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The Purpose of this Paper

This short concept paper has been written so that UNICEF Education Officers and their colleagues can gain more of an understanding about the issues related to Learning Achievement, as they programme for them in response to the third target for Girls’ Education under the current UNICEF Medium Term Strategic Plan. The following paper outlines major assessment processes at each level of education: in the classroom, at school, national and international levels. The main methods and products of assessment are outlined and examples from various countries are provided. In all cases descriptions lead to further examples and references that should be of assistance as you work in this area.  

Assessment itself is not value- free and many of the assessment processes that are used in schools actually support ways of assessing understanding that boys seem to find easier than girls do. (Hildebrand, 1996) Especially in subjects such as Science  fields of knowledge can be distorted by:

· Generating a catalogue of facts for students to recall and presenting science as if it is possible to produce absolutely objective truths

· Pretending that a scientific method exists when most real scientists are funded by politically driven sources
· Teaching with the expectation that only a super intelligent elite can ever understand science’s concepts  (Lemke, 1990 as quoted in Hildebrand, 1996)
In fact many of the products and processes described below are supportive of the everyday experiences that girls bring to learning…making school learning practical and contextualised and ensuring that assessments are relevant to everyday life and not just to schooling. Using portfolios is one such example.
In addition, students can bring gendered interpretations of their own assessment experiences in relation to particular subjects (boys do better at Mathematics and Science) and in attributions of success (girls think they are lucky or the exam questions are easy, while boys think they are successful because of innate ability).  
For these reasons making assessment processes practical and accessible to students and teachers is very important. 

1. Introduction and Overview
Monitoring learning achievement means assessing the knowledge, skills, and attitudes/ values pupils have gained.  Given that learning achievement is one of the three major targets for Girls' Education in the Medium Term Strategic Plan, how and what do we expect that UNICEF programmes should be monitoring?  How do we develop a culture of assessment in Education in UNICEF?

2. Purposes of classroom, national and international assessment: who wants to know and why?

So many people are interested to know the outcomes of learning. For each type of stakeholder, the question of concern may be different. Students want to know if they are learning, and if so, how well.  Assessment feedback for students should ensure that students know what they can do, and what they cannot…and how to correct their mistakes. Assessment tools such as rubrics and portfolio assessment, discussed below, provide such sources of information. Families and communities want to know if children are learning and how useful school is as a contribution to community life, especially if there are competing demands for children’s time and if schooling is an expensive commodity. Teachers want to know what students are learning, and schools want to know if teachers are doing a good job. Education systems want to know if student learning is consistent with curriculum standards, if schooling is efficient and if students are well prepared for the challenges of life. International agencies provide a larger context within which to interpret national results. 
	Children, families and communities
	( Am I passing? (Are they learning?

	Teachers, schools
	( What are they learning? 
( Are we doing a good job?

	education systems
	( Are results consistent with national priorities?
( Is schooling efficient?

	international agencies
	( How does this country compare with others?


Published assessments often outline the purposes for information o learning achievement. This example explains the purposes for recent system-level assessment in countries in Latin America:
	Education report cards are one tool for increasing accountability and drawing attention to results. … Report cards monitor changes in key indicators of education performance, including student learning (through standardized test scores), enrolments, graduation rates, government spending, student/teacher ratios, and teacher qualifications. They show at a glance how a particular school, municipality, province, or country is performing in comparison to others with respect to different education indicators. By grading or ranking that performance in the same way that children are graded in schools, parents, policy makers, and the general public can quickly identify both where performance is exemplary and where improvement is needed. Most importantly, these report cards provide those who use schools—parents, employers, and others—with key information on how their schools are doing in a simple and easy-to-understand format. 




Transparency is essential to good education. Parents, students and, indeed the general population, have a right to know how schools are organized, how much they cost, and what they produce. The following example outlines the reasons for assessment within a framework of social justice and globalisation.
	Shortcomings in education have many causes. Deficiencies in management, teacher training, and funding are only part of the problem. Poverty and inequality, which are widespread in most countries, make the work of schools much more difficult. But our concern is with documenting results. Social justice and international competitiveness demand that each country understand clearly how its students measure up. 




Responsibility for student learning is often seen as belonging to only the students themselves, but, as the following example shows, this responsibility also belongs to teachers and education systems.

	In MENA, accountability for learning is typically assigned to the student, not to the system. Thus, the quality of education is not seen as a property of the system (measured by the learning achievements of its students), but as a property of the students (measured by their performance on selection examinations). Accountability for the adults in the systems seems to mean solely conformity to rules, edicts and regulations. To promote quality improvement, policymakers will need to shift accountability from rules to student learning. In the process, they must keep in mind that basic education is embedded in a larger education system, which in turn reflects the country’s economy, labour market structures and configurations of power. Levers for improving quality can lie outside the basic education system itself, as distortions in other parts of the system can undermine efforts to improve basic education. Berryman, S. 




