. For the admlnlstrators
| and the public there w1ll probably always be some type of
test that students need to take simply because they demand
some proof of learning. As was discovered with the demise of
the CLAS test in California authentic proofucan be very ' |
expensive and misunderstood (LA Times, 1994) . However, more
attention needs to be focused onn how studentsvlearn'and not
on what they have learned. | |

This project will explore thebreading portfolio as an
~avenue for authentic_reading assessment. = Authentic
~ assessment is some type of assessment thatftakesvplace'in a
real context with real conditions. This project wili help
teachers to understand the difference between the portfolio'

as assessment and other forms of assessment, as well as give



them help in startlng to develop thelr own authentlc
assessments. | ;

In the past manyvtimes teachers have looked‘at the
“test” to see what a child doesdknow_instead of looking at
'what the child needs to know in order to function as an |
independent learner,in today's,society, Consequently, as
'teachers teach to the test the test scores stay the same or
‘actually show 1mprovement but the chlldren really do not
' learn the sk111s that they‘need to become 1ndependent in
v»reading and Writing,:‘They have simply becomeigood test
 takers. They are functional iiterates oniy in school
7,(Routman 1988) because, as. two authors mentloned the
Laccountablllty movement 1n the seventles 1owered the
standards for readlng achlevement by focus1ng on the minimum
requlrements that chlldren needed (Valen01a and Pearson,
1987b). Another~author Dav1d Dlllon (c1ted in Harp, 1991)
has said: “There is a tremendous preoccupation w1th
~evaluation as an end to 1tse1f rather than looking at
assessment as an ongoing integral part of teachingrand
learning. All too often the learner is left out of the
process.i This raises the question, “Who is education for if
not for the learner?” .ObViously,,educatorshare,in the |
business of teaching.the learner. Therefore,‘itfstands to
reason that assessment and evaluation should focus on the
learner and the learner’s needs. | |

Because’of the,uproar from business‘about the iack of
prepared graduates\entering‘the'WOrk force,.seueral studies

were done during the 1980’s. One set of studies focused on -



the correlation Abetween‘what ishtaught in school and what is
‘v,needed‘tohknow to function in today’s workforce.. Lauren
dResnlck‘(1987) idiscoveredithat there were “four critical
differences.” .FirStvof‘all- 1n school most students work
alone whlle 1n the workplace one has to work with colleagues.
vSecondly, students in school do not choose to use varlous
'r“tools"'to solve problems whereas the worker needs to know
dthe varlety of tools and avallable resources to solve
‘problems Thlrd problems that students solve in school are
organlzed for them and have one. correct answer while problems
‘in the real world are not organlzed and there is llkely more
than one . “rlght” answer. Fourth students in school use
fletters and numbers exclus1vely to solve problems where real
11fe s1tuatlons can be solved us1ng any varlety of sign
systems (Resnlck c1ted in Myers, 1994)
It is obvious in today’ S world that chlldren are going

to need to know much more than they did in the past so that
»-when they are in a s1tuatlon and they do not know how
somethlng works® they have the skills to flgure out how
somethlng works. How do educators 1mprove the s1tuatlon9
ThlS prOJect 1s almed at helplng teachers truly assess a
«child’s readlng strengths in order to help that chlld
1ncrease hlslreadlng level. In order to. make assessment and -
evaluatlon work for the chlldren teachers need to understand
what authentlc assessment is and how it ties 1nto curriculum.
The cr1t1cal questlon for thlS prOJect is: What is
~ literacy? | |

To understand what literacy is one first'must have an


http:understa.nd

understanding of- what language 1s s1nce llteracy is
essentially one»part»of-language, One~group ‘has described
_language as a ‘liVing organlsm because 1t is not made up
from parts but is a whole entlty and 1t is constantly
changing It 1s descrlbed as a system of s1gns ‘that help us
to make sense of the world we live in. Language by itself
is not meaningful. It is when it is used in a social context
that it has:meaning (iRA)f1994), Literacy;then, defines
-those skills!that avberson has-that allows,them to use
written language in‘a functional manner‘regardless the
situation._‘iGarth'Boomer, an Australian educator defined
literacy in_1985fas;i | |
the ability to inject one’s own thoughts and intentions
into meSsages received and sent; the ab111ty to transform
and to act upon aspects of the world via the written word
To function in this way, learners must go much deeper
‘than the coding and encoding of written symbolsQ Beneath
the surface_iceberg of this'ability is the'ability to
‘revise, to arrange,band tobdeploy personal‘experiences‘and
thoughts as well as the abillty to 1mag1ne other people
.d01ng the same thing (Routman, 1988).7
Being literate, although it implies many things,
includes the abillty to be able to read well The question
- of how to best teach readlng in order to create a literate
population has been around for years. »
 There are basically three‘different types of methods
used in the teaching of reading ~ The flrst method ‘is the

decoding or phonics method where teachers teach the sounds



of the letters,tobchildren'so that they candthen “sound out”
the,words and be‘ableito.read‘the text. Today;rthere are |
many who are advocatlng a return to. “phonlcs” because |
children are not readlng vOne~strong advocate of the
phonlcs approach Rudolf Flesch 1n 1955 sald '“Readlng means
lgettlng meanlng from certaln comblnatlons of letters Teach .
‘the chlld what each letter stands for and he can read (c1ted |
1n Weaver, 1988 b 41) » ,

The second teachlng approach deals w1th the various
skllls that readlng 1nvolves - The rise of the basal
1nfluence ‘seems to have been the maln promotlng factor The
chlldren are taught the skllls such as phonlcs,.vocabulary

“main idea, cause/effect sequence and so on in isolation.
The premise is that once they know the sk1lls they will be
able to 1ntegrate them whlle readlng

The thlrd method is based on the language acqu1s1tlon
theory wh1ch advocates that chlldren can learn to read in

~much' the same manner<that avchlld learns to talkf "Th1S‘h
project:iS‘based on'this thirdgteaching approach ﬁy the
_t1me they reach school chlldren have 1nternallzed the rules
‘of the spoken language and use them w1th fac111ty They
learned thlS language system by llstenlng and 1m1tat1ng those
around them ‘ One author says that learning language has to
begln w1th a purpose (Goodman, 1986) . Children want‘to_learn'
the language so they practlce and‘try it out . They‘v |
experiment w1th it untll they become prof1c1ent with it.
Readlng and wr1t1ng are just a dlfferent form of language

,functlon. Surround a Chlld w1th print and opportunltles to



read and write, reédﬁand writé‘with the Child'cften as a
model, provide a purbbsé‘for learning how td becbmé a réader 
and writer, and_the:child Will'learﬁ'to read and write with
a supportive sYstem. - | |

During the last‘few years a shift.hés taken-place in
some classrooms in régafds'tq'the'téaching of:reading and
wfiting. Prior to the shift, the majority Of.children‘were
in basal reading groups, filling out worksheets, and'ddihg
'Véry.iittlé Writing; :It‘did nbt make sgnse?to-ﬁhem.
Coﬁéééﬁéntly, many children were identified.as being non-
‘readers or below~,grade level, or belOW‘average readers.
Children were not‘buying into the reading,énd writing procéss
which is Why they weré only funétiéhally literate in SChOQl. |
Some teachers recognized that the way reading‘andAWriting o
were bein§ taught had to change' and consequently assessment
had to change to meet the’needs‘of the changihg cﬁrriculum.

These teachers that have made a method change have
started to use real books to teach reading instead of relying -
on the basal manual to tell: them how to teach reading.
Children in these classrooms are starting to spend more time
reading and less time on drill and practice. The skills are
still being taught but it is within a context of literature
so that the child can make sense of the skill and see the
reason for learning it. As the teaching of reading has moved
from a decoding or Skills based appfdach to a more holistic“
approach based on real texts for real purposes, the way
reading is assessed should also change. .ThiS'author.would

also like to point out that even though many teachers are



Cstill teachlng read1ng from a phonlcs or a skllls based
method providing them w1th a dlfferent assessment structure:
would help them start to move along the llnes of whole |
language teachlng o | - »

bIn the past most teachers have used tests to assess the‘”
ablllty of a ch1ld to read In wrltlng they looked at a.
piece of wrltten work..dThe concentratlon has been on what N
thelchild cannot .do. llThe more a Chlld reallzes what he or
she can’ t do the more he or she shuts down in the learnlng
lprocess What is needed is a method of assessment that shows
what the child can do 1n the llteracy processes This not-
yonly helps the Chlld focus -on what he or. she can do, 1t also
helps the" teacher because the teacher knows‘what needsvto be
done to encourage the child to learn addltlonal strategles to
become an 1ndependent learner | ‘

Learners need to become 1ndependent ' ngglns says that

“We cannot be sa1d to know somethlng unless we can employ our

knowledge wisely, fluently, flexlble, and aptly in partlcular
and diverse contexts (Wiggins 19935, p. 200)." We need to
prepare our learners for the future. We need to teach
children what to do when they don’t know what to do (ngglns,
1993). Changing assessment to be more llke 1nstructlon will

help educators teach students for the future not just the

here and now.



 REVIEW OF THE LITERATURE

Introduction =

Methods of llteracy assessment are underg01ng some

.uradlcal changes due to changes 1n 3001ety s requlrements for
*a llterate populatlon Slnce the 1920 s 1t has become more -

'-blmportant»that students become more 1ndependent learners

(IRA, 1994) Prev1ously,'1t had been: assumed that knowledge.?

'was stat1c and that it was essentlal to: assess what the
dstudent;knew, Teachers, admlnlstrators and school boards
5Qused'criterion referenced tests and standardlzed tests to o

'7fmake a judgment of a student '8 standlng 1n the academlc areas-

of llteracy v Today we llve 1n a soc1ety where 1nformatlon

H1s constantly doubllng There is no poss1ble way to memorlze
‘all the facts and f1gures ; Therefore, crlterlon referenced

-and standardlzed tests do not present a total plcture 1n what

needs to be done 1n assessment Educators have found that_'

, the process of how one . learns and bullds on learnlng is
:becomlng more- 1mportant than the end product of learnlng such
~as a readlng comprehens1on ass1gnment or test 1f chlldren are

‘rto be 1ndependent learners.‘

HConsequently,'many in education‘are looking forJWays to

focus on the process of learning rather thanlthe"prOducts and

looking at what a student can do in’ academlc areas such as-

readlng 1nstead of focus1ng on what is rlght or wrong based
on a test (Valenc1a, Hlebert and Afflerbach 1994a) Today,
1nstead of relylng on publlsher s tests to tell whether or

not a Chlld is readlng some teachers are now turnlng to

’themselves and the chlldren for observatlons and notes about



the individﬁaiLChild»tO'Qheek'reading'pregress,

This section:WillxeXplore.whatvﬁeaaingiis in the primary
- grades, the portfollo as a tool for authentlc assessment
why authentlc assessment dlffers from tradltlonal forms of
testlng,‘and»what authentlc assessment 1ooks-11ke Flnally;
it w111 look at the challenges faced by implementing |
authentlc assessment.

Before beginning an in depth look at assessment and
assessment practices it‘is_vital td,Understand the difference
between evaluation and assessment. It‘seemsbthat the terms
are used interehangeably and yet,there are some subtle but
clearfdiffefences. Assessment i1s the gathering of data about
students. This data is usually quantitati&e’in nature based
on some type of testing procedufe and provides the
information needed for eValuation. Evaluation involves the
making of judgments about the data collected during the
assessment process and making some type of analysis as to
whether or not a student isvachieving the academic
objectives. (Harp,199i; & Valencia et al., 1994a).

The Nature of Reading in the Primary Grades

Reading is»a complex 1anguage skill. To truly understand
this( one needs to be knowledgeable about what is involved in
the process of reading and how early readers start to learn
th to read. |

In the primary grades children are beginning to make the
connections between print and language. For many of these
children the connection was made before they came to school.

