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SABES is the System for Adult Basic Education Support, a comprehensive training and
technical assistance initiative for adult literacy educators and programs. Its goal is to
strengthen and enhance literacy services and thus to enable adult learners to attain literacy
skills.

SABES accomplishes this goal through staff and program development workshops, consulta-
tion, mini-courses, mentoring and peer coaching, and other training activities provided by
five Regional Support Centers located at community colleges throughout Massachusetts.
SABES also offers a 15-hour Orientation that introduces new staff to adult education theory
and practice and enables them to build support networks.

SABES also maintains an adult literacy Clearinghouse to collect, evaluate, and disseminate
ABE materials, curricula, methodologies, and program models, and encourages the develop-
ment and use of practitioner and learner-generated materials. Each of the five SABES
Regional Support Centers similarly offers program support and a lending library. SABES
maintains an Adult Literacy Hotline, a statewide referral service which responds to calls
from new learners and volunteers. The Hotline number is 1-800-447-8844.

The SABES Central Resource Center, a program of World Education, publishes a statewide
quarterly newsletter, “Bright Ideas,” and journals on topics of interest to adult literacy
professionals, such as this volume of “Adventures in Assessment.”

The first three volumes of “Adventures in Assessment” present a comprehensive view of the
state of practice in Massachusetts through articles written by adult literacy practitioners.
Volume 1, Getting Started, includes start-up and intake activities; Volume 2, Ongoing,
shares tools for ongoing assessment as part of the learning process; Volume 3, Looking
Back, Starting Again, focuses on tools and procedures used at the end of a cycle or term,
including self, class, and group evaluation by both teachers and learners. Volume 4 covered
a range of interests, and Volume 5, The Tale of the Tools is dedicated to reflecting on
Component 3 tools of alternative assessment. Volume 6, Responding to the Dream Con-
ference, is dedicated to responses to Volumes 1-5. Volume 7, The Partnership Project,
highlighted writings from a mentoring project for practioners interested in learning about
participatory assessment. Volume 8 covered a range of topics from education reform to
learner involvement in assessment. Volume 9 looked at assessment in a volunteer program,
native language literacy, ESOL programs, and evaluations in workplace education programs.
In this volume, many different practitioners offer their view on alternative assessment and
the BEST.

We’d like to see your contribution. Contact Editor Alison Simmons to discuss your submission.

Opinions expressed in “Adventures in Assessment” are those of the authors and not necessarily
the opinions of SABES or its funders.

Permission is granted to reproduce portions of this journal; we request, however, appropriate
credit be given to the author and to Adventures in Assessment.

Adventures in Assessment is free to DOE-funded Massachusetts programs; out-of-state
requests will be charged a nominal fee. Please write to, or call:

Alison Simmons
World Education

44 Farnsworth Street
Boston, MA 02210-1211

617-482-9485
asimmons@JSI.com
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A s the new year approaches we
are filled with anticipation about
what lies ahead for Adventures
in Assessment and alternative

assessment. Since this is the tenth volume,
I guess I am feeling compelled to reflect a
bit and revisit the purposes for Adventures.
In Volume #6, Loren McGrail talked about
the origins of the journal and the purpose
and audience she had in mind when she
started it in 1991. She wrote:

“… in addition to providing a framework
and a forum for alternative assessment, I saw
the creation of a field-based journal as a golden
opportunity to put into practice a process
approach to writing, a way for practitioners to
experience first-hand the power of having their
writing responded to with non-evaluative feed-
back… All authors commented on the self
knowledge they gained by the act of writing
itself. I had underestimated the power of writ-
ing to reflect back to us what we really think
and believe. And…I was surprised to hear,
repeatedly, the desire many authors expressed
to connect with others so they could get feed-
back on their own practice…. I am also struck
by some authors’ clarity about the need to get
this information out… “I wanted to support
the cause for alternative assessment and
remind people that there are other options
to the TABE.”

Adventures in Assessment was always in-
tended as a staff development journal for
authors reflecting on their own experience
and sharing with others, as well as for
readers interested in looking at other ways
to do assessment in their programs and
classrooms. When I am on my annual jour-
ney in search of adventurers to write about
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their practice, I am struck by the number
of practitioners who feel they have little to
offer others in the area of assessment. Al-
though, I hear about a lot of great ideas,
tools and questions, it is hard to convince
people that they have a lot to offer and can
write about a process, an idea, or a ques-
tion without having the ultimate answer.

For those who do not know already,
there is not a clear bright light at the end of
the assessment tunnel that will resolve all
the many dimensions of assessment that
are inherent in our classrooms and pro-
grams. What each teacher/practitioner can
offer is their take on assessment and the
ways in which they come to terms with the
many challenges assessment poses. This
may take the form of tools, ideas, ques-
tions or a review of other materials. It is
these ideas and this format that make
Adventures in Assessment unique among
the journals and books on assessment. I
feel we have continued in the spirit with
which Loren began this journal and hope
we do not to lose sight of Adventures’
importance as a field-based journal for
teachers and practitioners in search of
an adventure in assessment.

What might the future hold for Adven-
tures in Assessment? As the standards-
based initiatives take hold both nationally
and statewide (Equipped for the Future,
Curriculum Frameworks, Skill Standards
for Workplaces, etc.) , it will be interesting
to watch how the field responds to these
initiatives and how it looks at and defines
assessment. Will these initiatives help us
develop a common language and common
expectations for outcomes? Will we align

Introduction
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our instruction and assessment practices
with the standards? Adventures in Assess-
ment seems more relevant now as we enter
a time of content standards and outcomes
from our field, as well as other fields that
define what our learners should know and
be able to do. Adventures will continue to
offer a forum where practitioners can
document their practices and we will see
where these experiences take us.

This tenth volume of Adventures in As-
sessment has a great assortment of writers
looking for ways to integrate assessment
into their current teaching/learning.

Marta Mangan-Lev writes about
authentic assessment and cooperative
learning. We look at how she applies the
principles of one educational theory to her
classroom and the principles of authentic
assessment. She believes that our assump-
tions about teaching and learning should
integrate our instructional methods with
our assessment practices.

Maria Kephallenou talks about her
experience at the Haitian Multi-Service
Center in Boston. She looks at questions
and issues that constantly surface in her
program around assessment, the complex
nature of assessment in a multi-service
center, and her view of assessment as she
moved from teacher to administrator.

Judy Chau asks us to think about what
we assess and whether we are too focused
on skill areas and spend less time with
fewer, less tangible skill areas. She offers
us a peer evaluation tool for interviewing
that focuses on those less tangible areas.

Martha Jean takes a look back at her
EGAP assessment tool that has been used
and adapted by other teachers in the field.
She talks about the minor adjustments
made partly due to her work in Learning
Disabilities and Multiple Intelligences.

Sylvia Greene, Nancy Hoe and Lally
Stowell take us on a trip through the as-
sessment process in their family literacy
program. What seems like miles and miles
of assessment protocol is really a very
comprehensive system that aims to look at
the whole learner and cover all the areas
where they are making progress. What
struck me about this piece was that all of
the information gathered near the begin-
ning of the learners’ time at the Center is
used to help students identify their goals
for learning. Their initial assessment
reveals areas of strengths and weaknesses,
then the information is used to help stu-
dents write goals and objectives.

The Operation Bootstrap Health Team
assesses community health needs at an
adult education program in Lynn, MA.
After an initial assessment, the team devel-
ops a program for the students centered
around a topic. Along the way, students
assess the effectiveness of their program
as well as how they are working within
the team.

Kathy Sikes (interviewed by Melody
Schneider) talks about her experience
implementing and training volunteers
in the use of portfolio assessment.

Beth Bingman from the University
of Tennessee gives us an update on the
National Center for the Study of Adult
Learning and Literacy’s (NCSALL) assess-
ment/outcomes research.

In Voices From the Field practitioners
look at the Basic English Skills Test (BEST).
Moira Lucey gives us a history of the BEST
and valuable information about its design
and purpose. Barbara Lippell-Paul looks
at the BEST from an historical perspective
and helps us to look critically at what the
test is asking us to do and what some of
the issues are with administering the test.
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Dulany Alexander looks at the BEST by
comparing the profiles of two ESOL stu-
dents. Rachel Donnelly, a VISTA volun-
teer, relates some of the insights she has
had as a “beginner” with the BEST.

Cathy Coleman in Learning from Expe-
rience reflects on the use of the TABE (Test
of Adult Basic Education) in her program.
She suggests questions to consider when
using a standardized test but mainly to
question if the test is a good fit with what
your learners and program want to accom-
plish.

In What Counts?, Ken Tamarkin offers
a way to look at assessment in a computer
class at Malden Mills. He looks at tools he
uses for placement, progress, and program
evaluation. He involves students from the
beginning in developing and understand-
ing the assessment process.

Finally, Caroline Gear looks at the book
Phenomenal Changes: Stories of Participants
in the Portfolio Project as a staff develop-
ment tool. In the first of two articles, she
shares with us how she and her staff are
using the book to help them in their work
on portfolio assessment.

It is a full volume of tools and ideas.
As always we welcome your comments
and suggestions. If you wish to submit an
article or respond to an article in this issue,
feel free to contact me at the address below.
The authors would appreciate your feed-
back and ideas.

Alison Simmons
World Education/SABES

44 Farnsworth Street
Boston, MA 02210
asimmons@jsi.com

✔
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Valley Opportunity
Council

Chicopee, MA

by
Martha Mangan Lev

The Connection between Cooperative
Learning and Authentic Assessment

Assessment. Evaluation. The words
conjure images of tests — sharp #2
pencils, rows of bubbles to be

darkened in, quiet rooms with perspiring
test-takers and only the sound of rustling
paper. I’m learning, along with my learn-
ers, to replace these dated images with a
reality that conforms more with my values
about teaching and learning. We’re learn-
ing to use authentic, learner-centered tools
which integrate assessment into the cycle
of teaching/learning. We’re learning to use
assessment as a tool for self understanding
and instructional planning.

There are other, equally-dated images I
can conjure from my educational experi-
ences: straight rows of wooden desks, one
behind the other; a teacher’s desk facing
the rows of students; a teacher, talking,
talking, and writing on the broad expanse
of a blackboard, occasionally calling upon
a student to supply an answer, with luck
the correct one.

My classroom doesn’t look like this.
We start out seated around a horseshoe of
tables, each learner facing the others. We
often work in cooperative groups, for
which learners pull chairs into small clus-
ters to work together. My position is not
at the front of the room lecturing (well,
maybe once in a while), but usually circu-
lating among learners engaged in using
language, engaged in learning. We’re
learning to create and work in a learning
environment in which learners work to-
gether cooperatively to achieve shared
goals.

Cooperative learning in the adult edu-
cation classroom offers some valuable op-
portunities for authentic assessment. In
my work with cooperative groups and au-
thentic assessment I have learned there are
many parallels between the two. This has
made it easier to integrate them. To see
this more clearly we will first look at some
principles of cooperative learning.

THE STRUCTURE OF
COOPERATIVE LEARNING

If you were to survey teachers of adult
education about their use of groupwork,
nearly all would probably respond that
they often have people working in groups.
In my ESOL classes learners may work in
groups formed using a number of random
techniques: counting off by 3s or 4s; dis-
tributing three or four different pictures
and then forming a group with those who
have the same picture, choosing a topic
(for example, a kind of music or food) and
then grouping those who made the same
choice. While learners work together in
these groups for conversation or to com-
plete a task, they are not explicitly coop-
erative. Cooperative groupwork is distinct
from work in small groups:
• learners work in positive interdependence,

• each participant has a clear and specific
role,

• the process of working together is an
important focus,

• participants reflect upon and analyze
their work together.
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A cooperative model of groupwork is
structured in these specific ways. The role
of the teacher is to set up those structures
by considering these questions: What will
learners do? What role will each learner
play? How will they reflect upon their
work together? Equally important, the
teacher considers the personality, skills,
and learning style of each learner to form
groups that can work together effectively.
Next, she/he facilitates the formation of
the group and observes them in action.
Finally, the teacher provides learners with
a means to reflect upon and evaluate their
group’s work; that is, she incorporates
assessment tools.

About now, you may be thinking,
“Yikes, I’ve got 30 minutes to plan
tomorrow’s class. Let’s just count off by 3s
and talk about the weekend. We can work
cooperatively sometime when I’ve got a
day or two to plan!”

It’s true that the most extensive work of
the teacher is in planning cooperative in-
teractions, in setting up just those condi-
tions outlined above. It’s equally true that
there’s a learning curve in developing and
honing our skills as facilitators of coopera-
tive learning; the initial time investment is
significant. As we become more adept at
the process, it takes less time.

We find the same is true of using au-
thentic assessment. We can opt to use
‘quick and dirty’ standardized tests, or can
invest the time to develop authentic assess-
ment tools that also collect information
about learners’ skills, learning styles and
personalities.

The payoff for investing in these two
approaches is significant. Teaching and
learning are enhanced as learners acquire
the habits of reflecting upon their learning
and working with others. Our teaching, by

integrating on-going feedback from learn-
ers, also becomes more relevant and mean-
ingful in learners’ lives.

One way to simplify the planning of
cooperative groupwork is to think of it
as three sets of variables to be sorted and
matched: 1) the content and process of the
task to be carried out, 2) the attributes of
the learners to be grouped together, and
3) the assessment component: the tools
learners will use to reflect upon their
experience.

Content/process of the task
This is a starting point for any lesson

planning. What exactly will learners do
together? What skills will they learn/
practice? What are the goals of their work?
What roles can group members fill in order
to achieve the goals? With the possible ex-
ception of the last, these questions underlie
any lesson planning. In this sense, the
planning is the same, although the task
will be tailored to the structure of a group
working cooperatively. While appropriate
roles will vary according to the nature of
the activity, there are a number of fre-
quently relevant roles which can also be
customized to the particular activity. The
level of support for each role—checklists
or other ways to clearly specify what the
learner will do in that role—can be
adapted to suit the level(s) of the learners.

Possible roles to assign may include an
observer, a questioner, a timekeeper, and a
summarizer and facilitator.

Observer: watches the work of the group,
often equipped with a checklist of spe-
cific behaviors to look for (e.g., does
everyone speak? Are all ideas treated
with respect?).

Questioner: asks questions of one or more
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participants. This learner could also be
provided a list (e.g., of question words
[who, what, etc.], or of specific questions).

Timekeeper: keeps the group within time
limits set or agreed upon.

Summarizer: may sum up the work of the
group herself, or may present a group-
developed summary to the class.

Facilitator: helps the group accomplish its
agreed-upon tasks.

Grouping Learners: Attributes of
Learners to be Grouped Together

The next piece of the puzzle is learner
attributes. As I get to know my learners,
I pay attention to their individual differ-
ences in an on-going process of assessment
through observation. I use this information
to mix and match qualities to increase a
group’s success. Learner Skills are one set
of attributes: language, leadership, facilita-
tion, etc. Another variable is the consis-
tency of attendance, which will be
particularly relevant for groups working
on a project over time.

Native language should be taken into
consideration: would the task be best ac-
complished in a group as heterogeneous in
language as possible, such that more inter-
action would take place in the target lan-
guage? Or would learners benefit from the
ability to perform parts of their task in a
shared native language?

Learning style in general will be an im-
portant factor in group interactions, and
particularly an individual’s preference for
working independently or with others. Fi-
nally, but not least importantly, the mix of
personalities in a group will affect its suc-
cess. A group in which each member tends
to be quiet and shy may have trouble get-
ting going.

Vignette:
A group from my Level One class is a won-

derfully-varied and complex group of learners.
Su, from Korea, has very good listening, speak-
ing, and reading skills, though her pronuncia-
tion is sometimes difficult for others to
understand. She engages enthusiastically in all
tasks and attempts to involve others. Panay,
from Laos, is very quiet and reluctant to speak.
She has a good sense of humor and understands
most of the classroom talk. Jay, from the Philip-
pines, is the youngest member of the class. He
also has very good language skills, but is easily
distracted from a task. The fourth member of
the group, Dorota, a very new speaker of En-
glish, tends to be quiet. She has little confidence
in her skills but is determined to learn English.

The configuration of this group meant that
English is their only common language and
they sometimes struggle to communicate.
Su often takes leadership in getting their work
started, but Dorota also pays attention to keep-
ing them on task. Panay sometimes shyly teases
Jay, who enjoys the playful interactions. The
group works well together.

AUTHENTIC ASSESSMENT IN
COOPERATIVE GROUP WORK

So, okay, you’ve worked out some
group tasks, figured out roles that you
hope will work to accomplish them, and
made some initial groupings of learners.
What about assessment? What information
have you already gathered? What will you
now assess? How?

Through the structure and process of
cooperative learning learners use a wide
range of skills. These skills include:
• language/content skills used to accom-

plish the group’s goals, both in what
students do and how they do it,

• taking/following leadership, to partici-
pate in any of the various roles, and to to-

As I get to know
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their individual

differences in an
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gether move a group to achieve its goals,

• negotiating with each other when dif-
ferent ideas are being considered,

• problem solving: clarifying ideas, elabo-
rating the ideas suggested by others, or
seeing the consequences of particular
solutions,

• reaching consensus, a specific and not
widely familiar decision-making process
that honors the opinions of all involved
to come to an agreed-upon outcome,

• synthesizing/summarizing in order to
present the group’s work, or to facilitate
its on-going work,

• observation/analysis, identifying what
is to be observed and how to under-
stand what one is seeing, and

• giving feedback to other learners or to
the instructor about the group’s process,
the task, and other aspects of the
groupwork.

Not only are these skills critical to effec-
tive groupwork, they will also enhance
success beyond the classroom, in the work-
place, and in the community. Those skills
more related to process, to how we work
with others, are seldom explicitly elicited
in classroom work and are even less often
evaluated by ‘traditional’ assessment. By
developing tools to use in the cooperative
classroom, learners can get feedback on
their skills in these areas as well as develop
them.

Authentic Assessment Tools
So you’ve got some groups that are,

with support from you, working together
well. You’re helping learners identify and
develop skills, such as those listed above,
in the course of their cooperative efforts.

What tools can you and they use to reflect
upon and evaluate their work? Here are
some suggestions.
• learner questionnaires (see box). In their

simplest form, these ask learners to
choose a response. For more advanced
learners, questionnaires may also ask for
more extensive responses.

How did your group work together tonight?

Name:  ________________  Date: _______________

What did your group do today?
 __________________

Circle one
I feel good not good about my group today.
I talked a lot a little in my group.

Other people talked a lot a little in my group.
My group helped me learn a lot a little today.
My group got a lot a little work done today.

• teacher or learner observation. The ob-
server may use a checklist and record
the frequency of particular events or
may watch for specific behaviors.

• checklists. Completed by teacher and/
or learners, they may include specific
content skills in the task or specific
cooperative skills.

• reports/presentations to the class. In
a variety of forms (charts, skits, talks,
etc.), these provide a concrete work
product.