International analyses provide comparisons between countries, inputs for setting standards, and a way of collaborating to operationalise educational goals. This excerpt explains:
	Are students well prepared to meet the challenges of the future? Are they able to analyse, reason and communicate their ideas effectively? Do they have the capacity to continue learning throughout life? …
Many education systems monitor student learning in order to provide answers to these questions. Comparative international analyses can extend and enrich the national picture by providing a larger context within which to interpret national results. They can show countries their relative strength and weakness and help them to monitor progress and raise aspirations. The can also provide directions for national policy, for schools’ curriculum and instructional efforts and for students’ learning. Coupled with appropriate incentives, they can motivate students to learn better, teachers to teach better and schools to be more effective. 




3. Monitoring Quality at all levels

Assessment can be categorised into four main levels:

1. classroom-based assessment;

2. school level assessment;

3. external (public) examinations; and

4. national and international assessments of student achievements. (Kellaghan (2000) 
,
The methods and products of assessment overlap and are used for different levels and purposes. Thus, some of the tools described as suitable for classroom level assessment are also used at national levels or international levels. Classroom based assessment tools usually link to national or regional standards for curriculum, or are related to expected curriculum outcomes.  The lower the level of assessment, the more likely that assessment will be formative and related to the ongoing process of learning, rather than summative, and giving a one time picture of a student’s skills and understandings. At any level, practical assessment tasks should be able to provide specific feedback to the learner on what is needed to learn more and to learn from errors. Summative assessment which provides little more than a rank or a number can never provide specific feedback to a student. 

4. Classroom-based assessment- ( Am I passing? (Are they learning?
Classroom-based assessment is used to make decisions about instruction, occurs as learning occurs, and is designed to assist students’ learning.  Such assessment is subjective, informal, immediate, and ongoing and is based on students’ performance in situations where students actually demonstrate proficiency. HOWEVER

teacher assessment practices may be flawed with poorly focused questions, predominance of questions that require short answers, repetition rather than reflection, and they may be influenced by the requirements of public examinations.  THEREFORE, we need improvements in the quality of assessment procedures and materials, and any information gained should be used to inform future teaching and learning. 

There is a range of practical assessment tasks that are used to gauge student learning. These include, using developmental assessment to show where students can be mapped as they progress through an area of learning; simple paper and pen tests which are often used to check knowledge and skills and demonstrate progress; performance assessments which is used to assess student skill in activity such as writing, reading, or sport; and portfolio assessment which is used to assess student products of work over a period of time. All of these are related to developmental assessment, and all of them make use of specific assessment skills of behalf of the teacher or peer evaluator. The more formative the assessment, the more teachers will need to be equipped with skills of judging and recording, and the more they will need to make use of rubrics to rate performance along a continuum. Feedback is essential in assessment of learning, and there are specific forms of feedback that are more beneficial than others. This is explained below.
	In Bangladesh's Gonoshahajjo Sangstha (GSS) Schools, Clear specification of learner attainments in terms of expected levels for different grades is made.  Every pupil’s learning achievement is monitored and assessed daily and fortnightly by teachers.  In addition, learner achievement is measured quarterly and annually by School Supervisors. 
 




	A series of short tests was administered to a randomly selected sample of 5,200 individuals in rural Bangladesh. Results were striking. As many as 29% failed to master the lowest achievement level in any of the basic skills while as few as 10% achieved the minimum competency in each area. Roughly one third of those who had completed primary school achieved the minimum competency level in all four basic skill areas.) 



MAKING CLASSROOM ASSESSMENT PROCEDURES MORE REALISTIC

There are various methods of assessment that teachers use to find out how well students are learning. Those which are accessible to all students in terms of language, are gender-sensitive, and which can really assess what students know and can do, and can provide straightforward feedback, are more likely to be supportive of further learning. Assessment tasks should be based on at least, the following criteria: They should be:
	· Valid    Assessment should provide valid information on the actual ideas, processes, products and values which are expected of students. 
· Educative    Assessment should make a positive contribution to students learning.
· Explicit    Assessment criteria should be explicit so that the basis for judgements is clear and public. 
· Fair    Assessment should be demonstrably fair to all students and not discriminate on grounds that are irrelevant to the achievement of the outcomes. 
· Comprehensive    Judgements on student progress should be based on multiple kinds and sources of evidence.




4.1
Developmental Assessment

Developmental assessment is the process of monitoring a student’s progress through an area of learning so that decisions can be made about the best ways to support further learning. 