In fact, learning to read‘really starts when children first

10



*start‘to nOtlce:print“in their‘environment and'come to
' understand that the symbols stand for somethlng (Weaver,"’
v 1988). This is s1m11ar to how chlldren 1earn oral language.
':They hear‘wordsbbe;ng spoken and come;to understand that
“1ah§uage7has”a;purpose.‘ They Startftolimitate itbandkthen
‘they”learn‘lt:‘}They;Start‘making,soundsrﬁmove to word like
'Vtwords,?thenawords}eand finally%completeuérammatically correct
. sentences; Although as Weaver cautlons there really are not
b“stages”‘ln learnlng to read there ‘are some common thlngs
that chlldren do as they begln to read
1. They emphas1ze meanlng and understandlng of the
‘story when they tell the story from memory or use the
.:‘plctures.ln the book to help them tell the story They are
‘ not actually “readlng” ‘the’ story but they have more or less
' memorlzed 1t and can retell 1t vTh1s is schema emphas1s.
2. They start to match some 1nd1v1dual words and
letters but still focus on us1ng the pictures as clues to
help: them These same letters and words may not be
recognlzed in a- dlfferent context This is early
lsemantlc/syntactlc emphas1s R
v:,3,’ They start to become more aware of the prlnt on the
,page but use many word substltutlons when readlng . This is
jlater semantlc/syntactlc emphas1s. |
4. They start to try to “sound out” the words as they
read. ThlS is the grapho phonemlc emphasis.
5. They 1ntegrate all three of the cuelng systems to
predlct what is happenlng (Weaver, p. 204 205, :1988).

These children go from emergent readers, those just

11



» recognlzlng that prlnt has meanlng, to early readers, those A
; who are startlng to make sense of the cuelng systems, to |
-fluent readers, those who can use the cuelng systems‘»sdi'"i
‘nlndependently to read ) | d ,‘ _ o
However, not. all chlldren have the advantage of belng
"famlllar w1th prlnt before they come to school (Routman,

,”1988) To help beglnnlng students understand that prlnt has-1

:meanlng there are many shared readlng and wr1t1ng experlencesfyf"Vw"

'._where the teacher or another student shares “a book or what

she has wrltten In order for these beglnnlng students to

i_feel confldent 1n the readlng and wr1t1ng areas they need a

- lot of support and strong role models “As they begln to make_;y‘

the connectlon between text and meanlng they begln to flnd a. v
~purpose for learnlng how to read , Throughout the four yearsu
chlldren spend in the prlmary grades, readlng SklllS are

bullt upon as students get exposed to 1ncreas1ngly more

icomplex and dlfflcult prlnt. 'For‘example,-they w;ll start“to‘
move beyond belng able to read‘simple predictable picture |
"books and short picture book storles 1n klndergarten and ’
first grade and start to 1ndependent1y read chapter books‘ln

the later prlmary grades. Wlth practlce and hearlng/seelng

‘techniques modeled they start to understand the three bas1c B

‘cuelng systems in readlng semantlc (meanlng) ‘syntactlc
(grammar)»-and grapho phonemlc (phon;cs) and how‘toeintegrate'v
athem when they read. o | L /‘, ‘ | L
Readlng therefore, is a process whereby the reader makes

Ca 11nk w1th words on a wrltten page R It becomesa a soc1o—

: pyschollngulstlc process because 1t 1s a transactlon that

12



takes place within a social and emotional context (Weaﬁer,
1988). In other words, the reader intéracts”with the print
based on her background‘knowledge and'ﬁhe information fbund
in the text. | | |

People read forvmany different purposes and a good .
reader needs to be able to be flexible:and'be.able.té read in
different contexts and‘situationé focusing. on what is
important for that particular task ( Wiggins,i9§3;~Smith,
1985; Valencia et al., 1987b) . - Wheﬁ oneblooks at the various
reading tasks people dQ each day, it is apparent that a child
needs to learn much more aboutvﬁhe procéss of‘réading thanv
just léarning,to read bqéks. Every act of reading requires
that the‘reader pull‘from a numbér,of différent resources,
including the text, the feadef’s‘béckground‘knowledgé;‘and
the'ébntext‘of the reaain§ situation (Valencia et al.?r
1987b) .  Good readers‘can sift through all they know and
bring meaning to the’texﬁkthat they‘read. Accordihg‘to.v
Valencia, Pearson, Peters, and WixSon (1989¢) good readeré
‘can read lQnger, more‘complete and authentic texts:about—é
variety of topics and they have developed a love fqr.reading.
Marie Clay has said that good readers can monitér and |
integrate information from several sources using four types
of cueing systems (cited in Fisette, 1993).

The assessment of reading has to serve a number of
audiences. There are four important audiences‘that must be
informed. While all four'audiences ére vital in the
education process there is a dertain priority of who needé to

be informed and when. The first audience is the learner,

13



then the teachef, éfterwards the'school which'iﬁcludes the
‘administfators,vother teachers, and parents undérstandfwhat,
is going on,‘and finally the general ﬁublic and,iegislators
(Berglund cited in Harp, 1991). 2

First, and most importantly it needs to serve the
learner. The learner has a right to kn0w and to describe how
he or she is doing ih school. The assessmeht needs to allow
the student to be refiective about their learning |
. (Afflerbach, Kapinus, and winogréd 1994a; IRA, 1994) because
.selfsevaluation is‘a critical component of becoming an
iﬁdepéndent learner”(thnston, 1987a5L;»It-allowsvstudents to
‘become part of thevdeCision making process\and‘allows them to
set?gdéléf’ Théy bécome knowledgeable ‘about the standards and
fhe-classroom expectations and_they can'set'goalsito achieve
them. | Motivation becomes ﬁére intrinsic as the students
cén see how they are growing and achieving (Silvers, 1994).
As one author writes, we need tb remind ourselves that the
ultimate purpose of evaluation is to enable students to
evaluate themselves. We need to foster students’ abilities
‘to direct and redirect themselves since that is what
eduéation is really about (Feuer, 1993). This self
evaluation is possible eveniin'kindergarten. Students can
reflect on what they are doiﬁg and how or where they need to
improve. = By helping students to self evaluate teachers can
then focus on what the student can do rather than what they
cannot do because all éhildren can grow in their abilities.

Secondly, assessment needs to serve the teacher. In

fact, after letting the student know how they are doing the

14



,fundamental .goal in evaluatlng student work ought to be to

' *llnform the 1nstructor (Flsette 1993) and as the goals and ,

standards pro;ect of IRA p01nt out to 1mprove the quallty of
1nstructlon so that all learners ‘can be llterate (IRA 1994)
‘The teacher needs to be 1nformed about the student.

Then armed w1th that knowledge, she can structure the

:;learnlng env1ronment so that what the chlld learns next 1s

‘w1th1n her zone of prox1mal development (Vygotsky c1ted in
Flsette,1993). Too often chlldren_are-expected to learn
something'they’are not ready to learn. _In‘order for_them toin
learn more effectively it is:important to teach them what
thEY_are prepared*to'learn. hFor‘eXample,_some students are:
‘just'beginning‘to_make‘sense of the readlng process To
rteachdthem about'an author’s 1nferences in a d;fflcult
readlng passage would make no sense‘

Teachers are a v1tal part of the assessment process and
‘too often they have~been relegated;to a_backrseat. Some
authors_(Johnston,g1992b} IRA, 1994) write‘that teachers
‘ refer'to theirvown obserVationsbasj“subjectiVe” or “informal?
‘rather than in more positive terms such as “direct
documentation” . There arelsome’teachersvwho don’t realize
“how well they‘Can assess just byv“kid Watching” and keeping
anecdotal records. Teachers do thlS all the time and yvet now‘
for the first tlme 1t 1s becomlng a valld ‘and recognized way

'ofvassessment One author estlmates that teachers may spend

b‘as much as 20% to 30% of thelr tlme dlrectly 1nvolved with

dassessment dec1s1ons (St;gglns,1988). Teachers need to

better know what is involved with education and how children
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learn. Instead of teachlng to the test as many teachers
':agree they do (Valen01a:etkal., 1989¢) they need to teach the
skill of learning how tojlearn required by.a modern

* -information sooiety. ﬂThey also need to be sure that
students are allowed multiple opportunities to demonstrate
their ab111t1es (Valenc1a and Greer, 1992g) ThlS will only .
-'happen 1f students are assessed in a varlety of ways

Valenc1a states that it is not the test that is going to make
‘the teacher or the 1nstruct;on suocessful, it ;s how the |
teacher selects,ylnterprets, and uses the results of
assessments to shape’ 1nstructlon that will make the
difference.

Assessment also needs tovinform the parents of the
‘growth and development of their child within‘the academic
-and social contexts of school. Thls enables parents to help
their children grow as readers and wrlters

Finally, assessment is for the admlnlstrators and the
publlc so they can evaluate the effectiveness of school
programs. While the authentic assessment suggested in this
project will be appropriate for the learner'teacher, parent,
and principal, there Will probably aiways be some type of
outside tests to inform the community of what is being

learned (Wiggins? 1989). It is the emphasis that is placed

on the test that needs to be reduced.

Traditional Assessment. -

Portfolios fall into the'category of authentic

assessment. When one looks at authentic assessment it is

16



helpful to see how it differs fromvtraditional forms of
assessment. Authentic assessment Stlll measures. learnlng
Just 'in a different way. |

The notion of‘assessing_student learning has been around.
for literally thousands of years. There is, as Bertrand |
points out in Harp'’s 1991 edition of Assessment and
Evaluation in Whole Language'Programs no quarreltwith the
fact that assessment ’and evaluatlon need to. take place and
hlstorlcally, there have been a mult1p11c1ty of ways to do
‘such. Indeed assessment and evaluatlon are necessary to show
growth »‘The d1fference comes w1th what'type of test or.
assessment procedure is to be used to assess and flnally
evaluate learnlng |

In education there are basically two different types of
tests that are used. The first type isva'teacher made test
which tests the student maStery of the objectives taught.
This is commonly known as a crlterion test. Basically what
is involved is students puttlng down on paper what they have
been learnlng about For example, the teacher may have been
teaching about maln 1deas in readlng After worklng with
several examples, the students are then glven a test to see
if they can figure out the main 1dea in various passages
'_Another example,bls the weekly spelling or vocabulary test.
Typically, thlS type of test is used for report card purposes
for pass1ng.or failing a student and is the,most common
assessment procedure in school. Since it is based on
‘objectives and right or wrong answers it is'reliable,and free

'from teacher subjectivity.
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The second type of‘test,'the standardized test 1s.usedb
for‘making’decisions about students, schools and school
districts. During this last century an increase in
‘standardized testing as the main forumvused for‘assessment
“and evaluation,haS‘occurred{ 'Thehpublic has come to rely on
these standardized test‘resultsnas indicators of student
learning. The results are published in the newspaperS'by ‘
‘individual‘schools and school districts for cOmparison.b Some
people make decisions‘about where their'children will go to
school or where they will ‘buy a home based on these flgures;

ThlS popularity w1th standardlzed test scores has come
;about due to a number of different factors The first is
based on ‘the theory that anythlng that ex1sts in some form or
'quantlty can be assessed, Learnlng ex1sts and therefore it
can'beiaSSesSed‘(Har§h199l).- This is based on the -
»supposition that 1earning is based on a knowledge of certain
facts and 1nformatlon Wthh ‘can then be taken apart and
tested. The criterion or objectlve based test assesses in
this manner. Standardized tests were developed based on the
idea that anything‘children learn in school can be tested
based on certain objectives,and‘then the results compared
~across schools, districts, and'even states. .Another
rassumption that thevstandardized”tests rely on is'that
teacher judgments are not objective enough and therefore not
trustworthy and by contrast a standardized test is supposed
to be reliable and valid. v