• evaluation of groupwork products.
What did the group make/present/etc.?
How does it compare with their goals?

• learning contracts. These provide goal-
based evaluation of personal, group, or
content goals.
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A variety of these tools can and should
be used over time. Different tools will ap-
peal to different learners and elicit a range
of perspectives on the process and/or the
product of the work. This assessment
should include both learner and teacher in-
put. A growing desire for me is to support
learners in developing tools for reflection
and evaluation of groupwork.

As is usually true of authentic assess-
ment, what teachers and learners learn
from these tools can be translated into con-
tent for subsequent groupwork. If an issue
is identified as a particular strength or
weakness, groupwork can be designed to
address this. For example, if one of the
roles is that of ‘summarizer’ and groups
report difficulty in carrying this out, class
instruction can increase learner under-
standing and skill in subsequent
groupwork. As teachers and learners be-
come more adept in the process, the cycle

of groupwork to reflection to instruction
to groupwork becomes increasingly mean-
ingful and on target.

Cooperative groupwork provides an op-
portunity for learners to express and build
a range of social and intellectual skills. The
principles of authentic assessment —

• that it be learner-centered and help
learners achieve their goals,

• that it be part of the learning experience,

• that it use a variety of procedures,

• that it provide feedback that will lead to
better instruction

— are consistent with those guiding coop-
erative learning and make it the appropri-
ate technique for reflecting upon and
evaluating this process. Together, coopera-
tive learning and authentic assessment are
powerful tools for understanding our-
selves as learners and as teachers.

✔
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Haitian Multi-Service
Center

Dorchester, MA

by
Maria

Kephallenou

The Haitian Multi-Service Center Experience

The Adult Education Program at the
Haitian Multi-Service Center
(HMSC) has developed a program-

wide assessment process that responds to
the needs and demands of our program.
As part of the on-going development of
this process we have found that assess-
ment is an important programmatic issue
that continually needs to be addressed. As
we develop and refine our process, we ask
ourselves numerous questions and address
many issues about our processes and as-
sessment in general. We always face new
challenges and new perspectives on how
to use assessment more efficiently.

Some issues arise time and time again.
In a class of 15 students with varying edu-
cational backgrounds, individual needs,
ages, priorities and language skills, for ex-
ample, assessment of progress is difficult.
Students do not progress at the same rate
and the same time. Also, individual skills
do not progress at the same rate. How do
we account for all these different skills and
factors and assess progress? Most likely,
teachers begin by focusing on the skills:
they compare a starting point — the begin-
ning of the class — with the point of time
of the final assessment. The different fac-
tors (backgrounds, schooling, age, etc.)
are then taken into account to better under-
stand and explain why progress was/was
not made.

Another issue deals with the movement
of students from one level to the next. Gen-
erally, a student is ready to move up when
an overall better understanding and use of

the language is demonstrated. It includes
an initial assessment for the student, a
point of time later with another assessment
and a comparison between these two.
However, “an overall better understanding
and use of the language” is very vague.
For example, how does one assess it? Is it
the same for all students or are there varia-
tions? If so, how does one account for
them? And how does it tie to the progress
of individual language skills? Because
teachers think differently, it is amazing
that most students move with few problems.

When we talk about student progress at
our meetings, the discussion is dynamic
with contributions that generate plans to
address issues. The discussion becomes
difficult, however, when we explore ways
to capture all of these dynamics in a form
that is simple and easy for students to un-
derstand and for other teachers to translate.

Resolving this issue depends largely on
one’s position in a program, the purpose
and need for assessment, and how it fits
into the whole program. Everybody agrees
on the importance of assessment for the
students, the teachers, and the program,
but we all have different perspectives on
its purpose.

A Student’s Perspective. Students assess
their progress continually as an integral
part of learning and as a guide. Assessing
progress for them may also imply active
participation and responsibility for their
education. It is like checking where they
are according to their plan and where they
need to go to next. An articulated plan al-

Assessment in ESOL
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ways helps as a point of reference. In our
program we make efforts to help students
articulate a plan through counseling.

A Teacher’s Perspective. Through
assessment, teachers can address different
issues such as: methods and effectiveness
of their teaching; effectiveness of teaching
styles with students of different cultural
and educational backgrounds; the specific
needs and goals of a student; their own
beliefs about what constitutes progress; a
specific student’s abilities and strengths;
and the student’s capabilities and progress
versus the capabilities and progress of the
rest of the students in class.

An Intake Worker’s Perspective. An
intake worker assessing and placing stu-
dents must have a pretty good under-
standing of the range of classes, as well as
their curricula. Without this understand-
ing, accurate assessment and successful
placement of students is extremely diffi-
cult. The intake worker seeks to find out
whether a particular student shows signs
of skills and capabilities usually shown by
students who have been placed in a par-
ticular class/level. These skills/capabilities
are considered as a “starting point,” but
only to determine placement and to ensure
a smooth immersion of the student in the
system. The rest is left in the hands of the
counselor and the teachers.

A Counselor’s Perspective. A counselor’s
assessment involves working closely with
students to help them set realistic goals, set
a time frame in which these goals can be
achieved, quantify progress in and outside
of class (job search, resume, referrals, fur-
ther education, etc.) and offer appropriate
programmatic response to expressed
needs: referrals for drop-in babysitting,
referral to another department for informa-
tion and/or concrete assistance, etc. As-

sessment at this level does not really deal
with specific language skills, but rather
how mastering language skills is relevant
to the overall life, educational, and voca-
tional plans of the students.

An Administrator’s Perspective. An
administrator’s view about assessment
addresses programmatic concerns, such as
class size, outcomes, attendance, termina-
tions (especially if terminations are not job
and education related), etc. An administra-
tor may use assessment to (a) measure and
assess the effectiveness of the program,
(b) capture and document outcomes,
(c) project numbers and outcomes for the
future, and (d) make the program (curricu-
lum, assessment, teaching methods and
materials, etc.) better respond to students’
needs for progress. As an administrator,
I look for confirmation that the program
offers its students what we believe it does:
the necessary tools to achieve their educa-
tional and vocational goals and to move
on to social and economic self-sufficiency.

Having been a teacher not too long ago,
I still recall the perspective of a teacher. As
a teacher, I thought of assessment in a very
limited way: it had to do with my students
and my class — not necessarily with the
whole program — and it was as much
about my students as it was about my
teaching and the materials I was using.
Often, I considered assessment a burden,
a task I had to do and once completed no-
body would take another look. As a result,
I completed the relevant forms but I was
neither detailed nor very explanatory. Go-
ing back now to some of those assessments
I think they were poorly written and
would not be of much help to others.

My perspective on assessment as an ad-
ministrator is a lot broader than that as a
teacher; I have a clearer and deeper under-
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standing of the program as a whole and
how its various components support and
complement each other. I also have a better
picture of what the program is expected to
do according to our proposals and funders’
expectations. When I review a teacher’s as-
sessment of a student, I expect to see that
the teacher knows and understands a
student’s progress. The student’s self-as-
sessment and the teacher’s assessment
should be close. I expect the student to ex-
press some satisfaction with the class,
progress made, and his/her teacher. If the
teacher identifies problem areas, I expect to
see a plan that addresses them.

Through the assessment, too, I have an
indication if the teacher’s work is effective.
Effective teacher’s work means to me that
the teacher has put some thought into de-
veloping a curriculum and preparing for
his/her class, and knows the strengths and
weaknesses of his/her students. Student
attendance, drop out and termination
rates, and enthusiastic (or not) student
comments are also indicative of the class
in which active learning takes place.

Another important purpose that assess-
ments fulfill is enabling students to partici-
pate in the educational process by
assessing their progress. I value their
assessments and opinions and take them
into account when I assess the effective-
ness and work of the program. There is a
strong connection between assessment and
program functions, such as outcomes, cur-
riculum development, and teaching meth-
ods. Just like the students, the program
must reflect upon its operations and assess
its effectiveness and results. These results
should feed back into the program and
lead to decisions that will improve the pro-
gram and benefit its students.

I believe that assessment is a process

that does not remain static but evolves to-
gether with the program because it is the
thread that connects and keeps all the com-
ponents of a program in place and in
check: teaching, curriculum, outcomes,
goals and counseling. Unfortunately, many
times, due to lack of resources and restric-
tions of time, we do not utilize assessment
as a tool for check, change and improve-
ment to its fullest.

THE HMSC EXPERIENCE

Capturing the dynamics of all assess-
ments and accounting for all different per-
spectives, purposes and issues may take
many creative forms, especially because
most funders require that the program in-
corporate initial, on-going and final assess-
ment of students’ accomplishments, but do
not require any particular assessment tool.
At the HMSC we have developed in-house
assessment tools to capture the informa-
tion we need and answer the questions
we raise. They include intake/placement;
counseling: orientation and goal-setting;
student/teacher conferences: initial, on-
going and final; and exit/entrance criteria
checklist.

Intake/Placement Assessment
The Intake worker determines the level/

class in which students should be placed
using the placement test. The placement
test was developed by the program with
the assistance of Loren McGrail through a
SABES mini-grant and includes: (a) appli-
cations, (b) an oral interview to determine
the students’ speaking/listening capabili-
ties (at this point initial assessment for
non-literate students also takes place),
(c) reading materials to determine the stu-
dents’ reading capabilities (reading materi-
als include materials for different levels
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and a variety of topics; the test includes
comprehension questions, writing the
story in students’ words and/or respond-
ing to the ideas expressed), (d) writing,
which includes either responding to the
reading or writing about students’ experi-
ences, and (e) a grammar test may be given
to students depending on their level (see
“The Toolkit for Authentic Assessment”
from SABES for a detailed description and
relevant forms).

This assessment, although not the only
one developed, may be unique and excep-
tionally successful in placing students: stu-
dents choose to work with the reading(s)
they like or think are difficult or easy
enough for them. The reading and writing
materials are culturally sensitive (all are
pieces of writing written by students at the
HMSC) and so offer the students a familiar
frame of reference. The students also have
the freedom to choose the topic they want
to write about. During the time they take
the test, they are supported, guided, and
helped by a bilingual intake worker. This
intake/placement is time consuming, tak-
ing an average of 50 minutes to two hours.
The intake worker needs approximately 15
to 30 minutes to read through and assess
the level.

Counseling
The second assessment comes after the

level of students is determined and before
they enter class. The Program Counselor
meets with students individually for
approximately one hour to address two is-
sues: program orientation and goal-setting.

Program orientation. This includes neces-
sary information about other services that
the HMSC offers, support services (e.g.,
drop-in day care, referral to other agency
departments for services), information

about elective classes that the Adult Edu-
cation/ESOL Program offers, program
policies, and specific information about the
class the student will be placed in (times,
where the class meets, and who the teacher
is).

With the orientation, students feel they
are part of a bigger agency with additional
available services. This initial meeting
introduces the role of the counselor to pro-
vide support to the teachers outside of the
classroom and provide needed information
and referrals to students to help them
accomplish their goals.

Goal setting. The counselor completes the
Educational/Vocational Plan with the stu-
dents. This document includes background
educational and employment information
about the students and includes their long-
and short-term goals, as well as personal
goals (this document has been updated to
include information needed for the DOE
MIS system).

More often than not, students find it
very hard to set goals. It is especially hard
for low-level students to articulate specific
goals besides “to learn English.” The coun-
selor is instrumental in engaging them in a
discussion on why they need to be in an
ESOL class (or in any other class for that
matter) and he helps them to articulate
goals. The counselor has to lead this dis-
cussion carefully (a balance of articulating
real needs and imposing them) because the
students should set their own goals, not
the counselor. The skills to set short- and
long-term goals take a long time to de-
velop as they include certain language that
the counselor — and the student — must
master.
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Student/Teacher Conferences
In these conferences, progress and

evaluation are discussed by both parties.
The conferences may take many forms de-
pending on the level of the students (lower
level classes may have more group-like
meetings) and time. Ideally, they are held
three times each session. The student/
teacher conferences consist of three parts:
initial, on-going, and final.

Initial. The first conference takes place
within the first two weeks of the students’
placement in a class (either right after in-
take/placement or after movement from
another class). The relevant document is
completed by the students and identifies
their specific goals for the session. The dif-
ference between this goal-setting and the
goal-setting with the counselor is that the
students think of goals that are achievable
in a short period of time — the teaching
session. These goals tend to be geared
more around what they perceive as weak-
nesses and needs.

On-going. The second conference occurs
around the middle of the session, or/and
any time that is deemed necessary or use-
ful for the teacher or the students. The
document has two parts, one that is filled
out by the students (their evaluation of
their progress and goal achievement) and
one by the teacher (the student’s evalua-
tion of progress). Often, the students talk
about possible problems with their learn-
ing, with teaching and materials, etc. These
problems are addressed by the teacher and
possible solutions are explored.

Final. The last conference takes place
during the final week of each session. It,
too, has two parts: one that is filled out by
the students and one by the teacher. The
students are asked to evaluate themselves
in terms of progress and goals accom-

plished or not; give examples of their
progress; reflect on whether they have dif-
ferent or additional goals after attending
the class; and evaluate the program’s help
and support in accomplishing these goals.
The teacher is asked to provide a formal
evaluation of the students’ progress in
terms of each of the applicable basic skills
(listening, speaking, reading, writing, com-
puter literacy, math) and to provide an
evaluation of students’ attendance
throughout the session.

The purpose of this assessment is to pro-
voke discussion, thinking, and evaluation
and become a learning experience for both
parties. The teacher’s input and opinion is
as valued as that of the students’. Through
the discussion, the students become as re-
sponsible for their learning as the teacher
is for his/her teaching. This assessment,
too, is time consuming. It is discouraging,
however, that the forms often do not cap-
ture all the rich discussion that they may
invoke either because the teachers do not
write enough/well or the students view
their part as not very important or both. It
is very frustrating to read assessments of
progress that are poorly written and that
do not give a clear idea of where the stu-
dents stand in terms of learning and
progress. They do, however, add to the
incredible amount of paperwork accumu-
lated through the years.

Exit/Entrance Criteria Checklist
Student/teacher conferences may in-

volve the use and completion of the exit/
entrance criteria checklist when a student
is ready to move from one level to the next
one. As its name suggests, a checklist sum-
marizes the capabilities/skills mastered in
a class by students, and, at the same time,
summarizes the capabilities/skills needed
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for those students to advance to the next
class. (There are as many checklists as
there are classes.) The checklist is com-
pleted by the teacher.

A checklist can, in a short time, quickly
display the most important aspects of
teaching at one level and the capabilities
of the students and, at the same time, can
reveal the capabilities of the students as a
starting point for the more advanced level.
These checklists are curriculum-driven
as they include skills that are taught/re-
quired in each level. Checklists by them-
selves are weak evaluative tools. In reality,
a checklist is only one element taken into
account when evaluating students before

they move to a more advanced level
(samples of their work, especially writing,
and the initial in-class assessment by the
new teacher ensure the right decision).

Despite the problems mentioned (time
consuming, some resistance on every-
body’s part to keep up with all this paper-
work that results in very poorly written
assessments, etc.), assessment is a very im-
portant aspect of a program, a crucial tool
for evaluation and self-evaluation, and an
important part of teaching because it
touches all aspects of a program and can
be used to confirm and validate findings
about the program, its services, and its
students.

✔

[Author’s note: “I wanted to acknowledge Alison Simmons for her assistance in the thinking and
writing of this article.”]
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STUDENT EDUCATIONAL VOCATIONAL PLAN

Student’s Name:
Counselor’s Name:
Date of Orientation/Counseling:

I. PLACEMENT IN PROGRAM
Native Language Literacy:
ESOL Class:
Pre-EDP/EDP:
Counseling/Orientation (date):
Math:
Computer Training:
Other (specify):

II. BACKGROUND
1. Education:

2. Previous Job Experience:

3. Skills:

III. POSSIBLE REFERRAL (from, to, date, reason)

IV. STUDENT GOALS
1. Educational Goals

a. Complete a class

b. Speaking
Communicate more effectively in English

-understand and feel comfortable in a conversation
-have a conversation with other people
-communicate with people on the phone
-understand the TV
-understand movies
-understand the news
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c. Reading
Be able to:

-read a newspaper
-read a book
-read maps, calendars
-look up a word in a dictionary
-find information in the phone book

d. Survival
Be able to:

-call 911 effectively
-make doctor’s appointments
-give out personal information

e. Writing
Be able to:

-give personal information (name, address, phone #)
-letters (to friends, for business)

f. Obtain EDP
-Complete tasks (specify)

g. Obtain GED
-Pass some tests (specify)

h. Complete some adult HS credits

i. Enroll in Post-Secondary Education

2. Vocational  Goals
a. Enter vocational training (specify)

b. Gain Employment

c. Obtain Job Advancement

d. Perform New Job Requirements
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e. Be Removed from Public Assistance

f. Fill out applications

3. Personal Goals
a. Read more to children

b. Increase parent/child interaction

c. Help children with homework

d. Enroll in activities that support public school

e. Receive preventive health care

4. Community
a. Enroll in Civics class

b. Receive US Citizenship

c. Register to vote for first time

d. Involved in activities within own community

e. Incarcerated adult return to society

V. NEEDS DETERMINED TO ACHIEVE GOALS

1.

2.

3.

4.

5.
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VI. STUDENT OUTCOMES (to be completed upon  termination)

1. Termination Date:

2. Level started (include SPL):

3. Made progress within same level (include SPL):

4. Highest level completed (include SPL):

5. Found Employment
(Place, Job Title, Phone Number, Starting Date, Salary)

6. Upgraded Employment
(Previous Job Title, Current Job Title, Finished Relevant Training -where?-)

7. Entered Skills Training
(Where, for how long)

8. Entered Higher Education
(Where, what program)

9. Became Citizen
(When)

VII. ADDITIONAL COMMENTS
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STUDENT-TEACHER CONFERENCE

Student’s Name:_________________________________ Date:_____________
Teacher’s Name:_________________________________
Class Level:_____________________________________ Time:_____________

INITIAL EVALUATION

1.  Why are you in this class?  Why do you want to learn English?

2.  How many years of education do you have altogether?

3.  Do you have a high-school diploma (from Haiti or another country)?

4.  Do you have any skills (for example, do you know how to use a typewriter or a computer,
etc.)?

5.  If you want to go to college, have you decided what you want to study?

6.  Do you have any questions about this program or your class?
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STUDENT-TEACHER CONFERENCE

Student’s Name:_________________________________ Date:_____________
Teacher’s Name:_________________________________
Class Level:_____________________________________ Time:_____________

ON-GOING

1. Do you feel that you are making progress?  Do you feel you are making progress in:

-Listening and understanding

-Speaking

-Writing

-Reading and understanding (readings inside and outside of class)

-Pronunciation

-Computers

-Math

-Grammar

-Other

2. If you feel you are making progress, how do you understand it? (Give some examples,
please).

3.  If you feel you are not making progress, why is it so?

4.  Is there anything you want to change in your class?

5.  Is there anything you want to do more in class?

6.  Do you have any questions about this program or your class?
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STUDENT-TEACHER CONFERENCE

Student’s Name:_________________________________ Date:_____________
Teacher’s Name:_________________________________
Class Level:_____________________________________ Time:_____________

FINAL EVALUATION

Progress Assessment

For Students:  In what areas did you make progress?  How do you know? (Give examples
from your class and outside of class, please).