4.2
Progress Maps 

Development assessment makes use of progress maps, pictures of the path that students typically follow as they learn. Progress is monitored in a manner similar to monitoring physical growth, estimates are made of a student’s location on a developmental continuum and changes in location provide measures of growth over time.  Progress maps are developed based on teachers’ experiences of how student development usually occurs in an area of learning. When teachers know where students are on a progress map they can plan learning activities for them. Students can also understand the skills they need to attain by reading levels higher than they are placed on a progress map. 
Following is a Progress Map for Interpersonal Skills.
  Note that the Learning Outcome expected relates to Interpersonal skills, and the criteria for judgement are in the areas of repertoire and relationship. ISF is the lowest level of competency and is the most sophisticated.
	HEALTH & PHYSICAL EDUCATION

OUTCOME: Interpersonal Skills

Students demonstrate the interpersonal skills necessary for effective relationships and healthy, active lifestyles.

The aspects of this outcome are:

Repertoire

Selecting from a repertoire of interpersonal skills in the process of establishing and maintaining effective relationships

Relationship

Understanding the relationship between these interpersonal skills and effective interactions, as key aspects of a healthy active, lifestyle


	OUTCOME LEVEL DESCRIPTIONS  The student:

	IS F

Demonstrates socially-acceptable behaviour and responds appropriately when interacting with familiar people.
IS 1
The student uses basic communication and cooperation skills when interacting with familiar people.
IS 2
The student uses communication and cooperation skills to share feelings and meet basic needs when interacting with other people.

IS 3
The student uses communication and cooperation skills that contribute to interpersonal and group interactions.
IS 4
The student selects and plans to use interpersonal processes and the related communication and co-operation skills, to enhance interpersonal and group relationships.
IS 5
The student selects, applies and adjusts interpersonal processes and the related communication and cooperation skills, to actively participate in making and evaluating interpersonal and group decisions to achieve goals.
IS 6
The student selects, applies and adapts interpersonal processes and the related communication and cooperation skills required to reconcile conflict and changes in relationships and groups.

IS 7                The student selects, applies and adapts interpersonal processes and the related communication and cooperation skills required to enhance interactions in longer term relationships and groups.

IS 8                The student applies creatively the interpersonal processes and facilitation and collaboration skills required to manage conflict and negotiation in complex situations in relationships and groups.


4.3
Paper and Pen

Perhaps the most common form of assessment used in all schools is the one that presents students with a series of questions or prompts and uses their written responses as evidence of knowledge or attitudes. Questions can be multiple-choice, short answer, long answer, true-false, cloze items, essay questions, semantic differentials or self reflections. Answer formats can be cloze responses (where students are asked to fill in words left out of a text), concept maps, essays, matching items, Likert-style
 questionnaires, self reflections, short answer or written retellings. Forster & Masters (1996)
 provide a summary of the paper and pen assessment design process:

	Design Stage
	Design Strategies

	Deciding the assessment purpose
	· Describe the assessment purpose

· Review these descriptions against important curriculum objectives and outcomes of the learning area

	Deciding the curriculum goals or outcomes to be targetted
	· List the goals or outcomes

	Deciding on the answer format
	· Check that the answer format is suited to the outcomes being addresses

	Reviewing before administration
	· Check for fairness (including clarity, inclusivity,  accessible language)

	Deciding on a procedure for judging and recording evidence
	· Decide who will assess (self, peer, teacher)

· Develop marking scales (scoring criteria or rating scales)

· Review these against outcomes being assessed

· Review for clarity and useability

	Deciding on a procedure for estimating levels of achievement on a progress map
	· Describe the procedure for estimating levels of achievement

· Review these description against the task, purpose and audience

	Deciding on a procedure for reporting levels of achievement
	· Describe the procedure for reporting levels of achievement

· Review these descriptions against the task, purpose and audience


4.4
Performances

Performance assessment is the assessment of students as they engage in an activity. It is especially important for learning areas such as The Arts, Physical Education and some strands of Language Arts such as speaking, writing or reading. Following is an example of a sheet for recording writing behaviour used by Gordon (1992) in her classroom. The criteria used for assessment relate to use of ideas, story organisation, language use, mechanics, presentation and handwriting.
	Writing Analysis Sheet

	Title:                                                                    Year Level:

	Student:                                                               Date:

	Writing Challenges
	Teacher Comments

	1. IDEAS

Title; procedures which led to choice

Pre-writing organisation e.g., note taking, character development, drawing, influence for writing e.g. other books, TV show

Ownership; e.g. paraphrase
	

	2. Story Organisation
Writing type (narrative, explanation)

Sequence: opening, development, conclusion

Clear main idea

Focus clear to the reader
	

	3. LANGUAGE

Suited to reader?