While it seems somewhat disagreeable there is some merit

" to the notion that teacher judgments are not valid and
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reliable. A 1968 study.gaVe‘an example of giving several
bteachers the same paper to grade. The grades ranged from
passing'to failing (Harp, 1991). vaViouslyf'the teacher
judgments were not:accurate in this case. This in fact Was
true years ago when there was no research to support language
“learning theorles and teachers’ grades did vary enormously.
It can still be true today’lf teachers are not well grounded
in how students learn and what the benchmarks of learning
vare.v However, now teachers have access to research based
on Kenneth Goodman and Dorothy Watson s work as well as that
done in New Zealand and others which w1ll allow them to
become more equltable when evaluating student work.

| This over reliance on standardized test scores has given
way to a new movement called “teaching to the test.
Teachers are not necessarily encouraged to do so but have
found it almost an expected practice. Therefore, a
phenomenon has started to occur where children haye become
good test takers but not independent thinkers. Teachers are
apt to -give more'criterion referenced tests and have students
tested on material that will be on the standardized test,
because then they will do better on the standardized test.
This is a problem especially where business and the real
world are concerned. Studies done in the 1980’s showed that
only those who had the higher level literaCy skillshand could
be easily retrained were able to retain their jobs. The rest
were laid off (Harp, 1991).“It became apparent in‘education'
circles and with‘the general public that something had to'

change in the way children were being taught. These changes

19



'51n 1nstruct1on are now 1ead1ng to changes 1n assessment;A
Hence, authentlc assessment has been brought to the forefront_
of the assessment and evaluatlon scene.u
Authentlc Assessment

jThe"word authenticlrefers toHsOmethinghbeing a real
artifact Authentlc assessment is some type of assessment
that takes place in a real context w1th real conditions.
Performance.assessment is linked to authentlcvassessment in‘
that it‘requires students to demonstrate their COmpetencies'
! by creatlng some type of response or project. to demonstrate
their competence of knowledge of a certain area of learnlng‘
(Feuer, 1993; Valencia et al., 1994a). These projects are
" then evaluated according to a set criteria. The children
know what is expected of them ahead of time and then work to
meet those standards. Traditional assessment has been in the
form7of a test which has been more‘intrusive and threatening'
to the student. ’ |
| In the past, assessment,based on educational programs
has been what has been driving'instruction'which really has
no sound educational foundation. - Students and teachers have
found themselves subject to the dictates of curricula
projects and the constraints of standardized‘testing rather
than focusing on the needs of the students' For this reason »
the focus on the learnlng of certaln facts and objectlves has
been tradltlonally upheld (IRA 1994 & Harp, 1991) .. However,
the goal should be to have assessment 1ntertw1ned with
instruction so that it can be tailored'to‘meet each child’s

needs. This then necessitates a change in the approach to
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curriculumtas'well-aslassessment,
- ‘Authentic‘assessment can‘be veryfpoWerful-in thevarea ofr
'greadingvbeCause 5ust having a'child take'a*“basal reading
test” based on certain objectives ‘taught and then grading it
“ does not give a teacher adequate 1nformation on where to go
.w1th 1nstruction for that child

If 1nstructional practices are changed authentic
assessment can take place during instruction because it looks
ljust like 1nstruction lIn_fact,,they are each other s
driv1ng—force‘(IRA, 1994). Johnston (1987a) says that
evaluation based on authentic‘asSessment is more efficient.
Because it takes‘plaCe‘during instruction important blocks of
‘time need not be reserved ford“testing.” Rather that time.
can be spent more efficiently and usefully‘with'children
actually learning and accomplishing various prOJects

During instruction a teacher can use. observation
techniques and anecdotal notes to make assessments.' Later an>
“evaluation of the assessment will show what has been learned
and where the next steps need to be taken in instruction for
particular students. Therefore, the information gained from-
authentic assessment ‘'is observable and useful and requires a
goOd understanding of what. good instruction'is (Afflerbach et
‘al., 1994a). 1In addition, authentic assessment looks like
instruction in that there are’opportunitiesﬁfor social
‘interaCtion; time for"reflection,vand engaging students'’
interests and motivation(Kapinus 1994) One ‘author advocates
that we need to align assessment w1th 1nstruction because we

need to truly hold ourselves and our students accountable for
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the outcomes ofilearning.?(Valencia,;1990e);

When authentic assessment is used‘inithe classroom it
becomes a measure of changes in learning behaVior (Fisette,
1993) because it looks more at the process of learning rather
than recall of 1solated bits of knowledge (Silvers, 1994)
This information is v1tal'1fbteachers‘are;to teach to the
strengths of the child!t Another.very important distinction
occurs when authentlc assessment is used 1n place of
;traditional methods : As 1t takes place during 1nstruction
_rather than at a separate time, the teacher s role changes
from that: of an adversarial test admlnistrator to that of an
. advocate or facilltator (Johnston, -1987a) . When authentic
»assessment takes place the teacher looks at a varlety of
areas wherevthe child can demonstrate competency. There is
" no such thing as just pencil and paper tasks. Children areit
observed across a variety ofmsituations in order to create a
total picture. ‘One‘author states that.whenfauthentic
assessment is used there needs to be a balance of different
types of texts read, several tasks to be accomplished and
.many contexts in which the assessment takes place (Afflerbach'
and Kapinus, 1993d). Some ideas for what authentic
assessment includes are: direction observations of behav1or,
~portfolios of student work long term pro;ects, logs and |
journals, student interViews, v1deo and audiotapes of student
performance, and wrlting samples.

’One illustration of an authentic “test” is to provide
settings where students applyitheir learning and their, |

problem solving skills. Learning~tasks that are authentic

22



_engage learners in situations that they are 1ikely to
encounterveut in the “real World? (WigginS'eited in»Fisette,:
‘1993)‘eThis type of ihstruction'requires studeﬁts to use
highefelevel'thihking ekills and enalysis which islwhaﬁ"they
will need when they enter the reei‘world.i Wiggins'iﬁ 1989
seid that authentic tests have foﬁf basic‘cheracteristics~

1. They were de31gned to be truly representatlve
of the performance in the field.

2. More attention is paid to the teachlng and
‘learning of the criteria to be used in the
assessment. :

3. Self-assessment plays a greater role than it
does in conventional testing.

4. Students present their work and defend
themselves publlcly and orally to ensure that thelr
apparent mastery is genulne (ngglns, 1989%a, p. ‘
45) ., ' . '

Advoéates of -authentic asse3sment‘have~s£ated that is
should be trustworthy with established procedures  for
gathering and interpreting‘inforﬁation. It should also be
baSed,on»stahdardsbthat'are clear and articulate. (Valencia et
al, 1989c¢). Standards are COncrete'benchmarks for judging
student work at essential tasks. Students need to know what
the standards are so ehat they can be proud of what they do
and they should be required to work until they meet the
standards (Wiggins, 1991b). In addition to having
etandards, authenticvassessment should be reliable which

~means that the score is justifiable, precise and accurate

. (Brandt, 1992). For that to be possible‘teachers need to be
well greunded in learning theory, have established criteria
and models against which to compare student work, as well as
time in which'to work with their peers in order to develop

those models and grading rubrics.

23



Authentic assessment is not without its problems.
There has been‘éome bad préss abouﬁ authentic assesSmentv
‘because of a lack of information givenﬁto tﬁe;public. bThe
CLAS test in california 10st funding due to the public’s. lack
of confidence in the test. fGovernor Wilson vetoed the bill
that would have allowed funding foﬁ the test fof an o
additional five yeafs; 'The standards and criteria for
testing and grading the test were not clear to the public
from the onset (LA Times, 1994). |

~Authentic aéséssment takes'timé.ﬂ Gatheringvand
iﬁterpreting‘the infbfmation_dn_thirt?~plus:students is_time‘
consuming. Teachers have little enough of that as it is.
Afflerbachket:al;.(1994a) saybthat_the assessments,can‘become
‘more-manageablebif-they takg‘the place of the more
traditional assessments. |

Many teachers are not trainéd in thevalternative
assessment procedures such as reading miscue analysis or
running records. Agaih, it takes time and effort to learn
the skills necessary to become authentic assessors (Johnston, -
1987a). Johnston goés on to say that if there i1s a stress of
time and accountability teachers will look for what the child
cannot do on the checklist rather than what they can do.

They have not made the paradigm shift and are still teaching
from the decoding or skill based models‘of reading.  For -
them, this change is bewildering and confusing. 'Many of them
 are finding the changes to be forbidding and unmanageable'
(Valencia et al., 1994a). Forcing them to change without a

change in their own personal philosophy creates an
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fadversarial athSphéré. - Without cleaf_and'articulate
exémplars teaChers aré‘floundering in papérwork. Teachers
who don’t‘have,a c1ear_sense of how to interpret certain
béhaVioré or hdw to evaluate a piece of written work leads to
great discomfort (Valencia et al., 1990e). Observations |
that are not carefully recorded, easily accessible, or
readily communicated, may not be used to their full potential
(Afflerbach, 1993c). Standards that are not clearly |
communicated to learnefs do not allow them to be reflective

‘ upon where they are in the learning process.

Grant Wiggins warns that one kind of assessment cannot
serve all masters (cited in Brandt, 1992). He goes on‘to say
that to be authentic it must also be reliable and to achieve
reliability one needs to know the behavior they are looking
for and have enough evidence that the grade given is apt andv
representative. There needs to be enough information
collected over time to support the conclusion. There need to
be well established techniques: good scoring rubrics, fixed
anchor papers, and proper training.

Another challenge to authentic. assessment are the needs
of the different communities of people that it serves.
Teachers need information about their children school board
members and districts want to be sure that children are
learning something. Valencia points out that the needs of
both groups won't neceséarily be met by using the same
instruments of assessment (Valencia et al., 1994a). 1In
addition to this problem,‘standardized tests are frequently

given more emphasis than what goes on in the classroom. This
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":"’“11 need to: Change since teachers will continue to focus on =

;c met”od of assessment because 1t

:'looks‘atda”»

11d s readlng as 1t actually occurs 1n the d

‘f:c1aé§%¢omn,”;a varlety of,as31gnments;¢ The portfollo shows
m:the process of how a chlld 1s learnlng and focuses on the'-*/5t7'"’

5ufch11d's strengths as a 1earner

Throughout the year, the student and teacher collect

’flltems that show a student S progress 1n the area of readlng

'-‘na:The readlng portfol‘o 1n the prlmary_grades typlcally

:1ncludes teacher observatlon "r anecdotal notes, readlng

’prmlscue analyses responses to llteratu e,,book logs, and

"f7check11sts o_freadlng behav1ors._ However,‘what 1s put 1nto

;fil;the portfollo varles"ﬁ!Asbone group of auth') hé?ﬁﬁffﬁh:

’7~T1nstructf0n together (Sallnger and Chlttenden, 1994)

A portfollo is a*pirpose« i:coileéﬁibh?offstﬁdénﬁﬁ”W*‘



http:method.of

work that exhibits the student’s efforts, progress,
and achievements in one or more areas. The
collection must include student participation in
selecting contents, the criteria for selection, the
criteria for judging merit, and evidence of student
self-reflection (cited in Paulson, Paulson, Meyer,
1991, p. 60). :

In answering the'question “What makes a portfolio a
portfolio?” the authOrs‘(Pauls0n et-al., 1991) have:come up
w1th elght guldellnes they feel are helpful in developlng a

f portfollo

1. The end product must contain information that
shows that a student has engaged in self
"reflectiorm. L S
2. The portfollo is somethlng that is done by the
- student not to the student.
. 3. The portfolio is separate and dlfferent from
the student’s cumulative folder.
4. The portfollo must convey explicitly or
implicitly the student’s activities; including the
purpose, goals, contents, standards, and judgments.
5. The portfolio may serve a different purpose’
during the year from the purpose it serves at the
end.
6. A portfolio may have multlple purposes but
these must not conflict.