For Teachers: In what areas did the student make progress?  How do you know?

Reading:

Writing:

Speaking:

Listening:
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Pronunciation:

Grammar:

Word-Processing:

Math:

Other:

Attendance: Regular (75%) Yes No (If no, please give reason(s))
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Asian American
Civic Association

Boston, MA

N ever overlook the obvious. This
is what I continue reminding
myself. After three years of

coaching students in a prevocational edu-
cation program to prepare for job inter-
views, particularly “white-collar” job
interviews, I find myself backtracking and
focusing much more with students on the
basic presentation aspects of interviewing.

While our program is open to the non-
native speaking population of Greater Bos-
ton, the typical profile of an Asian Ameri-
can Civic Association (AACA) Prevoca-
tional Skills student is a Chinese or Viet-
namese female, in her late 20s to early 30s,
who has worked as a stitcher, cashier or
waitress in a Chinatown business since
arriving in the United States. The students
are high-beginners or low-intermediate
level. The average current length of resi-
dency in the U.S. is two or three years.

Most students have a very solid work
history in their country, having worked for
a single employer for up to ten years. Many
have had excellent skills, as teachers, book-
keepers, secretaries, bank tellers, business
owners, doctors, tour guides, or hotel
clerks. They are mature, with a stable work
history and many transferable skills. The
main barriers are limited English, difficult
acculturation, and a lack of computer
skills, confidence, and – for some – adequate
daycare. Most are very employable indi-
viduals who typically do not see them-
selves as employable beyond Chinatown.
This is one great barrier – especially since
many usually summarize their goal as “I

by
Judy Chau

want a good job, an office job”.
Enrollment typically consists of twenty

students who are divided into two equal
groups. Classes run 16 hours per week.
Although not an office skills training pro-
gram, the students are taught the basics of
keyboarding and basic word processing
functions of Microsoft Word. They practice
math and learn the English necessary for
the mathematical skills which they possess.
They study grammar for two hours per
week, but ESL is intertwined in all course
matter. In addition to aiding students with
these basic skills, the task of the three
prevocational teachers is to assist them to
accept themselves as employable outside
of Chinatown. They participate in self-
assessment activities to recognize their
strengths. The Case Manager works with
the students on an ongoing basis for five
months, both in workshops and individu-
ally, to develop goals and follow their ac-
tion plan.

My responsibility is divided into ten
weeks of conversation, culture topics, writ-
ing skills, and pronunciation, along with
ten weeks of introducing U.S. culture as it
relates to the world of work. The greatest
challenge: to prepare students for a “white-
collar” job interview. The goal of the en-
rollees is to either find a full-time job after
the five-month class period, or to enroll in
a full-time training program. Typically, up
to 80% opt for the training program; this
may be the Office Systems Training Pro-
gram at AACA, or others throughout the
city of Boston.

Overcoming Cultural Barriers
of a Job Interview
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Herein lies the challenge. Within those
months, the students must feel confident
and ready for either a job or training.
Whether preparing for a training program
interview, or preparing for a job interview
– white-collar or not – the challenges remain
the same: the candidate must appear confi-
dent, describe and “sell” their skills and
experience, and explain their motivation
and goals.

The problem lies in the fact that most
do not feel confident, cannot adequately
describe their skills, have no knowledge of
the Boston job market and have not devel-
oped long-term career plans which they
could express to a Human Resources pro-
fessional. So, on the larger scale, profi-
ciency in English, a realistic view of the
current office job market in Boston, the
necessary keyboard and computer skills
to obtain an office job, and a plan are para-
mount to achieving their goals.

Less evident, yet equally as important
to the process, are the presentation skills
which native speakers of English are
coached on at University Career Centers,
Massachusetts One-stop Career Centers,
or by employment specialists. They are the
handshake, volume, eye contact, and the
all important ability to “sell yourself” at
every opportunity. These are the deeper,
cultural aspects of Western-style inter-
viewing which my students repeatedly
inform me go against cultural propriety.
In addition, in the case of students from
mainland China, jobs were assigned by the
government, and they have never experi-
enced what we know as a job interview.
The lack of experience with interviewing,
and the cultural differences are very evi-
dent as they come to interview for a slot
in the Prevocational Program.

As a Prevocational Instructor, I am a

member of the seven-person Employment
and Training team at AACA. The entire
team participates in the intake process.
Applicants may be directed in one of four
ways in AACA. They may be accepted to
either Prevocational Skills or to Office Sys-
tems. Candidates who need much more
remedial English are referred to ESL class.
Those who test with high conversational
skills and extensive office experience in
their homeland are referred to the AACA
Job Developer.

During the intake process of potential
Prevocational or Office System students,
we are assessing many factors, from eligi-
bility requirements including low-income
status, residency, and having a work per-
mit, to their English level, and to their
commitment to the objectives of the pro-
gram. With respect to selecting who stud-
ies in which program, it often comes down
to our determination of their apparent un-
derstanding of cultural expectations in the
intake interview and their confidence in
themselves. Candidates who come across
professionally, who smile, give a strong
handshake, have good eye contact, and are
willing to try to define their work history
will typically be accepted to office skills.
Realistically, by learning the appropriate
office skills, they will be job-ready in five
months. In general, these candidates have
lived for some time in the United States,
and have somehow become acculturated to
many of these interviewing factors. They
still have to strengthen these skills, but
they are well on their way.

The typical Prevocational candidate will
rarely extend their hand to the teacher/in-
terviewer. We extend our hand first. The
handshake which we receive is the classic
“dead-fish” handshake, described in how-
to interview books. It is limp, with little or
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no grasp. Often it is a two-fingered shake,
or “a slider,” which slips through our fin-
gers before we have a chance to grasp it.
During the first week of class, we begin to
practice the handshake.

 It is approached from the cultural as-
pect first. Students learn that it is appropri-
ate protocol within the business world to
do so. Women are assured that they are
crossing no boundaries to shake hands,
especially with a man. They learn the cul-
tural interpretation of a weak handshake
that human resource professionals empha-
size: a weak handshake is a sign of either a
weak character, or a weak body — or both.
Either way, these are less than desirable
traits in a employer’s confident, compe-
tent, healthy workforce.

Three years ago, I felt that a bit of prac-
tice and a cultural explanation would be
enough to make students aware of the
need for a great grasp. I felt as though I
would belittle my students to continue to
review this point. I have since discovered
how culturally difficult this seemingly
simple act can be. The students have lis-
tened to many human resource specialists
who have come as guest speakers and
have emphasized this point. They have
practiced with the H.R. specialists, they
practice at least once a week in class, and
during the 19th week of the program, as
students actually experience their first
complete mock interview with a true inter-
viewer rather than a teacher, most will
have the handshake down. There will still
be a few limp hands. My mistake three
years ago was believing that I would insult
my students by emphasizing this point. I
discovered that I was not doing them a
favor by failing to demand consistently
strong handshakes.

Clearly, a firm handshake is only a piece

of the outside package. Equally important
is for the eyes to meet. Maintaining eye
contact throughout a thirty-minute inter-
view takes practice for any person who
may be less than comfortable in an inter-
view. Coupling that with the fact that in
Chinese and Vietnamese culture direct eye
contact in a formal situation such as a class
or a job interview is seen as disrespectful,
this is our second obstacle to overcome. In
the initial intake interview for the Prevoca-
tional Program, eye contact is no more than
the fifty percent range.

And once again, it is first approached
through a cultural perspective. Students
list the implications of giving direct eye
contact in a formal situation. They inform
me that to do so is to be an affront. Words
that they include are “rudeness” “arro-
gance” or “a challenge”. They are then
introduced to the American take on lack
of eye contact — basic shyness and insecu-
rity, possible boredom or lack of interest,
perhaps avoidance of the truth to a par-
ticular question. The students are very sur-
prised by these last two negative interpre-
tations, but no miracles of eye contact
come strictly with knowledge.

Throughout the twenty weeks, the stu-
dents practice pair activities in which they
observe each other’s eye contact. Not being
a formal instance such as speaking to a
teacher or an interviewer, this is much
easier. Although each student spends a
total of eight hours per week with me, for
twenty weeks, they usually still consider
contact with me as “formal”. On an ongo-
ing basis I may sit down with a particular
student in class one-on-one, and have a
chat. During the chat, I will follow their
eyes — up to the ceiling, down to the floor,
toward that invisible spider on the wall.
This is done in a good-humored way, and
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the students have some idea of how much
their eyes travel in a one-minute conversation.

At the culmination of the job search
skills segment of the Prevocational Pro-
gram, the students participate in a 15 to 20
minute videotaped mock interview, gener-
ally with one of several Human Resources
professionals who cooperate with AACA.
Until the eighteenth week, when the stu-
dents have an opportunity to view them-
selves on the video, eye contact remains a
challenge. I find that it improves after the
students take their taped interview home
to review. Seeing is believing.

Volume is another “sales point” which
we work on. Again, sitting face to face, in
a formal situation, speaking with volume
and emphasizing points emphatically,
might indicate a certain boisterousness, ar-
rogance or disrespect. Again, this point is
worked on throughout the twenty weeks.

The students bring a blank cassette to
class from week 15 onward. We spend
the good part of three weeks practicing
approximately 35 common interview ques-
tions. I act as interviewer, the classmates
observe and make notes on a critique form.
When initially playing back the tape, stu-
dents note they hear me very clearly, but
have trouble hearing themselves. We are
sitting equidistant from the recorder. This
method seems to help significantly, and
students self-improve day by day; most are
able to match the volume and energy of
the interviewer. Others improve after they
hear the same problem with volume re-
flected in the videotape. We do our best to
improve awareness, and to increase confi-
dence, but someone who is inherently shy
may continue to be.

Although the handshake, eye contact,
and volume are somewhat determined by
culture, the main cultural barrier is the

central requirement of Western-style inter-
viewing: “selling yourself.” In cultures
where humility is a virtue, the concept
of recounting past accomplishments and
emphasizing strengths is a huge obstacle.
The concept is a challenge. The English
vocabulary is a challenge. Believing what
you say is a challenge.

Students must be convinced that their
work history in their home country is im-
portant. We find during the initial intake
interview that candidates tell us only
about their work experience in the United
States, as if what went before is not valid.
This is especially true for former profes-
sionals who realize that they may not prac-
tice their previous profession again, at
least not on the same level.

To first introduce them to which skills
are valued and sought in the world of
office work, the students spend a week
learning the want ad abbreviations, and re-
viewing the Boston Globe office job ads. The
purpose of the exercise is twofold: first, to
view the current job market realistically;
second, to see which “hard and soft” skills
are being sought.

They can clearly see in newsprint which
hard skills or computer skills are being
sought. This helps them set some concrete
training goals. In addition, once they learn
that basic soft skills such as teamwork, ini-
tiative, hard work, cooperation, honesty,
enthusiasm are listed time after time in
expensive advertising space, they begin
to believe that they have something to sell.

We work for one week to develop the
vocabulary of such “soft skills”. Students
practice giving vivid examples both in
writing and orally. For example, one
former student wrote, “I like to take initia-
tive. I know that in the past, taking initia-
tive helped me to advance in my job. One
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day, when I was working at an electronics
company, the assembly line stopped work-
ing. My coworkers sat on the floor playing
cards, waiting for the line to start. I
thought this was a good opportunity to
learn something. I asked my supervisor if
I could see the other department working.
I watched the other worker for more than
an hour, and I thought I could do that. The
next day, I told my supervisor that I was
sure I could do that. The next week, I got
a promotion to that department. I don’t
think that you can advance without doing
extra things.”

The next week is spent on “functional
or transferable skills,” or the “I am good
at…” skills. Functional skills are things one
can do well. We do the same review of the
want ads, and look for key words such as
“organize, analyze, instruct, sell, convince,
motivate, prioritize, calculate, handle mul-
tiple tasks, plan, mediate problems.”
Again, we spend a week for students to
develop the vocabulary appropriate to
their experience, develop personal ex-
amples, and practice pronunciation.

The next three weeks consist of more
vocabulary development and affirmation
of their previous skills as something valid.
This is done with the help of the Job Devel-
oper and the Case Manager. The three of
us spend significant individual time to de-
velop vocabulary for the third component,
the “job-specific” skills. We trace their
work history with a chronological form
and choose the most appropriate terminol-
ogy to accurately describe their experience.
Having no experience as a seamstress, an
accountant, or an acupuncturist, I cannot
pull terminology from the top of my head.
Developing occupational or professional
vocabulary is a team effort, using occupa-
tional resource books.

To further reinforce and practice this
vocabulary, the students will fill out up to
ten Boston-area job applications in class.
They will then develop a resume, and will
format it in computer class. They will write
basic cover letters in response to mock ad-
vertisements. Through all of these media,
the students become comfortable with the
vocabulary, and hopefully they also begin
to see that they do have valid, valued
skills.

Weeks ten to fifteen have carried us
through the job market exploration, skills
self-assessment, job applications, resumes,
and cover letters. By this time they should
have a great handshake, make consistent
eye contact, project their voices well, be-
lieve that they have skills to offer, know
how to describe their skills, and are realis-
tic about which “hard” skills they must
learn in a future training program.

Weeks sixteen to eighteen consist of
daily practice of 30 to 40 common inter-
view questions, including the areas of
small talk, education background, work
experience, work style/personal traits,
career plans, and hiring details, such as
schedules. They have a nightly homework
assignment to prepare complete answers to
three or four interview questions. The fol-
lowing day, as one student is interviewed
on their personal cassette tape, the others
observe and critique each other.

By this time, they have become very
aware of the completeness of answers, the
effectiveness of personal examples, vol-
ume, eye contact, posture, and general
“sales ability.” Having been together for
almost 20 weeks, they are comfortable with
each other and generally very supportive,
yet they are often more critical of each oth-
ers performance than I might be. This just
indicates their awareness, and I love when
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I see that.
They are ready for a full trial run. Mem-

bers of the AACA Employment and Train-
ing Advisory Board are called in. These are
most often Human Resource specialists
from major area employers such as Fleet
Services, BankBoston, New England Medi-
cal Center, MetLife. They interview those
whose English skills are in the higher
range, and who have a great deal of com-
fort by now with the interview process.
Those who are still struggling with English
and/or confidence are interviewed by
Board members with Adult Education and
ESL affiliations. We do not tell this to the
students, so not to single them out. Clearly,
these interviewers have strategies to ease
them through the first interview.

By now, the students have been observ-
ing each other for at least three weeks. The
mock interview takes place in a classroom
observed by the teacher and up to 10 class-
mates, and it is videotaped. It is a highly
artificial situation, but we hope the stu-
dents will benefit from multiple forms of
feedback. The students seem to consider it
a rite of passage, and say that it is benefi-
cial. Because there is no real job at stake,
they just consider it a good opportunity to
practice.

During the interview, classmates fill out
peer-critique forms which are in the form
of a checklist. In fact, they have been doing
this informally during the past three
weeks. They pass these to the interviewee
after the class. At the culmination of the in-
terview, the interviewee gives a self-cri-
tique, describing the basic level of comfort,
explaining which questions were difficult,
and suggesting how they might improve
those answers in the future. By the stu-
dents’ own critique, it is clear how aware
they are of themselves. When they can

laugh and suggest improvements for
themselves, I know that they are on the
way to successful interviews in the future.
This is a great sign of success.

The interviewer then gives a critique,
explaining the strengths and weaknesses
of the interview, and makes suggestions.
The final critique is done by the teacher
who focuses more on pronunciation diffi-
culties with pivotal words, or grammar
which may have impeded understanding. I
write those specific words down, and they
may ask me to practice with them, and to
put it on their audio cassette later.

At twenty minutes per interview, plus
time to critique, interviews may take three
or four days to complete. The students ap-
plaud each other and release a collective
sigh of relief. I then copy the videotape
onto VHS, and students circulate that
copy, often making their own tape.

Cycle after cycle, students tell me how
they review their audiocassettes and video
cassette, especially as they begin to gradu-
ate from other training programs and pre-
pare for interviews. They have also used
the videotapes to help instruct friends and
family members about interviewing.

 By spending almost 10 weeks on the ac-
tual process of skills self-assessment, job
search skills, and interviewing we hope to
prepare students for two options. The first
is to seek employment directly from the
Prevocational Program. Of course, unless
they have work experience in a related
field, and a certain competency with En-
glish, they will be seeking more basic en-
try-level service jobs. Secondly, for those
who plan to continue on with training pro-
grams, we hope to give a comprehensive
ESL-oriented view of the employment
search process which will be used in con-
junction with the more rapid-pace presen-
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tation of such skills in other city-wide pro-
grams where they may be studying with
 native-English speakers.

Clearly, a non-native speaker faces the
same interview challenges as a native
speaker. They face competition, nervous-
ness, insecurity, and the need to prepare.

✔

Coupled with linguistic and cultural barri-
ers, the prospect can be overwhelming. In
preparing students for the process, we as
ESL teachers should not be uncomfortable
to emphasize the basics. If we do not, then
who will?
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Peer Evaluation Form for _________________________________________

still needs work adequate well-presented

introduces self & handshake

posture

energy

eye contact

volume

makes small talk

talks about education

talks about past employment

explains interest in position

talks about strengths and work style

explains long/short-term goals

uses good examples to clarify points

asks appropriate questions about job

says “thank you” & shakes hands

in general, sells herself/himself well

Comments
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Community Action Inc.
Haverhill, MA

by
Martha Jean

M aybe you remember when
Martha Germanowski designed
something called an Educa-

tional Goals Assessment Packet for learn-
ers in adult education classes for the
homeless. The EGAP was designed to get a
big picture of students’ interests, to help
learners focus on their goals, and to show
their progress. It had an extensive checklist
of reading, math and life skills, a goals
page, a monthly review page, and a daily
log.

This “big picture” benefited the teacher
in her planning for a multi-level class. It
benefited learners who could choose their
goals, see progress on those specific goals,
and then get positive feedback on their
daily work. Like all teacher tools, parts of it
wore out, parts didn’t work well, and other
parts proved to be “keepers”.

A few years after its appearance, the
EGAP, like Martha G., is in transition.
Now, as Martha Jean, I am considering
more EGAP modifications.

WHAT HAS HAPPENED
OVER THOSE FIVE YEARS?

I started using the EGAP in my Pre-GED
and GED classes because it gave those
learners a sense of their own accomplish-
ments, possible goals, and the same posi-
tive feedback. I added and then removed a
Reading Interest Checklist that didn’t tell
me more than an existing intake question
about how well a student reads. I kept and
modified the Daily Log, Monthly Goals
Review, and the Educational Goals Plan
pages.

