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INTERIM ASSESSMENT DATA: A CASE STUDY ON MODIFYING INSTRUCITON BASED ON
BENCHMARK FEEDBACK

ABSTRACT

The role of data analysis in the jobs of instructional leaders has become as commonplace as
teachers creating lesson plans and taking roll in the classroom. Teachers and building leaders
routinely use interim assessment data to develop thoughtful and robust instructional plans that
address identified areas of student need. The link between the interim assessment data collection
and student learning includes the pedagogical changes that teachers implement based on the data
from these interim assessments. However, teachers do not always know how to use the data for
this purpose or do not always make necessary changes in their instruction. As a result, student
achievement goes unchanged. The purpose of this evaluative qualitative case study was to
explore how high school teachers used interim assessment data to evaluate their instruction, and
if, or how they made resulting changes in that instruction as they prepared students for the
Virginia Reading, Literature, and Research (RLR), as well as the Algebra I, II, and Geometry
Standards of Learning (SOL) assessments in one school located in Virginia. A secondary
purpose of the study was to explore the pedagogical changes teachers had made, if any, in
response to reviewing this data. The discovery process highlighted how the teachers used the
interim assessment data, their own content knowledge, and pedagogical skills to change their
instructional approaches to the content based on the interim assessment feedback.

Descriptors: Virginia Standards of Learning, interim assessments, formative assessments,

summative assessments, and data-driven-decision making
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CHAPTER ONE: INTRODUCTION

The implementation of the No Child Left BehindtANCLB) in 2001 led to numerous
education initiatives designed to increase stulkamhing and performance on standards-based
tests. NCLB (2001) requires states to set measlereblectives in reading and math, school
attendance, and graduation rates. While Presideaina released some states from the strict
expectations of NCLB (2001) through the Elementarg Secondary Education Act (ESEA),
flexibility waivers first announced in 2011, thet of Virginia continues to strive to have all
students graduate from high school and performradeglevel in reading, math, science, and
social studies by this year, 2014.

In response, the Virginia reading, writing, and Imstandards were reconstructed to
address the more rigorous expectations implementdge Joint Agreement on Virginia’s
College and Career Ready Mathematics and EnglisfoReance Expectationthat was signed
into action in February, 2011. At the high schieekl, students in English, math, science, and
social studies are given Standards of Learning (Shimmative assessments at the end of each
course. Additionally, different types of questionalled technology-enhanced items, were
included in the summative SOL tests in the areasading, writing, and math: “Technology-
enhanced items allow students to apply what theg kearned and use critical-thinking skills in
ways not possible with traditional multiple-chomgestions” (VA Department of Education
[VDOE], 2012-b, para. 6).

These technology-enhanced and free-response figlstigns on the Algebra I, II, and

Geometry SOL tests were subsequently included @2®.2 math assessments (VDOE, 2012



to highlight portions of the screen, plot pointsaodiagram, or fill in the blank on open-ended
problems.

The Reading, Literature, and Research (RLR) SOd ialdudes technology-enhanced
“drag and drop” and free response items includimgt spots” and fill-in-the blank. The drag —
and- drop items allow students to create graphm fitata sets, as well as sort, order, classify, or
label as part of their responses to questions. hbhgpot items require students to choose more
than one correct answer from the distracters diliglgt a specific area on a diagram or image.
The fill-in-the-blank items require students to qate open-ended questions by typing in their
own answers to the questions (VDOE, 2012-b, pgralrbthe past, the SOLs have consisted of
only multiple-choice questions with four distrast&om which students were to choose.
Therefore, it is logical that the interim assesstmesed throughout the school year be used to
help prepare students for the summative assessiaahtshould mimic the new item formats.

To prepare for state standardized tests, many sslgstems are performing interim
assessments at almost every grade level. TienkeVason (2001) supported the premise that
teachers and administrators can successfully ilncatg standards, curriculum frameworks,
sample questions, and interim assessments as presddr improving student learning.
Accordingly, the school district targeted for tbisidy developed reading and math interim
assessments and embedded them in the curricutanfghish 11, Algebra I, Il, and geometry in
2008 as a way to improve SOL scores through dat@mdecision making and to reach the
target goal of having 100% of students, in all fiegh schools, passing the Virginia Reading,
Literature, and Research (RLR) and the Algebrg §rid Geometry Standards of Learning

(SOL) assessments by 2014.



The goal of embedding interim assessments inudhécala was not only to meet the
objectives of NCLB (2001), but also to also addtégsgoals set forth by Virginia Governor
Robert McDonnell in 2010 with the College and CaiReadiness Initiative. Governor
McDonnell established an objective of creating “ 000 additional degrees from the
Commonwealth’s two- and four-year institutions aftter education over the next 15 years”
(VDOE, 2011, para. 1). To reach this goal, Virgislementary and secondary schools had to
establish higher expectations so that all stakedmsldiould understand what it takes to graduate
from high school and be successful in higher lesy@nd in chosen careers. In response,
teachers disaggregate data from the interim assegsrand prescribe instructional interventions
in areas that need improvement.

Prior research performed by Smith (2008), Lim amdder (2010), and Brundage and
Hancock (2010) documented the importance of usitegim and formative assessments. Smith
(2008) conducted research on formative assessmusig, Georgia’'s Criterion- Referenced
Competency Test (CRCT) as the measurement of isede@cademic performance at the end of
the school year. Results indicated that for edeppint increase on the quarterly formative
assessments, a prediction in student academic lyimauld be made. Thus, the results of this
study supported the use of interim assessmentsglamiors of summative assessment scores, as
well as for instructional and remediation purpos8sith (2008) advocated the use of formative
assessments because there was a high degreasticstiadlata in support of using the
assessments to predict performance on end-of-gets:. t

A study done by Lim and Rodger (2010) detailed lteractive formative assessments
can be used with first-year college students. Bisearchers discussed extensively how engaging

students in this form of assessment can positivaebact summative assessment scores and final

3



grades. Still, Lim and Rodger noted that whiletéschers collected information and instructed
students, there was no clear plan on how the tesighecessed the assessment data and
modified instruction. If educational leaders, buigladministrators, and teachers do not
understand how to use data, then it can be asstiraethey are not using the information
effectively to guide instruction.

Brundage and Hancock (2010) reiterated that asgestident learning and progress can
increase student achievement, noting, “Instruatnust begin with measurable learning
outcomes and be informed by assessment of stuekming” (p. 586). However, the
researchers did not summarize how the teacherddstimaggregate the data and manipulate
their teaching habits to fit the academic areasedkness. Li, Marion, Perie, and Gong (2010)
stated, “When the test is meant to serve a predigurpose, the report should convey
information about how the results on the interirre@sments are related to predictions for state-
wide-end of year assessments” (p. 171). Againinipgrtance of interim assessments as a
predictor of summative assessment results was mwvial¢his study, but there was no process
based on empirical research that described hovw¢esavere to study the results of the interim
assessments and make changes that would garneicpvedresults in student understanding and
on high stakes summative tests.

Liang’s (2010) study focused on the role of assesgsin relation to the mathematics
achievement of students from the United Statesa@arand Finland. Data for the study were
collected from the Program of International Stud&sgessment from 2003. The results of the
research supported the trend of using assessnegtiidek to enhance the students’
understanding of learning and then helping teadexss their instructional goals. Still, the

study did not describe how to use the assessmemtatahe analysis process, so teachers
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understand where their students need academic fiefpchers, building, and division leaders
must be able to actively engage in the data indésion process and make content decisions
based on the data (McMillan, 2000).

Olah, Lawrence, and Riggan’s (2010) study on addklphia school system focused on
data derived from five elementary schools thatelble adequate yearly progress during 2004-05
and performed average in mathematics. The data sediexted from three rounds of interviews
with 25 teachers. The interviews focused on dagdyais procedures and instructional planning
based on the interim assessment results. The Isdistrict used a similar benchmark analysis
procedure as RCHS called the Benchmark Data ArsaBgitocol. However, the teachers were
limited by how they actively modified instructiom$ed on the students’ responses. The
instructors analyzed the data based on their owsopal thresholds for student understanding.
The thresholds varied from teacher to teacher.t®aeher may have considered a score of 80%
on interim assessments as mastery, while anotaelnée may have set a personal threshold of
60% for student understanding. While the reseasatiie not thoroughly describe the procedure
used to study the information, they stated, “Ttaelers by and large did not use the interim
assessments to make sense of students’ conceptiexktanding of the content, nor were they
helpful for diagnosing errors in anything beyongracedural way” (Olah et al., 2010, p. 244).
This indicated that teachers often used formatsgessments to validate their “impressions of
student strengths and weaknesses based on othes@ests, performance on previous interim
assessments, informal observations, or nonacadsnkground information” (Olah, et al.,
2010, p. 237).

Miller (2009) conducted a study using feedbackfformative computer-based

assessments, and results indicated that the sysisrheneficial. However, there is still a
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guestion regarding how teachers use data fromnmi@ssessments in reading and math to
enhance student learning. The NCLB Act had arbésked deadline in 2014 for gauging
student performance. Educational leaders havecingahted the use of interim and benchmark
assessments. Thus, it is especially importantfachers to understand how to reflect on the
student data, so they can make objective respaogesformance. Shephard (2010) wrote that
she observed highly motivated teachers and pritglpking assessment results to content and
instruction. However, there was little explanatregarding where the students’ level of
understanding was falling short. The focus of tase study was to describe how teachers in
one school in Virginia analyzed student interimegssnent data and how they changed their
instructional practices to facilitate student leagn
Situation to Self

The researcher was an assistant principal in tme $aiilding where the case study data
were collected. The researcher had a vested stteréhe teachers’ receipt of valuable
information and opportunities for pedagogical retilen during the case study. While an
administrator and school testing coordinator, #searcher realized the deficit of information
provided to teachers on how to develop instructipnactices that address the areas of need
identified by the interim assessment feedback.eBgears ago, teachers were told to look at
their interim assessment data and to respond apately; however, a review of how the
teachers acted on this request, made it becomerewiaat constructive guidance on how to use
the interim assessment data was not being givéretteachers. As one of the instructional
leaders and an administrator in the building, g#eearcher began investigating data-
disaggregation processes, data-driven-decisionngakind pedagogical responses to students’

interim assessment feedback, with the hope of ggimsight on how high school teachers used
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interim assessment data to evaluate their instnuati preparation for SOL assessments. The
researcher also wanted an understanding of theigtisinal changes the teachers identified as
having made as a result of reviewing interim assess data.

Through this investigative process, the reseangaained responsible for classroom
walk-throughs, classroom observations, and teasbeduations in the school where the research
was conducted. However, the building principdhis ultimate instructional leader in the school.
The data collection process, teacher participadon, research feedback was in no way tied to
the teacher evaluation process used by the schaoloéschool district. The participants were
invited to be part of the case study and were méat of the expectations and obligations to the
case study. The researcher identified an ontadbgiesumption for data collection, used quotes
and themes for participants, and provided evidémaigh typological coding for different and
like perspectives. The ontological assumption aeafiby Culbertson (1981) noted that the reality
of situations is subjective as viewed by the paréints involved in the situations. In this
evaluative qualitative case study, the researclexchthe participants to reflect on their personal
perspectives and educational philosophies. Vygt&gk978) constructivist theory and
Mezirow’s (1990) theory on transformative learnmgded the study as the researcher looked
for assimilation, accommodations, and socially gimggexperiences in the teachers’
instructional planning to assist with student |&agn

Problem Statement

There was a vast amount of research on the usgesim and formative assessments in
preparation for standardized tests (Creighton, ROBlbwever, it was not known how high
school teachers used interim assessment datalt@evéheir instruction as they prepared

students for the Virginia Reading, Literature, &ekearch (RLR) and Algebra I, II, and
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Geometry Standards of Learning (SOL) assessmewisarschool located in Virginia. Further, it
was not known, what, if any, pedagogical changeyg fad made in response to use of interim
data. Formative assessment results can be ovenivitgif there is no guidance for teachers in
isolating the data and developing a plan for aduingsthe student needs. Black and Wiliam
(2010) stated that interim and formative assesssitbat are embedded in the curriculum help
students succeed academically and help to evepldlgeng field for students who struggle with
learning: “Improved formative assessments helpdohievers more than other students and so
reduces the range of achievement while raisingeaeiment overall” (Black & Wiliam, 2010, p.
83).

Smith (2008) also noted the importance of forma#issessments as tools for measuring
understanding and predictors of summative assetgsmAnthe same time, it is imperative for
school leaders and teachers to have a firm undelisi;of how to use the interim and formative
assessment data to guide instruction. Creighto@7AP@rote that decision making should be
based on thorough data analysis. What does it floedhe teachers and building leaders to
analyze the data? One can look at numbers andstadd nothing from their position on a
spreadsheet. The questions posed in this study meant to examine if and how teachers used
data from interim assessments to modify their utdion.

Purpose Statement

The purpose of this evaluative qualitative casdystvas to explore how high school
teachers used interim assessment data to evaheaténistruction and if or how they made
resulting changes in that instruction as they pegphatudents for the Virginia Reading,
Literature, and Research (RLR), as well as the Bdgé, II, and Geometry Standards of

Learning (SOL) assessments in one school locatsirgmnia. A secondary purpose of the study
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was to explore the pedagogical changes teachemhadd, if any, in response to reviewing this
data. The research questions focused on how thaskers used interim assessment data to
reflect on their instruction, and, what, if anystiructional changes they identified as having
made as a result of reviewing interim assessmeat diae researcher used multiple sources of
data to obtain detailed information regarding teghes teachers use to analyze and translate
data into modified instructional practices. Yin () noted the importance of using multiple
sources of evidence as a process of triangulatite @hd corroborating information from the
different tools. Thus, three data collection tostze used in this case study: a Benchmark
analysis spreadsheet, a focus group, and individterviews. The researcher looked for
patterns or themes in the data collected duringegbkearch process (Hatch, 2002). The
discovery process highlighted how the teachergheseterim assessment data, their own
content knowledge and pedagogical skills, and tinedrerstanding of their class settings to
evaluate their instructional approaches as thekebto improve student learning and
achievement.
Significance of the Study

The Reading, Literature, and Research and the Adgell, and Geometry SOL scores
are the focus for RCHS because student performartbese areas determines whether a school
makes Adequate Yearly Progress (AYP). The reseatubped that this case study would
provide constructive techniques for incorporatiagadnto the instruction process for the
teachers who are developing the reading and matitela and remediation procedures in
response to the interim assessment data. Thisstadgwas designed to shed some light on

what instructors are to do with all the feedbadkeobted from interim assessment data during the



school year and how it can be used to modify imsiton in all disciplines and levels using
interim/formative assessments measures.

The expectation was that the data would increasehtr awareness and use of data-
driven pedagogy based on the use of interim assggsno facilitate changes in instructional
activities and improvement in student learning asmohmative assessment responses (Smith,
2008; Miller, 2009; McMillan, 2000; Liang, 2010; i, et al., 2010). Dunn and Mulvenon
(2009) criticized this idea, stating, “A reviewldérature revealed limited empirical evidence
demonstrating that the use of formative [interimge@ssments in the classroom directly resulted
in marked changes in educational outcomes” (prigre is a need for a prescribed method for
teachers to analyze student data, reflect on ictsbnal practices, and modify instructional
practices to address the areas of need identliredigh data disaggregation. The gap in the
data-driven instruction process needs to be fle@ detailed methodology of interpreting data
and translating the information into productivetiostional skills. In fact, the wave of data-
driven decision making, calls for school leaderd taachers to understand how to implement
interim and formative assessments during the scyeanl, how to read the data that is collected
once the assessments are given, and how to implenstéructional strategies to address the
areas of need.

Creighton (2007) stated, “Meaningful informatiomdae gained only from a proper
analysis of data” (p. 11). For positive educatlangcomes to occur from implementing interim
assessments, school leaders and teachers mudelie abgage in healthy conversations about
the data. They must also feel comfortable in distaibg instructional methods to address the
areas of weakness diagnosed from the interim asgesslata. For teachers to feel comfortable

with making instructional changes based on the, diaty must know how to disaggregate the
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data for themselves. However, they must also psssentent knowledge and pedagogical
creativity to implement lesson plans based on tllasa.

Research Questions

This study was guided by the following researchstjoas:

1. How do high school teachers at one Virginia schusa interim assessment data to
evaluate their instruction as they prepare studentthe Virginia Reading,
Literature, and Research (RLR) and the Algebrg §id Geometry Standards of
Learning (SOL) assessments?

2. What, if any, instructional changes do participadéntify as having made as a result
of reviewing interim assessment data?

Definition of Terms

Terminology important for the reader to understentlided the Virginia Standards of
Learning (SOLs), summative assessments, formasisesaments, interim assessments,
Interactive Achievement, and Pearson Access.

TheVirginia Standards of Learning (SOLade the state standardized tests and
summative assessments that are given once a pgeat|yuat the end of the year, and analyze
student performance against a set of describeccalum standards (Virginia Department of
Education, 2014, para. 1).

Summative assessmeats usually given statewide and are part of anwatability
program (Perie, Marion, & Gong, 2009, p. 6). Isd&ing the Virginia SOLs, the term
summatives used because the assessments are given oaae @ya summary test for the entire

school year’s curricula in science, math, Englestg social studies.
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Formative assessmerdse embedded in the daily instruction and arenafsled minute-
by-minute assessments (Perie, et al, 208@&mative assessmeritsannot stand alone but must
be a part of a whole system that uses the infoondtom the assessment to adapt teaching to
meet the learner’'s needs” (Black & Wiliam, 19986p.

Interim assessmentall between the summative and the formative amedypically given
several times during the year. The data from #sessments is intended to guide instruction,
“but a crucial distinction is that these resulta b@ meaningfully aggregated and reported at a
broader level” (Perie, et al., 2009, p. 6).

Interactive Achievemelnd the assessment company that houses Virginiarg@ased
test item banks from previously administered SOLKe creators diteractive Achievement
also develop sets of questions based on changles WMirginia Standards and the format of the
guestions on the SOLs. The intent is to use tlestipn banks to create interim assessments as
practice tools for students in the areas of sciemath, English, and social studies (Interactive
Achievement, 2013, p. 2).

Pearson Access the online database used by school testinglomators to register
students for the appropriate standardized tesesut® summative test sessions, monitor student
demographics, and collect and analyze final testesc(Pearson Access, 2012, para. 1).

Research Plan

An evaluative, qualitative case study was useskfore how high school teachers used
interim assessment data to evaluate their instnu@ts they prepared students for the Virginia
Reading, Literature, and Research (RLR), as weha®\lgebra I, 1l, and Geometry Standards
of Learning (SOL) assessments in one school logat®trginia. A secondary purpose of the

study was to explore the pedagogical changes teablhd made, if any, in response to
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reviewing this data. Hatch (2002) defined thisetyih qualitative study as a participant
observation study, since the researcher is platadocial situation with specific interests or
guestions. The types of questions used in a ¢adg are open-enddtbwandwhyquestions
where the method of inquiry does not call for teeearcher to control the behavioral events in
the social setting (Yin, 2002). Yin (2009) notedttthe need for case studies evolves out of a
desire to comprehend multifaceted events in the@@mwent.

The targeted school within this district was regérto with the pseudonym “RCHS”
throughout this document. At the time of this stutiys high school used a formal data analysis
strategy to study the interim assessment dataddest weakness and to establish a plan to
address areas of need through classroom instrucR@HS used a Benchmark analysis
spreadsheet (Appendix A) as the starting pointfermath and English teachers to reflect on
their instructional practices and to devise peda@bghanges to enhance student learning based
on the interim assessment data. The researchégist iwas to establish a thorough description
of the methods used by teachers to disaggregaenmassessment data, how they reflected on
this data, and if they made subsequent modificatiortheir classroom instruction.