7. The portfolio should contain 1nformatlon that
1llustrates growth.

8. Students need models of portfollos so that they
know how to develop and reflect on their own
portfollo processes (p. 62-63).

Basieally, a portfolio tells a story about the student
.(Paulson cited in Hebert, 1992). By telling the story the
portfolio can then provide an opportunity to gain insight
into one’s own growth. As one author wrote “Our literacY is
‘who we are (Neilsen cited in Hansen, 1992, p. 66).” Children
need the opportunity to explore who they really are and
understand that whatvthey Can‘do‘is valuable.

i As a teacher watches a child 1nteract with a text the

‘teacher can determine whether or not the Chlld hag adequate
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'hiibackground knowledge and whether or not the chlld can use

i .ﬁ'approprlate predlctlng strategles to determlne unknown words

E";In addltlon,vthe compllatlon of boo,'logs w111 show growth 1n’jd.f"

sy readlng abllltleS and 11kes and dpSllkes among books

'M?*‘Readlng mlscue analys sjor runnlng records w1ll show wh1ch

1fi#cue1ng system the chJid 1s emphas121ng when trylng to read

H;fdlfflcult passages of texts The teacher then knows what

'”»addltlonal strategles she needs to 1ncorporate when teachlng :

so that all the dlfferent cuelng systems are 1ncorporated

:Allow1ng a chlld to respond to llterature us1l';d1fferent

l*styles rather than just penc11 and paper w1ll reveal a

g‘_‘chlld’

S learnlng strengthS'as”well as check fokiunderstandlngo{i”

"*cFarr‘(19§O) warns that if the portfollo is used as a productfﬁﬁ.i
”tdassessment‘&ool then :-may'not befuseful for helplng h

‘d§students to 1mprove the1r dally work He advocates that

-e-pthere are four goals that a portfollo should set out to o

ofgaccompllsh " Flrst 1t must allow for student reflectlon

.ﬁ;:Second teachers need to employ a w1de range of readlng and

:rkwrltlng act1v1t1es so that the, nstructlon can be tallored tolq

o idlfferent students' needs Thlrd tlme needs to be allowed

’len the Classroom for students and teachers to talk about flt**lﬁ"l

'7;711teracy act1v1t1es Flnally,‘looklng at Valldlty and f‘

'Jf.be 1ncluded

"gfrellablllty amvarlety of act1v1t1es from each ch11d need to

A survey study done in. 1992 (Calfee and Perfumo, 1993) ff.f“'




was conducted on the use of portfolios. The first conclusion
was that the portfolio was a reaction to external control For
example. the standardized tests. The problem was that many
of the teachers responding did not seem to have the
understanding and technical support. In addition, the
authors found that there was a notion that anything was
acceptable to go into the portfolio. Again, this revealed a
lack of technical understanding. Finally, they were
concerned that the portfolio movement may die out due to the
time constraints and or the fact that school districts may
try to standardize it. Donald Graves has also expressed his
concerns about the use of portfolios. He writes (cited in
Fueyo, 1994, p. 405) that “without careful exploration,
portfolio use is doomed to failure. They will be too quickly

tried, found wanting, and just as quickly abandoned.”

ummar

Learning to read and starting on the path of becoming
literate is a complex but essential life skill. Primary
grade children need and deserve a supportive environment in
which to learn how to read. Learning to read can and should
parallel learning to talk. Children need to find a purpose
for learning how to read. Once they understand the meaning
of print and have a desire to learn how to decipher it they
are well on their way to becoming literate.

As reading is such an important form of language use,
the assessment of reading should provide as much support to

the learner as possible. This will allow the learner to make
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dec1s1ons about her learnlng,to feel pos1t1ve about her
growth in readlng ablllty,. and w1ll allow the teacher to
build on the learner(s;strengths which in turn will help the
'vchild deuelop thelSkills ofua “good””reader, a person who can
brlng meanlng to. dlfferent texts at- different tlmes In
addition to_helplng the student and the teacher, the
assessment practice shOuld provide‘information to the parent_
" and administrator about how a ‘'child is doing with the process
‘of learning‘to”read.,‘

In dealing with the proceSSpof learning’to read,
allowing for self evaluation}'andiintrinsic motiyation,‘the v
reading portfolio seems’to'be the most able vehicle to
support the child and the child’s‘instruction:in the area of
reading. It is a collection‘of;a studentfs work‘throughout

the year. This collection should include a variety of
learning tasks and'projects The portfolio is based on
authentic assessment practlces because what is put in 1t is
rbased on real 1nteract10ns w1th text. The portfollo process
is more concerned with. proceSs than product because, although
products are put in the portfolio, they are'products that‘
demonstrate some type of. change in learnlng behav1or and
.progress towards.becomlng avreader " It is integrated: w1th
1nstructlon in that what is put 1n the portfollo comes from
what is done durlng the 1nstructional perlod There is no
separate test such as there 1s w1th traditional assessment.
In fact, it allows for a variety of ways for the Chlld to
demonstrate strengths 1n~the area of learnlng,how to read_byv

allowing for different types Of.projects to be included. 1In
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‘thlS way the portfollo can show what the ch1ld can do and the
progress that is made rather than just p01nt out the ‘
.def1c1ent areas By d01ng th1s the evaluatlon of the
rportfollo then allows those 1nvolved to see what steps need
to be taken next 1n 1nstructlon for that ch11d

‘ Authentlc assessment and the readlng portfollo are not
rw1thout thelr own problems There need to be standards that
are clear and concise and teachers need to take the t1me as
5well as. be allowed the t1me to learn authentlc assessment
techniques.- However, authentlc assessment and the portfollo
apbroach"seemdto‘bef901ng'1n the rlght dlrectlon in regards
to how educators need to be loOking at education today.
Children'need to learn to be independent learners'and‘to be
able to know what they need to do in order to learn.“They
‘need to be self reflective and intrinsically motivated.
Educators must‘look to what the child needs to know in the
future. Memorlzlng facts and learnlng bas1c skills in
isolation are becoming outdated teachlng technlques Unless
traditional instructional practices and assessment procedures
change, the children of today‘will not be successful in |

tomorrow’s society.
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o B GOALs AND LIMITATI ONS
f{-Introdngtlgn | , ‘,l. ?*‘ A b *“:“::- .
Th1s progect has been developed to help teachers ‘ :
o understand what authentlc assessment 1s,'why 1t 1s benef1c1alv‘

1to use in readlng assessment and how to‘set 1t up 'The
portfollo approach to readlng assessment 1ncludes many of

‘fthese 1deas and so w1ll be the vehlcle to propel thls prOJect,:"

forward L v ‘
' l‘h Authentlchassessment w1ll tell more about a student s .
‘growth and where a Chlld needs to go w1th 1nstruct10n Byf'y

f‘keeplng a portfollo of authentlc assessments the evaluatlon
v'jprocess and subsequent 1nstructlon is made much easier:
Goals and Objectlves,h f o h |

. This progect 1s a handbook on authentlc assessment

.blncorporatlng the portfollo approach It is developed for
;teachers 1n the. prlmary grades (1-3) who are moving away from
the skills model oﬁsreadlng andvtrans1tlon;ng'1nto whole-‘
language. ThiS'project has a“number of'objectiyes First
it w1ll help teachers understand what authentlc assessment is
'and how 1t is reflected in the readlng portfollo.v It w1ll
demonstrate why the readlng portfollo is beneflclal in ‘a
"_readlng program In addltlon,‘lt w1ll demonstrate that there
are concrete standards in. the hOllSth approach to learning.
'Flnally, it w1ll prov1de a theoretlcal background that glves =
'credence to the 1dea that the teacher and the student are the‘
,most 1mportant people 1nvolved in the assessment and

Jevaluat;on process.
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bfngmltatlons S o » T
As w1th any theory on learnlng the blggest llmltatlon of,‘”
*thls progect ‘is the phllosophy of teachers who w1ll be _
'readlng the handbook Obv1ously, not everyone is a hOllSth
_teachera- For that reason th1s handbook 1s geared more ”ﬂ:‘
towards the teacher 1n the prlmary grades (l 3). who is in
,‘tran51t10n from the tradltlonal sk1lls based model of readlngf
and headlng 1n the dlrectlon of hol1st1c teachers Many
skllled based teachers are afrald that in the whole language
'classroom anythlng goes and there are no sk1lls belng taught. l”
'Nothlng could be further from the truth The sk1lls are |

' belng taught 1t 1s just w1th1n the context of llterature As

o Valenc1a et al po1nted out the act of readlng can be

compared to a sport In sports 1t 1s not the 1nd1v1dual“_
skllls*thatvmatter but how the‘sklllslare put together to
| play the game (1989) Nothlng,could:be‘morevtrue‘in readlng.~
For example, understandlng the;mainridea,.the inferencesy and'
cause/effect are 1mportant-but not-in and of.themSelves
They'matter within the context of what ohe is readlng. ‘By
vusing~a portfollo to collect student word the evaluatlve
" process w1ll show the 1ntegratlon of the skllls in the
reading process
‘An‘addltlonal limitatlon is the'grade'leVel' This

'projectyls geared towards the . prlmary grades 1 3. However,
many of the 1deas could be used in grades 4- -6 by adaptlng
them to‘flt the developmental approprlate needs “For
1nstance,‘the type of books belng used would vary accordlng

‘.to the grade level as would the types of responses In
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grades 4-6 the students would be able to produce more complex
projects as Well as be more elaborate on'Various
assignments. |

The lack of time to learn about authentlc assessment and
the shortage of time to 1mplement it would be ‘one more
limitation of this project. Teachers do not have a lot of
time as it is. A suggeStion for overcomlng this limitation
is to start working with authentic assessment slowly. |
Teachers could try one new thing each reporting period and 
- build the authentic aesessments as they go along following
Johnston’s advice alibwing the authentic assessments to take

the‘place of criterion assessments(1987a).
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| AUTI&_EN%IC“ _ASéﬁSS‘MENT‘ |

B ‘A HANDBOOK ON READING PORTFOLIOS '
vIntroduction | . ‘ B

VAuthenticfassessment is. assessment that takes‘place in a
real context with real condltlons., It can be performance'
hbased in that students are. requlred to create some type of
hresponse or prOJect to demonstrate thelr competence of
‘knowledge about an academlc area and then ‘have that response
or prOJect evaluated accordlng to ‘a set criteria agreed on
before (Feuer, 1993 Valenc1a, Hlebert and Afflerbach
1994a):’ It requlres students to apply their learnlng and
‘problem solving skills and typlcally requires higher level
thinkingc(Wiggins‘citedfin Fisette, 1993). |

A reading portfolio is anlexample of authentic

assessment. [It is a collection[of student work over a period
of time. The reading portfollo can‘include the following |
items: checkllsts,»observatlons,»readlng mlscues or runnlng
records, readlng summarles, book logs, responses to readlng,
and audio ahd v1deotapes of student readlng. Typrcally the‘
portfolio’is some type of folder which is reViewed’”
periodically by the student the teacher, and the parent
The student can look through to see how she is progress1ng
and the teacher can ‘use 1t to evaluate the student s
strengths in the areas of readlng This . w1ll then allow the
teacher to plan 1nstructlon for that student to meet her
needs Whlle the portfollo serves its purpose as a tool for
assessment and evaluatlon by both student and teacher it can'

also include input from the parent (s). This allows the
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parent (s) to be aware of the student’s growth in reading
ablllty

The reading portfolio 1nvolves everyone concerned with
the child's’ reading education. Students and teachers pick
items to go into the portfolio that demonstrateva student’s
growth over a period of time. These items should reflect the
standards of the classroom and how they were judged. In
addltlon, the items which are 1nc1uded by the student should_
show some student self reflectlon and why she has chosen to
1nc1ude them. Parents can also be invited to part1c1pate in
thlS reflectlon process and plck 1tems to go in the portfolio
which they feel demonstrate growth in their child’'s
abilities. 1In this way, everyone directly involved with the
education of the student has a &oice in the assessment

process.
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PORTFOLIO ASSESSMENTS

' This section of the handbook will deal with the actual
assessments that can be used‘in the reading‘portfolio.
Included with each assessment is a rationale for using it,
How it fits into authentic assessment, and how to implement

it in the classroom.