Because of my continual urge to make
the EGAP more visually pleasing, over the
years I’ve made some simple changes on

all the pages, aided by computers. The
lines have been removed and a clearer
font used. Bold and italicized headers
have been added. Because the options of
“I know/do this,” “I would like to know
more now/later,” “I understand this and I
am ready for the next steps,” added to stu-
dent confusion, the latest model reads sim-
ply: I KNOW THIS__ and I WANT TO
KNOW MORE ABOUT THIS__. Students
are told to check only what is important to
them. Progress is reported in the Daily
Log.

This reads as if I am using the EGAP. I
am pleased to say that many teachers have
used it or modified it for different class-
room use over the years. But, I didn’t use
it at all this past year.

WHY NOT?

This year our students had extensive
intakes and testing for the DOE SMARTT
System. It seemed excessive to burden
them with so much paperwork before they
even got to be involved in learning. So, I
set the EGAP aside to think about how to
make it most useful in my GED and multi-
level homeless education classes.

I also became part of a teacher research
group about multiple intelligence. That
added a whole new perspective about
how I might want to help students know
themselves, their strengths, and what they
already know. I had a lot to consider for
my next EGAP remake.

WHAT IS MY THINKING ABOUT
THE “FUTURE EGAP”?

I don’t want to overwhelm new class
members, so I am going to break the EGAP
into smaller parts to be completed by stu-

Where’s the EGAP These Days?
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dents over some weeks. I don’t plan on re-
moving anything; students and I like what
it includes. But, to the checklist I will add
skills related to music, movement, nature,
spatial understanding, interpersonal and
intrapersonal ability. My multiple intelli-
gences research has shown me that these
are equally valuable areas of knowledge.
My research experience has also reminded
me how learners benefit from time to talk
about, share, and consider their options.
The EGAP can be more than a checklist if
time is given to explore the choices learn-
ers make. This will support learners’ work
to reach their goals.

The EGAP was designed as and at its
core has remained, a tool for teachers and
learners to identify what learners know
and what they dream of knowing. There is
a do-able goals plan and a daily chance to
communicate successes, failures, hopes,
and fears. There is a place for goals review
and revision. Those have remained the
same.

Changes happen whenever I or another
teacher asks, “How is this working for the
learners?” “Is this leading to some positive
learning or is this more burdensome pa-
perwork?” or “How can I make this work
better?” Those questions continue to make
the EGAP what it is and what it can become.

✔

My research

experience has

also reminded me

how learners

benefit from time

to talk about,

share, and

consider their

options.
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EDUCATIONAL GOALS PLAN

THESE ARE THE EDUCATIONAL GOALS I WILL WORK ON WHILE I AM IN THE
COMMON GROUND CLASSES:

1.__ ______________________________________________________________________
__________________________________________________________________________
__________________________________________________________________________

2. ________________________________________________________________________
________________________________________________________________________________________________________________________________________________________________________________________________________________________
__________________________________________________________________________

3. ________________________________________________________________________
________________________________________________________________________________________________________________________________________________________________________________________________________________________
__________________________________________________________________________

4. ________________________________________________________________________
________________________________________________________________________________________________________________________________________________________________________________________________________________________
__________________________________________________________________________

5. ________________________________________________________________________
__________________________________________________________________________

________________________________________________________________________________________________________________________________________________________________________________________________________________________

I HAVE READ, OR SOMEONE HAS READ TO ME, MY EDUCATIONAL  OPTIONS.
I HAVE CHOSEN THE GOALS I WOULD LIKE TO START WORKING ON IN EACH
CLASS.
___________________________     ___________
SIGNED                                    DATE
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MONTHLY GOALS REVIEW

IN THIS MONTH OF ________  in 19___  I WORKED ON, COMPLETED, OR
LEARNED THIS: __________________________________________________________
________________________________________________________________________
________________________________________________________________________

NEXT MONTH I PLAN TO DO THIS: ________________________________________
________________________________________________________________________
________________________________________________________________________

IN THIS MONTH OF ________  in 19___  I WORKED ON, COMPLETED, OR
LEARNED THIS: __________________________________________________________
________________________________________________________________________
________________________________________________________________________

NEXT MONTH I PLAN TO DO THIS: ________________________________________
________________________________________________________________________
________________________________________________________________________

IN THIS MONTH OF ________  in 19___  I WORKED ON, COMPLETED, OR
LEARNED THIS: __________________________________________________________
________________________________________________________________________
________________________________________________________________________

NEXT MONTH I PLAN TO DO THIS: ________________________________________
________________________________________________________________________
________________________________________________________________________

IN THIS MONTH OF ________  in 19___  I WORKED ON, COMPLETED, OR
LEARNED THIS: __________________________________________________________
________________________________________________________________________
________________________________________________________________________

NEXT MONTH I PLAN TO DO THIS: ________________________________________
________________________________________________________________________
________________________________________________________________________
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COMPREHENSION SKILLS

❒  READ AND WRITE MY NAME ❒

❒  READ AND WRITE MY ADDRESS ❒

❒  READ AND WRITE MY PHONE NUMBER ❒

❒  READ AND WRITE MY SOCIAL SECURITY
NUMBER ❒

❒  READ LABELS OR INSTRUCTIONS ❒

❒  READ / UNDERSTAND NUTRITION
INFORMATION ❒

 ❒  READ A CALENDAR ❒

❒  READ A BUS SCHEDULE ❒

❒  READ A T.V. GUIDE ❒

❒  READ A PHONE BOOK ❒

❒  READ MENUS OR RECIPES ❒

❒  READ BILLS ❒

❒  READ MAPS ❒

❒  READ NEWSPAPERS ❒

❒  READ MAGAZINES ❒

❒  READ HEALTH INFORMATION ❒

❒  READ AND WRITE CHECKS ❒

❒  READ AND WRITE LETTERS ❒

❒  READ AND FILL OUT FORMS ❒

❒  READ TO CHILDREN ❒

❒  HELP WITH HOMEWORK ❒

❒  USE A DICTIONARY ❒

❒  READ NOTICES FROM SCHOOL ❒

❒  WRITE NOTES TO SCHOOL ❒

I KNOW THIS ❒  I WANT TO KNOW MORE
ABOUT THIS ___

GRAMMAR SKILLS

❒  CAPITALIZATION ❒

❒  PUNCTUATION ❒

❒  SPELLING ❒

❒  DEFINITIONS ❒

WRITING SKILLS

❒  WRITE IN A JOURNAL OR DIARY ❒

❒  WRITE SONGS ❒

❒  WRITE POEMS ❒

❒  WRITE FOR A NEWSLETTER ❒

EDUCATIONAL GOALS ASSESSMENT PACKET

I WANT
I KNOW TO KNOW

THIS MORE ABOUT
THIS

I WANT
I KNOW TO KNOW

THIS MORE ABOUT
THIS

PUT A NEXT TO YOUR CHOICES
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❒  WRITE TO A NEWSPAPER ❒

❒  WRITE ADVICE TO OTHERS ❒

❒  WRITE THE GED ESSAY ❒

 ❒  WRITE WORK OR SCHOOL REPORTS ❒

LIFE SKILLS

❒  REGISTER TO VOTE ❒

❒  GET A LIBRARY CARD ❒

❒  GET A LEARNER'S PERMIT ❒

LIFE SKILLS

 ❒  UNDERSTAND WANT ADS ❒

 ❒  DO A RESUME ❒

❒  FILL OUT A JOB APPLICATION ❒

❒  UNDERSTAND WORK MANUALS ❒

❒  UNDERSTAND WORKPLACE BENEFITS ❒

OTHER GRAMMAR, WRITING, LIFE, WORK
SKILLS I WOULD LIKE TO KNOW ARE:

_____________________________________

_____________________________________

_____________________________________

_____________________________________

MATH SKILLS

❒  ADDITION ❒

❒  SUBTRACTION ❒

❒  MULTIPLICATION ❒

❒  DIVISION ❒

❒  WEIGHTS/MEASURES
(SCALE, THERMOMETER) ❒

❒  MEASUREMENT - STANDARD ❒

❒  MEASUREMENT - METRIC ❒

❒  TELLING TIME ❒

❒  DECIMALS ❒

❒  FRACTIONS ❒

❒  RATIO / PROPORTION ❒

 ❒  PERCENT ❒

❒  WORD PROBLEMS ❒

GED, WORK, COLLEGE SKILLS

 ❒  BE PREPARED FOR GED WRITING/
GRAMMAR TEST ❒

❒  BE PREPARED FOR GED WRITING/
ESSAY TEST ❒

❒  BE PREPARED FOR GED ARTS
& LITERATURE TEST ❒

❒  BE PREPARED FOR GED SOCIAL STUDIES
TEST ❒

❒  BE PREPARED FOR GED SCIENCE TEST ❒

❒  BE PREPARED FOR GED MATH TEST ❒

❒  JOB TRAINING MATH ❒

❒  USE A CALCULATOR ❒

❒  TYPE ❒

❒  USE A COMPUTER ❒

I WANT
I KNOW TO KNOW

THIS MORE ABOUT
THIS

I WANT
I KNOW TO KNOW

THIS MORE ABOUT
THIS
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❒  COLLEGE WRITING SKILLS ❒

❒  COLLEGE MATH SKILLS ❒

❒  COLLEGE TEST TAKING SKILLS ❒

OTHER MATH, GED, WORK, OR COLLEGE
SKILLS I WOULD LIKE TO KNOW ARE:

_____________________________________

_____________________________________

_____________________________________

_____________________________________

MATH/LIFE SKILLS

❒  UNDERSTAND PAYCHECK
(NET, GROSS, S.S., ETC.) ❒

❒  COMPARE BENEFITS ❒

❒  SCHEDULE WORK HOURS ❒

 ❒  MAKE A BUDGET ❒

❒  SET SAVINGS GOALS ❒

❒  UNIT PRICE FOOD ❒

❒  FIGURE SALES TAX ❒

❒  COMPARE GENERIC
& BRAND NAME ITEMS ❒

❒  FIGURE CAR EXPENSES ❒

❒  UNDERSTAND A BILL
(PHONE, ELECTRIC, HEAT) ❒

❒  HOW TO SAVE ENERGY ❒

❒  FIGURE AN INSTALLMENT PLAN ❒

❒  FIGURE RENTAL COST ❒

❒  FIGURE REPAIR / REPLACEMENT COST ❒

❒  FIND DIMENSIONS OF
A SCALE DRAWING ❒

❒  USE PASSBOOK/CHECKBOOK ❒

❒  FIGURE INTEREST ON SAVINGS
OR LOAN ❒

OTHER

❒  USE A MAP…LOCAL ❒

 ❒  STATE ❒

❒  U.S. ❒

❒  WORLD ❒

OTHER MATH SKILLS I WOULD LIKE TO
KNOW ARE:

_____________________________________

_____________________________________

_____________________________________

_____________________________________

OTHER

I HAVE I WOULD LIKE
READ THIS TO READ

❒  ADVENTURE ❒

❒  ANIMALS ❒

❒  ART ❒

❒  ASTROLOGY ❒

I WANT
I KNOW TO KNOW

THIS MORE ABOUT
THIS

I WANT
I KNOW TO KNOW

THIS MORE ABOUT
THIS
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❒  CHILDREN ❒

❒  COMEDY ❒

❒  COMIC BOOKS ❒

❒  COOK BOOKS ❒

❒  CULTURE ❒

 ❒  CURRENT EVENTS ❒

❒  DRAMA ❒

❒  ENTERTAINMENT ❒

❒  EXPERIMENTAL ❒

❒  FANTASY ❒

❒  FASHION ❒

 ❒  HEALTH ❒

 ❒  EMOTIONAL ❒

 ❒  FIRST AID ❒

 ❒  HUMAN BODY ❒

 ❒  NUTRITION ❒

❒  HISTORICAL ❒

❒  HOBBIES (TYPE?) ❒

❒  HORROR ❒

❒  HUMOR ❒

❒  INSPIRATIONAL ❒

❒  INTELLIGENCE ❒

❒  JOBS ❒

❒  JUVENILE ❒

❒  LEARNING ❒

 ❒  MOVIES ❒

❒  MUSIC ❒

❒  MYSTERY ❒

❒  NATURE ❒

❒  OCCULT ❒

❒  PARENTING ❒

❒  POETRY ❒

❒  POLITICAL ❒

❒  RECOVERY ❒

❒  REAL PEOPLE ❒

 RELIGIOUS/SPIRITUAL

❒  MYSTICAL ❒

❒  ROMANCE ❒

❒  SELF-HELP ❒

❒  SCIENCE ❒

❒  SCIENCE FICTION ❒

❒  SPORTS ❒

❒  SUSPENSE ❒

❒  TELEVISION ❒

❒  TRAGEDY ❒

❒  TRAVEL ❒

❒  WESTERNS ❒

I HAVE READ I WOULD
THIS LIKE TO READ

I HAVE READ I WOULD
THIS LIKE TO READ
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Community
Learning Center
Cambridge, MA

The topic of assessment is a fascinat-
ing, challenging, and daunting one
for any adult education program,

no matter what its scope and setting. In the
field of family literacy, however, assess-
ment must broaden to include children as
well as parents, and curriculum compo-
nents such as parenting, parent-and-child
time and home visiting along with the tra-
ditional conversation, reading, grammar,
writing and math.

At the Cambridge Even Start program,
we have tried to deal with these challenges
by doing everything on the assessment
map: standardized and non-standardized;
group and individual; formal and infor-
mal; teacher and self. You name it, we do
it: anecdotal running records, work sam-
pling, conferences and I.E.P.s, journals,
locked confidential files, open accessible
portfolio files. The result is, as our local
evaluator put it recently, we are “drown-
ing in data.”

If assessment is always a work in
progress, the above-mentioned evaluator,
Elizabeth Brach, is the latest chapter in our
assessment story. (Elizabeth works for the
Office of Resource Development and As-
sessment at the Cambridge School Depart-
ment, directed by Barbara Black.) Every
program should be so lucky as to experi-
ence an outside evaluator as positive,
appreciative, fair, rigorous, professional,
and willing to look at existing assessment
protocols and ask hard questions. Our lat-
est revisions and attempts to streamline
owe a great deal to her.

Cambridge Even Start is a collaboration
between the Cambridge Community
Learning Center and the Cambridge
School Department (primarily its Home-
Based Early Childhood, Primary Education
and Title I programs). Families attend five
mornings a week from 9 to 12 at the Gately
Shelter in North Cambridge, a multi-use
city building housing youth programs in
the afternoon and evening. Even Start is a
“center-based” program in that most of the
components happen in the same place at
the same time; however, each family also
receives a weekly hour-long home visit at
a time convenient to them and their home
visitor, and we also take some field trips
off-site. We are designed to serve 30 Cam-
bridge families a year. Since our beginning
in 1993, we have served 84 families from
20 different countries speaking 12 different
languages, reflecting the diversity of Cam-
bridge.

For the parents, we offer an ESL class
(Level 2/3 in the Community Learning
Center’s sequence) taught by Lally Stowell,
and an ABE class (Intermediate/Pre-GED
level) taught by Sylvia Greene, on Tues-
days 9-12, Thursdays 9-11, and Fridays
9-11, for a total of seven hours a week.
Monday and Wednesday are for computer
classes (taught by Javier Aponte), with
parents coming one day or the other for
three hours. On those days, other offerings
are an hour-long phonics and spelling
class, individual tutoring, group home-
work time, and time for parents to volun-
teer in the preschool class. Fridays from

by
Sylvia Greene,

Nancy Hoe, and
Lally Stowell

How Much and What Kind?

One Family Literacy Program’s
Assessment Story
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11-12 we have a parent discussion/sup-
port group for ESL and ABE parents com-
bined. Thursdays from 11-12 we have
Parent and Child Time (PACT) involving
all parents, all children, and all staff. Par-
ent and child activities centered around a
book, toy, or game are also the central focus
of the home visits.

Our preschool class meets every morn-
ing from 9-12, and is open to children 2
years 9 months to kindergarten age. It is
taught by Nancy Hoe, Estalina Rodriguez,
and June Ramdewar. (We provide
babysitting reimbursements for children
under 2 years 9 months.) About half the
parents have their children in our pre-
school class, and the others have their
children in Head Start or other preschool
settings, family daycare, or elementary
school. We run from September to the
end of July, and are open-entry, open-exit.

Even Start is staffed by two Co-Coordi-
nators (Nancy is Early Childhood Co-
Coordinator and Sylvia is ABE Co-Coordi-
nator) who each administer half-time and
teach half-time; three half-time teachers
(Lally who works with Sylvia, and Estalina
and June who work with Nancy); a 10-
hour-a-week computer teacher (Javier);
and a Harvard Graduate School of Educa-
tion intern and four volunteer tutors who
help out in different parts of the program.
Counseling is provided by the teaching
staff and agencies to whom we refer par-
ents as needed.

INITIAL ASSESSMENT

Parent
New families come to us in several

different ways: through agency referral,
word-of-mouth, cable TV announcements,
targeted AFDC mailings, and so on. Over
the telephone, it is usually possible

through evaluating conversational ability
and asking a few questions about previous
education to determine whether the parent
is more appropriate for Lally’s ESL class or
Sylvia’s ABE class, or not appropriate for
Even Start at all, in which case we try to re-
fer the person elsewhere. This initial phone
call is the first step in the assessment process.

Next comes an appointment with Lally
or Sylvia, in the parent’s home or at the
Gately Shelter. A Community Learning
Center registration form is filled out, yield-
ing the usual demographic data, plus edu-
cational history of the parent, and goals the
parent chooses for themselves from the
range provided on the form (which is use-
ful, but not complete). A separate Child
Intake Form is filled out, to be discussed
later in this article. At this point, the ESL
and ABE initial assessments diverge.

ESL: The next step in the ESL assessment
is a teacher-made series of graded readings
designed by teachers at the Community
Learning Center that the parent reads
aloud, with Lally asking set questions after
each reading. She notes numbers of hesita-
tions and mispronunciations, and level of
comprehension, which are recorded on the
form and filed eventually in the parent’s
folder. Based on this reading inventory
and informal conversation with the parent,
she determines if he or she is appropriate
for her class. If the parent scores too low,
Lally refers him or her to another class at
the Community Learning Center — ESL 1
or ESL Literacy 1 (for people who are also
not literate in their own language) — an-
other adult education program, or, in some
cases, loans a series of her own tapes to
help the parent reach the level of her class.
(”Too low” would mean ESL 1 level: some-
one who speaks hardly any English and
would not be able to sit in a group of
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adults from many different countries and
have a simple conversation about a topic
like discipline or bedtime routines.)

There is no second form of this informal
reading inventory to re-administer later in
the year to check progress, so Lally, along
with the ESL department at the Commu-
nity Learning Center, will be working on
designing new ESL assessments that have
two forms, one for pre-testing and one for
post-testing.