The social setting for this case study was a fadruhigh school in Southwest Virginia
with approximately 990 students in grades 9 throl@h The context was described as those
students enrolled in the English 11 courses whexd/irginia RLR SOL is given, as well as
those students enrolled in the Algebra I, 1l, ardrgetry classes and who were taking the SOLs
in these courses. Seven math teachers, two Enghshers, and three special education
collaborative teachers were invited to participatthe data collection process. Three data
collection tools were used in this case study: udmentation on a Benchmark analysis

spreadsheet (Appendix A), a focus group AppendipaByl individual interviews (Appendix C).
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The researcher reviewed the interim assessmentatédte students taking the English 11 RLR,
Algebra I, 1l, and geometry for the purpose of engg in informed conversations with the
teachers regarding their specific class information
The factors that were considered throughout theares included the classroom context,
the methods used to analyze the interim assessemuits, the modifications made to the
pedagogical approaches to the reading and maticwalasrand the assignment of students to the
English and math classes. The students were asisigriiee English 11, Algebra I, 1, and
geometry classes, and teachers that best fit thereenents of their schedule, as well as any
services that were identified in a student’s Indil Education Plan (IEP). The researcher
isolated the case study to the areas of readinglinl1) and math (Algebra I, I, and
geometry) because at the time of this qualitatiudys these are the areas measured for
Adequate Yearly Progress (AYP) under the No Chéét Behind Act (NCLB) of 2001.
Assumptions, Limitations, and Delimitations
Assumptions
Fraenkel and Wallen (2000) defined assumptionsigiheng that may be taken for granted
by the researcher. The following assumptions weade regarding the study:
1. The English 11, Algebra I, Il, and geometry teashesed the same curriculum
pacing guide to develop lesson plans and guideuctton. The district English
coordinator developed the interim assessments liramks of released SOL test items and
guestions developed by the school district’s catétesting company, Interactive
Achievement.
2. The English 11, Algebra |, 1l, and geometry inteassessments were created

using the same format as the English 11, Algédiaand Geometry SOL tests.
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3. “Virginia teachers, school administrators and cohgpecialists participate in
the development of SOL assessments by serving mmdtees that review test items and
forms to ensure that they measure student knowladgarately and fairtyVDOE,

2011, para. 1).

4. The groups of students took the assessments sathe place in the English
11, Algebra I, Il, and geometry curricula and partl their best efforts to answer the
guestions correctly based on the instruction tieegived.

5. The expectation was that the students receivedssiprieparation for the interim
assessments based on the curricula pacing guides.

6. The teachers responded honestly and candidhetmterview questions posed regarding
their data analysis process and their instructioespponse to the interim assessment
feedback.

7. The teachers involved in this case study undedsthe basics of how to

disaggregate data from interim assessment meggummaries.

8. Teachers had the desire to make pedagogicafjebdrased on interim

assessment feedback and the academic nedusrastudents.

Limitations
Fraenkel and Wallen (2000) defined limitationstasse variables that may impact the

outcomes of the study over which the researchenba®ntrol. There were several limitations
to the case study. The researcher was an asgwstacipal in the same building where the data
collection occurred. The participants were inviteda volunteer basis, and the results of the
data collection tools in no way impacted teacheduwations or observations of performance.

The building level principal remained the final Biator for all teachers in the school during the
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time frame of the case study and always. The navees removed from the Benchmark
analysis spreadsheets for anonymity. The focuspgeconversations were conducted by the
researcher in the relaxed environment of the scbwitée shop, and the individual interviews
were conducted in the teachers’ classrooms at tiegsvere convenient for the participants. A
bracketing process was implemented, so the ressaconld document facial expressions and
body language during the focus group conversatmassthe individual interviews. The
researcher used the bracketing process notes datesiia the field notes to fill in information

in the focus group and individual interview trangts (Hatch, 2002). The raw data collected
during the bracketing process assisted the resgrairtikdeveloping a complete understanding of
the facts presented by the participants. The reseahad no control over the information noted
on the Benchmark analysis spreadsheet, duringpthesfgroup conversations, or during the
individual interviews. Therefore, the researchaswmited in the depth of the data collected, as
the value of the feedback was based on how rolmastreughtful the participants’ responses
were during the study.

The researcher brainstormed four initial themeasstas a guide for organizing the data
rich feedback but was prepared to discard somé of e initial themes if they were not
exhibited in the teacher responses. The inittés or typologies were generated using
common sense, research objectives, or preliminaty @Hatch, 2002). The themes were given
specific colors and were highlighted as they apgekar the typological color coding process.
The typological color coding of the predeterminkeenes and those that emerged as the
researcher studied the feedback guided the resgarcrealizing patterns in the data and
developing a summary of the coded material. HE2602) wrote, “The acceptability of using

predetermined categories is what makes typologucalysis distinct” (p. 156). Typological
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analysis is different from inductive analysis i $ense that categories are not defined prior to
data collection (Hatch, 2002).
Delimitations

The delimitations or the elements of this caseysthdt could be controlled by the
researcher included the courses chosen to studgharehvironments in which the focus group
and individual interviews were conducted. The aesleer chose to focus on the data collected
from the Benchmark analysis spreadsheets for Englis Algebra I, 1l, and geometry. The
English 11 Reading, Literature, and Research amd\lgebra I, Il, and Geometry SOL scores
were the focus for RCHS since student performamdtkdase areas determine whether a school
makes Adequate Yearly Progress (AYP).

The researcher chose to conduct the focus growgecsations in the school’s coffee
shop meeting room. This environment was comfoetalbld inviting. The individual interviews
happened in the teachers’ classrooms at times chnsthe teachers. The researcher’s hope was
that the participants would feel relaxed and nd¢give as they reflected on their
disaggregation processes and their instructionéhoas.

While the nation is in an assessment frenzy, teadre often left in the dark as how to
use the assessment data to determine the stuttamsof understanding of state standards. Itis
important for the teachers to have an understarafihgw best to assess their own students’

learning, so they can engage is self-reflectiotheir instructional methods.
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CHAPTER TWO: LITERATURE REVIEW

The purpose of this evaluative qualitative casdystmas to explore how high school
teachers used interim assessment data to evahaatenistruction and if or how they made
resulting changes in that instruction as they pegphatudents for the Virginia Reading,
Literature, and Research (RLR), as well as the Byige, II, and Geometry Standards of
Learning (SOL) assessments in one school locatsirgmnia. A secondary purpose of the study
was to explore the pedagogical changes teachemhadd, if any, in response to reviewing this
data. The setting for the study included one sudutibgh school located in Southwest Virginia.
The intent of this chapter is to review researath lgerature that have added to the analysis of
the interim, formative, and summative assessmerdgldpment and process. The review of
literature begins with an explanation of the th&oat framework by discussing Piaget (1969)
and Vygotsky's (1978) constructivist theory andlgmnag how students process and learn
information. Mezirow’s (1990) theory on transfortiwa learning is also described as it pertains
to the teachers’ transformation, changing theiuti processes about instruction and learning
as they devised lessons based on new informaton fine interim assessment data.

Keeping this information in mind is important, caleying this case study’s focus was on
how teachers modified instruction based on intexgsessment feedback. Subsequent sections
of the literature review explain the law that hed {o the push for assessment in schools, the
accountability measures to which they are linkkd,impact of the building leaders on the
interim assessment process, how interim assessmam@nisked to college readiness expectations

in Virginia, and data-driven-decision making. Rash was focused on an overall understanding
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of types of assessments and the implementatidmesttassessments in schools. The concluding
sections of the literature review describe the MiagStandards of Learning (SOLS), teacher
knowledge of the SOLs, and the studies performeithtenim, formative, and summative
assessments in kindergarten through college léastimoms. Most of the studies originated and
were executed within the United States. Howeverg were some studies that were completed
in Canada and Europe. Observational case stymbes-reviewed journal articles, and texts on
data-driven decision making were used to colleicrmation for this case study. The keywords
and phrases used to search for research referemecemterim, formative, and summative
assessments, classroom instruction, Virginia Stedslaf Learning, data-drive decision makjng
andthe administrator’s role in data disaggregation
Theoretical Framework

There are two theories that guided this evaluajivaitative case study: Vygotsky’s
(1978) theory of constructivism as it relates t® young learner and Mezirow’s (1990) theory of
transformative learning as it relates to the aldatner. Vygotsky defined constructivism as the
psychological and social processes a learner eeqpess to understand concepts. Vygotsky's
stated that knowledge and understanding is basdidecsocial aspect of what children contribute
to their learning in a social setting. The philolser also believed that social and cultural tools
like technology and the Internet help young stuslémtunderstand and relate to educational
concepts (Vygotsky, 1978).

In response to the students’ constructivist typprotessing and learning, adult

instructors use Mezirow’s (1990) theory of transfative learning to develop reactions to the
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identified areas of need. Mezirow (1997) descritvradsformative learning as the process of
implementing change in the frames of referencedtatts have created through life experiences.
The theory of transformative learning is the precefseffecting change in already established
ideas and preconceptions that define an adultisghts, reactions, and responses. The teachers’
instructional planning for and in response to titerim assessment sessions was based on
Mezirow’s theory of transformative learning, asytlagtempted to decipher how they should
address concepts, so students could assimilatemaecodate, and engage in socially-stimulating
learning experiences. According to Mezirow “leaghimay be defined as the process of making
a new or revised interpretation of the meaningroé&aperience, which guides subsequent
understanding, appreciation, and action” (p. 1he @pplication or transformation of information
is an important process for the teachers to conssléhey develop their lessons in preparation
for interim assessment sessions.

Studying the students’ methods of applying andnaitsting information is also
necessary for creating interventions based omeeim assessment feedback (Hoy & Miskel,
2008). At the same time students may be assimgatiformation, they may also be performing
the sequence Piaget referred to as making accomimosla According to Piaget’s theory on
constructivist learning, individuals change theitlséng ways of thinking to accommodate and
comprehend new information (Piaget, 1969). Keepioitp Piaget (1969) and Vygotsky’s
(1978) philosophies of assimilation, applicationd &ocialization in mind when developing
lesson plans can assist with addressing the valeansing modalities, as well as help students
connect the concepts with which they are strugghezirow (1990) referred to this as the
“reflective action” of transformative learning @). The reflective action is the response

predicated on the analysis of assumptions regatdarging.
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Important Terms

The formative, interim, and summative assessmeatgiagen statewide and are part of an
accountability program. In describing the VirgilS8®Ls, the ternsummatives used because
the assessments are given once a year as a suesiaior the entire school year’s curricula in
science, math, English, and social studies usie@ftiiine databas@earson Access~ormative
assessments are embedded in the daily instruatibar@ often called “minute-by-minute”
instruction. Black and William (1998) stated fotma assessments should not be used alone,
but should be part of a curriculum plan that mahdsruction to meet the learners’ instructional
needs.Interim assessments fall between the summative and thrafime and are given several
times during the year through the assessment compdaractive Achievement. The data from
the assessments are intended to guide instruatidm@i@ crucial for reporting knowledge
measurement at a higher level (Perie, et al., 2009)

Literature Review

History of Assessment in the United States

In August of 1981, the National Commission on Ebasede in Education was given the
task of collecting and analyzing data and literatom the quality of education, at every level, in
both public and private schools in the United &tdét¢S. Department of Education, 1983). The
report,A Nation at Riskfocused on four areas of education: content, &agiens, time, and
teaching (U.S. Department of Education, 1983)reBponse to weak content and curriculum, the
report recommended strengthening graduation remein¢s to require a minimum knowledge of
English, math, science, social sciences, and canguaiences. The Commission’s report also
noted that the expectations of student knowledgmd areas were deficient and recommended

that schools and school districts establish mgerous standards and higher expectations. The
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time students were spending on instruction, bothénclassroom and at home, were found to be
unproductive. Therefore, the report also recomradrixktter use of instructional time during the
school day, a longer school day, or an extendedeawie year. The report also pointed out that
the education field was not attracting individualth a strong content knowledge and a capacity
to be successful in a learning environment. Thea@gssion made recommendations to better
prepare teachers for the classroom (U.S. Departofdeducation, 1983).
Virginia Standards of Learning

A Nation at Risk1983) was the beginning of the development desttandards, high-
stakes testing, and accountability reform in statelsool districts, and schools. In June of 1995,
the Standards of Learning for Virginia Public Schoalsre published, establishing high
academic standards in English, math, science, @zidlstudies. In 1996, the state then
developed summative assessments aligned with gasdards, and in 1998 students began
taking these cumulative exams in the four contezaisin grades 3, 5, and 8 (Sullivan, 2006).
Following the heightened awareness of academicuatability, Virginia then presented the
Standard of Accrediting Public Schoats1997. The accreditation process links student
performance to school accreditation. Thus begamptbcess of assessing for learning
throughout the school year, in preparation forhig stakes summative SOL tests given at the
end of a course.

On January 8, 2002, President George W. Bush sign@taw the No Child Left Behind
Act of 2001 (NCLB). The law sets high standardsdibchildren regardless of race, gender, or
ability. The intent of NCLB is to create a levdhying field for all students, close achievement
gaps, improve teaching and learning, and impleraecwuntability measures for schools, school

systems, and states (U.S. Department of Educ&@dV,). The premise of the law is that
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children will perform on grade level in reading,itmmg, and math by 2014. Schools must ensure
that students are learning the essential skillsnaat in the state standards. The need for
academic accountability translates into the needdademic assessment in the classroom, so
building leaders and teachers can make data-ddeeisions based on interim and formative
assessment feedback. This allows better preparfmidhe summative high stakes tests that are
used to determine the Adequate Yearly Progress jAiBler NCLB (Jorgeson & Hoffmann,
2003).

Virginia English and Math (SOL) Summative Assessmets

The Virginia SOLs summative assessments are dezelop SOL Assessment
Committees. These committees are made up of Vaggachers, school administrators, and
Virginia content specialists who undergo an appilicaprocess to be part of this development
process. The committee members review the teasitnd forms to ensure that the documents
measure student understanding and content knowbstigeately and fairly. The assessment
guestions must be aligned with the Virginia SOLlt té#seprints that teachers use as guides for

appropriate grade level and content area test iatisin.

The Virginia End- of- Course (EOC) Reading, Literat and Research (RLR) SOL
assessment covers the reading strand of the stgtsiicstandards. The EOC Reading Test
Blueprint notes that 10 items on the assessmemtes@ed to using word analysis strategies and
word reference materials. Eighteen test itemsicthvestudents’ comprehension of fictional
texts. Another 27 test items demonstrate studeaénstanding of nonfictional items. There are
65 total items on the summative EOC RLR; 55 argatmmal items, while 10 are field test items

that are not used to compute a student’s scoreeoagsessment. The field test items may be
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used on subsequent summative assessments (VA Btammdd earning [VA SOL] Blueprint
End of Course Reading, 2010).

The Virginia Algebra | SOL assessment consistsOofodal items. Fifty items are
operational, and 10 are field test items. On tlgelra | SOL assessment, students are given 12
items measuring their knowledge of expressionsogradlations. Eighteen items cover equations
and inequalities. Another 20 items assess theestadunderstanding of functions and statistics.
All of the Algebra | standards are covered on tmamative assessment (VA SOL Blueprint End
of Course Algebra I, 2009).

The Virginia Algebra 1l SOL assessment covers Hraesreporting category as the
Algebra | SOL. However, the strands of standandkided in the categories differ based on the
increased level of the content. Thirteen questayredevoted to expressions and operations, as
well as equations and inequalities. Twenty-foumeare devoted to functions and statistics. All
of the Algebra Il standards are included in the suative assessment (VA SOL Blueprint End of
Course Algebra 11, 2009).

The Virginia Geometry SOL assessment consists b0 items. Again, 10 items are
field questions, and 50 are operational questibasdre computed for a score on the assessment.
There are 18 items that measure student underatanfireasoning, lines, and transformations.
Fourteen questions are devoted to understandagglas, and 18 questions cover polygons,
circles, and three-dimensional figures. All of feometry standards are assessed on the
summative test (VA SOL Blueprint End of Course, 200

For the purpose of this evaluative qualitative catsey, the Virginia Standards of
Learning summative assessments were defined tblissta clear understanding of the tests for

which the teachers prepare the students throughsthef interim assessment feedback.
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Summative assessment data was not collected fauitp@se of this case study, as the focus was
on how teachers used formative benchmark dateefgape students for the summative SOL
tests.

Formative, Interim, and Summative Assessments

Popham (2008) defined formative assessment aswagidgrocess used by teachers and
students to evaluate learning and adjust what &adre currently doing in class. The actual
assessments, according to Popham, are part ofdbegs and are considered formative if the
instructor uses the responses to make instructamjastments. By using assessment-based
evidence, teachers are able to immediately ideati#as of cognitive weakness. The formative
assessment process is followed by the teacherstadénts identifying areas that need
immediate intervention.

Interim assessments are given periodically dutiiregsichool year, perhaps every two to
three months. The interim assessments are useddsure student understanding or level of
mastery of content material. Popham (2008) stitadinterim assessments are given to provide
a student’s mastery-level, as well as, act as digigg for student performance on summative
assessments. As with formative assessments, ffeettion is for teachers to develop
instructional responses to the interim assessmaadsessing areas of concern (Popham, 2008).

Summative assessments are considered to be thalsatswn tools that are given at the
end of an educational process as a way to detertmengtudents’ level of understanding and the
effectiveness of the instructional processes ajusadents that are already completed. Relative
to this case, the summative assessments were tgmigiStandards of Learning (SOL) tests
given in the subject areas of English, math, satiadies, and science. While Popham noted that

summative assessments are the final assessments#andtion in the content area is complete,
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there is a caveat to the summative Virginia SOlessments. While a “pass proficient” score is
a 400, if a student scores between a 375 and 8&, $he can be provided immediate
remediation and retest in the same core area,thgthope that the direct intervention will help
the student reach the 400 mark on the assessntgnih fact, instruction can continue after a
summative assessment is taken by a student.
The Purpose of Interim Assessments

The effectiveness of interim assessments is depéngen teachers having a clear
understanding of how to collect and analyze tha dathered from the student work. Duckor
(2014) noted that while assessments are poweidlg for learning, teachers often do not always
know which practices are most effective, when tplament them, and why a particular
combination of strategies worked best in a certiassroom with a certain demographic. Perie,
Mario, and Gong (2009) suggested five questionshi&a can use when evaluating the purpose
of the assessment:

(&) What do | want to learn from this assessmdnjt¥ho will use the information

gathered from this assessment? (c) What actioms steibe taken as a result of this

assessment? (d) What professional developmenipposiustructures should be in place

to ensure the action steps are taken appropriage)y?ow will student learning improve

as a result of using this interim assessment syatehwill it improve more than if the

assessment system were not used? (p. 9)

The answers to these questions dictate the typeseissments needed and help focus the
design of the assessment, including the typeofdtused, the structure of the assessment, and
the frequency of the assessments. One test sppoodpriate for measuring all content. Interim

assessments are used to measure designated atleaswfricula during specific times of the

26



year.
According to Sawchuck and Cain (2009), interimeasments can be used to review
student mastery of content material and, in sors&@ntes, determine possible student
performance on summative state tests. Since Ru{b®&9) published an article on the topic of
assessment over 20 years ago, the philosophy afuneg student understanding being
intertwined with instruction has remained status:diesting and teaching are not separate
entities. Teaching has always been a process pingebthers to discover ‘new’ ideas and ‘new’
ways of organizing that which they learned” (RudmE®89, p. 1). Many teachers however, have
access to data collected from interim and formagisgessments, but have no idea what to do
with the information once it is collected (Blackdaw/iliam, 2010). Teachers have an important
impact on student achievement (Heritage, Kim, Viestti, & Herman, 2009). It is important
for teachers to follow appropriate procedures seasments are to be sufficiently dependable to
inform student learning on summative measures @dag005).

As McMillan (2000) pointed out, teachers musvénan understanding of what to do
with student assessment results. Essential measuatevidence includes variability, standard
scores, and applying growth-scale scores to classiostructional practices. A teacher must be
able to practice the aforementioned skills to @éassons that address student needs (McMillan,
2000)

Using formative assessments effectively is one i®aghers can maximize student
learning. Duckor (2014) presented seven essemtakpses teachers can use during instruction
to do a quick check for student understanding. Seheen processes were also used by teachers as

they prepared students for the scheduled assessgieah by the target district throughout the
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school year. One process Duckor described inclpdesng the students with thought-
provoking questions like, “Can you say more abautrythoughts?”