A. READING ASSESSMENTS
1. ‘Emergent Reading Evaluation
2 Running Records »
3. Reading Miscue AnaleiS/Burke Reading interview
4. Cloze texts |

B. READING RESPONSES
1. Story maps
2. Responses to literature
3. Projects

C. TEACHER OBSERVATIONS
1. Anecdotal notes
2. Checklists

D. REFLECTION PROCESSES o
1. sStudent reflection form on readingb
2 Parent réflection form on reading
3. Interest inventory ’
4 Book logs
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READING ASSESSMENTS

 INTRODUCTION

| There are basically four kinds of 1nforma1 readlng
assessments that fit 1nto the “authentlc” test for readlng
The first test is more for children who are not reading text
‘independently. The last three-tests are for.children who can
read'texts independently. They‘are emergent‘reading

evaluation, running records, reading miscue.analysis/Burkev

- ,reading interview, and cloze tests ‘These assessments

~actually look at the reader s readlng strategles and -
'strengths 1n the readlng process . By evaluatlng them the
teacher can also note what strategles need to be stressed
w1th the;chlld\dur;ng instruction. Most of these assessments
can be woven into regular instruction time in small group
_settings or on an individual basis. The students need never

know that they are being “tested.”

| EMERGENquREADING EVALUATION‘

The emergent reading evaluation'was developed to help
teachers assess where a student is in regards to emerging
11teracy. The evaluations look very s1m11ar to what goes on
in everyday instruction. This instrument‘can be nsedbwith o
all emergent readers. However, it may be most useful with
those students who are having difficulty learning to read.

The assessments have been adapted from Literacy‘Assessment A

handbook of 1nstruments edited by Lynn K. Rhodes (1993).

There are five parts to thlS assessment process. Not
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-all of them need to be used at the: same tlme nor do they a11
need to be used when making the: evaluation of the student
‘Teachers may pick and choose those parts they flnd to be most
benef1c1al to the 1nstructlonal process ‘The five areas are:

*DraW1n9 ,

*Dictation‘

*Reading ,
*Familiarlty w1th literature
*Book handling

The procedure for these~assessments is givenvfor a‘small‘
group settlng of about 3- 4 students ‘This" author suggests
that until the teacher is familiar w1th the process that she
‘may want to limit herself to 2—3 students at a time in order
to fill out the evaluation forms as she goes along. Once she
“is more proficient she can include more_children in the
group.
DRAWING/DICTATION/READING
PROCEDURE H
1. The teacher tells the children she would like to
v know more about them. Give each child a piece of
paper and' crayons or markers to work with. Ask the
‘children to draw a picture about themselves. Set a
time 11m1t to. encourage them to work at it more
quickly
2. As the children work"make notes;onahow they go about
accomplishing the assignment. For example:' do they
talk whi1e~they'draw, how do they interact with the
other children etc, | |

3. Ask the children to turn their papers over and write
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- 11.

12..

thelr flrst and last names on the paper. Whlle theyf]'

are wr1t1ng observe the use of ‘capital and lower

”case‘letters, letter and word~reversal,'and letter

formation.

‘Record 1nformatlon on the draw1ng evaluatlon sheet

‘Ask each chlld one at a tlme to tell more about

themselves. The other chlldren can contlnue draw1ng

or: look at books whlle waltlng the1r turn.

. ‘As the chlld tells about herself wr1te down what she_“
says. Make sure that she can see what 1s be1ng

:wrltten and that 1t 1s wr1tten neatly w1th correct

spacing.
As‘the teacher prints the-teacher says outnloud what
she is printing;. | '

Encourage theschild to'respond in sentences.v for

example, if she is just labellng the plctures ask

her to tell more about the picture. l Prlnt the

chlld s language exactly as she says 1t even 1f 1t

is not grammatlcally correct

'Try to get between 3-5 sentences.
- Observe ‘as the Chlld dictates. QUestions to ask:

"*Does she dlctate one word or one sentence at a tlme

and wait for it to written down?
*Does she just keep on d1ctat1ng even though 1t 1s
obvious that the writing is behlnd what she is

- saying?

*Does she have to be asked to speed up or ‘slow down’
*Where does she look as she dictates?
*Does she watch the paper°

Fill out the dlctatlon evaluatlon form

Have the chlld read the dlctatlon aloud and point to -

the words as she reads. If she says shevcan t, tell
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13.

14.

15.

16.

her to pretend. o _
Record what the child'says during the reading on the_
reading evaluation form. Write down‘What She says.
Observe as she reads.. Some questions to ask:-

*Is there a 1 to 1 correspondence between saylng a
word and pointing to a word?
*Does she know dlrectlonallty (top to bottom, 1eft

~to right)?

*Does she have confidence?
*Where does she focus her visual attention?

Ask specific questiorns to find out about her
knowledge of print. Ask her to find three dlfferent
words and one sentence

Fill out the dictation evaluation form.
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DRALING EUALUATION FORM
' DRAWING

‘INDEPENDENCE IN DRAWING

Little
Moderate
Quite a bit

CONCENTRATION/INTEREST IN DRAWING

Little
Moderate
Quite a bit

'NAME WRITING SECTION OF ’DRAWING
‘ CONCENTRATION/INTEREST IN WRITING NAME

thtle
Moderate .
Qulte a bit

:ABILITY TO WRITE FIRST NAME (Disregard letter

formatlon/dlrectlonallty)

“Does not know how to write first name.

Has a minimum understandlng ‘that first name has
letters/symbols

Can write one or,twé’letters.ln first name.

‘Can write several letters in name.

Can write most or all of the letters in first
name.

ABILITY TO WRITE LAST NAME‘ (Disregard letter

formation/directionality)

- Does not know how to write last name.
Has a minimum understanding that last name has
letters/symbols
Can write one or two letters in last name.
Can write several letters in last name

~Can write most or all of the letters in last
name. «

NOTES:

Adapted from Rhodes, 1993a
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DICTATION EUALUATION FORM

LENGTH AND.FLUENCY OF DICTATION
Only labels the pictures
Can dictate less than 3 sentences
Dictates 3-5 sentences with lots of prompting
Dictates 3-5 sentences'with some prompting '

Dictates 3-5 sentences on own

PACING OF DICTATION

Very slow

Too fast> ‘

Pace varies; sometimes she waits for the writing
'sbmetimes she doesn’t \ ' '
Waits for each word to be written before
procéeding ‘ S v v

Waits for eaéh phrase/sentence to be written

before proceeding_

INTEREST IN DICTATION
Does not pay attention to the writing of dictation
Pays a little attention to the writing of

dictation v
Pays some attention to the writing of dictation

but doesn’t really focus on the print

Pays quite a deal of attention to words as they
are printed L v ‘ ‘
Child tries to read words as teacher writes them

NOTES :

Adapted from Rhodes, 1993a
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DICTHTION REHDING EUHLUHTION FORM

NOTES ON READING

BEHAVIOR WHILE READING OR PRETENDING TO READ

Refused to read or pretend to read
Retold or pretended to read from memory
Only read a few known words

Used memory and known words to read

Used memory, known words, and other print cues to.
read.. o

CORRESPONDENCE BETWEEN DICTATION AND READING OF DICTATION

Little correspondence

.Some correspondence

High correspondence although some miscues don’t
make sense:

High correspondence; miscues that were made, made
sense ' '

DIRECTIONALITY

Did not point top to bottom or left to right
Consistently pointed top to bottom or left to
right

Consistently p01nted top to bottom and left to
rlght

. VOICE-PRINT MATCH |
_ Does not match

Some match
Voice and print well matched

"'Adapted from Rhodes, 1993a
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fAMILIARITY WITH LiTERATURE
. PROCEDURE: |
1. Ask the child if she khoWs any well known nursery
rhymes. For‘example;' say “Do you Enow ‘Mary had a
iittlé iamb"or ‘Jack and Jillf or_‘Humpty Dumpty’?”
If she indicates‘that she does,.have her répéat one.
»Hel?_can be given on th¢‘first line to get het
started. e » |
2. Ask thevchild‘to:name her faﬁorite storiés.- Record
' the names of the stories andvhave the child tell
| about'them;‘ P
3. Put four traditional folk tales on the table and ask
‘the child if she knows any of the stories. Let her
look at the boﬁks. Ask her to tell about each story
that is familiar. A complete retelling is not '
neceséary just enbughvto get a general idea of what
she is familiar with. 'Sbme-examples of folk tales
to use: | | |
~ The Three Little Pigs
‘The Three Bears
The Three Biliy Goats Gruff
Little Red Riding Hood
Hansel and Gretel
Jack and the Beanstalk
The Bremen Town Musicians
The Little Red,Hen

4. Record information learned on the evaluation form.

46



I.ITEHHTUHE FHMILIHHIT\’ EUHLUHTION‘ FUHM

FAMILIARITY WITH NURSERY RHYMES , L
Dld not recognlze any nursery rhymes

Re01ted rhyme(s) w1th lots of help I
Re01ted rhyme(s) w1th a llttle help at the 3
beglnnlng T;- e Co ST

,Named story/storles a
detallia utlthem Tf”‘
nd/or characters and told

descrlbe i

amed story/.st'or:LeSE
B u.~;;about them " pe
ftLIST OF FAVORITE STORIES AND CHARACTERS

Recognlzed t1t1e(s) but was unable to re01te anyj}fAV*

/or dharacters but couldn t afI_f;‘

.TFAMILIARITY WITH TRADITIONAL FOLK TALES ;IOV
R Knew; :folk talesy‘~ R
‘Knew folk tale |
ffolk tales i
Knve folk tales:f‘
. ____ Knew 4 folk - e
- FOLK TALES RECOGNIZED

Knew

‘w.i, oF Ho

bh:ﬁOTESIﬂH“..rm_J-

| Adapted from Rhodes, 1993a -




BOOK HANDLING

1.

Select a predlctable book that. would be approprlate
for normally ach1ev1ng flrst graders to read on
their owng Try to choose‘a book that does not have
the front cover reprinted on the back.

Show the child the front cover, point to the title
and ask her what that w111 tell

Read the book to the Chlld If she attempts to read
along do not dlscourage the reading. '

Read the book again and encourage the child‘to read
along. Hand the book to the child upside down and
backwards and ask her to open the book to where the
story beglns |

If the child is unsuccessful help her flnd the flrst
page of the»story Read the flrst 3 4 pages of the
story and p01nt to the words

After readlng 3~ 4 pages th1s way turn the page and
ask the child to point to‘where the teacher needs to
begin reading. Observe whether the child points out
the first word on the left hand page.

Read this page continuing to point to the print.
Encourage the child to read along. |

After reading a few more pages and you come to a
page where the_sentences are broken up k(eg. and
cats. I like . . .) tell the chlld to p01nt to each
word on the page and count how many words there are.
Miscounting does not 1nd1cate that the chlld does i
not know a correspondence between words and nﬁmbers.