Suited to story?

Adding mood to action, feelings?

Emphasis

Personal style

Uses of descriptive language
	

	4. MECHANICS

Spelling

Strategies for spelling

Punctuation

Paragraphs

Dialogue
	

	5. PRESENTATION, HANDWRITING

Formation, shape and size

Slant and spacing

Aesthetics

Speed
	


4.5
Portfolios

Portfolios are collections of artefacts of student learning experiences assembled over time, and thus are pieces of evidence for judgements of student achievement. Portfolios are used for monitoring students’ day to day progress as well as providing opportunities for summative assessment of student work.  Portfolios can be used to make subjective judgements about a student’s location on a progress map. Where such assessments are “high stakes”, i.e., they are used for external assessments such as end of high school examinations and placement in tertiary institutions, inter-rater reliability is very important for assessment of portfolios. Many teachers also require students to write student journals for inclusion in portfolios and these provide insights into student attitudes and understandings. Teachers often use rubrics (see p. 7) to judge portfolios. Portfolios are a type of assessment that is more contextualised and relevant for understanding student achievement because it draws on their actual work rather than their responses to exam questions.  Forster and Masters (1996) 
provide a summary of the portfolio design process:

	Portfolio Design Stage
	Portfolio Design Strategies

	Deciding Portfolio Purpose
	· Describe the assessment purpose of the portfolio

· Describe the instructional purpose of the portfolio if there is one

· Review these descriptions against important curriculum objectives and progress map outcomes for the learning area

	Deciding Portfolio Content
	· Describe the kinds  and range of evidence

· Review these descriptions against the progress maps for the learning area

	Deciding Portfolio Selection
	· Describe the portfolio selection procedure and management system

· Review these descriptions against the portfolio purpose and the progress map for the learning area

	Deciding what will be assessed and the assessment criteria
	· Decide the assessment focus- whole portfolio or individual entries

· Describe the assessment criteria

· Ensure the criteria don’t favour a particular gender or cultural group

· Review these descriptions and criteria against the portfolio purpose, the progress map outcomes for the learning area

	Deciding a method for estimating and reporting locations on a progress map
	· Describe the method for estimating locations on a progress map

· Describe the method for reporting locations on a progress map

· Review these descriptions against the portfolio purpose and audience


5.
Assessment Methods 

What follows is a description of various processes used for judging student performance using the products that are described in the previous section. Processes should be accessible to both students and teachers. If you know what you’re meant to be judged by or how you are meant to judge in terms of assessment, it’s fairer all round, for both teachers and students.
5.1 Sources of evidence

Estimating a student’s level of attainment can be done in a number of ways including observing how students work on class projects, observing a portfolio of a student’s written work, observing a student’s performance of particular skills, observing a student’s products of work in the case of making items such as food and crafts, or assessing a student’s mastery of knowledge through paper and pen tests.  In most areas of learning, no single assessment method is capable of providing evidence about the full range of learning outcomes. (Masters & Forster, Developmental Assessment, 1996, p19) 

5.2
Judging and Recording

Teachers need to be careful that observational errors are kept to a minimum, such as observing what you expect to see based on preconceptions about a learner, or under –rating performance of students of a particular sex or cultural background.  Teacher often keep anecdotal records, cards or notes that are made during classroom lessons about each child and across a range of learning areas.   Such records serve as the basis for judging how well a student is achieving. Teachers make use of rating scales to judge a student’s work against particular criteria. Such criteria, particularly when they are annotated are called Rubrics.

5.2 Using Rubrics

Rubrics are guides that are used to score performance assessments in a reliable, fair, and valid manner. When designing performance assessments, the selection of targets, description of the assessment tasks, and development of the rubric are all interrelated. Without a rubric, a performance assessment task becomes an instructional activity. Rubrics should include dimensions of key behaviours, scales to rate behaviours and standards of excellence for specified performance levels

Clear dimensions of performance assessments specify the definitions of performance using the behaviors that students will actually demonstrate and that judges will rate. For example, In the following list the dimensions of empathy and standards or levels are described, from the least sophisticated at the bottom, to the most sophisticated at the top: 

	Empathy

	Mature: disposed and able to see and feel what others see and feel; unusually open to and willing to seek out the odd, alien or different.

	Sensitive: disposed to see and feel what others see and feel; open to the unfamiliar of different.

	Aware: knows and feels that others see and feel differently; somewhat able to empathize with others; has difficulty making sense of odd or alien views.

	Developing: has some capacity and self-discipline to “walk in another's shoes,” but is still primarily limited to one’s own reactions and attitudes; puzzled or put off by different feelings or attitudes.