ABE: For ABE parents, Sylvia next uses
two interest inventories: one is general,
asking questions about the parent’s work-
related reading, writing and math needs,
topics s/he likes to read about, what s/he
does well, who s/he most admires, and
where s/he would most like to travel. The
second is a more specific menu of possible
GED-type topics, divided into the areas of
Science, Social Studies and Literature,
which the parent can rank in order of inter-
est. The topics are ones like the civil rights
movement, poetry, stress reduction, geog-
raphy of the Caribbean, and so on, that
have been of interest in the past to many
adult learners, not just GED students. (At
Even Start, a majority of the ABE students
are interested in getting a GED. The others
want to improve their reading, writing and
math, usually with job training or job ad-
vancement in mind.)

Next, the parent does a writing sample,
and then with Sylvia analyzes it for
strengths and needs using a checklist of
writing components, including handwrit-
ing, mechanics, spelling, vocabulary, use of
standard grammar, ability to stick to the
topic, ability to combine thoughts and feel-
ings, and so on. This is kept in the parent’s
portfolio folder, for diagnostic purposes
and for comparison with later writing
samples chosen by the parent to measure

progress. The Community Learning Center
staff is presently in the process of develop-
ing a “writing rubric” to facilitate wholistic
scoring of writing samples, and Even Start
looks forward to benefiting from this effort.

Usually, this is enough for the first
meeting, as 1-1/2 to 2 hours have often
passed. In the second session, the parent is
given the Diagnostic Assessments of Read-
ing, or DAR (Florence G. Roswell and
Jeanne S. Chall, The Riverside Publishing
Company, 8420 Bryn Mawr Ave., Chicago,
IL 60631). This standardized but informal,
individually-administered test yields
grade levels and diagnostic information in
five reading components: isolated word
recognition, word analysis, word recogni-
tion in context, oral vocabulary, and silent
reading comprehension, as well as spell-
ing. A relatively short, flexible, easy-to-
administer instrument, the DAR results
in a profile extremely useful in designing
instruction specific to the parent’s needs.
The instrument was chosen by the ABE
Department at the Community Learning
Center as most useful for looking at several
components of reading.

We also give the TABE (Tests of Adult
Basic Education, CTB/McGraw Hill, 20
Ryan Ranch Rd., Monterey, CA 93940) in
order to satisfy our funders, be consistent
with the Community Learning Center, and
provide transition to job training centers
that use TABE scores. We give the TABE
Locator, then the indicated level of the test.
(We give only the Reading subtest.)

Next comes the Community Learning
Center’s informal math diagnostic. As with
the writing sample, Sylvia analyzes the re-
sults with the parent, noting strengths and
needs using a checklist of skills ranging
from basic computation skills up to geom-
etry and algebra.
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The DAR, TABE and math diagnostic
tests are all filed in the parent’s locked,
confidential file. This is plenty for the sec-
ond session. At this point the parent can
begin class.

The last step in initial ABE assessment
happens after s/he has been in class a
week or so. The Literacy and Numeracy
Practices Questionnaire is a fancy name for
a list of real-life reading, writing, and math
survival skills, grouped into those used at
home, at work, and out in the community.
They include such things as reading the
newspaper, figuring tips, writing a resume
and filling out an accident report. For each
skill there are columns for “Can do” al-
ready (and if so, “How often?” and “Easy
or Hard?”), and “Would like to learn.”

Based on the preceding information
from all the assessments done so far, it is
now possible to sit down with the parent
and have an initial conference to set goals.
Goals can be chosen from the “Needs
work” column of the checklists for the
writing sample and math diagnostic, from
the “Would like to learn” column of the
questionnaire, or the topics ranked high on
the interest inventories. The form used for
the conference in the ABE class (a different
one is used in the ESL class) is on the next
page.

All this assessment, then, leads to the
parent’s conference record, which informs
both group and individual instruction and
helps track progress. When a parent com-
pletes one of their short-term goals as
stated on this form, he or she receives a
certificate, a copy of which may go in their
portfolio file.
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Child
During the first meeting with the parent,

a Child Intake Form is filled out for each
child in the family aged seven or younger.
This yields birthdate; parents’ names;
names, ages and school placement of all
siblings; favorite activities; allergies; other
services and agencies involved with the
child; and the parents’ goals for the child.

During the first home visit to the family,
Nancy Hoe or the Home-Based Director
(Ellen Grant Valade) takes a developmen-
tal history for each child aged seven or
younger. They also give the Peabody
Picture Vocabulary Test (PPVT), a well-
respected standardized instrument which
tests the child’s receptive vocabulary and
concept development.

Family
Soon after parents begin class, they are

asked their goals for the whole family.
These are often difficult to articulate, and
require discussion and modeling in the Fri-
day parent discussion group. Parents often
take time to articulate their goals, so a list
of examples from other parents is often
helpful. (An example of a family goal is to
spend more time together on the week-
ends.) Their goals are filed in their family
portfolio folder. For each family, there are
two sets of fairly comparable files, one
kept inside a locked cabinet, and one in a
portable milk carton on top of the cabinet
accessible to parents and teachers. In each
place, there is a hanging file for each fam-
ily containing four differently-colored fold-
ers, one for the parent’s adult class, one for
each child seven or younger, one for home
visiting and one for the family.
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CAMBRIDGE EVEN START Name _____________________
INDIVIDUAL EDUCATIONAL PLAN Date ______________________
and CONFERENCE RECORD FORM Class _____________________

Teacher _________________

1. I think my reading is _____________________________________
I think my writing is _____________________________________
I think my spelling is ____________________________________
I think my math is _______________________________________
I think my parenting (helping my children develop in a positive way) is

__________________________________________________

2. What goals would you like to work on in the next 5 months?

Goal Date Date
chosen accomplished

Reading:

Writing:

Spelling:

Math:

Parenting:
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3. Teacher’s goals for the student for the next 5 months:

Reading:

Writing:

Spelling:

Math:
     (over)

Teacher assessment Self-assessment
4.  Comments about attendance:

5.  Comments about homework:

6.  Previous test score: _______________  __________  __________
(name of test) (date of test) (score)

    Previous test score: _______________  __________  __________
(name of test) (date of test) (score)(score)

6/97
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ONGOING ASSESSMENT

Family
The most obvious ongoing assessment

information is attendance records. We
were keeping separate attendance forms
for parents, children in our preschool class,
and home visits; now we are consolidating
these into one family attendance form to be
filed at the end of each month in the locked
family file. Also, family goals are updated
every five months during individual con-
ferences or in a parent discussion group.

Parent
Another obvious source of assessment

data is a record of homework assigned and
either completed or not completed. Discus-
sion of both attendance and homework
records is included in the conference. Con-
ferences happen in January and June and
include notation of goals met and setting
of new goals.

The TABE is re-administered to ABE
parents right before these conferences and
discussion of (hopefully!) progress as
shown by TABE scores is included. Lally
uses a group of five parenting issues (such
as discipline and giving children responsi-
bility) for ongoing assessments every two
months during the year. She pairs two ESL
students to discuss the topic, then has them
separate and write on the topic; discussion
of these writing samples is part of her indi-
vidual conferences.

ABE parents keep journals which they
write in each Friday, answering two ques-
tions: “What did you learn in your adult
class today?” and “Give an example of
something you did this past week to help
your child learn,” the second question hav-
ing been suggested by our first local evalu-
ator as a positive, non-judgemental and
open-ended way for parents to think about

their parenting.
Copies of all writing samples are kept

in the parent’s accessible portfolio file, and
at conferences can be compared using the
same checklist used for the initial writing
sample to show changes.

Since math instruction in the ABE class
is by necessity individualized, each stu-
dent has a running Individualized Math
Record Sheet, with columns for book, page
number, concept worked on, date given,
and date received. These are kept in a
folder in the classroom.

For each parent, Sylvia also keeps a run-
ning Teacher/Tutor Comment Sheet,
where she or one of the volunteer tutors
who help in the classroom can note any-
thing important. These sheets are confiden-
tial and are kept in a folder, eventually
filed in the parent’s folder in the locked
cabinet.

Recently, thanks to feedback from our
local evaluator Elizabeth Brach, it became
clear that there was no opportunity for the
parent to evaluate all five components of
Even Start at once, thus reflecting the com-
prehensiveness of family literacy. There-
fore, we came up with the following form,
to be filled out by the parents every other
Friday during Parent Discussion time. The
form has been modified several times, and
the final product owes much to the valu-
able feedback of Home-Based Director
Ellen Grant Valade. We have tried it once,
and hope it will help us keep an eye on the
program as a whole. After the parent has
filled it out, the form will be filed in the
locked family file.
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“THIS WEEK ‘I…’ FORM”

NAME ______________________ Week ending Friday, _______ ___, 199_

SELF-ASSESSMENT:  “This past two weeks, I and/or my child attended . . . “

ACTIVITY/COMPONENT     Yes  No Comments

Adult class:
ESL or ABE

Computer class

Phonics/Spelling

Individual tutoring

Parent discussion

Contact w. child’s school
(Comment on any talks you, the parent,
had with the teacher, volunteering in
the classroom, etc.)

Even Start preschool

Headstart, CEOC,
other preschool

Family daycare/babysitter

Elementary school

Home Visit

Parent-and-child time or field trip

Reading to my children
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“THIS WEEK I...” FORM

The history of the form on the previous
page is an example of the ongoing adapta-
tion of our assessment practices. We used
to have a separate home visit report form,
and a separate school contact report form
and a separate form to report books par-
ents read to children during the week.
Now the school contact and home visit
forms are absorbed into the above one and
thanks, to a suggestion from Ellen Grant
Valade, the home visitor will now help
the parent keep a running record of books
read, since it will be easier to do in the
home where the books are right there in
plain sight.

Each July, during home visits, Sylvia
fills out a form with parents asking them
to comment on their own progress, their
children’s progress, and their plans for
September.

Child
Work samples are collected throughout

the year for each child in the Even Start
preschool class, and extensive running an-
ecdotal records are kept. A developmental
checklist is filled out for the child at mid-
year, then again at the end of the year.
(Nancy is presently working on a specific
literacy development checklist covering
birth to 7 years linked to an instrument the
Cambridge School Department is begin-
ning to use which is based on Marie Clay’s
Concepts About Print, or CAP.) Preschool
staff write short monthly goals.

In July, an End-of-the-Year Report is
written for each child using the Cambridge
School Department’s Kindergarten Transi-
tion Form. A copy of this report is given to
the parent. This coming year, we will be-
gin keeping a parent-child spiral notebook
for each child in the preschool class, in

which staff can write down information
about the child, and where parents can
read and respond. These will be kept in
an accessible box in the preschool room.
Finally, the Peabody Picture Vocabulary
Test is readministered by Nancy during
the July home visit.

EXIT ASSESSMENT

Since parents rarely leave Even Start
with plenty of notice, this aspect of our
assessment protocol is weakest. Ideally, we
hope to give ABE parents a final TABE, all
children a final PPVT, and all parents our
Exit Interview, which includes questions
about their future plans and their ratings
of the different components of the program.

After all is said and done, what is the
purpose of all this data collection? Within
our program, it clearly helps parents docu-
ment and celebrate their own and their
children’s progress. Even Start also needs
to make sure, however, that their assess-
ment practices are meaningful to potential
funders, since our federal grant runs out
the year 2001. We need to demonstrate
that we are doing some good in terms
that make sense to taxpayers and school
departments and state legislators and who-
ever else might be interested in eventually
adopting us.

For this reason, the eleven Even Start
programs around Massachusetts – already
accustomed to working together, thanks to
a caring and energetic statewide coordina-
tor at D.O.E. (Arlene Dale) who assembles
us regularly — have begun to discuss the
idea of looking at family literacy assess-
ment from a statewide perspective.

In addition to the local and state layers
of assessment, there is a national layer.
Like the other 600 or so Even Start programs
around the country, we have to report each
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July to the Even Start Information System
(ESIS) standard demographic and atten-
dance data, among other things. For two
years, we were also part of something
called the National Sample study, and for
a limited number of our families, reported
TABE or CASAS scores for parents and
Preschool Language Survey scores for their
preschool children.

The resulting National Even Start Evalu-
ation was disappointing because it did not
capture at all the daily progress practitio-
ners were seeing. Partly in response to this
situation, a newly-formed national organi-
zation of practitioners called the National
Even Start Association is moving toward
doing its own evaluation, which will hope-
fully document this progress. Nancy is on
their Advisory Board.

Our assessment practices seem to re-
quire constant tinkering, and we find our-
selves trying this and rejecting that, seeing
what works and doesn’t work, and listen-
ing, reading, sharing, and certainly bor-
rowing. Please feel free to adapt any of the
instruments mentioned in this article, or
contact us with any questions or ideas.
(Sylvia Greene and Lally Stowell can be
reached at the Community Learning Cen-
ter, 19 Brookline St., Cambridge, MA
02139, tel. 617-349-6363; Nancy Hoe is at
the Cambridge School Department, 159
Thorndike St., Cambridge, MA 02141, tel.
617-349-6493.) Cambridge Even Start looks
forward to feedback to this article, and to
the continuing dialogue.

✔
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Durham Literacy
Council

Durham, NC

by
Kathy Sikes

What We Had to Think About Before
We Could Do Portfolio Assessment

The Durham Literacy Council is a
community agency with a partici-
patory focus. Staff members and

volunteer tutors work in a variety of set-
tings from community centers, university
worksite programs, residential substance
abuse centers, jails and employment train-
ing programs. Volunteer training focuses
on developing lessons from learners goals
and authentic materials, and learners work
either in small group settings, one to one
tutoring sessions or both.

The Lila Wallace/Literacy South Portfo-
lio Project inspired staff members to exam-
ine the role of assessment in a learner
centered practice and to create the pro-
gram structure necessary for implementa-
tion. The importance of participatory
planning and ongoing reflection became a
major focus as authentic assessment prac-
tices were explored. I am the program di-
rector and have worked for the Literacy
Council for seven years.

INTRODUCTION

The portfolio project has helped us at the
Literacy council think about a way to inte-
grate assessment and instruction. If you’re
going to start into a portfolio, then you
have to have some plan in the beginning
about what you’re after in your learning,
beyond, “I want to learn to read and write
better” or “I want to get a GED or get a
drivers license.” Tutors and students are
having to do a lot more planning together
initially. Even though we’ve always said
we were participatory, and I think we’ve

done the best job we could do with that,
sometimes tutors kind of fumbled with
focusing on students’ goals. I think it was
difficult for them to always see the prog-
ress they were making towards those
goals, especially if someone didn’t read
and write very well and they wanted to
get a GED or something. Doing the kind
of planning that makes sense and there’s
something there to attach it to, it’s almost
like some kind of mutual contract, mutual
decision making.

We’re not where we would like to be in
terms of full program participation. It was
difficult for us to get started and I’m not
sure why. I think we really struggled with
how we train volunteers about portfolio,
and we’re still struggling with that some-
what. The piece that seemed to be missing
when we did the portfolio training was the
planning piece. Even our small group lead-
ers were saying “We’ve done so many
kinds of things, and there is nothing that
really ties it together.” I realize that they
weren’t planning very well and couldn’t
do portfolios if they weren’t doing better
planning. So we’re just now getting to the
point that we’re going to start seeing
people have real portfolios to talk about.

INTRODUCING PORTFOLIOS

Our teachers, other than the other two
people on our staff, are all volunteers and
so part of my charge was to go back and
train and disseminate information from
the portfolio assessment project. I think we
did a good job with that. We held different
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workshops – on Saturday morning, one in
the evening. Early on the workshops were
an introduction to the whole portfolio pro-
cess because we were really new at it too.
We just wanted to get started and we
handed out some things like cover sheets
and portfolios, and said, “Well, go and try
it and we’ll meet in a couple of months
and see what your questions are.” That
couple of months passed and not very
many people did anything. Then we evalu-
ated how we would do the training differ-
ently.

Next, we invited volunteers and learn-
ers who were trying out portfolio assess-
ment to come and talk with other tutors
about it. It wasn’t perfect in the beginning.
People just looked at the portfolios and
talked about how they chose things or why
a certain piece was in there. We decided
we’d provide ample opportunity for
people who had been in the program for
a long time to come and get information
about portfolio assessment. We wrote
about it in newsletters, we did everything
we could to incorporate existing tutors.
Then we decided to put it in the training.
Now, it’s part of the tutor training that
we do rather than an in-service workshop.
Like pre-service training rather than in-
service and staff development.

When we planned the first portfolio
training workshop, we tried to do way too
much. In some ways, I think we’ve made
this an overcomplicated thing. When we
first started having conversations in the
portfolio assessment project about portfo-
lios, there was a lot that I didn’t under-
stand. I did not understand the concept of
“criteria.” I’m not sure why not. Some-
times what I want to learn comes to me in
the middle of things. It seemed like “crite-
ria” was an esoteric thing. I didn’t know

the process well enough to feel like I could
change it, or we could add other things. I
know at one point I felt very limited about
what I had chosen for my criteria. And
then I got over it. I realized, this is mine!
I can change this. It’s fine, right? That part
took a long time.

We struggled with how to talk to tutors
about portfolio assessment, and basically
what we said was, “this is a good thing.
Look at all that can be done by using port-
folios.” We gave tutors some sample les-
sons reflecting on change. If I had to do it
over again, I would just skip all these dis-
cussions about change and start talking
about “how do you know you’ve learned
something?” rather than it being some
kind of introduction into “Now we’re go-
ing to prepare you to participate in this
process.” I don’t know, I think I was a little
too careful, honestly, and not with learners
with tutors. Then finally, I realized that
part of it was that there was no organiza-
tional structure that supported portfolio
assessment other than just a philosophical
commitment.

Our tutors weren’t having ongoing
discussions about progress with their stu-
dents, and they didn’t have anything to
base it on either. All they knew was some
kind of large goal that this person had or
didn’t have. I hesitated to provide models
because there I didn’t want teachers and
tutors to name the learning for the learner.
I was concerned that we could interfere
with the learners’ right to choose and
describe their learning any way that they
wanted.

DOING PORTFOLIOS

As far as the impact on students, that’s
hard to know yet. I think that the students
will increase their desire to be more par-
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ticipatory because tutors and students are
supposed to work together to plan their
work for the quarter. People are sending us
more complete plans. And tutors and stu-
dents are filling them out together to plan
their work for the quarter. I see two differ-
ent people’s handwriting on things. So I
think that part will benefit the students.

Students will also benefit from looking
at their work. In our first meeting, I say
that it became really clear to people what
they hadn’t done. I mean, They were really
proud of the work that they had done, but
they kept seeing these gaps of things that
were goals they had not met. We had two
people who said “I don’t have any writing
to put in this,” and “what happened to that
writing class we used to come to?” And I
said, “you stopped coming, and we closed
the class. You know, we can’t just run it
forever with one person in it, or that needs
to be a one-to-one match. Oh, well maybe
we should do that again.”