When prompting students through inquiry, teachbaikl pose questions related to the
lesson content to help students relate concepésder ideas through deeper thinking (Duckor,
2014). Teachers can pause during questioningusiersts can process the information and
apply the question to the material. The questiwe to be equitably spread throughout the
lesson so that all students get a chance to respond

The teacher’s response to student answers is ianmdd the level of motivation and the
students’ desire to learn. Duckor (2014) recomredrttiat teachers create a graphic organizer
of correct and incorrect student answers to prosigissual of how students are thinking about
concepts. The last process Duckor described indladeethod by which teachers categorize
student answers into bins labeled for correct, niremd, misconceptions, and proficient answers.
The process of creating these bins gives the tedlcb@pportunity to assess the level of student
learning of the content presented during a lesson.

Teachers who use assessment data appropriatelystarttbthe importance of providing
students with feedback during daily instructionil@ng leaders should also understand the
importance of interim and formative assessmentee grincipal should have the ability to
disaggregate the data and create staff developoppatrtunities to teach the staff how to align
instruction to assessment results. However, uttespurpose of the interim assessments plays a
role in the planning of instruction, few teachezerm to understand what to do with the data.
According to Popham (2008) “Formative assessmedit ebout decision making. Those
decisions, made by both teachers and studentgjablsarevolve around the following two-part

guestion: ‘Is an adjustment needed, and if sotwhauld that adjustment be?”’(p. 23).
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Dunn and Mulvenon (2009) noted that assessmentseraa a variety of roles in
education including diagnosing weaknesses, evalgatiderstanding and teaching, and
predicting student performance on summative assagsmEven before the No Child Left
Behind Act was implemented, many schools begamgusiterim and formative assessments.
Mehrens (1989) discussed the concern for test sguneling decisions and, therefore,
establishing the possibility of teachers teachmthe test. Critics of interim assessments say
that teaching to the test causes a complete fatssd content rather than preparing children
with a well-rounded education (Dunn & Mulvenon, 2D0However, proponents say that the
interim assessments provide feedback on learnidgtow teachers to make appropriate
adjustments in their instruction (Cauley & McMitia2009).

Mehrens (1989) created a continuum of seven des@ipoints ranging from the ethical
to the unethical use of assessment practices.iehree points on the continuum were
described as ethical uses for assessments. Bhedint included teachers giving instruction
related to district objectives without checking tigectives that standardized tests measure. The
second focused on instructing students on testgakills, and the third entailed teachers using
objectives from a variety of standardized testa pnning tool for instruction. Moving to the
right on the continuum, towards the less ethicabusf assessments, the teacher planned
instruction, specifically based on the objectivesasured by the high stakes test. Or, the teacher
included instruction for the students that incluttedhs formatted the way they are on the
standardized test, and even provided studentsogplortunities to practice taking tests that were
formatted in the same way as the standardizeddesfave practice or instruction on the actual

test.
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Bambrick-Santoyo’s (2008) research on data-dridecision making showed that
teachers in one school who were initially resistanising interim assessments, data binders, and
curricula based on the students’ assessment refultgl that the plan actually worked. Two
years after the interim assessments were embeddpd curriculum, teachers debated ever
changing the assessment model again. One teatioawas originally reluctant to implement
the assessments was adamant that the assessnuasispieeded to contin(Bambrick-

Santoyo, 2008). Student scores increased thrdwgyhge of formative and interim assessments,
and resultant instruction based on those daiday, students are held accountable for learming i
all core areas, and consistent assessments dstaiglisexpectations for all students, leading to
increased graduation rates.

Interpreting and Using Interim Assessment Data

Perie, et al. (2009) identified three purposesrftarim assessments: poedict student
performance on summative assessments, to evahsitedational methodology, and to improve
instructional techniques for one student, a grdugtudents, or an entire class. For teachers to
gain the most from using interim assessment dagg, must have a strong grasp on the content
material, as well as pedagogical responses to kbnézds (Goren, 2010).

To better understand how educators should respoimierim assessment data, one might
entertain the idea of a cyclical process. Thelteamstructs the students with techniques that
engage all learning modalities. The interim agsests are then given to analyze the students’
knowledge of the content material. The interimeasment feedback is then used to guide and
mold the content instruction for remediation, adl &@e continued instruction on core concepts.

Interim assessments are then implemented agakatoire student understanding of another

30



round of content standards. Again, comprehensi@h@cked, and instructional practices are
established based on the areas of need noted inténen assessment data (Appendix D).

Hess and Mehta (2013) described four problems thighuse of data in schools. The first
problem noted was how the data were used by tlchées The intent of assessment data is to
improve teaching and learning. However, Hess arttilstated that teachers are often not
provided with the professional development neederlittivate an understanding of how to use
data.

The second issue was the influence of politichedlassroom. Educational data can be
used to inform political debates, but cannot belusesettle them (Hess & Mehta, 2013).
Politicians tout data-driven-decision making askbg to educational reform, but often
educators do not know how to use the data to nrgkenned decisions (Sharratt & Fullan,
2012).

The third problem with data, as reported by HessMahta (2013), was the
misunderstanding of what kind of data to use foatygurpose. Data that were once thought to
be used for instruction is now used for evaluapiveposes for teachers, schools, and systems.
Hess and Mehta echoed Black and Wiliam (2010) aoMiltan’s (2000) premises when
documenting the fourth problem with data use. Theesand building leaders need training so
they can develop and perfect their understandirapafyzing and responding to data.

Schmoker (2009) reported that some schools haveisggovements in their authentic
literacy learning based on the data. However, S&@malso reported that sometimes schools
fixate on data, but do not making instructionahgai In these instances of strong standardized
scores, but lackluster instruction, teaching totést has taken over the need for critical thinking

skills and deeper learning (Schmoker, 2009; David2008).
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Further complicating data collection and disaggtiegas the practice of teachers
drawing incorrect inferences about why studentsestite way they do on interim assessments
(Mehrens, 1989). Schools that are devoted to dla¢ @f linking graduation with the mastery of
material and deeper learning, engage studentainitg through teaching, assessments, and
classroom environments geared toward student-mwsthoughtful data-driven instruction, not
inferences regarding student performance (David20dg; Mehrens, 1989).

The Leadership behind Successful Interim Assessment

Waters, and McNulty (2005) outlined 21 respondileti for school leaders. Three of the
responsibilities include the importance of schealders acknowledging and understanding new
curriculum theories, being involved in the devel@omof curriculum, instruction, and
assessment, and also having knowledge relatedséarch-based best practices. While it is easy
for a school leader to simply instruct teachensrtplement interim assessments into the
curricula, it is not so easy for the staff memleranderstand the importance of the assessments.
Valuable data can be gathered from providing sttedeith snapshots of their knowledge
throughout the school year, prior to a standardiestlin the subject area. Determining if
students are tested on convergent or divergeris skiimportant to the interim and summative
assessment process during the school year. PmgoCessouard (2008) defined convergent
assessments as those used to deternfitiee“learner knows, understands or can do a
predetermined thing,” while divergent assessmardembedded in the curriculum with the
intent to discoverwhatthe learner knows, understands or can do” (p. 5).

The type of leadership in a building directly inofsathe level of devotion to teaching and
learning. While everyone in a school is an educatiteader in some capacity, the building

leader sets the tone for efforts put forth by kb#hteachers and the students. Marzano, et al.
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(2005) noted that being grounded in knowledge oteat information and pedagogy is just as
important for the administrator as it is for thadker. Kouzes and Posner (2007) echoed this
philosophy with their five practices of leadershii§a) model the way; (b) inspire a shared
vision; (c) challenge the process; (d) enable atbeact; and (e) encourage the heart” (p. 26).
Hackman and Johnson (2009) stated that leadeislisbtdirection by creating a vision and
defining the strategies for establishing the changeded to reach that vision.

Sharratt and Fullan (2012) wrote that principalstdevelop “increasing intentionality
and finite precision in their data analyses anlb¥olup action and use data to make emotional
connections” in order to create cognitive theodasstablishing successful practices in the
classroom (p. 48). When synthesizing responses éduncators regarding what they want they
want from building leaders when it comes to suppodata-driven-decision making, Sharratt
and Fullan (2012) noted that teachers want leadleessknow what to do with data, leaders who
are able to positively influence teachers in theedirection, and leaders who lead for the long
term.

In an interview Jay McTighe, author and former Diog of the Maryland Assessment
Consortium, stated that principals should ask twidigg questions of teachers, “What are the
most important ‘learnings’ that you want your stodeto achieve?” and “What evidence will
show that students have achieved the desired fegth(Richardson, 2008, p. 30). Leaders must
provide a perspective for teachers by using as rapgrtunities as possible to establish an
instructional leadership philosophy in the build{iMgarshall, 2008). Reeves (2006) further
discussed the “Pygmalion Effect” that occurs whepesate groups of individuals are given
different sets of expectations, they respond adoghlgl For example, one set of individuals may

be encouraged by high expectations and responerbgrming to reach those expectations.
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However, another set of individuals presented Vaith expectations, may work to achieve the
bare minimum of what is asked of them. Therefoligh Yocused leadership that is based on a
well-communicated vision and has high expectatfonstudent achievement student
achievement, teachers are clear about the levelsmimitment they are held accountable for.
Thus, the instructional expectations establishatcals have a direct impact on the
performance of teachers and students.

Reeves (2006) explained that teachers and leadetke significant variables in the
instructional plans. The changes in teaching aadérship directly impact student learning and
performance. While interim assessments are uspcedgtors for the summative assessments,
the summative assessments are used to measurnadeand teacher/school accountability.
However, merely implementing benchmark assessmétiteut a cause-and-effect approach for
learning is insufficient. Assessments must bermftive with immediate feedback that supports
learning and provides direct intervention for studevho are having difficulty with concepts.
Leaders who have established a vision for studeribpnance exert more influence and take
more responsibility for student learning and thdggmgical direction of the group (Hackman
and Johnson, 2009).

Kouzes and Posner (2007) wrote about the paradpgwér in which a person becomes
more powerful when he gives his power away. Insitenario of principals conveying
expectations of high student achievement and tea¢aking control of the learning and
interventions in their own classrooms, the flowpofver from the building leader to the teacher
is evident.

The principal’s direct involvement in developinggaula, troubleshooting assessment

issues, and addressing instructional needs, eghhmtimportance of these same areas to the
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teachers. In turn, the importance of instructideahniques, assessing understanding and
responding to student needs are understood bg#obers. Examples of interim assessments
used to successfully address the needs of allstsidad link results to curricula and instruction
occurred in schools where teachers appeared todpoded by strongly committed principals
(Shepherd, 2010). Using a hierarchical modelptinecipal of the school must have a strong
understanding of the state standards to establiderce and data-based decision making. The
instructional leaders must also believe in a ptigagihilosophy for preparing, implementing,
and responding to the interim assessments (Hackndamnson, 2009).

Chenoweth (2010) wrote “No one has the right totevasday in the life of a child” (p.
20). The author described five insights for suseéaschools, beginning with the philosophy
that everyone is responsible for running the sch@enoweth proposed that principals should
delegate the minor crises to others in the buildatigwing time for the building leader to attend
to instruction and student achievement.

The second insight described by Chenoweth (2018)imspecting what is expected. The
author described establishing standards in thsrams and then visiting the instructional
environments to engage with the learners and aisgissinderstanding of the daily objectives.
Chenoweth noted that as the instructional lead#rarbuilding, the principal models the
expectation that all educators in the school shoafdinuously reflect on and monitor their
performance. Ginsberg and Brown (2009) wrote thatcbllection of such data by principals
increases the possibility for instructional chamgéhe future.

Chenoweth’s (2010) third insight encouraged leattels “relentlessly respectful and
respectfully relentless” (p. 20). Administratofssaccessful schools spend time in the

classrooms, helping students and struggling teachine importance of adults setting the tone
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in the school was also identified by Chenowethragmtegral philosophy to building
relationships between teachers, students, andthenanity. In turn, those same relationships
improved student achievement.

The fourth insight described by Chenoweth (20103 wsing student achievement data to
evaluate decisions in the building. The data vdescribed as the deciding factor for validating
or reconsidering financial and personnel decisiortBe schools. Chenoweth detailed using
professional learning communities to support teectwo were struggling with content,
instructional techniques, or classroom manageméné professional expectation is that every
student will succeed, and when students fall, tihésresponsibility of the teacher to find ways to
improve (Chenoweth, 2010).

The final insight defined by Chenoweth (2010) waes philosophy that principals do
whatever it takes to make sure students learnsk@ng and Brown (2009) described a process
for evaluating classes called “Data in a Day.” Meaf educators visited everyone classroom in
a school for “snapshots” of instructional practic8fie teams then shared their observations
with the principals. Ginsberg and Brown noted thhile data collection in every classroom in
one day seems too much, too quickly, the briefigtsans of the instruction, student
engagement, and class environments, were parartmimplementing pedagogical change for
student achievement.

Data-Driven Decision Making

Data-driven-decision making (DDDM) and instructibleadership must be implemented
together for an edutianal environment to be successful (Creighton, 20@ata-driven-
decision making is the analysis of curricula, téaghand test scores spurred by feedback on

informal and formal assessments. Mandinach, Hoaray,Light (2006) wrote that teachers often
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like to use multiple resources to assess learmigage leery of relying on methods like data
from interim or summative assessments to make idesigbout students’ strengths and
weaknesses. While this process gives a more refmtof students’ performance, Mandinach,
et al. suggested that teachers are more inclinedkiéactors causing individual behavior on a
case-by-case basis rather than look for patterfexiiback. Therefore, the teachers’ decision-
making strategies lack systematic data collectiomfstudent to student, class to class, and year
to year. Often, this type of data-driven-decigsiaking results in teachers basing their
instructional plans on personal biases rather tledimitive statistical measures like distribution,
variation, and reliability (Mandinach, et al., 2006

Meaningful data collection results in effectivetmstional development and improved
pedagogical practices in a school (Creighton, 200He data represented in the interim
assessment feedback enables teachers to immedidtiiyss student needs. The disaggregated
data guides the teachers in developing intervemgians and guiding students appropriately.
Teachers are then able to assess the studentsifaithe remediation or modified instruction to
decide if they are ready to move forward with tbatawued instruction (Smith, Johnson, &
Thompson, 2012).

Marsh, Pane, and Hamilton (2006) discussed thenargtion of information in the data
collection process, referring to data-driven-decisinaking as a cyclical process. The
researchers noted that information becomes actietkaowledge when the data are prioritized
and analyzed for problem areas and possible sokitid he actionable knowledge can help
instructional leaders synthesize two types of dexss using data to inform, identify, or clarify,
and using data to act or make changes (Marsh,, &@08l6). Assessments should be viewed as

the foundation for planning and instructional dexis (DiRanna, Osmundson, Topps, &
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Gearhart, 2008). Once the choice is made to respond based on the data, the new data can be
collected and studied for effectiveness and for establishing new goals. This process leads to a
cycle of data collection and decision making (Marsh, et al., 2006).

The types of data used depend on what the building leaders are trying to discover. Many
educational leaders prefer to use local or interim assessments, viewing the data from these
resources as more useful than data from summative state tests. The summative tests are typically
given in May, and results are not received in time for continued growth in the particular subject
area. When the leaders decide types of data used to make decisions, the lessened pressure on
teachers for student performance on the interim assessments may actually help the process of
using the tests as valuable diagnostic tools rather than the high stakes summative assessments
(Marsh, et al., 2006).

Getting Past Information Overload

Sharratt and Fullan (2012) wrote that educators are often overwhelmed by excessive
amounts of information from assessment data. This overload of information is similar to the
experience children have with the influx of the Internet, Facebook, tweets, emails, and electronic
games, cell phones, and televisions. There is a feeling of sensory exhaustion and a difficulty in
isolating the information that needs to take priority (Sharratt & Fullan, 2012). However, when
teachers are able to get past the information overload and isolate useful assessment data, they are
able to make meaningful decisions for planning for instruction and teaching techniques.

Sharratt and Fullan (2012) used the phrase “knowledgeable others” to describe school
leaders. Successful knowledgeable others engage in instructional practices that promote learning
for all. They are attuned to how data are used to improve instruction in every classroom for each

student. The leaders monitor and review lesson plans for instructional consistency and
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educational goals and assist in developing plansttments who continue to struggle. DiRanna
et al. (2008) discovered that teachers who wereiged with a “systematic, reflective,
collaborative, and supported process for plannamgrfstruction and assessment, changed their
instructional practices” (p. 23).

The knowledgeable others build supports for teach#io are struggling and reward
those who are performing well (Sharratt & Fulla@12). These instructional leaders also spend
time creating environments where collaboratiomisoeiraged between students and staff
members. Another support offered by the knowlelgeathers was staff development on using
data effectively to change instruction and impaething (Sharratt & Fullan, 2012). Keeping
instructional materials at the center of the indianal planning and implementation is important
to embedding interim assessments in the educatwoaéss making the data more meaningful
(DiRanna et al., 2008).

DiRanna et al. (2008) wrote “If teachers learnlainmssessments as they plan their
instructional units, they will learn to view ass@esnt and instruction as cycle in which evidence
from assessments guides instruction to ensuresthdénts make progress toward the learning
goals” (p. 23). Hess (2009) noted that data-drivemagement should help develop schools and
school systems that are more supportive of effedgaching and learning. Data-driven
environments should not have the main focus oftitlemg effective teachers and struggling
students (Hess, 2009).

DiRanna et al. (2008) developed a three-step psdoeembedding interim assessments
in the classroom instruction and responding effetyito the assessment feedback. This cycle
of events makes the assessment process the hiod ioktructional planning. The act of taking

an interim assessment during a unit of instructsainen a natural event in the learning process.
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DiRanna et al. described the instructional cycl&ssessment-Centered Teaching (ACT).

The framework of the philosophy was establishefuodamental elements of
assessment knowledge, use of quality objectiveds tind evidence. Teachers should develop a
flow of content material to be taught for a unitrétruction, and at the same time, develop
interim assessment plans and predict student reepda the assessment items. An assessment
record that documents the data should be implerdesttgatterns and trends in student
performance can drive instruction and future asseass (DiRanna et al., 2008).

Greenstein (2012) wrote that assessments in thiectgiry must be “transparent,
flexible and responsive to learners’ needs, infdiveaand integrated with teaching and
learning” (p. 38). Educators must engage in badrassessments and respond to assessment
data through aligned and focused curricula (Greams2012). Instructional leaders must
constantly pose the reflective questions aboutungbn. What are we doing in our lessons?
What do we want to students to learn? How are ldsying the objectives? Where are we
supporting their learning? How can we improve7e@aistein, 2012).

The Cost of Interim Assessments

While states are reducing the number and frequefistandardized tests, there does not
seem to be a decline in the use of interim or fdnreaassessments. The question is whether
interim assessments are cost effective (SawchuClai®, 2009). Large portions of testing costs
include test creation, data reporting, and disaggjren of student performance.

There are indications that test bank companiesheagfit from the monies allocated in
the federal economic-stimulus bill. According tav&huck and Cain (2009), federal stimulus
money will keep, if not, add to the momentum oénmrh assessment$Vhile the national

economic status is tumultuous, a 2@fucation Weekeview of articles discovered no findings
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of districts reducing money spent on the develogmémterim assessments. The reports found
no evidence of reductions in district practice.

Meanwhile, there were conflicting opinions fromeaschers regarding the use of outside
testing companies creating interim and formativeeasment measures for school systems.
Schafer and Moody (2004) reported that many teaalh@not feel that interim assessments
created by outside companies cover the materiahtmbeen presented in class, even though the
teachers have followed the districts’ curriculaipgguides. The authors continued to say that
instruction benefits when teachers are the devedapfehe formative assessments, rather than
hired companies with average banks of questionsaf®c and Moody, 2004). In regard to cost,
however, those teachers contracted to develomteam assessments for schools or school
districts often reap financial rewards for the tigpent developing banks of questions or entire
assessments.