	Egocentric: has little or no empathy beyond intellectual awareness of others; sees things through own ideas and feelings; ignores or is threatened or puzzled by different feelings, attitudes, or views.


Teachers need to "think like an assessor" 
prior to planning lessons. In doing so they can review at least six facets of understanding, each of which lends themselves to assessment tasks. Rubrics can be built around each or any of these six facets.

Facet 1
A student who really understands can explain.

Facet 2 
A student who really understands can interpret.

Facet 3 
A student who really understands can apply.
Facet 2 
A student who really understands sees in perspective.
Facet 2 
A student who really understands demonstrates empathy.
Facet 2 
A student who really understands reveals self-knowledge.

These six facets of understanding provide a general framework or rubric for naming distinctions and judgements related to explanation, interpretation, application, taking perspective, empathy and self knowledge. This framework is found in Appendix One and can be used to rank students across subject areas, depending on the expected outcomes of a lesson or series of lessons.  Rubrics are realistic tools because they enable teachers to provide feedback on learning based on the contents of students’ performances. However teachers may take some time to develop proficiency in using them. 

Following is a rubric for assessing student projects in mathematics. Note that as well as  describing specific skills  under the broad criteria of conducting an investigation, mathematical content and communication, the rubric contains ratings of these skills from high to not seen. 
	An example of a rubric developed for assessing projects in a mathematics course  (from Masters & Forster, 1996, Developmental Assessment, p46)

	Conducting the Investigation
	High
	Medium
	Low 
	NotSeen

	Identifying Important Information
	(
	(
	(
	(

	Collecting appropriate information
	(
	(
	(
	(

	Analysing information
	(
	(
	(
	(

	Working Logically
	(
	(
	(
	(

	Breadth or depth of investigation
	(
	(
	(
	(

	Mathematical Content
	High
	Medium
	Low 
	NotSeen

	Mathematical formulation or interpretation of problem, situation or issue
	(
	(
	(
	(

	Relevance of mathematics used
	(
	(
	(
	(

	Level of mathematics used
	(
	(
	(
	(

	Use of mathematical language, symbols, conventions
	(
	(
	(
	(

	Understanding, interpretation and evaluation of mathematics used
	(
	(
	(
	(

	Accurate use of mathematics
	(
	(
	(
	(

	Communication
	High
	Medium
	Low 
	NotSeen

	Clarity of aims of project
	(
	(
	(
	(

	Relating topic to theme
	(
	(
	(
	(

	Defining mathematical symbols used
	(
	(
	(
	(

	Account of investigation and conclusions
	(
	(
	(
	(

	Evaluation of conclusions
	(
	(
	(
	(

	Organisation of material
	(
	(
	(
	(


5.4
Providing Feedback

The main purpose of learning assessment at classroom level is to ensure that children know what and how well they are learning. As Marzano et al (2001) state:  Simply telling students that their answer in a test is right or wrong has a negative effect on achievement. Providing students with the correct answer has a moderate effect size. The best feedback appears to involve an explanation as to what is accurate and what is inaccurate in terms of student responses. In addition asking students to keep working on a task until they succeed appears to enhance achievement. (p96).   The positive reinforcement of success supports further learning.  Indeed this way of thinking about evaluation is known in the assessment field as Responsive Evaluation, and, to quote Hildebrand (1996), “the teacher is seen as a responsive instrument, able to detect many nuances of preformance from multiple sources, which no external, objective test can ever perceive.”(p 156)
What follows are general rubrics for providing specific feedback to students.
 Teachers need also to learn how best to give effective feedback to students on the basis of assessments. 
	Rubrics for Providing Feedback

A: General Rubric for Information

	4 The student has a complete and detailed understanding of the information important to the topic

3 The student has a complete understanding of the information important to the topic but not in great detail

2 The student has an incomplete understanding of the topic and/or misconception about some of the information. However the student maintains a basic understanding of the topic.

1 The student's understanding of the topic is so incomplete or has so many misconceptions that the student cannot be said to understand the topic.

0    No judgement can be made about the student's understanding of the topic.

	B: Generic Rubric for Processes and Skills

	4 The student can perform the skill or process important to the topic with no significant errors and with fluency. Additionally, the student understands the key features of the process.

3 The student can perform the skill or process important to the topic without making significant errors.

2 The student makes some significant errors when performing the skill or process important to the topic but still accomplishes a rough approximation of the skill or process.

1 The student makes so many errors in performing the skill or process important to the topic that he or she cannot actually perform the skill or process.