There were students that came to that
meeting that only worked in workbooks.
They had much less to put in their portfo-
lios; for example, they saw people putting
in their portfolios evidence that they had
registered to vote or had been to confer-
ences and had collected lots of material.
We had talked about meeting with stu-
dents individually to look at their portfo-
lios. That evening, four students out of
twelve asked me, “when are we going to
do that?” So they felt invested in the project.

I’m looking forward to when we have or
next meeting. We’ll have people who are a
little further along in looking at their port-
folios than others. But my guess is that
rather than everybody taking the same
amount of time to get to that point, people
will get there faster by seeing the examples
of other people doing it.

I’ve loved doing my own portfolio. I’ve
Loved it. Particularly the last time that we
all got together in the portfolio project and
I got to spend some time really looking at
my folder. Until then, I just collected
things really. The other times that we had
to sort things ,I put a few things in my
portfolio, but this time I really knew what I
wanted in it. I also didn’t edit when I was
bringing things. I brought a box full of dif-
ferent kinds of reading, writings and work.

Writing the cover sheet has been really
informative for me. The first thing that I
think was important to mention is that it’s
not so much what I write on the cover
sheet. It is the process of doing it. I mean,
I’ve written handouts for years. I’ve writ-
ten training workshops. I’ve never gone
back and said, “why do I like this? Why
am I keeping this now?” It’s made me feel
really good about the kinds of things that
I’ve accomplished in my thinking and my
job.

I tried to watch my progress and my
learning and thinking about original crite-
ria specifically. But, not everything I’ve in-
cluded in my portfolio is about that. For
example, I included part of what I wrote
for a small-group inquiry based workshop,
because I made an important connection. I
realized how the planning part was miss-
ing for the tutors. They were saying “We
love the idea of portfolios, because we
weren’t sure whether people were making
progress, and it’s a hard time getting
learner input about what to do, and I
thought, we’re not very good at that, but
we are getting somewhere now.”

STAFF DEVELOPMENT

Portfolio assessment has made us look at
our training. Volunteers are, in essence,
our staff and as such we expect some
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accountability for what’s happening with
their work. In some ways I which we had
a 20 hour a week person who just paid
attention to helping people plan, being a
resource to them in their planning and
then visiting them about their portfolios.
We don’t provide a lot of leadership on
how to get input, how to ask good ques-
tions, and how to plan together. We just
say “Do it. Good luck. And bring back a
beautiful portfolio.” So it was the connec-
tion between those two things, planning
and ongoing assessment, that made me re-
alize where the training needed to be done.

Right now in training, we do a three-
hour session on assessment, mostly talking
about what happens when people come in
the door, what kind of initial assessment.
Then we talk about what we do with that
information, what we tell the tutor. We
talk about the planning sheets and how the
tutor can take the information given them
and then have this more in depth conver-
sation with the learner. Part of it’s for your
information lecture type stuff, but then
usually at some point we say, “OK, now
here’s some information we would have
given you on the phone about learners,”
and have them create lessons based on it,
so they see the connection between the
assessment piece and the lesson piece.
People do quite a good job. I mean, I’ve
been impressed. We don’t do very much
on what happens between the planning
and evaluating how well it went, and
that’s the sort of thing that we have to
work on in our training. Then we say .
“OK, this was our goal, what might you
put in a portfolio? What would be the
range of things?” All we can do at this
point is brainstorm that. We don’t have
anything to real to show people. We cre-
ated sample portfolios that are very differ-

ent from each other and show them to
people in training. That seems to help. It
wouldn’t be anything like if learners were
coming and talking about their portfolios,
and I think we can pull that off by the next
training. I do.

One of the other activities volunteers do
in training is to help us create a training
portfolio. They answer two questions and
then talk about what they would give as
evidence. We ask questions like, what did
you learn about teaching and learning that
you didn’t know before? What did you like
most about the training? We’re getting
much better feedback about what people
are getting out of training.

CONCLUSION

My colleague Lee and I do all the training,
so much of it is still in our heads. If we can
create some kind of organizational memory
of this project by keeping learners doing
it— and by January we should have people
who have pretty good starts on good port-
folios—we will have started that process. If
we can keep that going and have students
help us lead portfolio workshops for other
learners and volunteers then in a couple of
years this will be our primary assessment
tool.

It has been a real process for the organi-
zation, and if it took us two years to feel
confident about it, I think we need to give
ourselves that much time. Initially, we
thought, “this will be a great thing to do
because, one, this is the way we think any-
way and learners will have that much
more ownership over another piece of
what they’re involved with at the literacy
council, and it’ll be great to show the
funders. We’ll have all these really tangible
things for people to see.” Actually, the big-
gest impact has been an organizing effect
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— making us take a real look at training
and saying — “what are we saying about
assessment? How can we get people to buy
into the process? How can we get them to
feel like it’s not some kind of esoteric
thing, or additional work, but make it as

real as we’ve made writing and reading
strategies?” That’s were we are. It has al-
lowed us to create an instructional organi-
zation that we didn’t have before and to
learn how to put things into a portfolio.
That’s an important step for us.

✔

Interviewed by Melody Schneider.
Reprinted with permission from Phenomenal Changes, Literacy South, Durham, NC.
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Operation Bootstrap
Lynn, MA

by Judy Berry,
Vandal Ivaneko,
Nguyet Nyugen,

Ana Reynoso,
Elsa Reynoso,

Magali Torres and
Charlene Wigfall.

Marcia Hohn is the
team facilitator.

Lessons in Health Care
Students Connecting with Students

Who are we?
 We are a group of eight

women from different places
with different languages and backgrounds:
Dominican, Haitian, Mexican, Vietnamese,
Russian, and American. We get together to
work on health issues such as breast can-
cer, HIV and AIDS, and violence because
we want our community to be safe and to
be healthy. We are called The Student Ac-
tion Health Team and got started in 1994,
funded by the Comprehensive Health
Project from the Massachusetts Depart-
ment of Education to do health education
at Operation Bootstrap, where we are or
have been students.

Operation Bootstrap is located in Lynn,
MA and offers classes in Adult Basic Edu-
cation (ABE), English for Speakers of Other
Languages (ESOL), and General Educa-
tional Development (GED) as well as Fam-
ily Literacy and pre-vocational programs.
There are about 200 students in all of Boot-
strap’s programs and classes.

As The Student Action Health Team
our job is to find out about the health
education needs of students at Operation
Bootstrap and develop plans to meet some
of these needs. Every year we recruit new
members for the team. Right now there are
four original members and four new mem-
bers.

 After our first year together, we de-
cided that we needed to do direct teaching
in both English and native languages
about health in the Bootstrap ABE, ESOL,
GED, and Family Literacy classrooms be-

cause most community health education
efforts did not meet the needs of Bootstrap
students. We had brought in some commu-
nity health educators during the first year
but they talked too fast with difficult lan-
guage and the materials they brought were
too difficult to understand. Bootstrap stu-
dents did not feel safe to ask questions or
talk about whether the information was
useful in their lives. The students told us
they felt empty inside.

 We decided we should let students
choose the health topics they want to know
more about. The team does this by putting
on a health fair every fall for Bootstrap stu-
dents and staff. We put up a list of health
issues and then each student and staff
member places one dot next to the issues
they are most interested in learning about.
In 1995-96, the top vote was for cancer
education and we decided to focus on
breast, cervical and testicular cancer be-
cause if they are detected early, successful
treatment is more likely. In 1996-97, the
top vote was for violence prevention. Boot-
strap students were terrified because of the
abduction of 6-year-old Jesus De La Cruz
and this made them want to learn more
about violence prevention in the commu-
nity and in the home.

 The educational programs are carried
out in the classrooms as part of the regular
classes. Our programs have three sessions
of about 1.5 hours each and provide basic
facts, hands-on practice, and information/
discussion about community resources.
We use lots of drama to get at difficult and
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sensitive issues. Drama has been a good
way to break the ice between the team and
Bootstrap students and to get to students’
hearts. We also use methods such as
agree/disagree exercises, small group
discussions, and pictures to get students
and teachers participating, discussing,
and interacting with the information.

For example, in the cancer education
program, we held up written statements
about basic facts and asked students to
“vote” whether they thought the statement
was true or false and then discussed the
“answer” as it is known today. In begin-
ning English classes we translated this in-
formation into as many as six languages.
We wanted to make sure everyone really
understood the information and had a
chance to tell their stories and a safe atmo-
sphere in which to ask questions.

In the next session small groups fea-
tured hands-on practice with breast and
testicular models. A cancer educator
helped us and we asked her to work with
the men because we felt shy about teaching
the men how to examine their testes.

In beginning English classes, we worked
in small groups by language. The last ses-
sion was a drama about going to the doctor
and showed a situation where a patient
with no insurance and limited English is
not treated respectfully by the health care
providers. This opened up the discussion
about students’ fears about discrimination
and we talked about rights and responsi-
bilities in medical situations.

We used drama a lot in the Family
Violence program to illustrate the stories
strangers use to get innocent children to
come with them and to illustrate the short-
and long-term effects of witnessing vio-
lence in the home on children. Our dramas
— called Tommy at Eight Years and

Tommy at 14 Years — were about a boy
from a violent home and illustrated the
long-term effects of witnessing violence.
Students discussed the drama afterward
and gave their ideas about what could help
Tommy. We also performed a man-woman
violence drama with a similar small group
discussion. The idea is to get students talk-
ing about the health issue, to help each
other and to find community resources
that help. All this must take place in a safe
atmosphere where students’ privacy and
cultural beliefs are respected.

Every year we assess our program to
find out what the Bootstrap students
thought about it and what changes in
knowledge, attitudes and actions hap-
pened. As program coordinators, we also
reflect about what we learned, how we
changed and how we saw the program
affect other people. We want to tell you
how we do this.

ASSESSING THE PROGRAM IN EARLY
DETECTION OF BREAST, CERVICAL AND
TESTICULAR CANCER 1995-1996

For our assessment, we decided to conduct
a student survey to see the results of the
work the team had done in early detection
of breast, cervical and testicular cancer.

We developed the survey by brain-
storming all we wanted to know, writing
these thoughts down on Post-Its. For ex-
ample, we wanted to know if students felt
they understood the information, if they
liked our teaching methods, if they saw
this information as important to them and
their families. We grouped the Post-Its to
create categories. We then worked in pairs
to develop statements that Bootstrap stu-
dents could agree or disagree with on a
scale of 1-5. There were three categories:
1) the importance of learning about breast,
cervical and testicular cancer at Bootstrap,
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2) the effectiveness of the teaching, and 3)
resulting actions or steps the students had
taken (such as having gone for a PAP test
or a mammogram, or doing self-exams).
Each category had six statements or ques-
tions.

We distributed the survey to the stu-
dents in their classrooms, then we com-
piled the results and put it in bar graph
form, which we thought the students could
easily understand. The teachers helped us
by explaining how to fill out the survey
since many students were not familiar
with the use of 1-5 scales. Although many
students who had participated in the pro-
gram had already left, 42 students filled
out the survey. Here is an example of one
of the bar graphs.

The survey showed that the students felt
they had learned health information im-
portant for their lives and the lives of their
families and friends, they liked having
other students as their teachers and appre-
ciated the many different teaching tech-
niques, especially the drama. The survey
further showed that students were taking
action as a result of the education program.

We also conducted an internal team
evaluation about how we felt about the
work we did. We drew pictures and made
statements about our personal feelings and
shared these things in the team. Eighteen
positive statements were reported, such as
school being the best place to learn about
health and that the information went be-
yond the classroom to family and friends.
We were proud of each other and saw that
we were role models for each other as well
as for the Bootstrap students. We appreci-
ated the support of Marie Wallace (who is
a cancer educator). She informed us about
cancer.

We also appreciated the support of the
teachers working alongside the team by
preparing students with vocabulary and
following up with additional activities.
Overall, we saw that receiving information
in a native language and/or in simple
ways with simple terms made for better
understanding. It was our opinion that be-
cause students had better understanding
they were able to take action such as doing
self-exams or going for free PAP tests and
mammograms.

ASSESSING THE PROGRAM ON
FAMILY VIOLENCE 1996-97

We decided to do one-to-one interviews
to find out about the effects of the family
violence program because this is a per-
sonal and very sensitive issue. Many Boot-
strap students have this problem in their

100%

90%

80%

70%

60%

50%

40%

30%

20%

10%

0%

ACTIONS TAKEN BY LITERACY STUDENTS
AT OPERATION BOOTSTRAP TWO MONTHS

AFTER THE BREAST, CERVICAL, AND
TESTICULAR CANCER EDUCATION PROGRAM

BY THE STUDENT ACTION HEALTH TEAM

Testicular Breast Self Pap Smear Mammogram Shared

Self Exams Exams Learning

ST
U

D
EN

TS



ADVENTURES IN ASSESSMENT Volume 10: December 1997

Volume
10 • 62

lives. Two Operation Bootstrap women
students have been killed by their partners
over the past few years. Many others live
in fear and in threatening situations. Also,
Bootstrap students were very emotionally
affected by the abduction of Jesus De La
Cruz in September of 1996. (He remains
missing today.)

 We went to the students one by one af-
ter the second session of our program – the
effects on children of witnessing violence
in the home – and did 36 interviews. Team
members went to the classrooms and ex-
plained that we were evaluating our pro-
gram and needed students’ opinions.
Many students volunteered to be inter-
viewed. They told us they learned that
children are emotionally affected for life,
continue the pattern of violence, and are
more likely to use drugs, be runaways, or
have an early pregnancy – and that they
did not know these facts before. For young
students this was very important informa-
tion for their future lives. After the man-
woman violence drama we conducted
some additional interviews and we were
very careful to let students know we were
not singling anyone out, that we needed to
get their thoughts so we could improve
our teaching.

 Students told us they liked the use of
drama, that it is a good way to present in-
formation. Family violence is a hard topic
to talk about and drama keeps it safe so
people do not feel singled out. The stu-
dents liked the opportunity to give opin-
ions in small group discussions after the
dramas about how to help stop the cycle of

violence.
 We also learned that students were tak-

ing action. They were sharing the informa-
tion with family, neighbors, friends and
co-workers, learning how to use neighbors
and the phone to call the police for protec-
tion, and using community agencies for
assistance when necessary. Students were
also using religion, support groups, and
community counselors. Many students
told us that they did not know about these
resources before, especially resources for
helping with children. Students within the
program were also trying to help each
other.

In our assessments of both the cancer
and violence education programs, students
told us that Operation Bootstrap is a good
place to learn about health issues and that
health education added to their language
and literacy learning. Teachers told us that
students got so interested in talking about
health issues in the class that they would
forget to worry about their English — they
would just talk in English even if it was
not perfect because they were so anxious
to communicate about the topic.

Several students told us that the Student
Action Health Team should teach in other
places because we “know how to teach
and teach important things.” This made us
feel very proud. During 1997-98 we will be
mentors to programs new to doing health
education in their program. We have a lot
of experience and lessons to share and we
look forward to helping them with the im-
portant topic of health.

✔
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Center for Literacy
Studies

Knoxville, Tennessee

by
Beth Bingman

What impact does participation
in adult learning and literacy
programs have on an adult’s

life and how can this impact effectively be
assessed?

The NCSALL partners at the Center for
Literacy Studies (CLS) at the University of
Tennessee and the College of Education at
Rutgers University began working with
this question. In the first year of NCSALL
(the federally-funded National Center for
the Study of Adult Learning and Literacy)
we have been getting our research projects
up and running, and beginning to get a
handle on this question. It is more complex
than we ever imagined!

We are currently working on four
projects that we hope will help us move to-
ward an answer. The first is a policy study
that examines existing impact studies and
state performance accountability projects
and systems and draws implications for
literacy policy and practice and for the
design and methodology of future impact
studies. The two papers in this study are
being written by Hal Beder and Juliet
Merrifield and should be available around
the first of the year. The papers make clear
that answering questions like, “What dif-
ference does our work make?” and “Is it
working?” depends on who is asking and
for what reasons as well as who is answer-
ing based on what data and what assump-
tions.

The second study is looking at how
adult learners identify the impacts of par-
ticipation in adult education in their lives.
We are currently interviewing ten Tennes-
see adults who have been students in adult

basic education. We are asking them to tell
us about their lives —about their work,
families, and community activities as well
as their educational experiences. We plan
to follow these initial interviews with
interviews with another fifty adult learners
from a variety of programs across the
country. From these life stories we hope
to be able to “hear” the differences, the
impacts that adult education have had in
their lives.

A third lens for looking at the larger
question is that of local programs. We will
be working in an action research project
with a Tennessee program that is imple-
menting the new Equipped for the Future
framework as it develops new ways of
monitoring the program. We have re-
viewed how other fields (public health,
community development) measure out-
comes, particularly improvement in qual-
ity of life of individuals and communities.
We will be working with this literacy pro-
gram to discover what can be applied to
measuring changes in the lives of learners.

The NCSALL partners at Rutgers are be-
ginning to identify the variety of teacher/
learner transactions or interactions that
occur in adult education classrooms. With
this understanding we will be better able
to know what it is that adult learners have
participated in.

When we’re done, what will we have?
We know for sure that we will not have
the answer to our big question. But we will
have more answers. And more questions.
We will have looked closely at what has
and hasn’t worked in previous attempts to
answer these questions. We will have

Assessment Research Agenda
National Center for the Study of Adult Learning and Literacy (NCSALL)
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heard the voices of learners talking about
impacts on their lives. We will have a
model of looking at outcomes of adult edu-
cation in the quality of learners’ lives, a
model that can be used by local programs.
We will have a better understanding of
what is happening in adult education
classrooms in order to better approach
measuring the outcomes.

While I know from experience the many
challenges of recruitment, teaching, and
staff development, I never had any diffi-
culty thinking about these areas of practice.

But thinking about assessment is a dif-
ferent matter. We began by trying to get
clear on the language: inputs, outputs, out-
comes, impact, indicators of program qual-
ity, performance accountability measures.
We tried to find out what these mean and
ended up deciding that the best we could
do was to decide what we mean by them.

The questions of what to assess and for

what reasons need as much thinking as
how to assess. Do we want to know what
happened, or do we want to know did x, y,
or z happen? We all want to know the im-
pact of our work — as teachers, as learn-
ers, as program administrators, as funders.
But each of us have different ways of ask-
ing the question. “Did they learn what I
taught?” “What did I learn?” “How many
passed the G.E.D.?” “How many got a
job?” “What difference did any of this
make in my life?” “What difference does
any of this make in my community?” Un-
derlying all these questions is the question
of who gets to decide.

So one year into our work on impacts
assessment, we are back to doing the work
on our projects. We hope the research will
contribute to a much bigger discussion
about assessment that will help us clarify
what we can say about our impact as a
field.