Hess (2009) wrote that school systems should censidir factors when discussing
interim assessment options. Instructional leadlkosild not allow data or research to outweigh
good judgment regarding the presumed benefits asi$ of each assessment company. Hess
further noted that schools and systems need toftmokssessments that render the kind of data
being sought. Feedback on student achievemertas iw needed for NCLB (2001). However,
this is not necessarily to kind of data needednprove instruction and help teachers forge ahead
with innovative responses to data. Hess (2009 dalttention to not expecting research to
dictate educational outcomes and, thus, drive polinstead, research should “ensure that
decisions are informed by the facts and insighdas shience can provide” (Hess, 2009, p. 16).

Finally, school systems should give positive fe@flita those schools and building leaders that
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effect change and impact instruction through theeafg¢he interim assessments and data-driven-
decision making (Hess, 2009).
Student Motivation and Interim Assessments

While studenaissessment data are imperative to review as pristanges,
understanding the motivation and learning stylethefstudents is also important. While
discussing the role of the teacher acknowledgindesits’ needs, Mantero (2002) mentioned
Vygotsky’s Zone of Actual Development (ZAD) anathone of Proximal Development (ZPD).
Simply stated, the Zone of Proximal Developmertased on the premise that a student is able
to better perform tasks and reach goals with gudamm collaboration than if the student were
working on his own (Vygotsky, 1978). Mantero highited the importance of instruction that
includes scaffolding involving modeling, feedbadyards and punishments, direct instruction,
explaining, questioning, and structuring studemttered activities based on the students’ ZAD
and ZPD, making assessments part of the learnithgvps.

Beghetto (2004) distinguished between the thrderéifit types of goal-oriented behavior
students exhibit throughout the academic prockkesnoted mastery-approach goals include the
ability to establish self-improvement and set sédfirdards. Performance-avoidance goals are
concentrated on avoidance and making one’s seifless capable than others. Students who
engage in performance-approach goals strive faeaement as a way to receive recognition.
While student motivation is important for studeahi@vement, the students’ perspective of the
assessment environment also factors into theiopegnce (Alkharusi, 2008). The classroom
characteristics can harbor a positive learningtasting environment that produces successful
scores. On the other hand, the environment catmilsote to lack of motivation and inconsistent

performance on assessments.

42



The district superintendents model the importaridbeuse of assessments embedded in
the curricula to the principals. In turn, the blinlg administrators encourage teachers to use the
interim assessments as instructional and remeditdms. Similarly, the students gain an
understanding of the importance of performing thest on the interim assessments, so teachers
can measure content learning and address areagdf n
Teacher Performance Linked to Student Performance

Effective in July 2012, the Virginia Board of Edtioa approved th&irginia Standards
of Professional Practice of Teacherdust as the Virginia Standards of Learning estalgcals
for students, standards for teachers provide awi@r which teachers strive in their profession.
By developing an effective conceptual frameworkif@truction, the standards for teachers
create a focus for continuing education, professidevelopment, and personal academic
growth. Under the revisédirginia Standards of Professional Practice of Gleers,teachers are
observed and evaluated on seven standards. 8ie efandards represent the key elements of
teaching: professional knowledge, instructionahping, instructional delivery, assessment of
student learning, the learning environment, andgssionalism. The seventh standard of the
teacher evaluation process is based on studentlymsxformance.

College and Career Readiness Initiative

In addition to the Virginia SOLs, the state hastar implemented achievement goals of
student preparation for two or four-year colleges2010, Governor Robert McDonnell
announced the expectation of graduating 100, O@iadal degrees from Virginia's two and
four year colleges over the next 15 years. Inarsp to this challenge, and in collaboration with
the state’s two and four year colleges, Virginlementary and secondary schools have set the

bar even higher, adding more rigor to the Englisth math content areas.
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The goals of the Virginia College and Career ReagBrnitiative are as follows: a) “To
ensure that college and career ready learning atdadh mathematics and English are taught
and learned in every Virginia high school classrgand b) “To strengthen students’
preparation for college and the workforce befoewieg high school” (VADOE, 2011, para. 3).
The performance expectations established to rded®etgoals call for a level of achievement
that must be reached to ensure that students adg fer entry-level-credit bearing college
classes when they graduate from high school.

Virginia’s College and Career Ready Mathematics @nglish Performance
Expectations build upon the foundation of the \irgiSOLs and are “fully aligned with the
international college and career readiness stasdactliding the Common Core State
Standards” (VADOE, 2011, para. 4). Furthermore,ititterim assessment process can then be
described as a predictor for the achievement oataelemic goals set forth by this initiative.
Therefore, the changes in the instructional metlaodsphilosophies made based on the interim
assessment feedback to address student undergtamdijust as important to the College and
Career Readiness Initiative as they are for thpgregion for the summative Virginia SOL
assessments.

The Influence of Data on Deeper Learning

While politicians report the need for students écchreer ready when they graduate from
high school, educational leaders are also respgrtdithe growing need for students to
experience deeper learning, collaboration, inqbaged instruction, problem solving, and
critical thinking. Schmoker (2009) pointed outtthaany schools set expectations that surpassed
those set by state standards, but did not usesaseatdata to change instructional practices to

meet the needs of 21st century learners.
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Popham (2009) wrote that instructional leaderseapected to “get more instructional
mileage out of the assessment data at hand” (p.l8&J\ever, Popham reported two obstacles
that often stand in the way of translating data wpportunities for deeper learning: missing
realizationand missingkill. Popham noted that successful educators rehlaeaot all data are
useful. For a teacher to actually accumulate inébrmation from the data, he must have an
understanding of what to do with the students’ Heyatem analysis and try to infer what skills
and knowledge the student possesses and how ttieetezan hone those strengths.

Once instructional leaders understand that nataddl is important to learning, Popham
(2009) wrote they must have the skill to decidechidata is important to instructional decisions
and which are not. Popham explained that teachast use more than one source of evidence
in order to be able to accurately just a studengstery of content that the test measures.

Summary

As instructional leaders battle the wave of chaggiemographics of school systems and
economic challenges of the nation, teachers mabtzesthe power of education. With that said,
they have to remain steadfast in using the toasiged by districts to assemble as much
information as possible about the student maketupeoclassroom and the instructional needs
of the students. Interim and formative assessnieus a direct link to understanding the

content students have mastered before they tak®uthenative assessments (Alkharusi, 2008).

However, teachers must also be given the skiliswtterstand the data that are garnered
from the assessments. Therefore, teachers cast &lagir instructional practices to address the
weaknesses and highlight the strengths of studetdrstanding. Instructional leaders must
model the expectations of schools, so teacherdests, and stakeholders have a clear

understanding of how students are expected toaelmethe educational environment.
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Teachers and principals are responsible for preparing students‘faetury learning
through problem solving, and analytical thinking. Data-driven-decision making is the foundation
of measuring the skills necessary for learners in this era. Alvin Toffler (1971) wrote,
“Tomorrow’s illiterate will not be the man who can’t read; he will be the man who has not

learned how to learn” (p. 271).
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CHAPTER THREE: METHODOLOGY
Introduction

The purpose of this evaluative qualitative casdystmas to explore how high school
teachers used interim assessment data to evaheatenistruction, and if or how they made
resulting changes in that instruction as they pegphatudents for the Virginia Reading,
Literature, and Research (RLR), as well as the Bdgé, II, and Geometry Standards of
Learning (SOL) assessments in one school locatsirgmnia. A secondary purpose of the study
was to explore the pedagogical changes teachemnadd, if any, in response to reviewing this
data. The techniques used to disaggregate theaddtiater used to modify instructional
practices were researched through focus groupvietegs with inquiries based on an examination
of the Benchmark analysis spreadsheet completédebteachers and individual teacher
interviews. The goal of the researcher was to agvalbetter understanding of how the teachers
viewed, understood, and applied data to infornrurcsion. This chapter includes a detailed
description of the research design, the data daleprocess, and the data analysis procedures

established for this evaluative qualitative caselt
Research Design

In qualitative studies, data are collected throfigllal work conducted by the researcher
to discover how all of the pieces of researchofifether to describe an entire setting or
experience (Merriam, 1998). Merriam also stateddlative researchers are interested in
understanding the meaning people have construttedis, how they make sense of their world
and the experiences that they have in their wqpd®).
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Additionally, Merriam detailed that the qualitaticase study that concludes with the researcher
making judgments and summaries based on the infmmeollected through the interviews and
observations is considered an evaluative qualéatase study. Thus, a qualitative methodology
was appropriate for this study because the intetiteoresearcher was to enter the field to gain a
detailed understanding of how teachers reviewestimtassessment data. The researcher also
analyzed how the teachers reflected on that datahesmr instruction and if, or how, they
modified their instructional practices to addressaa of content weakness.

The case study process allowed the researchetaio tee complete characteristics of
“real-life” experiences including the interactiomissmall groups, changes in environments,
school/teacher performance, community relationsgwjos, 2009). The researcher did not
modify the educational environment in any way. Thé collected were based on the teachers’
individual and group reflections of their instraetal methods. The real-life experiences, to
which Yin referred, were not changed for the pugsosf this case study. In fact, the real-life
experiences were what the researcher was analizihetermine how the high school teachers
used interim assessment data to evaluate theiuatsn and if or how they made resulting
changes in that instruction as they prepared stadenthe Virginia Reading, Literature, and
Research (RLR), as well as the Algebra I, I, ambi@etry Standards of Learning (SOL)
assessments in one school located in Virginia.

Research Questions
Data collection for this study was guided by thkofwing research questions:

1. How do high school teachers at one Virginia schusel interim assessment data to

evaluate their instruction as they prepare studente Virginia Reading,

Literature, and Research (RLR) and the Algebrg §n1d Geometry Standards of
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Learning (SOL) assessments?
2. What, if any, instructional changes do participadentify as having made as a result
of reviewing interim assessment data?

Participants

The target population for this study included ali¢hers in this school who taught math
or English. A purposive sampling technique was wsethe researcher wanted to discover,
comprehend, and gather the most information pas§ibm the sample of expert participants
(Merriam, 1998). All educators at this high schatlo taught Algebra |, I, geometry, and
English 11 and were required to assess studentge®gia interim data collected from
benchmark exams were invited to participate instiuely. These curricula areas are those
analyzed for AYP areas of English and math. Tepda for the study included 12 high school
English, math, and special education teachers Wdwoused interim assessment data to evaluate
their instruction. The researcher was prepareddare invited participants to decline to be part
of the case study because of the time constrairiteerocesses. Nine teachers responded to the
invitation to participate in the case study. Twagksh teachers, one special education teacher

collaborating in an English 11 classroom, and sathmeachers participated in this case study.
Setting

The targeted high school was a suburban public $etlool in Southwest Virginia. The
school had approximately 990 ninth through 12tldgrstudents, 63 teachers, eight instructional
assistants, three school counselors, one drugfalemiger management/peer relations
coordinator, one part-time nurse, one athleticatiime and one school testing coordinator. The

administrative team included one principal and agsistant principals.
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The school was located in the middle of an uppieidle class neighborhood; however,
the socioeconomic status of the school had chamgee 13 years prior to the case study.
Family incomes in the attendance zone ranged flenvery affluent to those going through
some very difficult times, as parents had lostrtjudds and homes and had moved into small
apartments. Some families had live-in maids, wbileers did not have running water. The
population had also become culturally diverse a8 years prior to the case study, including
students who were Black, Hispanic, Asian, Indiaaqi, Russian, Bosnian, Sudanese, Swedish,
and Norwegian.

The courses offered included the core subject areRaglish, science, social studies,
and math. Advanced placement and dual- level etas®re offered in these areas, as well.
Students could fulfill their world languages re@urents in Latin, Spanish, and French and
fulfill other elective requirements with coursesairt, music, business, marketing, health/physical
education/driver’s education, family and consunuggrgce, and technology education. Students
who received special education or English Languasgener services were provided their
appropriate accommodations on a daily basis arfabtinthe interim assessments and the SOLs.
The students completed both assessments on compuiess their accommodations required a
paper test. All materials that could give studenfisrmation to answer questions on the
summative assessments were removed from the testingonments during the testing sessions.
However, posters or bulletin boards may not necigs$emve been removed from the testing

locations for the interim assessment sessions.
Procedures

Prior to beginning this research process, the reBeareceived approval from the

Institutional Review Board at Liberty University gpendix E). Additionally, permission was
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obtained from the superintendent of the schootidisand the principal of RCHS to collect and
use the data as needed, while allowing for confidéty and anonymity of all parties. The
researcher met with the English 11, Algebra Igdpmetry, and special education teachers to
discuss the organization of the case study, anameguestions, and request informed consent
(Appendix F) prior to collecting the necessary datahe evaluative qualitative case study.
Once the required approvals were received, tharelser began collecting the aforementioned

data.

The Researcher’s Role

| graduated from the Virginia Polytechnic Institated State University in Blacksburg,
Virginia, with a Bachelor of Arts in Communicati®@iudies and English and a minor in
secondary education. |then received my Mast&ct#nce degree in Educational Leadership
from Radford University in Radford, Virginia. Abe time of the case study, | had been with the
school district for almost 13 years. | also taugghtenth grade English in Minnesota for 2 years.
| taught English in grades 6 through 12 at thediasghool’s feeder middle school and the target
school, RCHS, before becoming a high school asdigtancipal at a different school in the
same district. At the time of the case study,d haen an assistant principal for 8 years in the
same district. For 2 years, my leadership resjbditss included those of the school testing
coordinator. In this capacity, | began studying pnocesses teachers used to embed interim and
formative assessments in their curricula and tpaed to learning gaps identified in the interim
assessment feedback.

At the time the data collection and summary toace| | had been an assistant principal
in the school where the evaluative qualitative caady was performed for approximately three

and a half years. My administrative responsibsiiiecluded, but were not limited to, collecting
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student registration information and building thaster schedule for the building, meeting with
the school’s feeder middle school to develop ttarsplans and appropriate schedules for the
students receiving special education services)dittg and giving input during special education
meetings, engaging teachers and students in catiars on instructional needs and seeking
support when needed, conducting classroom obsensa#ind completing yearly teacher
evaluations, overseeing the safety and well-befrajl students and staff, supporting the
custodial staff, maintaining positive and approfgrieelationships with all community
stakeholders, attending to any necessary disciglisaues, and documenting building needs. |
evaluated teachers as part of the leadership Hbsvever, the building principal was the
ultimate instructional leader and had the finalhoqn on teacher evaluations. | visited teachers’
classrooms on a regular basis and engaged in gati@rs about instructional needs.
Data Collection

Upon receiving permission to collect data from theversity and school district, | met
with the principal and teachers at the targetet bhool to describe the purpose of the study
and gain informed consent of the teachers who el $ir participate. Teachers were notified that
their participation was voluntary and that theyldowithdraw from the study at any time with no
penalty. Additionally, the procedures for keepihgit identity and information confidential were
described.

During the focus group sessions and throughouitihigidual interviews, the teachers’
feedback on the Benchmark analysis spreadsheetollasted and documented as pure data and
not responded to by the researcher from an admatusis perspective. | had an investigative
relationship with the teachers and the data througthe data collection process. The teachers’

names were removed from the Benchmark analysiadgheets by the school testing
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coordinator.

I conducted the focus group discussions in an mé&bicoffee shop in RCHS, to create a
more candid environment for transparent conversatabout the teachers’ methods for
collecting and using interim assessment data &irustional purposes. Using a bracketing
practice, | collected the responses from the imlial interviews. Hatch (2002) noted the
importance for researchers participating in therinew process to isolate emotion from the
actual direct observations and quotes that arerdented verbatim. The raw field notes
documented from the teacher responses were docedeext to the questions posed. | also
noted body language and facial expressions inig¢he riotes. However, my assumptions and
feelings regarding the interview were noted or kesed on the right side of the page.
Benchmark Analysis Spreadsheet

The first data collection point included a reviefnrderim assessment data that the
teachers had recorded on the Benchmark analysadgheetlhe interim assessments the
district used were created by the English and rmoatindinators for RCHS school district based
on released test items from past English RLR ass&#s, Algebra |, 1I, and Geometry SOL
tests and banks of questions aligned with the Wiegbtandards and provided by Interactive
Achievement’s onTRAC, the school district’s onltesting company. The interim assessments
are also aligned to the revised standards in Bngliel math, including technology-enhanced
qguestions (VA SOL Blueprint End of Course Algehbra009; VA SOL Blueprint End of Course
Algebra 1l, 2009; VA SOL Blueprint End of Course @eetry, 2009; VA SOL Blueprint End of
Course Reading, 2010). The interim assessmentayninteractive Achievement, employed
content specialists “based on their knowledge ef\thiginia Standards of Learning, their

experience in the educational field, and the dertnatesl ability to write questions that mirror
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the state guidelines and follow the curriculum feavork” (Interactive Achievement, 2013, para.
3). Once the questions were developed, Interagioheevement then selected educators who
had excelled in their specific field(s) to revieach question and the distracters assigned to the
guestions.

The RCHS district’s testing coordinator assigreglihterim assessments cut scores that
acted as indicators for whether a student recavesssing score on that particular assessment.
The cut scores were determined by the districingstoordinator by first looking at the
historical failure rate for the SOL course. The stidre was used to pinpoint students who were
struggling with the content skills and to predi¢ctanmay not pass the summative Virginia SOL
assessments if remediation was not implementewflams, personal communication,
February 11, 2012).

For teachers to closely scrutinize and isolatestardards that students had not mastered,
the former school testing coordinator (STC) for R&Céievised an inquiry template called the
Benchmark analysis spreadsheet. The English athl teechers were required to complete the
spreadsheet (Appendix A) after each interim assesssession. The intent was for teachers to
develop a meaningful guide for studying the datahgy could evaluate their lesson plans and
their instructional techniques, to find the besywa@help students understand the Standards of
Learning for which they were responsible. The beas performed their own analyses of the
deficit areas when completing the Benchmark anslggreadsheet. This was a starting point for
the teachers’ instructional self-reflection. | d$kese documents as archival data to explore how
the teachers read and responded to the interirssaesat data when they completed the
Benchmark analysis spreadsheet and when they gmeelessons to remediate students in

deficit areas. The Benchmark analysis spreadshespvovided to the teachers by the school
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testing coordinator either electronically or asaadhcopy. Once completed, the spreadsheet was
copied, and the duplicate was given to me.
Focus Group Conversations
A focus group with the English 11 and Algebra J,dihd geometry teachers was
conducted by the researcher. The administratdRC&#tS met with the teachers of SOL courses
on a regular basis to discuss concerns, pattergowith, areas of student need, necessary
support materials, and to exchange pedagogicadgdphies in addressing the curriculum, and
the interim and summative assessments. Theref@dotus group felt like a natural
continuation of previous conversations. The inwguestions were open-ended and included
the following:
1. How do you describe the instructional practices fgml you have had success
with in addressing the Standards of Learning?
2. How do you isolate the Standards of Learning forcistudents will be tested
during the summative assessments?
3. Based on the tested Standards of Learning for wyochare responsible, how do
you prepare your students for interim assessments?
4. After giving an interim assessment, how do you yr&the data for students’
strengths and weaknesses?
5. How do you reflect on and evaluate your instrucigsractices to address the
areas of analysis determined from the interim assent results?
6. How, if at all, have you changed your instructiopedctices as a result of

reviewing interim assessment data?
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7. How do you review the students’ areas of strengthr po the actual summative
assessments?

8. How do you assess student understanding in betimésmm assessment
sessions?

9. How do you reteach and reassess concepts whllensting forward with the
curricula?

The focus group process also investigated commaadis of student performance and
teacher responses. The conversations happeniee sthool’'s coffee shop after school hours.
The coffee shop also acted as a meeting room fall gmoups. The environment was
comfortable, yet conducive and private for groupwasations. The informed consent forms for
the interviewees were given to the volunteeringigigants prior to the focus group
conversations and were given back to the reseabdiere the group conversation began.