Read the rest of the book together.
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10. Fill out the evaluation form.
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BOOK HANDLING EUALUATION FORM
TITLE o - R

f‘éannot showvtitie‘or tell its‘purpose‘

- ,Can_indicatevthe title and tell its purpose
PLACE TO BEGIN READING R
v Child holds book upside downvor backwards
- Child holds‘béokvcorrectly butnnotbopened to
‘correct page o |

child opens-book to either title page‘or firstn

v page of story
PLACE TO CONTINUE READING
. Child pointS'tb picture on wrong page
- Chiid'points to pictures on right page
Child points to print'on wrong page
Child points to print other than first word on

right page

Child points to first word on right page
UNDERSTANDING OF WORDNESS ‘

Has no understanding of “word”. ”Randomly'counts.

. Counts each‘letter

Countsneach word

" NOTES

Adapted from Rhodes, 1993a
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RUNNING RECORDS

If a chlld can. read s1mple predictable books ‘then :
dthe teacher can look at the child’s reading u51ng a runnlng
record. A runn1ng record 1s s1mllar to readlng mlscue
»analy31s but it has been adapted to the regular classroom and»

is easier to 1mplement This 1s why it comes before the

, mlscue analy81s 1n thlS handbook Runnlng records were

e developed by Marie Clay to help teachers make dec181ons about

‘text dlfflculty for a chlld how to group chlldren, and as a
Nmethod for keeplng notes on the 1nd1v1dual progress of
”chlldren_(Clay, 1985). ‘

Running records also help teachers'understand the cueing
systems (grapho-phonemic, syntactlc, semantic)gthat‘a reader
~uses. The grapho—phonemlc cueing system is the‘knowledge of
letter/sound relations and patterns.‘ This is more commonly
- known as tsounding out”’the words The syntactlc cueing
'system is the patterns of language or the grammar of
language This 1ncludes word endlngs, functlon words, and
word order Wthh give clues as to word identification;‘ The
semantic cues are the meaning relations~among words and
sentences in the text (Weaver, 1988 .
| Good readers use the,three.cueing systemsv
simultaneously. They use their»knowledge of syntax and-
semantics to predict what is coming next and use grapho—
phonemic to confirm that‘prediction.v A‘struggling reader
over emphasizes one of the‘systems. For example, some
children rely mainly onvthe grapho—phonemic.or:sounding out

cues. They sound out’every”word but don7t understand_what
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they have read because they have been so 1ntent on f1gur1ng
out what the letters sound like. ‘ ‘

A runnlng record allows a teacher to observe what a
child is able to do in the readlng process as well as
‘1dent1fy chlldren who may need spe01al attentlon Armed w1th
this knowledge the teacher can then plan approprlate
yxlnstructlon for the chlld | |

A runnlng record 1s approprlate to use w1th everyone in
the class ‘For students who are more prof1c1ent in the
readlng process it needs to be done only once every two three
months. Students who are stlll worklng on readlng strateglest
should be assessed every 2 3 weeks |

There are dlfferent ways to fit it 1nto the regular
classroom schedule Some teachers do one or two students
every silent readlng Some do 1t as part of" rotatlon centers
or groups The group that is w1th the teacher reads to her
‘one at a time. The others can look at books whlle one chlld
reads. Other teachers walk around the room with a cllpboard“
’ during readlng time and llsten to various chlldren‘read and
keep the record on the clipboard. |

Thevfollowing\procedure for doing runninghrecord was>
adapted from Marie Clay’s'running recordS‘found in The Early
Detection of Reading Difficulties. |
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ﬁl Select a text Mangﬁteachers use the texts that theyt;“;‘

‘5are currently us1ng 1n thelr classrooms l Generally,‘”‘

‘3fthe Chlld should at least read about 100 200 wordsfof

vjthe text The text can be somethlng that the chlld has;f\fffﬁﬁfli

rialready seen before The follow1ng guldellnes can help o

' the teacher when matchlng text dlfflculty to a student S}‘;y’

- fablllty

Easy text "t.“ d:'ﬂ595 1005'correct :_b
-;5 Instructlonal text .90~ 94% correct R
i Hard text 'fflkf¢;80 89° correct }f‘*'

,[tFor thls reason Marle Clay suggests that teachers may

'Affﬁwant to use a set of“graded‘m, erlals‘f Tf i

'dlooklng at a chlld who may have a potentlal readlng

. difficulty (Clay, 1985) .

'52,‘ ‘Make a copy of the text or use a blank plece of

fpaper for recordlng purp.éesfl_ ‘ | il
d3;f Have the chlld read the text and mark on. the pleceld

'lof paper as the Chlld reads Whlle the chlld is readlng‘rd}“d
'mark any mlscues, rereadlngs, or questrons,thevchlld__‘ V
”makes whlle readlng ‘: RO ‘H‘:”l »
4. After the Chlld has read count the number of errors“
and self correctlons, and analyze the readlng strateglesg

dvthat she 1s us1ng The follow1ng are ‘some. questlons that:‘~‘

/wp-could help in the analys1s

bf *Is the chlld trylng to make sense of what 1s belng
‘ read°, (semantlc clues) ‘ VI

'¢{*Is knowledge of language patterns belng used°
s(syntactlc cues)

B *Is_knowledgeﬂOf'lettérsiandrtheir‘soundSLbeing" |



used? (grapho-phonic clues)

*Are confirmation and self-correction strategies
being used?
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'Tuﬁjg';when a l,ne 1s omltted eachcword 1s an error

»to read a word record ali:@f7f
;her attempts B

“uflower case.

x»fi4f kIf she self corrects correctly wr1te SC

‘hTS,ngf a ch11d does not glve a response for a word 1t is :
_f‘:»recorded with a dash (-). ‘If'a child 1nserts 1nserts a
o word the word is. recorded over a dash. i SR

,.;?Chljd i s Chlld gl;ttle
'."Text 1ong 3h Text el e

’?'B;QQWhen a Chlld 1s unable to go on he 1s told the word and
5”171t is recorded llke th1s e Cou e

"LfChlld

S home
”3:-Text

house T

HiQ}QEWhen a chlld asksl

he teach r:for help the teacher shouldﬁf{t’“*
. .say. “You,try'lt @

‘d'mark (AY«on the record before

Mother

”Zf;makes honey TTAv

‘f_.Mlspronunc1atlon Of a rd 1s not counted as an er or.
\ ~e.g. frough - S : R AR

through




CALCULATION AND CONVERSION-TABLES.

ERROR RATE  'PERCENT ACCURACY
. 1:200 - 99.5
- 1:100 - 99
1:50 98
1:35 97
1:25 96
o 1:20 95
1:17 o 94
o 1:14 ' 93
©1:12.5 S92
- 1:11.75 91
1:10 90
1:9 v 89 -
1:8 :87.5
1:7 85.5
1:6 83 '
15 © 80
~1:4 75
1:3 66
1:2 50

CALCULATIONS

RW= Running Wofds-

E = Errors -
- 8C = Self-corrections

ERROR RATE

Number of Running words RW

Number of errors  E

e.g. 150 = Ratib'izlo.

15
ACCURACY
[100- 150/15] &  [100 - RW/E]%
=90% | o
SELF CORRECTION RATE
E+SC :

sC

1545 = Ratio 1:4(Clay, 1985)
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'dfit“I can t bear 1t 'vsald the koala

l?gQIaughlng matter ”ft

 Accuracy 100-7= 85.5%

SAMPLE RUNNING RECORD

NJ;Hundreds of people came to:the zoof

bdthey left there was always”trash:everywhere.. S

alme to

':annon$+5
amongst-

ff*humsd veb'
‘themselves

7 -:"pa\n'\ s B
»“It 's a paln in the;neck

‘“Trash makes me hopplng mad m the kangaroo replled
S R R chsmpu.nz,ee el
‘_:“Trash drlves me bananas _sa1d the chlmpanzee.,,s

R or_reo.m : S
“v“It makes me squlrm,” sald the snake.” [
T s -

“Yoﬁ(re rlght sa1d the kookaburra.r'fltfsﬁﬁo L

muttey

e

,?The keeper heard the grumbllh’5Viﬁweﬁveggotua.-9f

'.problem,ﬁ he sald

‘“But I th1nk I know how to le 1t

TR pam“-‘tﬂgs SRR v
-;nThe keeper got a board and some palnts,_and made a:

o '/\U-V\ . . " .
e huge 31gn.5 Don t trash our zoo.

- ‘Cowley, J. (1987), Trash. Bothell, Washingto right Group.




E -'*“ Vi 6ew-m v e

‘/V\/ 'L‘\‘/y v \/\/ V 'm' a.-Her:":.»:'-:

v
v
‘\/

v v Vv V‘* Chimpunzee
: ‘ cwmpanzee__-,,
 bCream o

muH«er

gauﬂ-lng's
Pa( v\+s ‘ l",:": ) V




READING MISCUE ‘ANA&I'..YSIS"Y

. Reading miscue'analeis'is a similar method where
h_teachers may look at a student s readlng performance and galn
'1nformat10n about how they are g01ng about the reading
process. It prov1des-1nformatlon about a student’s in--
vproceSS‘beliefs,about reading,and reading instruction, and
about hervcomprehension (Harp, p. 52, 1991). It shows which
of the three cueing.SYStems (grapho—phonemic, syntactic,
semantlc) she uses‘predominantly, or if she is able to use
-all three s1multaneously By gatherlng this information
the teacher is then able to create 1nstruct10n that bullds on
:the student’s strengths while at the same time meeting the
1nstruct10nal needs

Slnce th1s procedure takes longer and is more involwved
that running records it is recommended that it be used with
those students who have extreme trouble with the reading
process or whose progress is somewhat puzzling to the teacher
and a more indepth evaluatlon is nécessary.

The following procedure for miscue analys1s is adapted
from Assessment and Evaluation in Whole Language Programs
edited by Bill Harp. It begins with the Burke Reading
Interview. This allows the teacher some insight into the
reading perceptions that a child may have. It can help tell
how and why the child is going about the reading process in a

particular manner.
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PROCEDURE. | . ‘ ‘

2'1. Select a student 'Generailydbecause‘this proceduret
is more tlme consumlng the student w111 be one that

f:seems to be hav1ng dlfflculty with the readlng process

2. lee the student the- Burke reading 1nterv1ew

3. Select a story. The length depends upon the age and»7
sability of the reader but;must have a beginning, a

middle, and an end. The story itself should be

unfamiliar to the student.u HoweVer,vthe format-ofwthe
story should-not be.‘ A minimum of 25 miScues is needed;
in Order to see‘a'reader’s strategies for reading.

Therefore;[the'story'must be slightlyvdifficult for the

reader. | f - | ; | ‘ |

4. . Prepare a typescript of the story or photOCOpy'it.

The student w1ll read dlrectly from the text. However,v

the teacher needs a copy of the text in order to mark |

down the readlng mlscues that the student makes as she
is readlng.

5. Have the child'read tape record the reading, and
mark the miscues on the prepared script. Teil the child
: that she is going to read to her teacher ‘and that she 1s‘
» to read as though there is no one there Otherw1se,'the'“

student will look to the teacher for approval when .