0 No judgement can be made about the student's ability to perform the skill or process. 




Assessment of Schools- ( What are they learning? ( Are we doing a good job?
In some countries information about student results are used to assess the adequacy of individual schools. This suggests that the responsibility for student success rests not only with the student but with the system. This is happening in the USA right now.
   In other countries, cash rewards are given on the basis of good results, and action plans are developed to address problems that surface in test results.  HOWEVER,

public naming and shaming based on test results, and ensuring that teachers focus on teaching what will be tested at the expense of more reflective and deeper forms of learning, does not always help actual learning achievement.  As part of the US government’s No Child Left Behind education reform, schools are assessed on students learning achievements:
	The No Child Left Behind—Blue Ribbon Schools Program honours public and private K-12 schools that are either academically superior in their states or that demonstrate dramatic gains in student achievement.

"In keeping with the principles of the No Child Left Behind Act, we will reward schools based on student achievement results, not process," Paige said. "Schools chosen for the Blue Ribbon will be ones that are meeting our mission to ensure every child learns, and no child is left behind. Blue Ribbon recipients will be national models of excellence that others can learn from."

The program requires schools to meet either of two assessment criteria. It recognizes schools that have at least 40 percent of their students from disadvantaged backgrounds that dramatically improve student performance in accordance with state assessment systems; and it rewards schools that score in the top 10 percent on state assessments. 



From a UNICEF perspective we would also seek to broaden the criteria that are used to assess a school’s performance. For example, in the Philippines, largely through the work of UNICEF the following criteria are used to rate a school’s performance:
	Creating Child-Friendly Learning Conditions for All  (Philippines)
A rights-based child-friendly school system is one which: 

a) promotes a quality learning environment and outcomes where  children master the essential skills of writing, reading, speaking, listening, mathematics and life skills  children think critically, ask questions and express opinions  children as active learners learn by doing and working cooperatively in pairs and in groups  children are able to express their opinions about school work and school life  children work together to solve problems and achieve learning objectives  children’s creativity through music, arts, drama, etc. are encouraged and supported 

b) provides positive experiences for all children and promotes psychosocial development, self-esteem and self-confidence of children such that there are  no bullying nor any form of violence in school  no corporal punishment and teachers use non-aggressive styles of discipline instead of physical punishment  explicit school policy of non-tolerance for bullying  clear guidelines for conduct between students, and between students and teachers  children are protected from substance abuse, sexual exploitation and all forms of abuse  negative comments about children’s performance are always coupled with constructive suggestions 

c) promotes tolerance of diversity and caring for children where  equality between boys and girls and between children of different ethnic, religious and social groups  materials used by children avoid stereotypes and biases  teachers model supportive behavior towards children in distress  children are not publicly ranked based on performance  no children are excluded from activities by peers  schools adjusts to meet the differing needs and circumstances of children 

d)is child-centred  curriculum and learning methods are appropriate to the child’s developmental level, abilities and learning styles  curriculum corresponds to the learning needs of children as well as the learning objectives of the education system  the needs of children are considered first over the needs of others 

e) establishes connections between school and family life of children where parents are involved in decisions about the school activities, methods and policies  parents are invited regularly to dialogue with teachers on children’s learning experiences  parents are encouraged to put into practice at home what children learn in school  teachers are kept informed of the major changes in the home situation of children  children are allowed to use their first language during the school day 

f) There is a community-based and flexible system that encourages other stakeholders to take part in the management and financing of education  allows for decentralized school-based management  enhances teacher capacity, morale, commitment and status through adequate pre-service training, in-service support and professional development, status and income 

                                                                                              http://www.unicef.org/philippines/news.html


7.
 External Public Examinations- 
( Are results consistent with national priorities?

( Is schooling efficient?

Public examination systems are basically used for selection for higher levels of education.  HOWEVER, the quality of such examinations are sometimes questionable and usually emphasizes academic skills such as language and mathematics rather than more practical skills such as psychosocial or interpersonal skills, health behaviour or credit skills. Some commentators state that examinations could be improved so that they actually positively impacted the content and skills covered in curriculum or examinations could be augmented by marks for ongoing practical performance throughout a school year The trouble is that most public examinations encourage students and teachers alike to emphasise the development of good examination-taking techniques rather than the mastering knowledge and honing skills…and building general understanding.

A good resource for understanding more about examinations is at the Public exams site, World Bank

http://www1.worldbank.org/education/exams/
	Berryman cites a recent study of secondary school exit examinations in the Middle East and North Africa Region for what they indicate about the content and performance expectations embedded in school curricula. A recent analysis compared exam questions in mathematics and biology in Egypt, Iran, Jordan, Lebanon, Morocco and Tunisia with questions on the French baccalaureate examinations. The results offer some clues to the sources of quality problems. In mathematics, the MENA tests indicated a conception of school mathematics as a subject largely devoted to the recognition and repetition of definitions and theorems and the performance of algorithms and other routine procedures. Tasks evaluating examinees’ abilities in problem-solving were largely absent from the region’s mathematics tests, whereas the French baccalaureate assessed students’ abilities to solve, predict, verify, generalize and apply mathematical principles to real-world problems. Berryman, S. 