The focus group was digitally recorded for accyraed then transcribed by an outside
party. This procedure added another layer of andyyim the focus group responses. The
transcription was written in a question-and-ansfwanat without identifiers for teacher
responses. This data collection method added netiedbility and validity to the case study
process and the feedback. The focus groups’ trigtsevere read and reread many times and
were analyzed using Hatch’s (2002) content anabtsigs. First, text was read and read again, so
the researcher could get a sense of the respdrtsas key words and phrases were identified
and highlighted. Initial thematic codes were depebband tracked, followed by the development
of more thematic categories. Information that ditl pertain to these categories were disregarded
of identifying key words and phrases. Every ocauresof a concept or category was

appropriately color-coded and recorded. Finallg, ribsearcher examined the categories and
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drew conclusiong-ollowing the coding, the researcher double chetkedypological color
codes for accuracy.
Individual Interviews

The individual interviews were conducted with asettof the Algebra |, 1, and
geometry, and English 11 teachers, after the reseahad collected the data from the
Benchmark analysis spreadsheets and the focus gomyersations had occurred. | conducted
these interviews with those teachers who did redrty respond to similar questions during the
focus group conversations. The individual intemsevere conducted in person and were also
digitally recorded. The interviewees were invitegarticipate. Upon participation approval, |
confirmed that an informed consent form had beenipusly signed. The interviews were
expected to last between 30 and 45 minutes. T&eareher used a bracketed system to take raw
notes in a field notebook next to the questiomtsd documented the nonverbal cues given by
the participants during the interview conversatiokl/ hope was that the bracketing process
would help remove emotions, preconceived notiond,laases from the documentation of the
individual interviews. However, the notation oéthonverbal cues presented also gave insight
into the teachers’ thoughts and responses. lyititde guiding questions for the individual
interviews were thought to be the following inqasi

1. Describe how you disaggregate the data from intassessments?

2. Describe how you reflect on this data and evalyate instructional practices?

3. Describe some ways you have made modification®tw glassroom instruction as a

result of data. If you have not made changes tw ystruction as a result of data
analysis, can you explain why?

4. How do you use data to make decisions about insinit
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5. How do you find the assessment feedback valuable?

6. How are you able to use the interim assessmenbmesp as predictors for
curriculum strengths and weaknesses?

7. What successes/barriers do you find with using ttataake decisions about
instruction?

However, as | worked through the multi-read proaddbe focus group conversations, the
realization was that there were really only twosjigms that needed further discussion. The
responses that were received through the Benchamalisis spreadsheet and during the focus
group conversations not only answered the guiduestions for the group discussions but also
they answered the guiding questions for the indizidnterviews also. Therefore, | looked
deeper into the transcripts and discovered thevatig two questions needed more in-depth
discussion by members who did appear to have aortyppty to respond during the focus
groups:

1. For teachers new to the interim assessment anddieation process, what would
you tell them to use as a starting point for cdifectheir data?

2. Once you realize what piece of material you nedaktattacking, whether it is the
students or the instruction, how do you go backdarahge it? Do you repeat what
you have done, or do you go back and actually ahémg way you have instructed?

Data Analysis
Benchmark Analysis Spreadsheet
The teachers’ responses collected from the opeaekqdestions posed on the
Benchmark analysis spreadsheet were coded forpaidé themes that emerged. In preparation

for the responses, | began the coding processthgtihesponses from the following categories
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taken from the spreadsheet: identified deficit syéaw these deficit areas will be addressed
within the classroom setting, instructional remédraplan, and a plan to monitor student
progress. The following initial themes of plannemgd delivery, instructional changes based on
learning styles, instructional changes based astesiiumotivation, and instructional changes
based on relating content material to real-lifeezignces were used to organize the key areas on
the spreadsheet. Emerging themes were developbd data was analyzed. | summarized
these categories and then thematically color-coldedesponses. The process of pattern coding
was implemented to study the frequency of simeacher responses (Hatch, 2002). Frequency
counts were conducted on the responses for howeeaevaluated their instruction and why
students chose particular distractors on the mt@ssessments. | also used frequency counts to
note the patterns of responses for how the teacharsged their instruction as they prepared
students for the Virginia RLR, Algebra | and Il,da@eometry SOLs. As the patterns emerged
in the data collection process, | discovered ouglgg responses that did not naturally fit with the
other teacher responses. | decided if there wewagh outliers to create another category or if
the responses needed to be discarded. The cduinges used to evaluate the Benchmark
analysis spreadsheet paralleled the informatiogtstdoy the researcher in the guiding questions
for the focus group conversations.
Focus Group Conversations

The teachers’ responses collected from the opeaekgdestions presented during the
focus group conversations and subsequent topieredyn the session were coded and analyzed
for emerging themes. My expectation was that ésponses would create a broad picture of

how the teachers understood the interim assesgmac#gss. | anticipated that the responses to
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the guiding questions would help to establish apression of the teachers’ educational
philosophies and their aptitude for different pemtsigal techniques.

| hoped the focus group questions that directlyeskked the teachers’ methods of
preparing students for the interim assessmentsdrvengiage the teachers in further conversation
stemming from the data they interpreted from thedBenark analysis spreadsheet. In turn, the
assumption was that the responses would providenmstion regarding how the teachers used
the data to change their own instructional prastice

The transcripts were analyzed using Hatch’s (2003 content analysis steps. First, the
text was read and read again so the researchet getui sense of the responses. Then key
words and phrases were identified and highlightde. initial codes were developed, tracked,
and then followed by the development of more th@ettegories. Information that did not
pertain to these categories was disregarded ofifgieig key words and phrases. Every
occurrence of the concept or category was notedenatded. Finally, | examined the categories
and drew conclusions.
Individual Interviews

Yin (2009) considered the guiding questions “Le¥efiuestions. The questions that
were posed based on the interviewees’ responsesomasidered “Level 17 questions. Level 1
guestions are those questions that are not createcehand, but are asked because they are
valuable to the flow of the conversation and theuhoentation of feedback. The individual
interview response transcriptions were given toititerviewees for a member check process.
The data were reviewed by the participants for emmyuand the presentation of the information.
The interview notes were analyzed through a mahtidrprocess and typologically color coded

using the same process as the study of the Benkhnatysis spreadsheet and the focus group
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transcripts. The transcripts were analyzed asiquely described, using Hatch’s (2002) content
analysis steps.
Trustworthiness

A panel consisting of two central office personmeb teachers, and two administrators
examined the Benchmark analysis spreadsheet ariddine group open-ended questions for
clarity in this evaluative qualitative case studiyhe open-ended questions for the focus group
conversations were modified and added to for trarespy, with the expectation that the
researcher would be able to collect the most atewarad candid information from the group
discussions. The individual interviews were condddb assist with interpreting the data
collected from the Benchmark analysis spreadshektlree focus group conversations. The
transcripts of the individual interviews were pr®d to the participants to facilitate a member
check process, checking for accuracy of the doctederonversations.

The quality of this case study was establisheduthindhe triangulation of the data, as the
researcher hoped to discover that the events oifypiroglinstruction based on interim
assessment feedback were articulated by more tedata source (Yin, 2009). The
transcriptions of the individual interviews wer@pided to the interviewees for a member check
process to improve the transferability of the dafae feedback went through a multi-read
process for in-depth typological color coding. Thestions posed through the three data
collection tools added specificity and definitianthe case study, whereby future data collection
could commence using the same tools and inquivigs 2009).

Ethical Considerations
Stake (1994) wrote, “Qualitative researchers aestguin the private spaces of the world.

Their manners should be good and their code ote#strict” (p. 244). There were ethical
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considerations that had to be considered in tratuetive qualitative case study:

1.

| was the primary data collection instrument, ara$\&n assistant principal within the
school in which the research was being conductédkre were four obvious ethical
considerations that had to be discussed and meditturing the research process,
because the researcher worked in the target schosearcher bias, b) the teachers
feeling compelled to participate in the case stallypaccurate teacher responses on the
Benchmark analysis spreadsheet and during the fgrou conversations, and d) not
candid pedagogical responses during the indiviowafviews because | was an
administrator in the building. Therefore, | hadoecautious to include all relevant data
in the research process, including data that wen&adictory to the researcher’s views
and expectations. The teachers’ feedback on thetBeark analysis spreadsheet during
the focus group sessions and throughout the ing@iohterviews was collected and
documented as pure data and not responded to logdbarcher from an administrator’s
perspective. | maintained an investigative refalop with the teachers and the data
throughout the data collection process. | condltite focus group conversations in a
welcoming and friendly environment and phrasedgtnestions in a manner that did not
make the participants feel defensive and uncontiteta

| asked the English and math teachers to parteipethe focus

group conversations. Their participation wasexqiected or required, nor did the
researcher assume the teachers would be willingcipants simply because they worked
in the target school.

| asked the English and math teachers to allow Benchmark

analysis spreadsheets to be analyzed and usedt &d tes evaluative qualitative case
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study. Again, the teachers’ participation waserqiected or required.

4. linvited the English and math teachers to indigithjudiscuss how they responded to the
Benchmark analysis spreadsheet and to add claigiceo the responses given during the
focus group conversations. The teachers’ partimpan the process was not expected or
required.

5. lincorporated the practice of bracketing in theéwdual interview process, using a field
notebook to organize brief notes regarding thehteist responses on the left and facial
expressions and body language notations on the righe interview response form was
formatted, so direct responses and raw data weeel om the left side, while my
assumptions, feelings, and preconceived notions weted on the right side. The
individual interview response transcriptions weresgnted to the participants for their
approval of the documentation of the feedback. rElsearcher used a multi-read process
to analyze and typologically color code the respsns

6. The names of the teachers, the target school,benstidents, whose interim
assessment scores were an integral part of tharobsevere not identified. The teachers
were referred to by assigned letters (i.e. Englisenglish B, Math A) when necessary to
document the Benchmark analysis spreadsheet infammaTl he transcriptions of the
focus group conversations or the individual intews did not include names or
identifiers, only the questions and the responses.

Summary
An evaluative qualitative case study approach wastmppropriate for this research
study as the researcher was the primary instrufoenfata collection through fieldwork and

employing inductive research strategies throughypelogical coding process (Merriam, 1998).
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The data from the teachers’ responses to the Besnghamalysis spreadsheet were reviewed.
The same teachers whose Benchmark analysis spesdsistere studied by the researcher were
also involved in the focus group conversationsoriducted the individual interviews with the
three teachers who did not clearly respond to amgjuestions during the focus group
conversations.

| collected data from the transcripts of the ®guoup conversations and the individual
interviews by coding the documentation with emeggatterns based on how the teachers
responded instructionally to the interim assessifesmtback. A purposeful sampling technique
was used to recruit from English 11, Algebra laihd geometry teachers. Chapter 4 presents the

results and analysis of the data and the transanp detailed and comprehensive manner.
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CHAPTER FOUR: FINDINGS
Introduction

This qualitative case study was created to exarhered how teachers changed their
instructional practices based on interim assessfeedback. This study was guided by two
research question§he first research question was designed to dqoemwyhigh school teachers
at one Virginia school used interim assessmenttdat¢aaluate their instruction as they prepared
students for summative assessments. The secontioguieeused on what, if any, instructional
changes participants identified having been maderasult of reviewing interim assessment
data.

Three data collection tools were used: a Benckmaaalysis spreadsheet, focus group
conversations, and individual interviews. The resss from the three tools were read multiple
times by the researcher to get a sense of the thantke responses. Key words and phrases
were identified and highlighted, and initial codesre developed. The first four initial codes
were developed as | created a plan for analyziedgachers’ responses from the instruments.
As expected, the initial codes emerged as | questidtiow the teachers modified their
instructional practices based on the interim assestfeedback from the Benchmark analysis
spreadsheets: planning and delivery, instructiohahges based on learning styles, instructional
changes based on student motivation and instradt@ranges based on relating content material
to real-life experiences. However, three more @wgrrcodes developed during the review of the

Benchmark analysis spreadsheet: creating listefaditlareas, modeling skills, and instructional
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repetition. | color coded the themes during thdyama process. The frequency of the themes was
then calculated.

Information that did not pertain to these categ®and did not appear frequently in the
response data was disregarded, as the outliersotlidirectly respond to how teachers analyzed
the interim assessment data or how they modifisttuntion based on the feedback. Every
occurrence of the concept or category was notedesutded. | examined the categories and
drew conclusiong-ollowing the coding, | double checked the typobtadicolor codes for
accuracy. The transcripts for the individual imtews also went through a member check
process to document accuracy.

Participants

The teachers were given pseudonyms in order tegrtheir identities during the
research process. They were noted as English &) Kaand so forth. Their backgrounds in
education were diverse and several were careeclsavg who came into education after being in
the workforce in other areas. At the time of #ase study, teacher English A was in her third
year of teaching and her third year with the tasghiool district. She collaborated in English 11
with teacher Collaborative A, who was a specialoagion teacher for 12 years with 11 years of
experience in the district. At the time of theecatudy, English A and Collaborative A had
taught together for 2 years. Teacher English Biw&nglish education for 27 years with 11
years of experience with the district.

Teacher Math A was in her first year in the dgdtrbut came to RCHS with 9 years of

teaching experience at the middle school levelachier Math B was in her £9ear of teaching
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with 12 years of experience in the district. TeadWath C was in his fourth year of teaching
and his third year as a teacher in the distriggacher Math D had 2 years of teaching
experience, both in the district. Teacher Mathds & career changer who had taught for 9 of
her 11 years in the same district as RCHS. Teddhaén F had 17 years of experience in
education, 8 years were with the district.

The teachers’ backgrounds in education and theirlearning experiences were vast.
Two of the teachers were in Educational Leaderghograms for their master’s degrees during
the case study. One teacher was a former assptantpal who noted that she missed the direct
instruction with the students and decided to retarthe classroom. All of the teachers had
students in their classes who received some ldagerial education and English Language
Learner support. At the time of the case studgrar to the research, all of the teachers but one
had taught in a collaborative classroom environment

Instruments

Benchmark Analysis Spreadsheets

The English 11, Algebra I, I, and geometry teash®¥gan analyzing the interim
assessment data by first studying the questiondabsithan 60% of the students in the course
answered correctly. While looking at these deficdas, the teachers identified the most selected
distracters for these questions, and then develbppdtheses of why each distracter was chosen
frequently. The instructors then created plarsddress these deficit areas by identifying the
students who did not meet the cut score and thdimiog a remediation plan that included how
students should be monitored and evaluated thraughe support process.

English. As a result of reviewing the Benchmark analysigagsheets, | discovered the

English 11 teachers identified specific skills thaeded to be retaught, as well as portions of the
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content that had not yet been covered. Additignétie teachers were responsible for addressing
student deficits in understanding literary termd atruggling with the new Technology-
Enhanced Items (TEI) included as simulations fersbhmmative assessments. The teachers also
reported dealing with low levels of student motivat and student test taking endurance.

The two teachers responsible for the collaboratiaeses identified 28 out of 48 students
who did not make the English 11 cut scores estaddidy the district testing coordinator. While
completing the Benchmark analysis spreadsheenhegd for instructional repetition by planning
and delivering review material, as well as institil changes based on student motivation and
student learning styles were cited as the teackesgns for addressing the students’ areas of
weakness. One teacher noted on the Benchmarksanafyreadsheet that she would expose the
students to “various types of literature with redduds, group work, and individual
assessments” to address the need for repetitiowaridwith the different learning styles in the
classroom. The same teacher also expressed ttdaréeonsistent and repetitive assessment
to ensure mastery” and to help build the studeatt-taking endurance, as well as building
confidence and motivation.

The English 11 teacher responsible for the coleamend course cited five out of 108
students who did not meet the established cut sarehe interim assessment. This teacher’s
response to the students’ areas of weakness irttjldaning and delivery that reached students’
different learning styles and changing his insinrcbased on motivation. He documented on the
Benchmark analysis spreadsheet that he would wakkti@nal readings, practice questions, and
selected released items to check recognition skifdl three teachers noted the importance of
repetition in learning the Standards of Learningtiie English 11 curriculum. They noted that

teaching new skills while practicing previously gati skills can easily be done through
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thoughtful planning and delivery in the Englishreewlum. One teacher wrote that “extending
vocabulary by incorporating new terms into each tivat directly apply “while reviewing
already learned terminology can help develop mgstAnother teacher expressed wanting to
incorporate “additional mini-units on roots andyat” to acknowledge specific areas of
weakness discovered through the interim assesgmardss.

Math. The Algebra | teacher who completed the benchmaakyais spreadsheet,
identified 13 out of 49 students from the partitipg teachers ‘classes who did not make the cut
score on the Algebra | interim assessment. Shedrtbat students “misinterpreted the
guestions” and “misinterpreted the algebraic laggi@n the interim assessment and were the
reasons some students selected certain distra@éesalso documented that students did not
complete mathematical formulas/processes and diceneember algebraic properties when
taking the Benchmark. Specifically, the Algebraat¢her commented on the Benchmark analysis
spreadsheet that students “didn’t solve equation®ctly; forgot to multiply the reciprocal,
added instead of subtracting; and found the squartenstead of the cube root.” To address
these particular concepts and processes, the Addabacher planned to use different types of
instructional delivery: “Focus questions and skjis are used in my classroom to spiral review
most missed questions.” She also noted that ‘dstere Achievement is being used to give
students more practice with online testing” andddress the various learning styles, levels of
motivation, and connecting algebraic steps to lfsaéxperiences.

The Algebra Il teachers identified six out of IGdents who did not make the cut scores
on the interim assessment. The areas of concéed from the spreadsheets were students not
reading the questions and distracters carefullyramdjraphing the actual equations accurately.

One teacher wrote, “My students didn’t read catgfaihd graphed the equation given instead of
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the inverse of the equation given” and that stuslé&iorgot to find domain and range, so they
randomly picked all real numbers for both.” Tkadhers were also able to isolate questions
that were over material not yet covered and nopyatticed in class. Both Algebra Il teachers
documented plans to deliver material in a repetgimanner to build skills and confidence in the
assessment process. One Algebra Il teacher Wrateléficit areas would be “addressed by
consistent review of previous material and Algdioradamentals.” Another teacher said, “We
will have daily warm-ups [based on missed interssessment questions] after Christmas
break,” and students will have remediation oppaties

The geometry teachers identified 18 out of 25#etts through the Benchmark analysis
process who did not make the cut score on theimnt@ssessment. The teachers documented
concerns for students making mathematical assunmg#bout equations that were false or
inappropriately used, saying students “assumeddhe side interior angles were congruent” or
“assumed 3x and 2x were complimentary” on a speqifiestion. Some students were confused
by the wording of the questions and the correspandistracters. The teachers also noted a
weakness in the students’ use of geometric vocapulane teacher specifically commented that
students missed one strand because they “fountlgdatape instead of perpendicular slope”
and “counted diagonally instead of using the distaiormula.” Both geometry teachers wrote
that they planned to deliver the material that eee® be reviewed through repetition during
“bell ringer review questions pertaining to the SQhat were most missed” and embedded
review days called “Flashback Fridays which go awest missed SOLs.” One of the geometry
teachers discussed modifying her instruction aadscpractice based on the different learning
styles by “addressing problems with retention dredEnglish language through in-school

remediation.”

70



Focus Group Conversations

After conducting the focus group, an outside tcapsionist documented the
conversations, and | read the transcripts sevienaktto get a sense of the teachers’ responses
and the various possibilities for the typologicatimg process. | then color coded the focus
group transcripts with the same initial themes usetiematically code the Benchmark analysis
spreadsheets: planning and delivery, instructiohahges based on learning styles, instructional
changes based on student motivation, and instnadtchanges based on relating content
material to real-life experiences. As hoped, ttigal themes were evident in the Benchmark
analysis spreadsheet and appeared again in the gooup transcripts. The three additional
thematic codes that emerged during the study oBdrehmark analysis spreadsheets also
developed as coding themes in the focus groupdrgts. Instruction was based on deficit
areas, instruction was based on modeling proceasdsnstruction was based on repetition. The
researcher, again, highlighted each reoccurringuéheith a specific color. The number of times
the themes appeared was then calculated. The fipoup conversations were guided with the
following questions:

Question 1. How do you describe the instructional practices feel you have had
success with in addressing the Standards of Legfifihe English teachers agreed that
modeling skills is an approach that yields stroeguits. During the focus group, an English
teacher commented,

Modeling is huge, especially for our group. . .nftimes they [students] will look at

something that they don’t understand, and theyraatizally give up. So we model how

to break it into smaller pieces so that it's mor@nageable for them to handle.
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One English teacher also touted the basics of ulareeading the passages, as well as
the questions, for deeper meaning: “I press tteeredd more deeply and more slowly and
carefully.”