_ readlng a dlfflcult passage Tell the ch11d that the
teacher needs to see what she does when she 1s reading
alone and by herself Make mentlon of the fact that the
ses31on w111 be tape recorded ‘'so that the teacher can

listen to 1t again and make notes.
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'Tﬁé; After thej
'yretell the st
anotes can be made

iffew m1scues However, theyﬁhave dlfflculty telllngfwhat7

f_y7what¥she has remembered the teacher may glve her some ny

’;cluewaased on what she"has“already saldfln order to getngufﬂ e

: better retelllng However,‘the teacher must be 7'

’.':careful not to put wordsjlnto the chlld s mouth because x;hffm

",,flt 1s necessary to see how much recall of the story the ?]f*""

Chlld has

; 7;' After the chlld has read and retold what she has

N‘read go through and analyze the mlscues By d01ng thlsgf"w

”"ffthe teacher can flnd the readlng strategles that are

""~strengths for the ch11d as well as areas where she needsgd'* I

'dguldance The teacher can then 1ncorporate th1s "f?lfff]“~5"'

‘”Vlnformatlon 1nto her 1nstructlona1 lessons

e




SOME CONVENTIONS IN MISCUE ANALYSIS
Substitutions are written above the word in the text.
Omissions are circled. A

Repetitions of a word are marked with “R” and a lihe

~under the repeated text.

The same notation is used when a miscue is repeated.

Multiple repetitions are indicated with lines below the

'repeated text. Each line réprésents a?répetition.f

Insertions_aré marked With a caret.

Cofrectibné are markéd with QC”vand‘a line under ﬁhe
text. ‘ :

Unsuccessful attempts to éorrect'aré'marked “uc” (Harp,
p. 63, 1991). | o
Loné pauses in‘reading or breaks in fluency are indicated

with a line break ( ). 
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'?@iquestlonsf
& along the?

Vfaabove the

‘_ great deal of s1m11ar1tyh

) ‘.'I:
-
. Q-
II

some s1m11ar1ty f

SUMMARY OF MISCUES

fSyntactlc Acceptablllty Hff??‘ft”‘

‘3f_hSemant1c Acceptablllty l

'"Meanlngfchange(aﬁmruau

'ﬂ”7gdGraphlc Slmllarlty“*157T;;ﬁﬂ'kt%ff’7:s=57”'%gj5;;Nr“'_c%fgffJf

"To come up w1th the percentages for the flrst three
"”quuestlons,fcount the number of sentences coded and
"d1v1de that number 1nto each raw score For the 1ast

questlons, d1v1de each'“H"ﬁi“S”-,“N" count by the number}’fft‘i

5fof coded word substltutlons




BUHKE HEHI]ING INTERDVIEW

Name: Age. . Date.

Grade Level: ' . ' . o Sex: _ Date:

Interviewer:

1. When you are reading and you come to somethlng you don't
' know, what do you do?

Do you ever dO’anything else?

2. Who is the best reader that you know?

3. What makes him a good reader?

4. Do you think that (s)he ever comes to somethlng (s)he
doesn t know when she/he’s read1ng°

5. Yes - When‘(s)he'does come to something (s)he doesn’t
know, what do you think (s)he does about it?

No - Pretend that (s)he does come to something that (s)he
doesn’t know, what do you think (s)he does about it? ‘

6. If you knew that someone was hav1ng dlfflculty reading,
how would you help them? .

7. What would your teacher do to help that persoh?
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8. How did you learn to read? What did they do to help you
- learn? A . : S

9. What would like to;do‘bettér as a reader?

10. Do you think that you are a good readér? __yes
__ okay _____no :
What makes you think so?

Notes:

Carolyn Burke, Indiana University, 1981

CSUSB, Reading Clinic (April 1994)
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SAMPLE READING MISCUE ANALYSIS

Ve Hundreds of people came to the zoo each day ‘

(@Q--

'}'..Q,they et

Oam . ®+hemse(-vc
anlmals_ mg amonggt themselvesﬁ’ K

w\4

“Trash gets up my nose,” sa1d the efeghantf‘

@p _m-i

.“It s . a pa1n 1n the neck " sald thelglraffe.

.A“Trash glves me the hump,” sald the[camel
“Trash makes melhopplng mad " the kangaroo
(?rzg'f;‘g‘d | g
“T'rash drlves melbananas,” sald the h .,
® (‘J/\lm unzee ' S :

ch 1mpanzee

'“It makes: me\squlrm,” sald the snake

e S canm
”.“I%an t-1t 7 osaid the koala

“You’re rlght vsald thelkookaburra “It’s'no

1laugh1ng ﬁatker ”%\

[The keeper heard thelgrumbllng “WereAgot a

problem," he sald

'“But I think I know how to le 1t "
@ ‘)a,t l\"\

The keeper got a board and some palnt andfk

® hung

: made a huge s1gn Don t trash our z00.

© H= 9/11 81% 8= 2/11 189

;Retelllng , Hundreds of people came to the

“Come on, anlmals'” called the,g-

" -keeper ‘ “T1me to up the] trash’ # The .

@ 908680 @@-@ 0@@@ ® oo

“'};
S5
3

&

zoo. The zookeeper told the animals to clean ,,:’

up the zoo. ‘He" hung up a sign that sald
“Don t trash our zoo. = - Ry

- Cowley, J. '(1987 )' . Trash. Bothell, Washington: . The Wright Group: -
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CLOZE TEXTS

Cloze texts can be useful in helping to teach andvassess
reading strategies. They also help to point out Whichncueing
system(s) the child uses‘as she reads a-particular passage.
They are helpful for children who read the words fluently and>
expressively but don’t involve themselves in the reading.
rThey are unable to tell what they have read, or when they
retell what they have read the retellinghdiffers
s1gn1flcantly from what really happened Cloze texts can
also be helpful in demonstratlng comprehens1on competence
with those student who have dlffrculty with written
comprehension assignments If a child gets 90-100% on cloze
text it can be inferred that she understands what she has
read because in a cloze text the child has to think while
reading and not just read the words (Rigby, 1990) In 1987
one author, Kemp, suggestedlthat if a child got between 70%
reading cloze text there was a marginal amount of
understanding. Between 70-80% was more of an instructional
level of comprehension; and from 85% to 100% would indicate
independence in reading that passage (Kemp cited in Rhodes,
1993).

PROCEDURE:

1. Select a reading passage that has a beginning,

middle, and end and leave the first one or two sentences

intact. Note: this technique will also work with

paragraphs. About one - two hundred words will provide

enough 1nformat10n for the teacher

2. In the following sentences leave out words that
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cause the student to focus on what has been read before,
what will be read»next Qr_that follow the story format.
A general rule is to léave out one word in every fifteen
or so wdrds.‘ It‘can‘be every tenth so long as the
-meaning-is clear.  Don’t omit too many words or YOu will
defeat the purpose. B

3. Have the student read the text. For younger
children the teacher may want to be with the child as
she feads;‘ Older_children'onCe they are familiar with
thé format can read and complete the text on their own.
Afﬁer the student has read the text discuss how she
figured out the uﬁknown words.”‘Note; the words that
'Wéfe figured,out‘dé ﬁbﬁ have £o‘bé.exact; accept any
meaningful‘responsé.> . |

4. Analyze the student responses and record the correct

percentage.
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SAMPLE CLOZE TEXT
“Mom! Dad! Come for a swim!” the
children called. “Coming!” said
Dad, and he ran ihto the-Water.
“Coming!” said f ‘and she
put on‘her Suntan oil. “Come on,
Mom!” | called. “Coming!”
said Mom, and she lay on the

| ' Dad and the children

were waiting. They _ . to

Mom, “Why don’t you come in for a

swiﬁ?” t“‘I am cbming,” |

- Mom, and she shut her eyes. Dad got

a bucket. He filled it with
He.tipped the water

over Mom. Mom . . Mom

ran after Dad. “Yéu_wait!” she
yvelled. “I’'1ll get youl” Dad

into the.watér. Mom rah
after him. Mom and - splashed

each other. .They:fell'over and

laughed and laughed. Then Mom and

Dad and the . - had a

swim.

Adapted from Cowley, J. (1987). Come for a
Swim!. Bothell, Washington: The Wright Group.
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READING RESPONSES

After.readlng a plece of llteratur . suhelpful to

fuhave chlldren respond to 1t 1n some way By looklng at the

‘types of responses they create the teacher can see where the

“chlldren are maklng connectlons and where more: 1nstruct10n Uf_f,;*

yneeds to take place A key component of authentlc assessment

'1s that a varlety of responses are allowed from each chlld

: and that cach chlld is allowed multlple opportunltles to'-"“7d

'“'demonstrate their abllltles (Valenc1a,.1989c) f' The threefy”;}f

j.types of responses that are 1ncluded 1n th1s handbook are

story maps, llterature response pages, and prOJects uBer

~f.1ncorporat1ng these w1th the flrst sectlon on readlng

‘f‘assessments the teacher can begln to see a much clearer RPN

”fplcture of where the Chlld is at 1n regards to readlng

o g'romr MAPS

le A story map 1s bas1cally an outllne of the bas1c partsfill'
,of the story Commonly 1ncluded 1n the story map are the::”‘
Elsettlng, the maln characters, the problem, and the solutlon_f:
ﬁd,to the problem : After the chlldren read and dlscuss the »
vpstory they flll out the story map accordlngly The teacherllr

lfgcan 1°°k at the map tO See What types of problems the' o

::students encountered when respondlng For example, dld they j=’

'd-}understand the problem or why’the story was wr1tten 1n the

;flrst place'> If not then she needs to focus on that 1n her",]flgﬂtf

1nstruct10n when looklng at dlfferent types of texts ‘so. thatfll
'students are exposed to dlfferent problems 1n dlfferent =
*astorles SRR L

| ﬁ;To eyaluate‘the}storyfmapsfairubricfor'gradingcscaleﬁiS'ﬂ,



‘helpful to use. A sample rubric follows the three different

. types of story maps.
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 STORY MAP OUTLINE

Name: _ L | Date:

Title of story

- Author of story

Setting _(where?vth_e_n?)_* 1 Characters (Who?)

Problem (What is the ‘| Solution (How is the_maih'

problem?) | | problem solved?) :

Adapted from Eisele, 1991
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1. Read the storg agam, thmkmg about the main
events. - |

2. Write sentences about each main event in the
boxes below. Number the sentences in story
order.

3. Cut out the boxes and-glue them on a large
sheet of paper to make a map of the story.

4. Draw arrows between the events to show what
happens next. :

3. Draw pictures of each event. Draw other
- pictures on the map to show the settings of the
~story. o

Adapted from Rigby, 1990
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STORY MAP

Name: S Date:

Title of story: :

Author:

This storgta‘kes' place__

_, _is a character in the story
who _

A problem occurs when _

After that

Next,

. The problem is solved when

The story ends when
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SAMPLE GRADING RUBRIC FONASTORY MAPS

”1”]fﬂ EXCELLENT

. ,lry.:‘Thoroughly completes story map ,
.2 All elements complete with details
‘ -fCommunlcates effectlvely and '
- clearly that .th 'story 1s
’5funderstood R

3 - GoOD- -

Completes story map ,

All elements are complete though
‘some minor detalls may be" m1ss1ng
 Communicates that the story is
».understood .