8.
National Assessment of Learning Achievement- ( Are results consistent with national priorities?  ( Is schooling efficient?
	A starting point for educational change is an understanding of where the critical bottlenecks to learning already exist.  To achieve this it is necessary to collect and organize reliable, disaggregated data on both students’ attendance and achievement.  In order to monitor achievement, there is a need to develop critical benchmarks for learning achievement." Ruth Kagia 




A national assessment of achievement is designed to describe the level of achievement of whole education systems and of individual schools and students in relation to standards set by national education systems.  
The MLA (Minimum Levels of Learning) project has produced assessments in close to 50 countries in areas of Literacy, Numeracy and Life Skills (although many would question the validity of the life skills items or the MLA system itself as it doesn’t link specifically to national curriculum standards). For example, in Life Skills, learning competencies have been assessed in the areas of hygiene and nutrition, daily life behaviour, environment, national and social education, and physical education.
  However, for UNICEF, psychosocial and interpersonal skills are deemed to be key, especially in the domains of Communication and Interpersonal Skills, Decision-Making and Critical Thinking Skills, and Coping and Self-Management Skills. 

 SACMEQ the Southern Africa Consortium for Monitoring Educational Quality has helped develop national assessments in 14 countries in east and southern Africa.  Apart from the work of UNICEF-UNESCO, and IIEP in supporting national assessments, many countries, particularly in Latin America, have developed their own national assessment systems. 

There are at least four basic uses of national and international assessments:

1. descriptive- helping to focus the public and the media on educational concerns, to inform debate on education and to increase public support for efforts to improve education systems

2. monitoring-of achievements in an education system over time to ensure that standards are not falling

3. diagnosing problems in education systems which may lead to curriculum change; providing evidence about the achievements of disadvantaged groups; linking assessment data with correlates of achievement such as home background, resourcing levels etc.

4. accountability-to assess whether specific groups attain certain levels of results according to predetermined standards (Kellaghan, 2000)

In 2002 UNICEF completed a study of what national systems of learning achievement look like and this information can be found on the UNICEF Intranet under Girls’ Education. (M Forster, 2002, National Monitoring of Learning Achievement in Developing Countries) 
  Countries can be described along a continuum: from those countries with no system of assessment, through those relying on public examinations, to those with national systems of assessment, to those with reliance on international assessments and organisations. (see also Appendix Two) The second and third parts of Margaret Forster’s paper provide guidelines for countries on how to set up national systems of learning achievement and how to assess the system that you have. (See Appendix Three)
	Countries in the MENA region have little evidence on the quality of their educational systems, measured against either national learning objectives or international standards. Only Jordan, Oman and, to a certain extent, Egypt have attempted to assess the performance of their students relative to national learning standards. A few countries have participated in international assessments of students’ learning achievements in mathematics and science. The results have not been reassuring: Both types of assessments show mediocre levels of learning for the region’s students.  Berryman, S.
 




8.1
Standards-Based assessment

During the last decade, national education systems have set high academic standards for all students to achieve. Work in standards-based assessment emanates from earlier work that focused on what students should minimally achieve. However the focus has shifted from a minimalist approach to setting the highest possible standards that students can achieve in specific curriculum areas at clearly identified levels of the education system (grade or age level) and comparing their progress against these standards. Standards 

· Communicate the goals that school systems, schools, teachers and students are expected to achieve

· Provide targets for teaching and learning and, 

· Shape the performance of teachers and students.

In one notable example, the standards-based, or outcomes -based system of assessment devised for Curriculum 2005 in South Africa proved far too daunting for teachers to use, and it had to be modified to provide some relationship between what was required and what teachers could actually be expected to handle. 

Assessments related to standards, when coupled with other key indicators (for example, completion rates, attendance) form the basis of national accountability systems. Applying consequences for results – such as incentives, rewards and/or sanctions – also are included as part of an accountability system. With such a system, students can be motivated to learn better, teachers to teach better and schools to be more effective.
Assessments can take many forms -- from norm-referenced tests that compare each student’s performance to that of others to standards-based assessments that compare each student’s performance to academic standards. Assessments can range from mostly multiple-choice items to short-answer questions or longer performance tasks engaging students in real-world problems. 