The math teachers included the cross-curricularcgmb of reading scenarios that begin
with a student making a mathematical error. Orgelta Il teacher described the strategy as
“we put several questions on there that said, “Shislent has made a mistake. Can you circle
where the mistake was made? Write a sentence aff twe mistake is and then work the
problem correctly.”

Question 2 How do you isolate the Standards of Learning foiclistudents will be
tested during the summative assessmemsth the English and math teachers highlighted th
importance of using the curricula blueprints aslgaifor isolating the standards that will be
measured through the summative assessments. &@uetesaid in the focus group conversation,
“I think for me the very first step is to look &tet blueprint for the English 11 SOL, and | make
sure that those SOLs are the ones that I've frad#d in the beginning of the year.” One of the
math teachers added that the blueprint allowsdhehers to know the standards expected to be
covered, “We have a whole outline of exactly howngnguestions there will be and how many
of each type.”

Question 3. Based on the tested Standards of Learning for wyxchare responsible,
how do you prepare your students for interim assests? Both the English and math teachers
discussed the importance of identifying the stusieareas of deficit to address the content
weaknesses. An English teacher said, “So then akeersure [during] our lessons and whatever

else we are reading...we not only go over that §iilte] but we hit it with everything we do.”
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A math teacher commented, “I start doing daily gag&zon those particular SOLS” in preparation
for the assessments.

Question 4. After giving an interim assessment, how do youyaeathe data for
students’ strengths and weaknessgés& English teachers commented that the Benchmark
analysis spreadsheet is a tool that is thoughtgkiog and engaging and helps to guide the
instructor through the data analysis process. Hifgdish teachers were enthusiastic and smiled
as they discussed what they were able to glean émmpleting the Benchmark analysis
spreadsheets, saying, “We get really specific ardate, even to the point where we realize
where our weaknesses were...So we actually use thgalplan where we need to go and what
we can move on from because if they know it, wesha@lot more stuff to cover. We have to
move on.”

The math teachers, however, countered the Benchamallysis spreadsheet’s purpose,
noting that the process was too tedious for thiessitaal nature of the Algebra I, II, and geometry
teachers. The math teachers diverted the coni@rdatexpressing their frustrations in the
specific format of the Benchmark analysis spreagisimeregard to the math data collection
process. As a digression, with the permissiomefparticipating math teachers, | presented
these findings from the focus group to the scheslting coordinator and the building principal.
The development of a new format for the math Beraitkmanalysis spreadsheet ensued for
further data collection.

The English and math teachers were in agreemeanigth saying they can often predict
the areas of weakness before they even see thenssuithterim assessment feedback. A math
teacher commented, “I could have predicted whastes they were going to miss...because

that’'s what they always miss because they don’t anez@ the formulas.” Both content area
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teachers explained that they will spiral similass®d items in mini-assessments, so there is a
constant review of the material missed, giving @xpportunities for those who are struggling
and refreshers for those who understand the skillpe teacher said she would take the
weakest questions and “spiral those questiond of fher] tests or quizzes.” Another math
teacher added,

I'll do the do now’s or “bell ringers” as similarg@blems with similar answer choices and

then that way when they do it on their white boand they hold up their answers, I've

got everybody’s answers and | can see [a studasfied it because it was perpendicular
slope, but[he] did parallel.

The English and math teachers also commentedhegtéad frequently missed
guestions and the corresponding distracters tdf #ee most commonly chosen answer had
appealing trademarks causing students to choodéngy also stated that sometimes the missed
guestions were poorly written, making them confgsi®@ne English teacher commented that
“it's really important to look at what's being askand the sample size because sometimes it's
just, well, inconclusive. . . .Sometimes it is jagpoorly written question.”

Question 5. How do you reflect on and evaluate your instrucigoractices to address
the areas of analysis determined from the intergseasment resutsThe English teachers
reflected on tailoring assignments to differentdiegs that address the areas of need. Similarly,
the math teachers explained processes of revietenmterim assessments and having students
make corrections as a review activity. A math teadtated that she and her collaborative
teacher did not realize “the kids truly didn’t geé definition of what a line segment was or what
angle was, so we had to go all the way back totehame and go over those core definitions.”

One English teacher noted the example of studeisidp difficulty with suffixes and root
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words: “Everybody, across the board, was strugghith it so we built it into our everyday
[lessons]. Every day, we’re just attacking itThe responses to Question 5 made a natural
progression into answering Question 6.

Question 6. How, if at all, have you changed your instructiopehctices as a result of
reviewing interim assessment dat&?hile using many specific examples regardingt#aehing
of literary terms, algebraic equations, and geoim&nguage, the teachers kept reflecting on the
importance of repetition through different methofisnstruction. To understand the areas of
need, both the English and math teachers analymeguestions and pondered why certain
distracters were chosen over others. They al$ectetl on whether they had missed teaching
certain skills to particular blocks of students vais@med to have similar difficulties. One of the
English teachers explained,

| think we have to continue to adjust and tweak, d know, with every new piece of

data that we get. If it's showing the trend motled way, then we have to go that way

with it. So | think we constantly re-evaluate what're doing and change it as needed. |
think if we didn’t we’d miss everything that theth¢ students] needed.

Another English teacher said, “We tailor exactlyavwe are going to do based on the
data.”

Question 7. How do you review the students’ areas of strengthr po the actual
summative assessment$he English teachers explained that they spen@ tmoe with SOL
sample questions in the month prior to the sumreassessment. Similarly, the math teachers
described students working through test banks tir&lackboard and Interactive Achievement
and also working on sample questions until masgergached. A math teacher explained using

Blackboard to establish banks of questions and Sacduld tell Blackboard to give the
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responses to incorrect questions, so there is inateefitedback from which students can learn.”
One of the English teachers described making ‘imténterim assessments” or mini
assessments. Another English teacher said, “k thendo assessments, not for the sake of
assessments, but assessments with a purpose.”

Question 8. How do you assess student understanding in betimésm assessment
sessions?The English and math teachers explained that¢heste mini-assessments or
shapshots to help assess student learning in betiveenterim assessments and leading to the
summative assessments. Again, the teachers medtspiraling information. One English
teacher described using a note card system to drahyd ask students questions:

You can hear them explain it [a concept] and thensitudent’s still struggling with it,

you can kind of sculpt the discussion so it is nieddor them or clarified, and then you

can always come back around to the same studeint aga

Another English teacher said,

As the real testing month comes on the horizohsfiend more time sample questions...

to talk to the kids about the way questions aregmted...so they understand as clearly

as possible how the question is asking them tdthin
The same teacher continued, “Then we go backakdhrough what one would do to
arrive at the answer or what part one would loosragkim.”

Question 9. How do you reteach and reassess concepts whilengtiling forward with
the curriculum? The conversation naturally transitioned from shapshots in Question 8 to re-
teaching and moving forward with the curricula.eThath teachers used a term called
“spiraling” to describe how they embed repetitidrskills in lessons covering new material.

While the English teachers did not use the ternrd§ipg,” they described the same process of
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incorporating review materials while moving on ®nmaterial in grammar and literature. One
English teacher said, “ You can always get donetwhads to be done and still be talking about
the essential ideas in the work, while still justdkof restructuring it a little bit to revisit aas or
concepts they're weak with.” Thus, both groupseaichers recognized the need to stay on pace
with the stated curriculum, but that students sekded to have dedicated time in class to review
prior content.

A math teacher added that his technique for revigwnd building on skills is the
“Warm-Up” at the beginning of class: “That’s holwd always done it and once | teach
something, it is fair game to go on the Warm-Ufpddesn’t matter if it was the first thing |
taught.” Another math teacher said, “I think yavé to spiral backwards or come May you’re
in trouble...most of our [math] courses spiral byunat” Wrapping up the math focus group
conversation, another teacher commented, “The esaglwvays said, ‘You're going to be a
better soccer player if you touch the ball morenthaybody else,” so | say, ‘You're going to be a
better math student the more you touch the mathe more you touch it, the more you're
engaged.” The math teachers reiterated the idearmprehensive teaching and assessment,
meaning that all prior content needed to be induale interim assessments to ensure students
remembered all standards and topics taught.

Individual Interviews
The guiding questions for the individual interviewsre developed in preparation for
possible areas of further exploration after theiogroup conversations were concluded:
1. Describe how you disaggregate the data from intagsessments?
2. Describe how you reflect on this data and evalyate instructional practices?

3. Describe some ways you have made modification®tw glassroom instruction as a
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result of data. If you have not made changes tw ywstruction as a result of data
analysis, can you explain why?
4. How do you use data to make decisions about insinic
5. How do you find the assessment feedback valuable?
6. How are you able to use the interim assessmenbmesp as predictors for curriculum
strengths and weaknesses?
7. What successes/barriers do you find with using ttataake decisions about instruction?
As | read and typologically coded the BenchmarKysms spreadsheets and the transcripts of the
focus group conversations, the information was witth consistent themes, as well as areas of
future study. The originally developed questitarsthe individual interviews appeared
redundant and needed to be tailored to the missfognation that needed to be clarified from
the focus group conversations. There were twotopesthat needed further exploration through
the individual interviews. The researcher condditkeese interviews with those teachers who
did not clearly respond to similar questions dutimg focus group conversations. The following
guestions were used to develop a better undersigquofiihow teachers cultivate plans for
modifying their instruction.
Question 1. For teachers new to the interim assessment and adkaction process,
what would you tell them to use as a starting ptontollecting their data? The English and
math teachers all described looking at individuasses’ data and then comparing the feedback
to all the students taking the same course. Ornhb teacher responded during the individual
interview, “Usually, your classes of the same ldwale the same places where they're deficient
and where they’re strong, not consistently, butallgti An English teacher commented, “I have

to ask why they are all missing the same strasdt d new strand, or was it my delivery? What
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did | do differently?” This teacher recognized timportance of the idea that interim
assessments can be used as an instrument to iafarmake adjustments in teaching.

They noted the importance of reflecting on whethermissed questions were expected
or if they were surprised that students missedrtaterial. A math teacher said, “You have to
look at which questions are missed. Is it a tolpat needs remediation? Was it just a tough
guestion? Are there specific distracters thathamsen? Are there some distracters not chosen?
Why?” The teacher continued, “A lot of times yandook at it, because you know your subject
well, you know where they're going to make the aksts.” However, “if there’s a question that
they missed, and you didn’'t expect them to misgtis.important to see why.” Another
commented, “Was there something wrong with youchesy, or was there something wrong
with the test because every now and again you gagesation where all the kids miss it, and
you're like, ‘That shouldn’t have gotten missed.”

Once the areas of need were defined, the teackglasreed how they addressed the
guestions again through repetition and working hih students’ different modalities, as they
were assessed again for understanding/mastery.matieteacher detailed how she encouraged
students to understand why they were making mattemhanistakes, saying that “a good
multiple choice question anticipates what mistaf@s are going to make.” She recognized the
fact that students needed to know what distrastere included in answer choices on
summative assessments and also why the wrong answee wrong, in addition to knowing
why the right answers were right.

Question 2. Once you realize what piece of material you nedaketattacking, whether
it's the students or the instruction, how do youogok and change it? Do you repeat what you

have done, or do you go back and actually changewvidty you have instructedBoth the

79



English and the math teachers responded with ddtdescriptions of embedding repetition of
content in the everyday lessons. An English teadfected on how English “lends itself to
repetition. . . .You don’t have to go back to thha@ same short story, if it's something you need
to repeat. . . .[However,] sometimes, I'll complgtehange the instruction to fit whatever we’re
currently reading.” The teachers listed spiakskills through different pieces of literature and
writing activities, bell ringers, online activitiégsrough Blackboard and Interactive Achievement,
and “Flashback Friday’s.” This teacher recognizeat tmany of the concepts or standards in
English are taught and reinforced all year, buttrbespresented with different materials and in
different ways to engage students and to altecoineplexity of content.

A math teacher discussed the importance of listeto the students as they verbalize
the mathematical processes, “If | can think of g W&t would make more sense to them, I'll go
that route. Sometimes I'll have a student who sdgy, it makes sense to me this way,” and I'll
teach the rest of the class that way, as well.”tAeomath teacher reiterated the use of
repetition, “Because of my subject area, the ‘gdiagk to it’ happens all the time. . . .I'm
constantly going back to those formulas, so therepetition.” Listening to students and
modeling self-reflection empowers the studentspia\acritical thinking to solve problems and
affords the teacher the ability to analyze how stisl are synthesizing and applying information.

Themes
Initially, four themes were defined for thematigatbding the teachers’ responses to the
Benchmark analysis spreadsheets, the focus growgergations, and the individual interview
transcripts: a). planning and delivery; b). instronal changes based on learning styles; c).
instructional changes based on student motivaéind;d). instructional changes based on

relating content material to real life experiend&sthe researcher reviewed the feedback, three
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more themes emerged from the responses from all three data collection tools. The following
themes were added to the typological coding process: creating lists of deficits, modeling skills,
and instructional repetition.
Planning and Delivery

The thematic code of planning and delivery is an umbrella theme that was essentially part
of the reflection process in which the teachers participated as they completed the Benchmark
analysis spreadsheet. During the focus group conversations and the individual interviews, the
teachers spoke about the importance of thoughtful planning when trying to address students’
weaknesses and move forward with the curricula. One math teacher explained the process of
planning for review opportunities in class, “In addition, focus questions and exit slips are used in
my classroom to spiral review the most missed questions.” Meanwhile, another math teacher
wrote that he planned for “bell ringer review questions pertaining to the SOLs that were most
missed...and Flashback Friday’s which go over the most missed SOLs.”

During the focus group conversations, the math teachers continued to discuss how they
planned their delivery of review information, as well as new information:

The first thing | have to do when | am getting ready for the [interim] assessment is to

figure out what is going to be on them. Ideally, what SOLs are going to be tested at that

time, and | start doing daily quizzes on those particular SOLs. | start to increase rigor as

much as | can.

An English teacher commented, “I determine what skills they seem to have and what they

really, really need.”

The responses in the individual interviews proved to be centered around the planning and

delivery of curricula as the teachers determined the deficit areas, also. One math teacher said,
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When | go over my interim assessments with the kids, if | can’t figure out why that one

was chosen, I'll just say, ‘Okay, who picked this one [answer]? Why'd you do it? What

did you do that caused you to pick this answer?’
A teacher continued, “Sometimes the kids will come up with stuff where I'm like, ‘Oh, | didn’t
even think that that might be an error there.” Another teacher discovered the importance of
teaching students how to approach the new Technology Enhanced Items (TEIs), known as drag
and drop questions to the teachers and students.

| was hearing [the teachers] say ‘Wow, our kids can’t do similar triangles. That doesn’t

make any sense. Our kids should be able to do similar triangles. Why can’t our kids do

similar triangles? And when you really looked at what the thing [item] said, it was a drag

and drop question. It was aligning the justifications, so if you don’t get all of them

[answers], it's wrong.’
Instructional Changes Based on Learning Styles

The responses on the Benchmark analysis spreadsheets highlighted how teachers used
different methods of instruction to address the different modalities represented in the classroom.
One math teacher listed implementing the use of peer tutors through the school’s Beta Club, as
well as using “Interactive Achievement to give students more practice with online testing.”
Another math teacher wrote that she used the “current [interim] assessment scores and informal
assessment (question, etc.)” to monitor student progress.

Throughout the focus group conversations, the math teachers discussed the different
levels and learning styles of the students. One math teacher discussed having students practice
going through test-taking steps, “I have them circle it [the first step] and put a one onit. Then,

this is the second [step], and put a two.” Another math teacher added, “There’s a lot of
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competition...and they do like that...with Jeopardywbitionaire.” One of the English teachers
explained her method for modifying her instructtorhelp support the different learning styles,

We set up an interactive notebook in which they.wdod studies for a section. We do

literary terms for a section, and then we do regftom a section. And they pull that out

every day and they're going through and adding sewf, while they have the old stuff
to look at.

During the individual interviews, an English teaclkkommented on modifying
instruction, “I'll just completely change the ingttion to fit whatever it that we're reading.” In
agreement to looking at the different learningesyih the classroom, one math teacher added
during her interview, “There is a ‘go back and teétin a different way. Most of the time, |
find for myself that the concepts that are missedusually missed because it's something that
just needs more practice.”

Instructional Changes Based on Student Motivation

The English 11 and math teachers both discussaeddito address student motivation
through instruction on the Benchmark analysis spsieets. In fact, one math teacher
commented that she was not sure of some studewntd’ ¢f commitment to performing on the
interim assessment: “Since the interim assessduwagn’t affect his grade, | don't feel he took it
seriously.” Motivation is often directly connectexistudent attendance. Another math teacher
wrote on the Benchmark analysis spreadsheet tleatath specific conversations about the
impact of attendance on grades. One English teaainde that a student’s “performance
relative to this score and her general demeanaecaie to question her effort on the interim

assessment.” The teacher then listed using revaéWdramatic conventions and figurative
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languages types [and] additional mini-units andzges on roots and affixes” to assist with
motivating the student to learn the necessary nahter

As the focus group conversations continued omun8bn based on student motivation,
one math teacher described having students lotlletéuture for motivation to perform well in
the present: “l explain to them that they havhdwe [pass] the SOL to be exempt from the final
exam. In Algebra Il, | have basically told thervipu want to pass the SOL and be exempt
because you don’t want to have to take the finaheX Competition amongst students and
classes also appeared as a method of motivatiooth&r math teacher commented during the
focus group, “We do these things and we play gaaneéswe try to get them to buy into it, that
this is something that you're going to want to dete.” A math teacher added, “l wish | could
just go home and teach all of them one-on-one.y Theld get it because | have their attention.
You know, they’re not being influenced by anybotsean the room.”

The English teachers continued to discuss hawarigdjust and tweak with every new
piece of data,” including the level of student eygraent during lessons. An English teacher
discussed how much time was spent on motivatingdesiis “to read more deeply and more
slowly and carefully,” so they can perform well ihhe assessments.

Instructional Changes Based on Relating Material tdReal Life Experiences

Just as the teachers noted the importance of afgtigeir instruction based on student
learning styles and their motivation levels, thispaealized the importance of relating the
material to real-world experiences, specificallg thrmat of the interim and summative
assessments. One math teacher explained, “Intexraathievement is being used to give
students more practice with online testing.” Dgrihe focus group conversations, the math

teachers also discussed using banks of questioBsackboard, so students could practice
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manipulating data to answer the technology enhaiteat (TEIS) on the interim and summative
assessments. One math teacher commented,

On Blackboard, when you create your own questipmg,can tell it to give them

response feedback to incorrect answers. So, Bimple, if we were doing factoring and

a kid chose one particular option instead of anptheould tell Blackboard to give them

the ‘incorrect response’ feedback of, “You choss tption, but the sign pattern should

be minus/plus when it's this type of question.’

During the math focus group, a teacher was diseggsbe peer learning she establishes
in her room. For instance, “lI was thinking to §&ig the space between, but the kids were, and
that’'s what was needed, a little of that peer utdton to help them really clarify.” In the
individual interview process, an English teachesadied incorporating skills into what the
students are currently reading in order to showstbdents how concepts can be applied to
different material in different situations. Thedlish teacher said, “You can apply whatever that
[concept] was to the piece that you're reading fiow.