}f,2'%-SATISFACT0RYT1-

’Completes story map R SRR
All elements are complete but lack
details - : :
Communicates that the story is
_understood ‘

‘zl;ffINADEQUATE oy :

Doesn t complete story map

Some elements are incomplete or
~ migsing 1mportant parts.. -
- Does not demonstrate comprehens1on
’of the story :
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‘LI'I‘:E'RATURE RESPONSE PAGES |

| Students towards the end of first grade and beglnnlng of
. second grade on up can beg1n to use literature response
gpages. Some teachers have them respond in actual journals.
Others have them fill out a- llterature response worksheet and
‘then accumulate the: responses in a work file. From thlsvflle
‘or journal the student and teacher can then ‘select a
_llterature response to go 1nto the portfollo that shows
growth | |

The responses to 11terature can show how a Chlld is
'dOlng 1n synthe5121ng the 1nformat10n read what kind of
' background knowledge is’ comlng 1nto the reading, and how she
reflects on the material (Routman, 1988). Students can be
asked to write on different_topics or they can be asked a
'Variety of questions in order'to help stimulate‘theirv
responses. The,questions and responses should alternate.
sFor‘example, the same type ofbresponse"shouldn’t be used
every day and the students should have time to discuss with a
partner or a.group before'they write. -

Sometimes however,bit iskhelpful to have them respond on
their own to see where they are with understanding personal
responses. In these cases, the response should be one that
is familiar to them, one thatfthe class has gone over before.
In this way thekteacher can evaluate how well the student is

responding to piece.0f literature on her own.
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. SAMPLE RESPONSES

1. Write down predictions about what the story will be

2. Compare predictions to what actually happened in the
story. » v

3. Write a brief summary about the story.
Write an opinion of the story. Was it liked or not?.
Why? _ ' |

5. Describe a character.
Write a letter to a character in the story.

7. Answer a question the teacher has posed about the
selection.

SAMPLE QUESTIONS

1. If you could be any charaCter in this book who would
you be? Why?

2. Would you like to read something else by this
author? Why?

3. What feeling did you have after reading this book?

. How does this book relate to your own life?

5. Has anything happened to you that was something like
the story? ‘

6. Have you ever known anyone like the character(s) in
this story? Explain?

7. What did you learn from reading this story? (Busch,
1994)

It is helpful to have some type of rubric to help with
the evaluation of the literature responses. In this way the
grading is clear to both student and parent and there are
standards that the student’s work is evaluated against. A

sample rubric follows.



SAMPLE READING RESPONSE RUBRIC

4 - EXCELLENT
Good organization
Creative ideas and word ch01ces
Variety of relevant ideas

3 - GOOD
’ Good organization: but may be weak
on beginning or ending
Good word choice but may not be
creative or vivid in examples
Sufficient details

2 - SATISFACTORY
Some organlzatlon but points aren’ t
really clear
Adequate word choice
Few details

1 - Inadequate
No organization
Difficult to read and understand
Complete lack of details in
relation to the story
~Unimaginative word choices
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PROJECTS |

A project is somethlng that a Chlld does in response to
reading a piece of llterature - It can 1nclude wr1t1ng but
typlcally it allows for a larger varlety of responses. This
‘allows chlldren w1th dlfferent learnlng modalltles to expand
’on their experlences w1th 11terature There are a varlety of
1 pro;ect types ranging from easy-to more challenging; While .
it is advisable to allow students self selection on projects
‘ there may be tlmes when a Chlld may need encouragement to try
‘va more . 1nvolved prOJect One way to encourage th1s is to
have chlldren come up with a list of poss1ble prOJects for a
plece of llterature., ‘

It is 1mportant to have standards for the prOJects that
the chlldren are aware of before they start to. work on them.
A sample rubric 1s 1ncluded at the end. Some teachers find
1t helpful to have the chlldren help develop the,rubric that
their projects willhbe graded_with. It helpS‘the’childreng
have more ownership in the learning process. They tend to
perform better because_they have an investment in the:
process. It is also helpful to have children evaluate
- themselves on their project first before the teacher
evaluates it. They invest more of themselves'inlthe'projectv
process. |
Some. Ideas for Projects

1. Draw a picture about part’of the book and tell the
group or class why,this‘picture is meaningful.
2. Create a bookﬁadVertisement for the book.v This can

'be,done orally or”infthe;form of a picture. Try to
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10.
11.

conv1nce others to read the book

Develop puppets and present the book as a play to
the group or class '

Create a model or dlorama of where the book takes

place and explaln 1t to the group or class.

Compose a song or_choral readlng poem»(moreu

appropriate_for older children although younger
children can do it with lots of modeling.) Perform
it for'the”olass. | _ ‘

Make a tape of the story for the listening center.
Draw‘a life size figure of one of the characters

Make a cartoon of the book or retell the story with

~illustrations and share it.

Make up a puzzle based on the book: crossword-
wordsearch-quiz-maze etc. and share it.
Write a new ending to the book and share it.

Make a collage about the book and share it.

80



SAMPLE PROJECT RUBRIC |

4 - EXCELLENT , :
Fully achieves purpose of the prOJect and
extends beyond :

Communicates clearly and effectlvely
Demonstrates an in depth understandlng
Neatly done with no errors

3 - GOOD "
Accomplishes purpose of the prOJect
Shows clear understanding
Communicates" effectively
'Neatly done w1th very few errors

2 - SATISFACTORY
: 'Substantlally completes purposes of task
Demonstrates major understanding though some
- less important ideas/details may be missing
Fairly neat. but has some errors

1 - Inadequate
Purpose of project not fully achleved
Gaps in comprehension evident
Project not clearly presented
Neatness not apparent, several errors

EVALUATION FORM

NAME : | : | ___ DATE:
NAME OF STORY/BOOK |
AUTHOR |
PROJECT DESCRIPTION

STUDENT RESPONSE: I think I should receive a
on my project because

TEACHER RESPONSE: receives a

-because
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TEACHER OBSERVATIONS

Anecdotal Records

‘The importance of observations made by the teacher on a
‘daily basis cannot be overstated.d One‘author estimates that
teachers spend 20 to 30% of their time observing Children'and
how they 1nteract with each other and w1th prlnt (Stiggins,
. 1988) By maklng a 1og or anecdotal records the teacher can
| start to bulld a proflle of a student s 1earn1ng strategles
dAs 1s stated in one book on Portfollo assessment anecdotal
records are objectlve because the teacher is s1mply wrltlng
down what ‘she observes the ch11d d01ng in the classroom
(Batzle, 1992).

There are many differentvways to take anecdotal records.
Some teachers have a grid on a clipboard that they carry
around and put down observations for each child. This is
effective because then each child has an observation each
week or : sooner. rsimilar to this-is:using‘mailing‘address
1abels to write down’observations. The address labels are
put on the c1ipboard and the teacher can mark~observations
for each child. The address ‘labels can then be put 1nto the
portfollo quite eas11y A different way is to keep an 1ndex
‘cardion‘each student-and then file the index cards 1n the
portfoiio later. ‘Finally,“keeping notes in a three ring
"binder, with a page for each Chlld is another way to keep

anecdotal records (Batzle, 1992).

Checklists

Whichever methoddof recording anecdotal notes is chosen:
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‘7lbY’the teacher;:the“notesbmakefit*easierrtoVrecord‘on Ehefjlﬁ*'
B developmental readlng checkllsts the characterlstlcs the
‘_chlld demonstrates of becomlng a reader B"hlooklng at the

>check11sts the teacher can see the strategles that are 7

'."already in place for the Chlld and where 1nstructlon needs to;ﬁﬁgﬁh‘r

go to bulld upon the Chlld'S strengths : The follow1ng pages ,]-,*]
';1nclude some checkllsts of readlng behav1or that teachers |

rcould use as they observe chlldren




EMERGENT READING CHECKLIST

NAME:

AGE:

GRADING KEY: N=Not observed B=Beginning to use S= Strength

- CHARACTERISTICS

COMMENTS

Enjoys listening to stories

GRADE/DATE

Uses reading like beHavior to
imitate book language

" Notices/reads environmental
print | o

Understands that print has a
message

Retells stories and rhymes

Can show the front cover of a
book '

Uses pictures as clues to the
story line

Knows where to star't‘reading

Knows that text goes L to R

Can match 1-1 as teacher
reads ‘

Can indicate word

Can indicate the space
between words

Can recognize some high-
frequency words in and out
of context

Choosés to read from

various resources

Adapted from Rigby,1990 and Batzle, 1992
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. ERRLY READING CHECKLIST
GRADING KEY: N=_Notv Observed | B='Be‘gin_’n_ing touse S

Strength

'CHARACTERISTICS | GRADE/DATE | COMMENTS |

Enjoys listening to stories

Chooses to read independently -

Expects print to
create meaning

Reads word by word with
finger or voice

PartICIpates ~confidently
in Shared Reading

|Beginning to take
~iniative to respond to
literature

Has thfidence when ,
sharing feelings about books

Developing ability to
retell longer stories in
sequence

Developing ability to....
recall facts in
information books

Beginning to cross-check

reading strategies:

*Rereads to make sense

*Checks predictions by -
looking at letters

*Less reliant on pictures -

Adapted‘ from Rigby, 1990 and Batzle, 1992
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FLUENT READING CHECKLIST

NAME: ___ _ AGE: _____
| ‘GRADING KEY: N= Not Observed B= Beginning to use S= Strength

CHARACTERISTICS ~ GRADE/DATE 'COMMENTS

Enjoys listening to longer stdriés

Reads silently for leisure,
pleasure, and information

“Moves from reading aloud to
reading silently '

‘Has a large sight vocabularyf

Reads chapter'books for
longer periods of time

Monitors and icheéks own
reading with confidence

Is able to summarize
information’

Responses show reflection from
different points of view '

Is capable of reading different
texts across the curriculum

Integrates and crosschecks
language cues effectively

Realizes that different texts
demand different strategies

Reads books to pursue
particular interests

- Confident independent reader,
ready to go on reading to learn
and using reading and writing
" as tools for learning

Adapted from Rigby, 1990 and Batzle, 1992
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REFLECTION PROCESSES
In the portfollo assessment process 1t is very 1mportant

ilthat the child and the child’s parents have. a voice in the
evaluatlon process. For this reason, there should be a set
time whether it’s weekly or monthly that eaCh of them gets tOh
- go through‘the work folder and select items that show ‘
"1nd1v1dual growth : ThlS allows the student reflect on how
she is d01ng and where she would like to go ‘with her reading
skills This is an‘essential part of becomlng a lifelong
independent learner The student needs to understand that

she is in charge of her learning hablts and behav1or and that '
with the teacher’s help she can grow and progress. Most
parents want to be involved with their child’s education. By
allowing them to select items to put in the portfolio they
are able to discuss the strengths that their child is showing
in the area of reading.

Included in this section are some sample book list forms
that could be used for reading logs. Having the children
record everything they read allows them to see‘their reading
progress. They can then set goals for their own reading. It
also lets the teacher know what kinds of texts they are
interested in.

The final form is an interest inventory which when given
at the beginning of the year allows the child to reflect on
the learning process. It could‘also be given at the end of
the year to see what types of changes have taken place in the

~child’s perceptlon of learning.
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PnnTFnun SELECTION STUDENT

STUDENTNAME: ____ DATE:

I chose this plece of work.v because:

| think it show‘s my progress in reading because

PORTFOI.IU SELECTIUN STUI]ENT

CSTUDENT NAME: T

| chose this piece of work because:

N think it shows my progress in reading because 7'

. Adapted from Batzle, 1992
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‘PUHTFOLIO SELECTION PHHENT
STUDENT NAME: _____ S DHTE

“We or | chose this piece of work because: -

We think it shows _ __’s progress because

PORTFOLIO SELECTION - PARENT

STUDENTNAME: __ DATE:

We or | chose this piece of.work' bebause:

We think it shows ___ _ _ s progress because

. Adapted from Batzle, 1992
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o HEHDING BunK LIST

NHME OF BUOK | | HUTH[IB " DATE

90



- RERADING LOG

NAME: . _
DATE  TITLE/AUTHOR | ~ PRGES
| LEAHOH : o READ
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INTEREST INVENTORY

Name:

Date:

1. My favorite ime of day is

2. Téll' me about your favorite television program:

3. I'd like school better if

4. | feel proud when

- 5. |like to read about _

6. Of all the books I've read rhy favorite is _

because
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7. If I had three wishes they would be:
#1 R

- #2_

#3

8. |like to learn about__

9. Tell about something you do well.

10. Tell about who is in your family and how old your brothers or

~ sisters are

11. This year | would like to learn about:
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