✔
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The history of the BEST is an inter-
esting one. It began in the early
1980s when the Federal Office of

Refugee Resettlement (ORR) saw a need to
more effectively move refugees from wel-
fare to economic self sufficiency through
the “provision of a coordinated and struc-
tured English Language Training Pro-
gram.” In order to make this happen, they
invested in a national initiative called the
Mainstream English Language Training
(MELT) Project which brought together
ESL professionals from throughout the US.
The goal of this initiative was to develop
and design not only a test, but curriculum
guidelines and Student Performance Level
(SPL) definitions.

The International Institute of Boston
was one of the contributors to the MELT
Project. As part of the Project, the BEST
(Basic English Skills Test) was developed
and field tested in a number of locations,
including Boston. This test was designed
to assess “elementary” listening, speaking,
reading and writing skills reflecting a com-
petency based approach to language teach-
ing and assessment. The test could be
reliably used if an individual had low lit-
eracy skills. The oral test could be used by
itself if an individual did not have the lit-
eracy skills needed for the written compo-
nent.

The BEST is life skills- and task-based,
evaluating a student’s ability to use En-
glish in real life situations. It was thought
to be a tool that could provide useful infor-
mation in determining an initial class

placement or determining progress in
some specific functional areas such as tell-
ing time or counting money. It was never
intended to test general language profi-
ciency or to be especially useful in pro-
grams that did not use a survival life
skills-based curriculum.

Much of the ESL being offered in the
early 1980s was not life skills-based and
did little to introduce learners to the world
of work. Often the emphasis was grammar
rather than functional language skills.
Even more important to teachers, there
were no resources for working with adults
who were non-literate or had low native
language literacy skills.

Likewise ESL assessment tools tended
to be more academic with an emphasis on
testing grammar. Very few tests could ef-
fectively assess learners with low literacy
and/or little or no knowledge of English.
As a result, many of the materials being
used in the field were either inappropriate
or were being generated by teachers with
few guidelines or standards.

ORR, together with ESL professionals
from many parts of the United States,
decided there was a need to develop some
common tools and common language for
the Refugee ESL programs which were
overwhelmed by the large numbers of
adults arriving each month needing both
English and the skills to get jobs.

Another interesting fact about the MELT
Project is its relationship to the oversees
refugee camp programs. In the late 1970s
and early 1980s following the Cambodian

International Institute
Boston, MA

by
Moria Lucey

The History of the BEST

Voices from the Field: The Basic English Skills Test
In this section we look at various voices from the field around the much-used BEST. Although Adventures is a
journal about learner-centered approaches to assessment and evaluation, it is time to look more deeply at other
“assessment tools” that we all use. This section is not intended to encourage or discourage the use of the BEST, but
to ask practitioners in the field how they view the test from the historical, teacher, and volunteer perspectives. We
should all reflect on the tools we use to see if they fit with our programs and our learners.
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genocide and the aftermath of the Vietnam
war, large number of refugees were filling
camps in countries throughout Southeast
Asia. Many of them were applying to emi-
grate to the United States. The Department
of State funded processing centers in a
number of sites in both Southeast Asia and
Africa where ESL and orientation prior to
arrival to the U.S. was required for all adults
accepted into the U.S. refugee program.

Close to 35,000 people graduated from
these programs each year. In places like
Galang, Indonesia, Bataan, Philippines and
Phanat Nikon, Thailand, programs were
set up and intensive efforts were made to
develop common curriculum, common
assessment processes and uniform class
level definitions. As a result, the curricu-
lum development, staff training and
resources produced in these overseas pro-
grams was impressive.

Even more impressive was that the
work done in these refugee camps was co-
ordinated with the MELT material devel-
oped stateside. For example, when a
refugee arrived in the U.S., his or her class
level was stamped on the I-94 card giving
stateside ESL programs an indication of a
learner’s SPL upon completion of the over-
seas program. Since the BEST was corre-
lated with the SPL, it was possible to verify
an SPL using the BEST and more easily
place a student into a class. Overseas ESL
and Cultural Orientation curriculum was
shared with teachers in the U.S so teachers
often knew what material students had
covered in the camps; the MELT curricu-
lum was designed to build on what was
covered in the camps.

Now, almost 12 years later, the BEST
and other MELT material have gone well
beyond ESL programs targeting incoming
refugees. As accountability and outcomes

measurement become increasingly impor-
tant, many funders have adopted the SPL
and the BEST as required tools for ESL
programs. Obviously the framework and
“common language” that these tools pro-
vide give funders a better ability to quan-
tify progress.

At a program level, however, assess-
ment has to carefully consider both learner
and program goals. So while the BEST is
often thought to be one of the better tests,
especially for learners at the beginning lev-
els, it is not adequate for all programs and
learners. The test was developed as an
alternative to traditional paper and pencil
tests, with an emphasis on assessing very
basic life skills. If a program is not working
with a basic survival life skills focus, this
test may not be particularly useful when
determining initial class placement or when
measuring progress. If the emphasis is pre-
vocational, for example, more specific pre-
vocational skills may need to be measured
rather than survival skills. In addition, for
learners who have lived in the U.S for a
long time, this test may not be appropriate.
Tasks like telling time, counting money,
writing checks or circling dates on a calen-
dar may simply not be challenging enough.

Programs often use the BEST in conjunc-
tion with other tools. This enables teachers
to individualize testing by drawing on a
variety of tools, not just one test. Testing
needs to match both the learner and where
he/she is coming from culturally, linguisti-
cally, and academically and what the pro-
gram needs to know to adequately address
the learning needs of the student. The BEST
by itself may or may not satisfy all of this.

Taken from Competency-Based Mainstream
English Language Training Project (MELT),
U.S. Department of Health and Human Services,
Social Security Administration, Office of Refugee
Resettlement (March 1985), p. 1, section 1.
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Operation Bootstrap
Lynn, MA

by
Dulany

Alexander

Why I Think the BEST
Isn’t Good Enough

A ccording to its documentation, the
BEST was designed for determin-
ing classroom placement, for as-

sessing individual or class progress, and
diagnosing “language-use tasks” (like tell-
ing time) that need teaching and remedia-
tion.

As a placement tool, the BEST attempts
to cover a lot of ground, including not only
grammar and vocabulary but also cultural
familiarity and the American idiom. Were
all prospective students nearly alike in
background, the BEST might be more use-
ful. But consider two possibilities: a Rus-
sian immigrant with post-secondary
education(including formal English stud-
ies) who arrived in the US two days ago;
and an immigrant from the Dominican Re-
public who completed only primary school
and has lived in the US for twelve years,
all the while working on an assembly line
with little opportunity for contact with
native speakers.

The Russian is likely to miss all the
money questions, never having seen
American currency before the test; most
of the other questions will be incompre-
hensible because the examiner’s American
accent is so unlike the British accent the
Russian encountered in previous studies.
Yet, this person may have considerable
vocabulary and exposure to written
English, not to mention the benefit of
having already studied English.

Meanwhile, the factory worker has been
shopping, watching television, and seeing
her children through school. She has

learned to speak enough pidgin English to
get through day-to-day language encoun-
ters, as well as several questions on this
test.

Consider the possible core evaluation
scores for these two students. The newly-
arrived Russian is so mystified by the
American accent that she can understand
few of the questions, although she eagerly
names objects in each picture of the test.
She scores eight points, although with a
couple of trips to the grocery store she
might have gotten another four or five
points for the shopping portion of the test.
Her core evaluation results: SPL 0 (Begin-
ning Literacy ESOL).

The second student’s performance
reflects cultural familiarity and a lot of
(fossilized and incorrect) language. She
gets five points for the shopping portion of
the test, she does well on the fluency ques-
tions (where volume of production is mea-
sured without penalty for grammatical
inaccuracy), earning 13 more points. These
18 points place her at SPL 2 (Beginning
ESOL). Both students are in some sense
beginners, but their language needs are
very different. The difference is far more
complex than 10 points worth.

As a student gains more language, the
scoring of the BEST test becomes more
punishing. The listening vocabulary
needed to earn the nine “listening compre-
hension” points is not difficult, although
an inability to follow a map may cost even
an advanced student two of these points.
Eight questions are scored for fluency. The
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three points for a “ fluency question” are
accessible to a student who has only a
minimal degree of grammatical control
but who is expressive and uninhibited by a
concern for perfection; a reticent personal-
ity can easily diminish the score of a more
capable student. But the 24 questions on
Form B that are scored for grammatical
and idiomatic accuracy are truly problem-
atic for the ESOL student.

Consider the question “What is she
doing?” accompanied by a picture of a
woman watching TV. “She watch TV,”
“Her watching TV,” and “She watching
TV” all get scored as a one-point answer
(correct information in a response that
would not be used by a native speaker),
while “Watching TV” is a two-point answer.
For these “communication questions”
there is a one-point risk in attempting any-
thing more sophisticated than the phrasal
response “watching TV.” A two-point
answer requires subject-verb agreement,
verb tense, articles, prepositions and word
choice being grammatically and idiomati-
cally correct, too. For a student who is in a
class that encourages communication over
grammatical precision, the BEST changes
the rules by awarding more points when

the student gives an answer terse enough
that the inevitable slip of article or preposi-
tion never occurs. The BEST fails to cap-
ture how well the student has mastered
any of the pitfalls that lie between “watch
TV” and “she’s watching TV.”

The BEST’s third goal — as a diagnostic
tool — is only somewhat better met. The
BEST can point out which of the several ar-
eas of “survival” vocabulary (and culture)
are needed by a student. However, given
its all-or-nothing approach to grammatical
accuracy, it is of no use in determining the
structural issues of English that need to be
addressed.

The MELT curricula framework, of
which the BEST was the final piece, defined
the task of the ESOL class as being tied to
“language use tasks” in the American cul-
ture, necessary for functioning in the US.
It is a useful tool for the ESOL teacher. The
long form of the BEST is a cumbersome at-
tempt to quantify language skills that fails
to account for the diversity of our students’
backgrounds and for the immensity of the
language learning task. An ESOL program
would do well to consider other tools for
placement, progress, and diagnosis of the
language learners’ needs.

✔
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Lutheran Social Services
Worcester, MA

by
Barbara Lippel-

Paul

The BEST is Workable,
But It’s Not the Only Choice

I  began using the BEST in the early
1980s when I was an ESL coordinator
for the Refugee Employment and Edu-

cation Program (REEP) in Massachusetts.
I used it to help assess the oral English lan-
guage skills of the newly-arriving adult
refugees.

At that time, there was only one version
each of the core section and the literacy
skills section. The program was a compe-
tency-based program which taught sur-
vival skills and pre-vocational skills, and
the BEST tested these areas. It provided a
baseline score which could be compared to
all learners for placement purposes. When
used as an on-going assessment tool, it
tested mastery of the materials, showing
the need for more practice, movement to
a higher level or, ultimately, ability to
handle employment.

When used in this manner, the BEST
was quite effective, but its biggest draw-
back was that it took too long to adminis-
ter. The core section had to be adminis-
tered to each student individually, which
often took half an hour. Only several years
later did a short version appear which
could be given in ten to fifteen minutes.
The literacy skills section was still rarely
used because it took at least an hour and
the program emphasized aural/oral skills .

In the late 1980s, refugee programs were
funded through local Service Delivery Ar-
eas (SDAs) which had a central assessment
unit that administered the BEST to all pro-
gram participants. Individuals who never
used the BEST or had no experience testing

limited English-proficient clients were now
responsible for program referral and place-
ment. I was asked by the local SDA to train
their assessment staff in the use of the
BEST. However, since this subjective test
was open to the opinion of the tester, the
scores often made no sense. Students who
could repeat their personal information,
tell time, and identify money would score
higher than they really were in overall En-
glish Language Skills. Conversely, stu-
dents soon learned that high scores could
prevent them from attending ESL classes,
so they often would not answer questions
in order to score low. As a result, I had to
develop an in-house assessment tool which
would be more reliable for placement pur-
poses.

Most recently I was still associated with
a refugee education program, and assess-
ment has gone back to the programs. The
BEST, in its long form, is still the chosen
tool of assessment. It is used for placement
purposes, but it is also used as the only on-
going assessment tool to identify student
achievement. The same version of the test
was administered every ten weeks (until
recently the test was given every five
weeks).

Since the success of the program is
linked to the increase in the number of Stu-
dent Performance Levels (SPLs) , the cur-
riculum is centered around the basic skills
tested in the test. When a student reaches
an SPL level 6, he is no longer eligible for
English classes. This has led to many ques-
tions about the validity of the test in my
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mind. While participating in the program,
a student could take the same test six or
more times. Also, many people overlook
the fact that this is an oral interview for as-
sessing basic life skills. If you have been in
this country for a year or more, you most
likely will be able to answer questions
about survival topics but do you really
have enough language skills to success-
fully obtain employment or advance in
your position?

I do understand and support an “early
to work” philosophy for limited English
speakers, but I feel that students should be
allowed to continue their education to
achieve advancement. The BEST is a good
assessment tool for placement, but it
should not be the only tool used to show

individual achievement or program effec-
tiveness. In the late 1980s when the Federal
government passed legislation calling for
standardized tests to evaluate ABE and
ESL programs, there was much debate
about the purpose of assessment and inter-
est in the field for alternative assessment
tools. The conclusions made were that as-
sessment should focus on the needs of the
students and measure how we are helping
students meet their goals. It is an ongoing
partnership between the program and the
student.

Assessment can take many forms, in-
cluding for example, student portfolios,
teacher observation, student feedback, and
student participation in discussions, simu-
lations, and demonstrations.

✔
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International Language
Institute

Northampton, MA

by
Rachael Donnelly

I  have been an AmeriCorps*VISTA
volunteer at the International Lan-
guage Institute of Massachusetts in

Northampton, MA for three months. One
of the most exciting parts of my assign-
ment is learning more about the field of
ESL education.

I was recently trained by another VISTA
volunteer at my site to administer BESTs to
incoming and current students. The train-
ing procedure seemed quite lax to me: my
training involved reading the BEST book-
let to become familiar with the questions,
observing several testings, scoring the ob-
served tests, and then comparing my
scores with those of the tester. I noticed
that my trainer skipped or reworded some
questions that were in the test booklet.
Upon asking about this, my trainer ex-
plained to me that those questions were
“worded too hard” and that the woman
who trained her “didn’t like” certain ques-
tions and so skipped them or worded them
differently.

After several observations, I was
deemed ready to begin testing students
myself.

Two groups of people in our school
take the BEST. Incoming ESL students take
the BEST to determine in which class level
they belong. Students already in our pro-
gram take the test to determine their
progress and, if progress has been made,
to reassign classes.

 It seems more natural to administer the
BEST to incoming students. Students who
have never met me or other members of

the staff don’t think it strange if I ask them
their name, where they are from, or what
their native language is. But it sometimes
strikes current students as strange to be
asked questions we already know the
answer to and have on record. At best,
the student realizes this is part of the test,
and plays along. At worst, the student does
not take the tester or the test seriously.

Students at the ILI long enough to be
retested are usually comfortable enough
to want to talk expansively to their tester.
While we certainly encourage our students
to share their thoughts and feelings with
us, while taking the BEST students may
sometimes, through conversation, give
an answer before the question is asked.
This prevents the tester from determining
whether the student does or would under-
stand the question.

The BEST does offer a truer assessment
of communication skills than a multiple
choice test. Because questions are open
ended, students may answer questions in
a way that better demonstrates their skills.
However, students may speak with flu-
ency and skill about topics not covered
by test questions and there is no way for
students to be “credited” for these skills
in the BEST.

The BEST seems to work better as an as-
sessment tool for those at rudimentary lev-
els of English. Because it doesn’t address
more sophisticated English speaking skills,
the BEST offers no place to go for a student
who has mastered basic communication
skills. The BEST score also, while it has a

An AmeriCorps Volunteer’s
First Impressions of the BEST
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few literacy questions, does not compre-
hensively test reading and writing levels,
so those who have adequate speaking
skills but lower literacy levels may fall
through the cracks.

The scoring of the BEST depends greatly
on the tester. While being trained, there
were several instances in which my trainer
and I gave different scores on the same
question. Because the score depends on the
tester’s perception of “good” or “bad,” the
test score cannot be compared consistently
with BESTs administered by other testers.
For true consistency, the BEST needs to be
administered in the same way each time

by the same person. If the test is being
used internally at one agency, skipping
one question will not affect class levels
if all of the tests have the same question
omitted. However, because we work with
other agencies and often refer students
back and forth, test scores may not be con-
sistent with those given at other agencies.

 I feel that the BEST is appropriate for
what it was designed for: as an intake tool
for those with a low level of English. For
levels of English higher than basic survival
skills, however, a new assessment tool
needs to be found.

✔
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Project STEPS
Malden Mills

Lawrence, MA

I  am currently working as an instructor
at Malden Mills in Lawrence, Massa-
chusetts in a project funded by the

Corporation of Business, Work, and Learn-
ing. One of my first tasks was to design an
“Introduction to Computers” class along
with assessment tools that could help us
place students at the appropriate level and
measure both an individual’s progress and
the effectiveness of the class.

I wanted to develop a rubric that con-
sisted of an even number of competency
levels, since people have a tendency to go
for the middle when there is an odd num-
ber. I came up with descriptions of six lev-
els of computer use (Figure 1) ranging
from never having used a computer (level
1) to basically being a computer guru (level
6). Our Introduction to Computers course
was designed to serve people from levels
1,2, and 3. Each class worked best and the
participants made the most efficient use of
their time if the abilities of the participants
differed by no more than one level. A class
that was mostly level 1 could concentrate
on learning how to handle a mouse and
how to enter and leave programs while a
class that was mostly level 3 could go into
programs in more depth.

Since I was giving an assessment to as
many as twenty people at once, and I am
not a particularly good detective, I decided
to utilize self-assessments. With each
group, I walked them through the six
levels of the rubric in detail, expanding
on exactly what I meant by each level and
emphasizing the importance of answering

honestly. If a person was really level 3 and
self-described herself as level 1, she might
be bored in a class that spent an hour
learning to handle a mouse and another
hour learning to open and close programs.

We decided a few weeks later that more
than 90% of the students demonstrated
computer knowledge and performance in
class that matched their self-assessments.
Since I also wanted some objective infor-
mation, I developed a short questionnaire
to go along with the rubric (Figure 2) to get
a sense of both computer and written lan-
guage skills. If questions were answered
inappropriately or not at all, I would refer
the participant to our ESOL assessment
process. If questions were answered with
considerable sophistication, I might refer
the participant to a community college
program more appropriate for an ad-
vanced student than our introductory
course.