Creating Lists of Deficits

A starting point for instruction that was idergdi by all English 11 and math teachers
was to develop a list of the deficit areas, as aglidentify students who are struggling with the
content, all together. The importance of creatirglists of deficits was exhibited in the detailed
information provided by the teachers on the Benckranalysis spreadsheets. The teachers
were asked to identify the specific SOLs coveredhaninterim assessment, the questions that
fewer than 60% of the students were able to ansareectly, then to summarize the most
selected distracter, and to contemplate why theestis selected that particular answer choice.

In the math focus group conversations, a teacheéy ‘S6ou know, you realize that there’s that
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group of kids that somehow have been able to anguestions reasonably enough that you
didn’t realize that, ‘Wow, you still really don'tow what an angle is!”

Through this analysis process, the teachers wéeg@bst specific areas of concern in
math and English. One math teacher listed thalestis “relied on the calculator and didn’t use
parenthesis correctly, didn't solve [a] specifization correctly, forgot to multiply by the
reciprocal, and misinterpreted the algebraic lagguaAn English teacher documented the
students’ deficit areas on the Benchmark analysisesisheet as “students are not recognizing
the term ‘allusion,’” students failed to see themédea of the poem, | suspect students did not
scan back over the text effectively, and studesudk the [noted] remark for face value, not
detecting the sarcasm.”

While both the English 11 and math teachers digzlifse amount of time it took to
complete the Benchmark analysis spreadsheet,eafidbcators noted the importance of
developing a list of deficits as a guide for instran. During the focus group, one English
teacher said creating a deficit list helps to ‘g@stnse of what direction we’re going in.”
Another teacher stated that the deficit lists hirgpteachers decide how they can “tailor
individually.” During the individual interview, math teacher reiterated the importance of
studying the interim assessment feedback and ngeatguide for areas that need to be
supported. “l would look at the most missed quaestiUsually, | pick a top five and | say, ‘Why
do they miss it?"”

Modeling Skills

Once the teachers created their lists of defithitsy discussed how they incorporated

support into their lesson plans. While not dingatlentified on the Benchmark analysis

spreadsheet as “modeling,” the practice of usimgg$ayuestions and bell ringers and warm ups
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in class can be considered a method of modelingtbaead test questions and how to attack the
specific processes being assessed. During the ffrowp conversations, one math teacher
described modeling, “I figure out what | need te@oand then | start doing mini-daily quizzes
on particular SOLs, and | start increasing therrg@much as | can.” Adding to the discussion
on modeling techniques, another math teacher adife’s the warm up. Once | teach
something, it is fair game to go on the ‘warm upll' bring back the first nine weeks in the third
nine weeks.” Another math teacher addressed thefunodeling test-taking skills while
instructing. She explained the importance of sttslenderstanding the process behind the
mistakes that are made. She noted in the indiVidtexrview that “good multiple choice
guestions anticipate mistakes” that students aireggo make and include the incorrect answer
as a distracter.

One English teacher discussed a literary termdhathought many of the students
would know but was proven wrong when she analyhedrtterim assessment feedback, “There
may have only been two questions...but there waalaig there, so we’ll be hitting it
repeatedly.” The English teacher continued toteayshe will look to model certain skills
repeatedly “with group instruction [that] will giveelot of bang for the buck.” Another English
teacher commented that modeling is one of theuoBtmal practices that have proven to yield
successes in class. She said, “sometimes [thergtill] look at something they don’t
understand and they automatically give up. . wBdoreak it into smaller pieces and moldelv
to break it into smaller pieces so it's more maadde” The English teachers have embedded

modeling into their planning to encourage studeawgh and fill learning gaps.
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Instructional Repetition

The thematic code of instructional repetition eneerthroughout the responses on the
Benchmark analysis spreadsheets, during the faougp gonversations, and the in the individual
interview transcripts. The method of revisitingteral was referred to by the math teachers as
the act of spiraling material. One teacher wrotthe teacher response plan on the Benchmark
analysis spreadsheet that “focus questions andlgdtare used in my classroom to spiral
review [the] most missed questions.” Another ntaticher wrote that his/her response plan was
to address the deficit areas “by consistent reaéprevious material and Algebra
fundamentals.” An English teacher documented re@ethrough “additional readings and
practice questions [and] selected released iteraBaok recognition skills.”

The English 11 and math teachers referred batistauctional repetition as they
brainstormed how they supported struggling stude@®se English teacher commented, “I can
kind of tailor the types of comprehension tests tlzsk them to do with an assigned reading to
reflect what appears to be an area of weaknesarin@the English focus group, a teacher
explained how the English curriculum naturally Isridelf to repetition. The teacher detailed
this idea, “I think it's probably easier in Engliihan almost anything. . . .It kind of blends
together and we can pick up a little bit as we.goSo many of the works that we do can cover
so many different things.”

When the math teachers discussed modeling contteptggh warm ups, bell ringers, and
do now’s, they described the process they go thrdéagdentify the most missed questions and
then recreate those questions for review. One teatther commented, “The snapshots or daily
quizzes..just keep it in the forefront, but you can keep mgvorward, even though you keep

spiraling back to the other material.” A math teacadded that she will show a problem on the
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ActiveBoard and say, “Okay, here’s a problem, hatvid While everyone’s working, you can
do a quick one-on-one with that kid who can’t sderget started.”
Frequency of Themes in the Benchmark Analysis Spreisheets

Yin (2009) wrote that quantitative data can be &hla to qualitative case studies when
the data are subjected to statistical analyseghbujualitative data remains the overall focus of
the study. Frequency counts were implements sigbalitative case study to evaluate the
number of times themes were represented in theadddage. However, the themes were the
emphasis of the case study.

There were 33 responses noted for addressing ¢ls af weakness described on the
English 11 benchmark analysis spreadsheets. HEmeatic codes that were presented 100% of
the time in the teachers’ plans for helping stuslenaster the noted skills were as follows: a)
planning and delivery, b) instruction changed basedtudent learning styles, c) instruction
changed based on student motivation, and d) irtstnad repetition. There were 35 responses
given on the Algebra I, I, and geometry Benchmemklysis spreadsheets. The thematic codes
that were presented 100% of the time in the teatptans were planning and delivery,
modeling skills, and instructional repetition. €hrthematic codes were represented with a
frequency of only: instruction changed based adestt learning styles, instruction changed
based on student motivation, and instruction chamgesed on relating content material to real-
life experiences.

Frequency of Themes in the Focus Group Conversatign

There were 105 responses to the nine questionsl plsig the English 11 focus group

conversation. The feedback was coded for thelrfiiur themes and then again with the three

additional themes that emerged during the reregatiogess. Ninety-four (89.5%) of the 105
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responses noted the importance of the planninglalinery process. Twenty-three (21.9%) of
the responses explained that instruction needbd tthanged based on the students’ learning
styles, while 22 (20.9%) responses described tisituiction changed based on student
motivation. The English 11 teachers explaineddr{Z7.6%) of the 105 responses that
instruction needed to be changed based on relatinggnt material to real-life experiences.
Sixty (57.1%) responses included creating listhefstudents’ deficits, 61 (58%) responses used
modeling skills as a way to help students achieastary, and 36 (34%) of the 105 responses
focused on instructional repetition for encouradesyning. Focus group results indicated that
English teachers overwhelmingly focused on the ingmze of instructional planning and
delivery and modeling skills. An English teachepteaed the importance, though, of including
student needs when she commented, “I determine skilkt they seem to have and what they
really, really need.” Another English teacher dsged planning lessons in preparation for the
summative assessments, “I'll base two or thremlesaround the released sample questions
from the [VADOE]. . . .1 don’t think of it as gaing test-taking strategies as much as making
sure they understand. . .how the question is askieny to think.” Another English teacher
echoed the sentiments on planning and preparat@mwhe said, “You're foolish if you haven’t
really familiarized yourself with what's going telasked and how they are going to ask it.”
English teachers also honed in on the importancepstition as a way to improve student
achievement, indicating that the curriculum spisM#ls and content,” It kind of blends together
and we can pick up a little bit as we go. . . .Soynof the works that we do can cover so many
different things.” One English teacher commentéaah kind of tailor the types of
comprehension tests that | ask them to do withsaigaed reading to reflect what appears to be

an area of weakness.” During the English focusigra teacher explained how the English
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curriculum naturally lends itself to repetitionhd English teachers also highlighted how
important it is to model skills for students, inding testing endurance, “We make them get up in
between [the different practice passages]. | haw® this too. You have to just click your brain
out for a minute and then come back to it. Fargling readers, they just don’t have the
stamina to go all the way through all seven [passamd question banks] sometimes.” The
collaborative teacher added that the passages@uthmative assessments are not always
interesting to the reader, so they model test tpktrategies using “really dry stuff. . . .You dan’
just tune out because it's not interesting and gamit just tune out because it's really thick and
dense and you can’t get through it.” The data ftbenEnglish focus group exhibited the amount
of repeated attention given to modeling for thelshis who to understand the philosophy of the
summative assessment and how to endure the leftjth test.

The Algebra I, Il, and geometry teachers sharédr&8ponses to the nine focus group
conversations. Of the 100 answers, 58 (58%) wededdor the planning and delivery theme for
attending to student learning. One math teachglaeed the planning process leading up to the
interim assessments, “I'll put old SOL questions fests], so when | test each chapter, I'll nod
to the SOLs. .. .And then leading to the Benclks\afll do snapshots off of IA [Interactive
Achievement] for each chapter. The teacher coatirta explain how far in advance the
planning for instruction happens, “So the threeqa prior to our Benchmark tests, I'll do three
snapshots for the three chapters that were covkesdine weeks.” Another example of
planning and delivery is evidenced by the timeiptd creating supplemental materials in the
specific areas. One math teacher described cgethiinquestions on Blackboard and setting the
parameters so incorrect questions were receivddamtimmediate response about why the

distracter was the wrong choice. Again, the madlhiers discussed having to plan for
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instructing the students to pay attention to tleelback. One said, “The problem is getting them
to read the incorrect response feedback becaugd tharn from it, but they’re not used to
getting it [responses to incorrect choices] andirait.” Fifteen (15%) responses centered on
instruction changing based on student learningestyd2 (32%) responses were coded as
instruction changed based on student motivatiot 281 (23%) of the answers were coded as
instruction changed based on relating materia¢#b life experiences. The math teachers’
feedback included creating lists of the studengiait areas 29 (29%) of the time, while
modeling skills was used to help students in 454}6f the answers and instructional repetition
was mentioned 43 (43%) times during the focus gmrersations. The math teachers, again,
tended to focus much more on planning and deligaxyinstructional repetition. The math
teachers intentionally spiraled material and planmyiew of the most frequently missed
guestions. One teacher wrote in the teacher resgaas on the Benchmark analysis spreadsheet
that “focus questions and exit slips are used irclagsroom to spiral review [the] most missed
guestions.” Another math teacher wrote that hrstbgponse plan was to address the deficit
areas “by consistent review of previous materia Algebra fundamentals.”
Frequency of Themes in the Individual Interviews

Three teachers were invited to participate in titvidual interviews based on their
responses during the math and English focus groApd.read the focus group transcripts and
my bracketed notes on facial expressions and dyulage, | realized that two of the math
teachers appeared to be absorbing the conversatprocessing what their peers were saying.
However, they did not give in depth responses énfticus group conversations, so | wanted to
revisit their thoughts in the individual interview3 he English focus group was smaller than the

math group with three teachers representing théigngyl curriculum. The English teachers
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had a very robust conversation that flowed throtinghguiding questions and beyond. However,

| felt | needed to reach out to the less seniorfiEngeacher for her thoughts on where teachers
who are new to using interim assessment data st@gjch. While she had discussed this
thoroughly in the focus group conversation and macketed notes of body language did not

lead me to believe she had more to add, | wantedd¢adf she had more insight once she had time
to reflect on the group conversation.

The three teachers who participated in the indiaidloterview process gave 20 answers
to the two clarifying questions. Overwhelmingl¥% of those responses focused on the
importance of planning and instructional delivesyaastarting point for collecting data on
student performance and using those data for fursteuction and feedback. One math teacher
commented that the first issues for planning ircdiom was to figure out which questions were
missed, “Is it a topic? And if it's a topic theratts important for me to recognize which topics
are weak.” The teacher continued to discuss tbegss of reflecting on the questions when
planning, “What in that question mati&at question difficult?” The English teacher notedtth
looking at the incorrect answers could lead tordaization that the mistake was in the
instruction, “You have to look across your classed see if this is a strand that all the kids are
missing. Are they all missing identifying the madea? If they are [all missing the same
concepts], then it could be your delivery as alieat¢

The other half of the responses (45%) includedheecdescribing how they created lists
of the students’ deficit areas. An English teaatiscussed isolating the areas of weakness. She
said, “l would say look at the specific SOL stratiaist the individual students missed and then
you need to note that SOL, so you can comparergudasessments] and see if they are still

missing the same strand.” One math teacher descwihat he discovered when he listed the
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deficit areas from an interim assessment, “I know on the last interim assessment that | gave, three
of the top five most missed questions were because they didn’t read the question fully. It was a
reading error!”

Forty percent of the responses to addressing the deficit areas focused on repetition to
assist students with mastery of skills. One math teachers explained giving students multiple
opportunities to cover concepts. He said he gave the students similar problems, “Here are five
guestions about the most missed [items]. After we do them, we see if they got them all right. If
not, [I] explain how the process works and kind of re-teach, not necessarily re-teach the whole
section, but re-teach it slowly in a five to 20 minute session before we move forward.”

Twenty percent of the responses expressed changing instruction based on the students’
learning styles as an important technique for addressing the needs of the learners. A math
teacher commented, “If | can think of a way that would make more sense to them, I'll go that
route. If | have a student who says, ‘Hey, it makes sense to me this way! I'll teach the rest of
the class that way, as well.” Another math teacher had a similar response when she reflected on
changing instruction based on the different learning styles, “I'll just say, ‘Okay, who picked this
one? Why'd ya’ do it? Sometimes, the kids will come up with stuff and | think, ‘Oh, | didn’t
even think that that might be an error there.”

Finally, only two of the responses focused on changing instruction based on relating
material to real-life experiences. A math teacher explained “If you find a distracter or two that
has a lot more kids picking it or if there’s a distracter that no one’s picking, then you want to
look at why that distracter is or is not getting picked. What are the students relating it to?”
Changing instruction based on student motivation and modeling skills were only mentioned one

time as ways to assist with student learning. In sum, the most prominent themes that emerged for
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responding to interim assessment feedback weraiplgand delivery, followed by creating lists
of deficit areas and using instructional repetitioelp students master skills in English 11,
Algebra I, Il, and geometry.
Presentation of Results by Research Question

Research Question 1

How do high school teachers at one Virginia schas# interim assessment data to
evaluate their instruction, as they prepare studdat the Virginia Reading, Literature, and
Research (RLR) and the Algebra I, I, and Geom&tandards of Learning (SOL) assessments?
Based on the themes that developed through thenBear& analysis spreadsheets, the focus
group conversations, and the individual intervievith the English 11, Algebra I, II, and
geometry teachers, | concluded that the teachexs the interim assessment data to initiate
reflection on why students missed specific itefsth the English and math teachers described
examining the wording of the missed questions aradyaing the chosen distractors, as well as
concentrating on how the content was originallyspreed to the students. The participants
noted that teachers need to pay close attentiqndstions that are missed and that are surprising
to the teachers. The missed questions that theeesathought would be easily answered by the
students should prompt questions about problentstiv items, problems with the instruction,
problems with the processes students go throughdose answers, or problems with the
students’ attention to details or motivation whéoasing distracters. During the individual
interview process, one math teacher stated, “HetBea question that they missed and you didn’t
expect them to miss it...it's important to see whyAih English teacher discussed that the
problem could be the student or it could be thé&ursion, “We thought they knew this

stuff...there were four or five, they didn’'t. So waad‘Ok, we have got to feed these [concepts]
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into everything that we're doing now too.”
Research Question 2

What, if any, instructional changes do participaiatsntify as having made as a result of
reviewing interim assessment datdhe data collected from the three instrumentsddfsome
prominent themes for responding to the researchtoums developed for this qualitative case
study. The participants identified planning antiveey as key areas of scrutiny when devising
plans for addressing the interim assessment fe&ddaeder the umbrella of planning and
delivery, the themes of instructional repetitior anodeling skills, as reactions to the lists of the
students’ deficits, were also frequently noted falet, instructional repetition appeared in the
responses more frequently than the teachers chatiggir instruction based on student learning
styles, motivation, or relating content to reaéléxperiences. An English teacher responded
regarding repetition, “I guess that's the greatghabout English, you can keep on, and keep on,
and keep on. . ..” Another added, “pulling the stuff in every single time.” The math teachers
agreed with embedding repetition in the lessongladne said during the focus group
conversations, “You have to spiral backwards oredtay, you're in trouble.”

Summary

Both the English and math teachers described hewwvth disciplines naturally lend
themselves to the repetition of already covereliisskhile the teacher introduces new material.
During the focus group conversations and the inldial interviews, the participants described
the importance of understanding the specific culaicStandards of Learning, and the
information presented in the blueprints for Englidh Algebra I, 1I, and geometry, so the
teachers can successfully troubleshoot why studeiss specific questions and how teachers

can better cover the material. Chapter 5 highdigheé principle findings of the students and how
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they relate to the literature studied regardingrind assessments and modifying instruction

based on the feedback from the benchmarks.
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CHAPTER FIVE: CONCLUSIONS, SUMMARY, AND RECOMMENDA TIONS
Introduction

The role of data analysis to inform teaching aatning has become commonplace in
schools. Teachers and building leaders routinedyinterim assessment data to develop
thoughtful and robust instructional plans that addridentified areas of student need. The link
between the interim assessment data collectiorstantnt learning includes instructional
changes that teachers implement. However, teadoenst always know how to use the data for
this purpose or do not always make necessary changkeir instruction. As a result, student
achievement goes unchanged.

This study was conducted in an effort to invesadaow teachers used interim
assessment data to improve student achievemeneiWioginia high school. The goal of the
researcher was to develop a better understandihgvoteachers viewed, understood, and
applied data to inform instruction. Twelve high soshEnglish, math, and special education
teachers who also used interim assessment davalteage their instruction, participated in the
study.The techniques used to disaggregate the data emdited to modify instructional
practices were researched through focus groupvietegs with inquiries based on an examination
of the Benchmark analysis spreadsheet completédebteachers and individual teacher
interviews. The discovery process highlighted hbe/teachers used the interim assessment data,
their own content knowledge, and pedagogical stallshange their instructional approaches to

the content based on the interim assessment feedbais chapter provides a summary of the

98



conclusions, as well as a discussion of the religdture regarding the use of interim
assessments and modifying instruction in the afeasearch are also discussed.
Summary of the Findings

Once data collection was completed, transcriptsta@dBenchmark analysis spreadsheets
were coded. Creswell (2007) discussed the usedotiive data analysis as the researcher’s
process for going between the themes and the dataumtil a thorough and descriptive set of
themes is established. The frequencies of the theveee documented in their repeated presence
in the feedback from the three data collectiongpthlereby, responding to the case study’s
research questions. Seven themes were represanedit a typological color coding process of
the Benchmark analysis spreadsheets and transofifiisus group conversations and individual
interviews conducted with the participating English Algebra |, 1l, and geometry teachers.
These included: a). planning and delivery; b).rundtional changes based on learning styles; c).
instructional changes based on student motivatiprinstructional changes based on relating
content material to real life experiences; e). tingdists of deficits; f) modeling skills, and e)
instructional repetition.

The most prominent theme presented from both gro@ipeachers included the important
of using formative assessment for the planningdeidery of instruction. Teachers spoke about
the importance of thoughtful planning when tryingatldress students’ weaknesses and plan
subsequent lessons. During the focus group com@nsathe math teachers continued to discuss
how they planned their delivery of review inforneattj as well as new information:

The first thing | have to do when | am getting ngé&al the [interim] assessment is to

figure out what is going to be on them. IdealljpavSOLs are going to be tested at that
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time, and | start doing daily quizzes on thoseipaldr SOLs. | start to increase rigor as

much as | can.

