














Assessments of a formative/diagnostic
kind usually can be made at all stages of
product development, from preparation
(eg commenting on a student's prepara-
tory sketches for a sculpture), to
production (eg advising on improved
tool use), o appraisal {eg commenting
on the relative quantities of ingredients
in a baked product).

Teachers' summative classroom
assessments often are based on
appraisals of completed products. These
appraisals may focus on the utility of
the completed product {eg the strength
of an adjustable hike sear). the aesthetic
qualities of the product (eg the texture
and flavour of caramels), or on the
processes used in developing the prod-
uct (eg the control of brush technique
and artisic composition evident in a fin-
ished oil painting).

High-stakes product assessments
also tend to be hased on the appraisal of
completed products with an emphasis
on utility and/or aesthetic quality and
on the processes used in developing
items.  An example would be an exter
nal assessment agency's evaluation of
high school art folios for evidence of
students’ control of techniques (produc-
tion) and artistic compaosition Gappraisal)
as part of selection for enuy into a
tertiary art school.

The explicit assessment of develop-
mental processes is unusual in other
forms of high-stakes assessment, In
high-stakes performance assessments, for
example, assessors rate a final perfor-
mance rather than observing students
engaged in the process ol planning and
refining their work. It is assumed that
good quality end-products result from
effective planning and refinement. In
other words, the assessment of process
is implicit. In high-stakes prodiict assess-
ment, it is common to look for evidence
of appropriate planning and production
techniques in the final product.
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Product assessments provide evidence
from which teachers can infer students
fevels of achievement in a learning area,
The usefulness of this evidence depends
on

» relevance and coverage; and

« amount and objectivity of evidence.

Teachers need to consider the degree to
which the evidence they assemble
addresses the range of outcomes
(knowledge, skills and understandings)
for the learning area. Conclusions about
students’ achievement are valid only to
the extent that they are based on evi-
dence ubour this full range of cutcomes.

Teachers will he interested also in
ensuring that the focus of their ohserva-
An
assessment emphasis on the quality of

tions supports instructional goals.

end-product at the expense of the devel-
opment process. for example, could
distort teaching and learning.

When the assessment purpose is to esti-
mate a student’s level of achievement in
an area of learning, the amount of evi-
dence required needs 1o he considered.
The reiiability of the estimate will
depend on the amount of evidence on
which it is hased.  Generally, the more
chservations made, the richer the evi-
dence and the more dependable the
conclusions drawn. To enhance reliabili-
ty, product assessment is often based on
a portfolic of student work.

The objectivity of the estimate of a
student’s level of achievement will
depend on the degree to which it is
unuaffected by the particulars of the
items which students choose to make
or hy the persons who happen 1o assess
those items. Reliability and objectivity



arc particularly important in high-stakes
contexts where students’ performances
influence admission to courses or
scholarship offers.

A range of schemes can be used 1o
judge and record students’ mastery of
processes and tools, and the practical
and aesthetic qualities of the items stu-
dents make. These schemes in turn can
be used hy g variety of assessors—teach-
ers. peers, students themselves
Csellassessmeni ) parents and external
SSCSSOE,

The purpose and context ol prod-
uct assessment usually determines the
choice of scheme and the assessor. For
example, in o high-stakes context, where
art portfelios are assessed for eniry into
atertiary course, judgenients usually are
made by trained external assessors using
hohistice or analyvtc marking guides. Ina
clussroom context, where students are
dssessed on their ability to use weols safe-
Iy, on-the-spol judgements are made by
teachers, perhips using o checklist,

In deciding the most appropriate
scheme for judging and recording stu-
dents” work. consideration needs 10 he
ZIVen Lo
» the range of schemes availuable: and
« the need for comparability of judge-

Menis.