I needed to develop a checklist of skills
that our course would address. My first
effort (Figure 3) drew upon many years
of introducing computers to adults plus a
month of examining the needs of workers
and managers at Malden Mills by going
on repeated tours of the plant and having
numerous informal conversations with
both workers and managers. In addition, I
received the considerable assistance of my
colleagues, Cindy Cook, Judy Hikes, and
Johan Uvin. While both Cindy and Judy
had extensive experience with adult stu-
dents and had worked with computers in a
classroom setting before, this was the first

by
Kenneth Tamarkin

What Counts?
Assessing Computer Skills
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time they were teaching a formal computer
course. They provided a continual reality
check for me and helped me from becom-
ing too technical, while I provided the
overall course outline and first draft of the
assessment form, as well as technical assis-
tance. The three of us taught a total of nine
sections of the Introductory course. Two
more instructors have been added in our
second cycle.

While the rubric gave us a general idea
of the computer expertise of our partici-
pants, the checklist gave us a far more
detailed look at what students knew. In
the first cycle, I gave the checklist to my
students on the first day of class and had
them check off the items they knew under
the Pre column. But following Johan’s sug-
gestion, we changed to a rating system in
which 1 meant they couldn’t do the task,
2 meant they could complete the task with
some prompting, and 3 meant they could
do the task independently in a classroom
situation. I used the new system for the
first time when I worked with students to
complete the “Post” column of the check-
list. Since I now knew the students’ com-
puter competencies, I was able to
participate in the “Post” test with them.

Our experience with the first cycle,
along with getting some new capabilities
on the computers, led to an expanded form
(Figure 4). We added items that we were
able to work on in the first cycle, or that we

decided we wanted to add to the curricu-
lum for the second cycle.

As an additional reality check whether
our efforts were relevant to the needs of
the workers and the workplace, my final
task was to relate our Computer Assess-
ment Scoring Guide with the National Skill
Standards Project for Advanced High Per-
formance Manufacturing (Figure 5). The
National Skill Standards Project is a work-
in-progress that is trying to articulate those
skills needed by workers across many
industries. Such standards can be used
as a tool to analyze the skills needed to
perform a certain job. They can also pro-
vide valuable insight for educators work-
ing with future workers.

I felt that our Computer Assessment ad-
dressed problem solving skills (PS), as well
as computer skills (CU). In general, I think
that determining how to use a computer
to solve a new problem or complete a new
task requires greater understanding than
just learning how to use a particular pro-
gram and being instructed when to use it.
For example, it takes a greater understand-
ing to use a computer to troubleshoot a
malfunctioning machine than it does to re-
peatedly go through a standard procedure
with a correctly functioning machine.
Finally, rather than being an end in itself,
at the highest level the computer becomes
just one more tool in a broader process of
problem solving.

✔
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FIGURE 1

Project STEPS Name______________________________

Date___________________________

COMPUTER ASSESSMENT SCORING GUIDE

1. Has never used a computer. Is very worried and uncomfortable about having to
use a computer.

2. Has used a computer at least a few times. Can turn a computer on, but under-
stands little else. Needs considerable direction and support to handle even the
most fundamental tasks. Cannot handle a mouse without difficulty.

3. Used a computer competently in a structured work situation, but it still uncomfort-
able with unfamiliar applications. Can follow clear step-by-step directions, but
cannot use the computer as a tool. Can use a mouse to move around the screen.
Does not fully understand how programs and data differ and how they are orga-
nized, stored, and accessed.

4. Has some experience using the computer as a tool. Can use word processing and
other programs. Can learn additional programs with training. Is able to experi-
ment and try different things out on the computer. Understands the basic structure
of the computer and the difference between programs and data.

5. Experienced and confident using the computer as a tool. Able to do troubleshoot-
ing to solve problems. Comfortable using help systems and manuals to learn how
to use software. Able to determine the appropriate software to use to accomplish
a task.

6. Frequently helps others with their computer problems. Can clearly explain to others
computer capabilities and functions. Can evaluate software and hardware. Tests
new software and creatively uses it to improve productivity and quality.

Self-assessment score ____________

Assessment score ________________
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FIGURE 2

Project STEPS Name__________________ Date________________

INTRODUCTION TO COMPUTERS ASSESSMENT

1. How do you properly turn off a computer?

2. Do you know how to type?

3. What is the difference between an operating system, such as Windows 95, and
an application program, such as Microsoft Word?

4. Using a mouse, how can you select something on the screen?

5. What are you using a computer for right now?

6. If you are not currently using a computer on your job, what do you think you might
have to use a computer for in the next year?

Assessment Score ________
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FIGURE 3
Introduction to Computers

Individual Record for: Class:

Skill Pre Post

Turn on computer

Correctly turn off computer

Use a mouse

Use a keyboard

Describe what makes a computer a computer

Adjust monitor

Start a program by double-clicking an icon

Start a program from the Program list or Windows Explorer

Open a document

Save a document

Close a document

Close a program

Understand the difference between a program and a document

Understand the file structure of Windows 95

Navigate the file structure of Windows 95 using Windows Explorer

Create a Microsoft Word document

Print a document

Change print options

Change screen options

Create a Microsoft Excel document

Troubleshoot by checking electrical connections

Install software

Open the system unit



ADVENTURES IN ASSESSMENT Volume 10: December 1997

Volume
10 • 78

FIGURE 4
Introduction to Computers

Individual Record for: Class:

Skill Pre Post

Turn on computer
Correctly turn off computer
Use a mouse
Use a keyboard
Describe what makes a computer a computer
Adjust monitor
Start a program by double-clicking an icon
Start a program from the Program list or Windows Explorer
Open a document
Save a document
Close a document
Close a program
Understand the difference between a program and a document
Understand the file structure of Windows 95
Navigate the file structure of Windows 95 using Windows Explorer
Create a Microsoft Word document
Print a document
Change print options
Change screen options
Create a Microsoft Excel document
Troubleshoot by checking electrical connections
Install software
Open the system unit
Create a Microsoft Access database
Enter data in a Microsoft Access database
Select the correct software for a task
Use tutorial software
Use educational software
Find and respond to screen prompts
Confident in ability to learn computer skills and procedures
Modify screen properties
Use digital camera
Touch up and print digital pictures
Understand how a computer can control production equipment
Read a process control computer screen (i.e. Wonderware)
Use a computer to monitor and control production equipment
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FIGURE 4

Relationship of Project STEPS
Computer Assessment Scoring Guide

with the National Skill Standards Project
for Advanced High Performance Manufacturing

A worker who scores at level 1, 2, or 3 would not meet any of the National Skill
Standards.

Depending on the programs learned, a worker at Malden Mills functioning at level 4
would meet one or more of the following standards:

CU 3 List various methods of tracking inventory.
CU 5 Demonstrate use of an industry-accepted word processing software package.
CU 6 Demonstrate use of an industry-accepted spreadsheet software package.
CU 7 Demonstrate use of an industry-accepted database software package.

A worker at Malden Mills functioning at level 5 would meet all the level 4 standards
plus:

CU 1 List possible computer applications in manufacturing processes.
CU 2 Identify possible effects of introducing computers into manufacturing processes.
PS 2 Apply a system of problem solving.
PS 3 Identify opportunities for applying problem solving techniques.

A worker at Malden Mills functioning at level 6 would meet all the level 5 standards
plus:

PS 1 Explain the value of applying a problem solving system.
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Worcester Adult Learning
Center

Worcester, MA
SABES Central Resource
Center, World Education

Boston, MA

by
Cathy Coleman

A  typical day in my life starts like
this: I sit in a stack on the book
shelf. Suddenly, I am whisked

away and handed to someone who looks
as startled by me as I am by them. I am a
TABE (The Test of Adult Basic Education)
and I have become according to one adult
education professional, the “ industry stan-
dard.” Lots of people know my name. Some
love me and some hate me. I guess you
can’t please all the people all of the time.

The TABE is a battery of multiple-
choice tests. According to the publisher,
the purpose of the battery is “not to test
specific life skills, but to test basic skills
in the context of life skills tasks” (CTB/
McGraw Hill, 1987). There is a vocabulary
section and a reading comprehension sec-
tion, which together give a composite read-
ing score. A locator test is available which
consists of 25 multiple choice items and 25
multiple choice computation items ranging
from whole numbers skills to decimals.
The locator requires 37 minutes to admin-
ister (for both vocabulary and arithmetic
sections). There are also two math sections
and two writing sections.

Programs vary a great deal on which
sections (or how many sections) of the
TABE are given. The reading section is al-
most always one of the sections included.

You can’t please all the people all the
time. The same could be said for any type
of assessment. The question for me as an
adult educator and staff development per-
son is, does this test meet my needs, the

needs of my program, and the needs of
my learners?

To begin to address these questions,
I look at my own experience as an adult
educator. I have been able to gain a fairly
accurate, general idea of a learner’s read-
ing comprehension level by using the
TABE. Someone might come to my class
on any given day with a TABE score of 5.5,
for example. This gives me an idea of
where to start. It does not, however, give
me an idea of which materials I might try
with this learner.

Still, I have learned over the years to
take that score with a rather large grain of
salt. When I talk to my learners about their
scores on the TABE (which they are almost
always anxious to find out), I tell them that
this score only gives us a ballpark figure
and that we will both know better after a
few weeks of working together, at which
“level,” for want of a better word, they are.

We also talk about the value of knowing
a “ level.” We discuss how it can give us a
general idea about how far they might be
from being able to take the GED ( which is
very often their first, and sometimes only,
stated goal).

My career in adult education had almost
always involved the wearing of at least
two different hats. One is that of the Practi-
tioner Inquiry Coordinator (PIC). In my
role as PIC, I work with teachers to see the
worlds of our classrooms through the eyes
of an anthropologist. We observe carefully.
We try to answer the question: What is go-
ing on in this classroom? We try to identify

Learning from Experience
The TABE: Thoughts from an Inquiring Mind
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and question the underlying assumptions
in our teaching. Sometimes we make
changes based on that.

A counselor I spoke with told me that
the TABE is the “industry standard.” I
asked how long the program had been
using the TABE. He told me that they had
been using the TABE “since 1973 when I
got here.”

As a teacher who had taught in a num-
ber of different programs and settings, and
as a staff developer who has contact with
many different teachers, I then considered
the question: How is the TABE used? What
is it used for?

Many programs seem to use the TABE
as an initial assessment tool to determine
placement in one of three (typically ABE,
Pre-GED, and GED) programs. Some pro-
grams administer the TABE on a regular
basis to determine movement to higher
levels.

Some funders do this too. Some man-
date intervals at which the TABE must be
taken. In one such case, I had several stu-
dents who needed to take the TABE after
every 150 hours of class time (about every
two to three months). Some of these stu-
dents had taken the same form of the test a
few times even before they got to my class.

Some students have told me that their
goal for class was to reach an eighth grade
level on the TABE so that they could enter
a particular job training program. In some
cases, a great deal was riding on this par-
ticular test score. For these students, pass-
ing the test (meaning scoring at the eighth
grade level) became their priority (under-
standably so). So…I learned rather quickly
in my career that the TABE could some-
times make or break a student’s potential
career path.

A study published in 1995 by the Na-
tional Center for Adult Literacy ( NCAL)
entitled “When less is more: A comparative
Analysis for Placing Students in Adult Lit-
eracy Classes” concluded that “a test as
brief as the TABE locator could predict
placements as well as the complete group
of reading tests” The following sums up
their recommendations:

“Attempts to achieve extremely high
accuracy in placement should be tempered
by a consideration of the small number of
placement levels usually available…. Over-
all it may be concluded that less testing
may be more valuable to both students and
adult literacy programs. Less time on test-
ing means less cost for testing. Perhaps
more importantly, learners often have dis-
taste for and fear of standardized tests. By
cutting back on testing and moving toward
a self assessment model, programs may
stimulate greater motivation and satisfac-
tion among the clients they serve.”

Based on my experience, I would recom-
mend we consider the following questions:
• When and why did we all decide that
the TABE was the “ industry standard”?
• Does the TABE help us find out the
information we are seeking to know?
• What do we seek to know from using
the TABE?
• To what extent is the TABE successful
in placing students in the correct classes?
• Is there flexibility in our programs when
the TABE results are not successful in plac-
ing students in the correct classes?
• Are we using the TABE in a way that is
consistent with the intended purposes of
the test?
• Does the TABE help learners identify
needs and/or levels?

It is possible that the TABE is indeed the
very best test to use to determine this kind
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of information. If we take an inquiry ap-
proach to this issue, however, and examine
the underlying assumptions , we may dis-
cover important information that can help
us all better assess the needs of our learn-
ers and our programs.

If so much is going to ride on the results
of a standardized test, perhaps we should
take a moment to step back and think
about the purpose of a standardized test,
what it can and cannot tell us and if indeed
this is the most appropriate test to use.

Inquiring minds want to know.

✔
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International Language
Institute

Northampton, MA

by
Caroline Gear

Review:
Using Phenomenal Changes – Stories of
Participants in the Portfolio Project

Ihave been thinking a lot about com-
ing up with a better model of portfolio
assessment in our school so we can be

more consistent with the process. In the
past, I would always come to the same
wall that I have with authentic assessment:
you can’t force people to do it if they don’t
have a full understanding of the process.
To truly implement any type of authentic
assessment, people need to buy into the
concept.

But how do you accomplish that when
there just doesn’t seem to be enough time
to nurture the process? It seemed seren-
dipitous that I was asked to review Phe-
nomenal Changes – Stories of Participants in
the Portfolio Project for Adventures in Assess-
ment as it allowed me to focus on how to
get both me and the teachers at the Inter-
national Language Institute (ILI) of MA in
Northampton more involved in improving
how we do portfolio assessment at the
school.

(This is the first of a two-part article as
we won’t finish our project until the next
Adventures in Assessment is out; we all
know that Authentic Assessment is an
ongoing project.)

Phenomenal Changes – Stories of Partici-
pants in the Portfolio Project is an excellent
staff development tool for portfolio devel-
opment. At the ILI, we are using the text as
a springboard for discussions about port-
folio assessment.

The articles in Phenomenal Changes — a
series of interviews with the participants of
the project and the Project Director Melody

Schneider — are very reader friendly. The
text is divided into five areas: ABE, ESOL,
Literacy Councils, Compensatory Educa-
tion, and Administrators.

We have been using several different
variations of authentic assessment tools at
the International Language Institute over
the years. At a recent staff meeting I asked
the teachers how it was going with portfo-
lio assessment in their classes. The teachers
replied that they have the students using
dialogue journals and learning journals
and that they had been collecting things,
but they didn’t really feel as if they had a
handle on the concept of portfolios. We
agreed portfolios could take many forms,
but that the group needed a model with
which we all felt comfortable. I brought
out Phenomenal Changes and asked if they
would be interested in reading about the
experiences of other teachers working on
portfolio assessment. They were very inter-
ested, so we agreed to read and discuss ar-
ticles for the next five weeks. During
curriculum week at the end of the program
we would put together all our ideas and
develop criteria for portfolio selection and
review. We plan to put our findings into
place for the program that begins in Janu-
ary.

We decided to begin our weekly meet-
ings with 30 minutes dedicated to portfolio
assessment discussion. (Weekly meetings
usually last an hour and a half and include
both part-time and full-time staff.) The 30-
minute segment would be divided into
three steps. First, we would discuss our
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reactions to an article. Second, we would
discuss how this article would/wouldn’t
relate to our program. Third, we would
establish some action plans to implement
in the next month or during curriculum
week. Since the staff are ESL teachers, we
started off with the two articles in the text
that discussed portfolio assessment with
ESL teachers.

The first comment that came up the fol-
lowing week at our first discussion was
that everyone would have preferred the
articles to be actually written by the writer
and that vernacular usage was a bit diffi-
cult to read. We agreed that Melody
Schneider does a good job of letting the
reader hear the project participant’s voice.

One teacher said she would have liked
more information about the contents of a
portfolio and more nuts and bolts about
the end product. A discussion ensued
about how we could look at lists that have
been prepared by other people, but would
that help find our own way of doing port-
folio assessment? We agreed that not hav-
ing the “nuts and bolts” up front enabled
us to look at portfolio assessment without
being directed as to what we should be do-
ing. This discussion led to asking, ‘what
should we be putting in the portfolios?’
One teacher said that, since her students
were only in class six hours a week, how
about including things that the students
accomplished outside class?

Another teacher commented that the
articles really helped her realize that she
needs to get out of her students’ way. She
felt that she was holding their hands too
much and that they needed to “experi-
ence” something rather than having her
always telling them what to do.

We also talked about the dialogue jour-
nals that our students keep. Some students
write a lot and “play” with the language,
using what they have learned in class
while others write the same thing every
week: ‘I went to church and cleaned my
house.’ How can we show students their
progress if they write the same things
week after week?

Our discussion led to considering ways
students can see their progress through
guided writing, writing with a specific
task, and making the writing process inter-
esting for students. We also ended up
sharing a writing tool called Fundex of In-
dividualized Activities for English Lan-
guage Practice* that the teachers weren’t
previously aware of and became very ex-
cited to discover.

The teachers acknowledge that both stu-
dents and teachers need to understand
why we’re doing portfolio assessment. “I
need to understand why we’re doing this.
How do I encourage it to be taken seri-
ously? How do I motivate?” We admitted
that we as teachers should also be keeping
portfolios about our teaching practices.
Included in our portfolios would by our
own Learning Journals (a booklet of week-
ly assessment tools kept by the students
(see Adventures in Assessment, Volume 5,
“Evolution of an Assessment Tool”). These
would be completed in class while our stu-
dents were filling out their own Learning
Journals. One teacher said her students
might take portfolio assessment more seri-
ously if they saw her taking it seriously.

Naturally, we went over the allotted
30 minutes. At the end of the meeting we
did feedback about using the articles as a
springboard for discussion and all the

* Writing Inspirations: A Fundex of Individualized Activities for English Language Practice by Arlene Marcus,
Prolingua Asscoiates, 15 Elm Street, Brattleboro, VT 05301, (802) 257-7779.
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teachers were enthusiastic: “There were a
lot of things that I got from these articles,”
“I like making time to do this,” and “It’s
kind of nice to have an academic focus in
our meeting‚ rather than just going over
the attendance list.”

As I listened and participated in the
meeting, I realized that we are all stake-
holders in the process and that we have
to realize that authentic assessment is a
change of practice for everyone: teachers,
students and administrators.

I also realized that a variety of people
interested in portfolio assessment could
use Phenomenal Changes – Stories of Partici-

pants in the Portfolio Project. The readings
are just as useful for people just starting
out as for people that have been doing it
for awhile.

We left our meeting excited and armed
with two more articles for the next week.
We don’t know exactly how our portfolio
system will be in January, but at this point
I feel strongly that with the consistency
of the weekly meetings about portfolio
assessment and using Phenomenal Changes,
there will be some phenomenal changes
of how we all look at portfolio assessment
at ILI.

to be continued

✔

Phenomenal Changes: Stories of Participants in the Portfolio Project, Melody Schneider, Project Director, with
Hanna Fingeret and Loren McGrail, Literacy South available from Peppercorn Books, P.O. Box 1766,
Durham, NC 27702, (919) 688-9313.
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