This finding mirrored prior research by Perie, Maand Gong (2009) who recommended that
teachers focus on what they need to learn fromsassnts, who will use the information
gathers, what action steps to take with the dh&ptofessional development and action steps
that need to be taken, and a reflection on howltsesan be used to improve student learning.
While these questions are important to understaniti@ purpose of interim assessments, this
case study recorded the self-reflective questibaswere uncovered through the participants’
conversations.

Furthermore, Greenstein (2012) noted that educatoss respond to assessment data
through aligned and focused curricula, and alsingaflective questions about instruction.
What are we doing in our lessons? What do we ¥eastudents to learn? How are they learning
the objectives? Where are we supporting theinieg? How can we improve? These are
guiding questions teachers can use as they uséodalan for instruction (Greenstein, 2012).

The second and third most prominent themes thatged as a result in the study
included the use of repetition and modeling bytdaeher to ensure student mastery of skills.
The theme of modeling skills showed significancéhim frequency counts, as the participants
detailed the ways theshowstudents the skills they need to repeat over aedfor mastery.

The teachers talked about asking students howdhese answers on the interim assessments, so
the teachers could better understand the thouglepses that went into responding to the test
items. If the process for answering was corrée téachers discussed modeling the process. If
the process was incorrect and resulted in the wamsgver, the teacher had still gained an

understanding of how the students were interpratiegjuestion and how to better model the
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content material. Teachers noted strategies sufdtas questions, bell ringers and warm ups in
class as modeling techniques to help studentd tesh questions and know how to attack the
specific processes being assessed.

The act of instructional repetition was describgdhe teachers as grasping every
teachable moment to work on the necessary cornfteathers mentioned the use of revisiting
material, use of exit slips, practice questionsl, @se of additional readings as repetition
activities. Math teachers also mentiortkdnow’s, describing the process they go through to
identify the most missed questions and then reiog#tose questions for review. Sometimes
these moments were developed through new wayswfifey the same material, sparked their
motivation and helped them make the connection &&twAmerican literature and geometric
slopes and the world around them today. Popha@8)2toted that interim assessments are
designed to allow teachers to develop instructioesphonses to the interim assessments,
addressing areas of concern. Mantero (2002) nbtd¢petition, among other factors such as
modeling, feedback, rewards and punishments, dimstruction, explaining, questioning, and
structuring student-centered activities based ersthdents’ interests helped them retain
information. Teachers in this study used many eséitechniques as well.

In alignment with modeling and repetition, anottitesme mentioned by teachers was that
of noting student deficits on interim assessmentstaen implementing processes to improve
those. The participants described the list of weakas as a guide for what to teach next.

Once the list of deficits was developed, the teextetailed the significance of the theme of
planning and delivery as evidenced by the teachigssussion of using pedagogical reflection to
develop plans for helping students learn. The thefmestructional repetition was termed

spiraling by the math teachers when tackling tbiedf deficit areas. Both the English and math
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teachers encouraged the use of repetition of aideqats through new pieces of literature.
Meanwhile, the math teachers talked about thea@ummn naturally building skill upon skill,
allowing for students to review old material whHigarning new concepts.

The themes of instructional changes made base€aonihg styles, motivation, and
relating material to real-life experiences emergeuahe in the study, and were intertwined with
the participants’ responses of embedding instroaticepetition and segments of modeling skills
in the delivery of material. Beghetto (2004) prasdresults that indicated students with goal-
oriented behaviors tended to include the abilitggtablish self-improvement and set self-
standards and wanted to be recognized for thertsff In contrast, students who avoided
performance goals tended to view themselves acégstble than others in achieving academic
success. Thus, teachers could use this informédramaining and further reflection to round out
their instructional set. Most responses focusetheracts of planning and delivering instruction
rather than creating classroom conditions condutivgiccess and student performance. The
classroom characteristics can harbor a positivaileg and testing environment that produces
successful scores. On the other hand, the envenhoan contribute to lack of motivation and
inconsistent performance on assessments.

For the purpose of this case study, the interirrssaent process was used for two of the
possible intentions noted by Perie, et al. (2009 \mluatinginstructional methodology and
improvinginstruction techniques for one student, a grougtadents, or an entire class.
Teacher participants showed how they evaluatediictsdnal planning and delivery in direct
response to interim assessment data that, inresnolted in improved instruction that afforded
students the opportunities to assimilate, accommepdad engage in socially stimulating

learning experiences. The interim assessmentsgéatad as a tool for evaluating learning, as
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well as a diagnosis of possible instructional wemsses (Dunn & Mulvenon, 2009). Mistakes
made on the interim assessments were turned isity@learning experiences by the teachers
who were focused on disaggregating the interimsassent feedback for instructional purposes
(Cauley & McMillian, 2009). Teachers recognized tmportance of modeling skills, and
continually reviewing previously taught content,il@halso presenting new material. However,
teachers did not focus as much on student motivaiarning styles and real life experiences as
tools to engage students. This emerged as a goltime research.

The data collected through this case study indicttat it is imperative for teachers to
work through a reflection process when studyingititerim assessment feedback, isolating the
possible reasons for students missing specifictgpress and changing instructional practices to
meet the needs of the students. Rudman (1989) wratéesting and teaching are collaborative
efforts. The case study participants explained telook at data and pinpoint areas of need,
how to reflect on the instructional techniquesadiyeused, and how to modify their teaching
based on the students’ needs. DiRanna et al. (2(#8Yibed the importance of engaging in
systematic reflection when analyzing student datanistructional purposes. Often, however,
the reflection process became personal. Mezir@®{Lwrote that points of view and
philosophies are open to change as adults reffestformation or the process in which
information is collected and problems are solvAd.the teachers uncover the students’ areas of
weakness, they need to reflect on the reason&dagdps in learning and modify their thinking
(Mezirow, 1997).

The participating teachers’ responses and plaastain to the interim assessment
feedback were in direct correlation with the théiceg framework of Mezirow's theory of

transformative learning. Mezirow (1990) wrote ttesichers go through a phase of interpreting
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the interaction of habit or how the learner rougiiearns and the specific event in question.
The phase of interpretation happens through réflecn the styles of learning taking place
(Mezirow, 1990). Mezirow'sransformation theory applied to the instructoraywef changing
perceptions and ideas based on reflection andstypdegress. Teachers must go through an
assimilation and accommodation process as thegledaw to study interim assessment
feedback and how to address areas of concern.

Popham (2008) wrote that using assessments ig dboision making. A teacher must
decide if an instructional adjustment is neededthed what kind of adjustment is necessary.
The participants gave their insight on analyzintadar the areas that need an “adjustment.”
The teachers then defined their own practicestioosing how to adjust their teaching to
support the students. Sharratt and Fullan (20@®dthat teachers make students’ achievement
visible by learning about the students and thedempnting instructional strategies to support
their learning.

According to the focus group conversations andritleridual teacher interviews,
teachers need to be able to read questions amdaléss and determine why the students chose
the incorrect answers. However, sometimes therefms students’ missing material on interim
assessments boils down to the instruction provietthe teacher. Heritage et al. (2009) wrote
that teachers have to know what responses to ingriefrom evidence they have obtained, so
they can adapt their instruction to meet the sttsl@cademic needs and bridge the gap between
the learners’ current level and the desired gaahéhievement.

Furthermore, McMillan (2000) cited the importariceteachers to understand “essential
measurement evidence skills (para. 5),” so theyccamprehend and translate the meaning of

interim assessment data and conclude the studd#reagths and weaknesses. For successful
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learning to occur as a result of using interim assent feedback, the teachers noted the
importance of planning and delivering material (782the time), through instructional
repetition (53% of the time), and modeling skid8% of the time) in response to creating
guiding lists of students’ deficits (33% of the & The frequency percentages of the themes
that follow ranged from 23% to 34%: instruction sgad based on student motivation, learning
styles, and relating content material to real-dik@eriences.
Implications

The use of interim assessments to check for thed thlearning and
understanding in classes is proving to be commaoepin school systems across the nation.
However, for the interim assessments to be valuabls for teachers and building leaders, the
users must know what to do with the students’ faeklb The case study was designed to
analyze how teachers study their students’ respgaiosthe specific questions and then how those
same teachers translate student performance istimational changéviarsh, Pane, and
Hamilton (2006) referred to data-driven-decisiorking as a cyclical process. Information
becomes actionable knowledge when the data aretized and analyzed for problem areas and
possible solutions. The actionable knowledge @p imstructional leaders use data to inform,
identify, or clarify, and make changes (Marsh,lgtZz006). Once the choice is made to respond
based on the data, the new data can be collectestadied for effectiveness and for
establishing new goals. This process leads t@k of data collection and decision making
(Marsh, et al., 2006). Teachers have the datand kacreate an educationally competitive
environment when using interim assessments inlgssmom. However, often the teachers do
not know what to do with the data and how to bréakn the process of disaggregating the

information and using in-depth reflection to asskn@plan to help students bridge the learning
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gaps. Thus, practical training and time to practice these skills is important to establishing an
effective and productive data collection and information cycle.

School systems are formally measuring the students’ progress and publicizing the
schools’ growth and the system’s rankings in the state based on the standardized tests. What
stakeholders do not often see are the tools used to devise instructional plans for students. School
systems are budgeting for the use of interim assessment companies, providing teachers with
numerical feedback that can be overwhelming to a new teacher, as well as a senior educator.
This case study gives insight into how teachers in one Virginia school break down the barriers of
data-driven-decision making and make the data work for them as they reflect on modifying their
instructional techniques based on the assessment feedback. The teachers, as the instructional
leaders in the classrooms, must have the skill set and support to use the interim assessment data
to implement interventions that allow all students to gain the skills necessary to experience an
authentic 21st-century education (Duckor, 2014).

One unexpected finding from this research was the fact that teachers mostly focused on
use of data to plan and deliver instruction. Less focus was put on how to create classroom
environments conducive to learning and on student goal-setting, as well as taking responsibility
for their learning. Fisher and Frey (2008) wrote that one way to encourage independent learning
is to release the responsibility of learning from the teacher to the student. The authors went on to
discuss how teachers can develop classroom environments based on modeling ways of thinking,
peer collaboration, and student goal setting (Fisher & Frey, 2008).

Jacobsen (2013) wrote that students with a fixed belief want to look smart and see the
classroom as a stage. Meanwhile, students with a growth belief want to learn more and be

smarter. Instructional leaders have the “power to change the classroom from a stage to a
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learning forum” (Jacobsen, 2013, p. 42). Theseaezas that research has noted are important
components of student achievement so future derredapfor this high-performing group of
participating teachers could focus on these factors
Recommendations for Future Research
This evaluative qualitative case study explored bkeachers analyzed interim assessment
feedback and then initiated pedagogical changaslfpstudents master skills in English 11,
Algebra |, I, and geometry. The study identifibeé importance of embedding instructional
repetition and modeling skills as ways to addresasaof student weakness. Through the
typological color coding process, the researchentified several emerging outliers. While
these outliers did not present with a frequencyioéed a high importance to this particular
study, the themes were intriguing. Instructioealders could benefit from future studies in the
following areas:
1. A qualitative, instrumental case study on theuiafice of professional camaraderie on
instructional practices and student success, maiivaand growth.
2. A gualitative study on teacher perceptions regartliow classroom climate and student
self-efficacy influence learning.
3. A quantitative, correlational study on the influeraf the students’ attitudes toward
learning on instructional success, motivation, grath.
4. A qualitative, evaluative case study on the infkeenf the teachers’ attitudes on learning
and school-specific processes on student successation, and growth.
5. A quantitative, correlational study on the influeraf using data collection tools, like the

Benchmark analysis spreadsheets, which are taitortee content areas being analyzed.
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Summary

This evaluative qualitative case study was esthbti to analyze the methods by which
the participating teachers studied interim assessfeedback in English 11, Algebra I, Il, and
geometry class. Additionally, the case study aloulated the frequency of themes presented
in the teachers’ responses regarding how they tigeishterim assessment data to modify their
instruction, if they changed their pedagogical psses at all. The outcome of this research
supported the philosophy that teachers must puntbam assessment feedback through a
personal disaggregation process to discover vauafdrmation regarding student learning and
instructional practices that can assist studerits @antent mastery. While data collection from
interim assessment responses can seem overwheimtingse who have not yet worked through
the analysis progression, the reflection processdn plan development, and instructional

implementations are rational steps that supportieg through assessment methods.
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Appendix A
Benchmark Analysis Worksheet

Benchmark Analysis Interim Assessment #

Teacher

Course

Date

Score Analysis

Score Analysis

Specific direction to complete this step:
Step 1: Identify questions with scores less tha# &y using the top row of the printed

report.

Step 2: Using the printed repdrhok down the column tddentify the Most Selected

Distracter.

Step 3: On IA, select tiglue Icon at the top of the question that was missédi¢av the
Question, the Correct Answer, and the Distracters.
Step 4: Using this information, state why thigmister was the most selected.

Identify each SOL tested( #
and description) and the
overall pass score for that
SOL

Identify
questions with
pass scores less
than 60% (List ?#
and percent
correct)

Identify the
most selected
distracter

Why do you believe this distracter was selected?

*Continued on next page
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Teacher
Response
Section

Teacher Response Section

Step 1Locating your classes’ scores
Step 2. Identifying the students who did not ntketcurrent cut score
Step 3ldentify the deficit areas

Identify the students who did
not score > 60 on the |A

(Student names were
generated on Print Sheet #1)

Identify deficit
areas

Explain how these deficit areas will be addressed
within the classroom setting. Briefly outline your
remediation plan; include how you will
evaluate/monitor student progress.

Additional Concerns
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Appendix B
Focus Group Guiding Questions

How do you describe the instructional practices fgml you have had success with in
addressing the Standards of Learning?

How do you isolate the Standards of Learning forcWistudents will be tested during
the summative assessments?

Based on the tested Standards of Learning for wynchare responsible, how do you
prepare your students for interim assessments?

After giving an interim assessment, how do you yeathe data for students’
strengths and weaknesses?

How do you reflect on and evaluate your instruaigractices to address the areas
of analysis determined from the interim assessme=sutits?

How, if at all, have you changed your instructiopedctices as a result of reviewing
interim assessment data?

How do you review the students’ areas of strengitbr po the actual summative
assessments?

How do you assess student understanding in betimgsmm assessment sessions?
How do you reteach and reassess concepts whilenstiing forward with the
curriculum?
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Appendix C
Individual Interview Documentation

Guiding Questions:

Bracketed Notes:

1. For teachers new to the interim assessment and

data collection process, what would you tell them t

use as a starting point for collecting their data?

2. Once you realize what piece of material you need

to be attacking, whether it is the students’ |eagror

the instruction, how do you go back and change it?

Do you repeat what you have done, or do you go

back and actually change the way you have

instructed?
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Appendix D
Cycle of Learning Using
Interim Assessment Data

Teacher instruction for all
learning styles

Interim assessment

given to study Interim

student assessment
comprehension Mastery of skills given for
and decide on through interim analyzing
needed assessment data knowledge
instructional

practices

—

Interim assessment feedback
used to guide and mold
instruction for future interim
and summative assessments

/
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Appendix E
Consent for Participation

CONSENT FORM

Interim Assessment Data:
A Case Study on Modifying Instruction based on Benark Feedback
Tracey M. Lange
Liberty University
Education Department

You are invited to be in a research study of theeafdanterim assessment data to modify
instructional practices. You were selected as aiplesparticipant because you are a teacher ofigng|
11, Algebra |, Il, and geometry at the targetecdbsthHNe ask that you read this form and ask any
guestions you may have before agreeing to be isttigy.

This study is being conducted by Tracey M. Lange the Liberty University Education
Department.

Background Information:

The purpose of this evaluative qualitative casdystuas to explore how high school
teachers used interim assessment data to evahaitenistruction and if or how they made
resulting changes in that instruction as they meggphatudents for the Virginia Reading,
Literature, and Research (RLR), as well as the Bdgé, II, and Geometry Standards of
Learning (SOL) assessments in one school locat¥@gmnia. A secondary purpose of the study
was to explore the pedagogical changes teachemhadd, if any, in response to reviewing this
data.

Procedures:

If you agree to be in this study, we would ask y@do the following things:

There are three data collection tools/processésubiald require your participation: a
Benchmark analysis spreadsheet, a focus group gedirksheet, and an individual interview
documentation sheet.

The Benchmark analysis spreadsheet used for thecdléction process is the same tool used in
the interim assessment analysis process at “RCHS.”

The focus group transcripts are developed duriggap discussion about how the

teachers analyze the interim assessment data anthko instruction changes based on the
interim assessment feedback. The focus group ceatiens are expected to last between 30 and
45 minutes. The discussions will be digitally netexd for transcription purposes. The
researcher will have another party transcribe ¢cendings.

The individual interviews will last approximatel 1o 20 minutes and will focus on clarifying
information that emerges through the data collegtimcess. The interviews will be bracketed,
nonverbal cues will be documented in the field hotk, and the transcriptions will go through a
multi-read process. The transcriptions will thenpbovided to the interviewees for a member
check process of content validation.
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Risks and Benefits of being in the Study:

The risks in this case study are no more than @lnécjpant would encounter in everyday life.

Participation will benefit society, as well as trerticipant’s self-reflection on pedagogical prees.
Compensation:

You will receive payment via a personal gift camohf the researcher upon completion of the
case study. Amounts will not be prorated due ttyegithdraw from the data collection process.

Confidentiality:

The records of this study will be kept privatealy report we might publish, we will not include
any information that will make it possible to idiéynt subject. Research records will be stored isgu
and only researchers will have access to the recéutliotapes and transcriptions will only be uged
the purpose of gathering documentation. The ppatits, who complete the Benchmark analysis
spreadsheet, participate in the digitally recorfedis group and individual interview conversatiarits
not be identified. Students’ names will not beeasied for any purpose. The researcher cannoeabstir
other participants in the focus groups will maintaonfidentiality and privacy.

Voluntary Nature of the Study:

Participation in this study is voluntary. Your d&gon whether or not to participate will not affect
your current or future relations with Liberty Uniggy, Roanoke County Public Schools, or Cave $prin
High School. If you decide to participate, you e to not answer any question or withdraw attamsg
without affecting those relationships.

Contacts and Questions:
The researcher conducting this study is Tracey dhde. You may ask any questions you have

now. If you have questions latgqu are encouragedo contact them at tmlange@liberty.eah640-
761-9111.

If you have any questions or concerns regardirgygtudy and would like to talk to someone
other than the researcher(gyu are encouragedo contact the Institutional Review Board, 1971
University Blvd, Suite 1837, Lynchburg, VA 24502email atirb@liberty.edu

You will be given a copy of thisinformation to keep for your records.
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Statement of Consent:

o | have read and understood the above informatibavé asked questions and have received answers. |

consent to participate in the study.
= | give permission to be audiotaped during the famasip conversations.

Signature: Date:
Signature of Investigator: Date:
IRB Code Numbers: IRB Expiration Date:
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Appendix F
IRB Approval Letter

LIBERTY

VERSITY.

The Graduate School at Liberty University

July 17, 2013

Tracey M. Lange
IRB Approval 1630.071713: Interim Assessment Data: A Case Study on Modifying
Instruction Based on Benchmark Feedback

Dear Tracey,

We are pleased to inform you that your above study has been approved by the
Liberty IRB. This approval is extended to you for one year. If data collection
proceeds past one year, or if you make changes in the methodology as it pertains to
human subjects, you must submit an appropriate update form to the IRB. The forms
for these cases were attached to your approval email.

Please retain this letter for your records. Also, if you are conducting research as part of the
requirements for a master’s thesis or doctoral dissertation, this approval letter should be
included as an appendix to your completed thesis or dissertation.

Thank you for your cooperation with the IRB, and we wish vou well with your
research project.

Sincerely,

Fernando Garzon, Psy.D.
Professor, IRB Chair
Counseling

(434) 592-4054

LIBERTY

UNIVERSILTY,

Liberty University | Training Champions for Christ since 1971
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