Teachers vsually nuke informal judge-
ments of student perlormance during
the planning and production phases.
The uselulness of these informal judge-
ments is enhanced if they are hased on
systematic observations ol particular
cutcomes amncd students, and if writien
records are kel

Teachers also mulke more Tormual
holistic und analvtic judgements of stu-

dent work,  An holistic judgement is o

single rating based on an overall impres-
sion of the work. Ratings of this kind
usually are made during the appraisal
phase.  Analylic judgements are ratings
of different aspects of the work.
Analytic rating scales for products
typicatly include criteria addressing all
phases of the development process. For
example, a rating scale constructed for
the assessment ol technology madels
may include criteria relating o the design
and sefection of materials (planning
phase), the application of processes (pro-
duction phasel, competence with tools
(production phise), and the achievement
of intended goals (appraisal phase).
Sometintes products are assessed
using 1 checklist of desired [eatures, par-
ticularly during the appraisal phase. Tor
example, o hathroom section completed
during an iniroductory building course
might he assessed against o checklist
including lcatures such as ‘door hinges
correctly positioned, hath set horizontal-
Ly, and ctiles cleanly grouted’.  The
usefuiness ol this kind of evidence for
estimating o students ievel of achicve-
ment will be enhanced if the items
checklisted provide direct evidence

about intended learning outcomes.

Judgement is Tundamental to the assess-
ment ol completed  products,
particularly when aesthetic or artistic
quality is considered. Twe people can
judge the same painting very differently.
To ensure that assessments are fair it is
important to minimise differences
belween assessors. In the classroom
context, whether one teacher makes the
siarwe judgement of a product as another
teacher using the same marking guide
may nol be particelarly  important—
although reachers will wunt 1o ensure
that assessment criterid are a8 clear as

possible and understood by students. In
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In developmental assessment, judge-
ments of student work are used to
estimate and report achievement against
a ‘progress map’. A progress map
describes the direction of student
growth and details the knowledge, skills
and understandings students develop as
thev progress through an area of learn-
ing. To assist teachers to monitor
growth, progress maps often are marked
out in levels.

A progress map describes a path of
typical development so there is rarely a
perfect match between what is
described on the map and observations
made for particular individuals. A best
estiniarte of a student’s level of achieve-
ment must be made from the available
evidence.

Items that students make can pro-
vide useful information about students’
levels of achievement in an area of

learning

tatl

especially in technology and
the visual arts.  Preceding articles in this
magazine discuss ways 10 enhance the
usefulness of products as sources of
information about student achievement.
The validity, reliability and objectivity of
estimates of students’ achievement
depend on the quality of evidence used
to derive them.

The validify of an estimate depends
on the relevance of the observations on
which it is hased, When teachers plan
product assessments they need to
ensure that the process by which stu-
dents make items, and the items they
make, provide evidence about relevant
learning area outcomes.

The reliability of an estimate
depends on the amount of information
on which it is based. Generally, the
more evidence used to make an esti-
mate, the more reliable the estimate.

The objectivity of an estimate
depends on the extent to which it is
unaffected by choice of tasks or choice
of assessors.

This article looks at ways in which

L ¥  * I

evidence of student achievement can be
brought together and used to estimate
and report levels of attainment on a
progress maip.

The first part of the article describes
how students’ levels of artainment can
be estimated from four kinds of obser-
vations and judgements:

« holistic ratings of student worls;

« analytic ratings of student work;

« checklists of outcomes achieved; and
- anecdotal records.

The second part of the article illus-
trates ways in which these estimates of
attainment can be reported. Reports can
he developed to address the needs of
different audiences including:
= parents;

« education systems; and
» the general public.

LCLOULUD UL 2LBUCHL durieyensoie SOIMme-
times take the form of holistic ratings —
single overall judgements of student
work. When making holistic ratings of
student work, teachers match the fea-
tures of the work to described levels on
a rating scale.  Examples of holistic rat-
ing scales are shown on pages 26-27.

When the levels on a rating scale
are constructed to correspond to levels
on a progress map, each rating provides
a direct estimate of a student’s location
on that map. Sometimes holistic ratings
of several pieces of student work are
available. These multiple ratings can be
used to make a more reliable on-halance
estimate of a students level of achieve-
ment.

In making an on-balance judgement
across multiple ratings, teachers make
‘hest fir decisions. For example, a stu-
dent completing four product
development rasks, might achieve three
Level 3 ratings and one Level 4 rating.
This would not be unusual. A * best fi
judgement would place the student’s

ARK Products Forster & Masters

33






