Teachers make use of progress maps (see earlier section on Classroom Assessment) based on agreed curriculum standards to locate students on learning continua in specific curriculum areas.   Standards-based Assessments closely link assessment to curriculum, so that assessment itself can shape a teacher's practice. Hence the adage, that teachers should start to think like an assessor (Wiggins & Tighe, 2001, p 63-84) Standards based assessment incorporate new forms of assessment, requiring students to write an essay or solve a real life mathematics problem. These responses are hand scored using scoring guides or rubrics as described above. (See p 6).

The US-based Education Commission of the States (ECS) describes six desirable features of assessments:

· Involving activities that are valued in their own right, engaging students in "real world" problems rather than artificial ones

· Modelling curriculum reform

· Focusing on objectives consistent with the goals of instructional activities, and thus facilitating better instruction

· Providing a mechanism for staff development

· Leading to improved learning by engaging students in activities that are intrinsically motivating

· Leading to greater accountability 
  

America’s revised Elementary and Secondary Education Act (ESEA, 2002), known as No Child Left Behind outlines challenges for standards-based assessment systems:

· The diversity of opinion on what students should learn and schools should teach makes it imperative for broad consensus to be built about standards and their development or revision

· Standards must be written in explicit language that is detailed enough to provide guidance to teachers, curriculum and assessment developers, parents, students and all who will be using them

· Standards must be aligned with assessment and instruction

· Standards must define progress for school systems as far as the achievement of successive groups of students

· Systems must use standards to ensure high expectations for what constitutes student achievement, including students from diverse backgrounds and those with specific abilities 

	Victor Billeh who is describing Jordan's experiences of involvement with the IAEP II
 suggests several positive outcomes for Education which are as practical today as they were a decade ago when he wrote them. The data obtained from the IAEP II served generally to inform efforts to reform educational quality; more specifically, it served to: 

· Establish benchmarks of 13-year-olds’ achievements in mathematics and science vis-à-vis the performance of 19 other countries worldwide; 

· show the areas of weakness and strength in each subject; 

· compare the performance of students in schools run by different education authorities in Jordan, in different administrative regions and in urban versus rural areas; 

· identify certain cognitive processes involved in learning and respond with a view to informing teachers’ pre-service and in-service training programs; 

· analyze the family and home characteristics that are associated with student achievement in mathematics and science; and 
· target the negative and positive influences of various classroom practices, out-of school student activities, and student attitudes on achievement in mathematics and science.


9. International Assessments of Achievement- ( How does this country compare with others?
International assessments were first envisaged in the 1960’s and IEA (the International Association for the Evaluation of Educational Achievement) has been the main provider.  Possibly the three most well known international tests of learning achievement are PISA, the Program for International Student Assessment, TIMSS, Third International Mathematics and Science Study and PIRLS, the art Progress in International Reading Literacy Study.
9.1
PISA

 The OECD's Programme for International Student Assessment (PISA) PISA is a collaborative process, bringing together scientific expertise from the participating countries and steered jointly by their governments on the basis of shared, policy-driven interests.  PISA aims to define each assessment domain not merely in terms of mastery of the school curriculum, but in terms of important knowledge and skills needed for full participation in society.  PISA will span over the decade to come and will enable countries to monitor, regularly and predictably, their progress in meeting key learning objectives.  The age-group covered: assessing young people near the end of their compulsory schooling provides a significant indication of the performance of education systems. PISA does not limit itself to assessing the knowledge and skills of students but also asks students to report on their own, self-regulated learning, their motivation to learn and their preferences for different types of learning situations. PISA has a global coverage: 32 countries including 28 OECD countries, Brazil, China, Latvia and the Russian Federation participate. The PISA 2000 Assessment of Reading, Mathematical and Scientific Literacy has been developed in terms of: the content that students need to acquire, the processes that need to be performed, and the contexts in which knowledge and skills are applied. 
  PISA will also be assessing students in 2003.

9.2
TIMMS

The Third International Mathematics and Science Study (known in the US as The Trends in International Mathematics and Science Study) 
  assessed the mathematics and science performance of students at three different grade levels in 1995. TIMSS also collected information on schools, curricula, instruction, lessons, and the lives of teachers and students to understand the educational context in which mathematics and science learning takes place. The 1999 Third International Mathematics and Science Study-Repeat (TIMSS-R) was a successor to the 1995 TIMSS and focused on the mathematics and science achievement of eighth-grade students in participating nations. TIMSS 2003 will assess student achievement in mathematics and science in Grade 4 and Grade 8 
9.3
PIRLS
Thirty-five countries participated in PIRLS 2001, IEA's new Progress in International Reading Literacy Study at the fourth grade. With 150,000 students tested, PIRLS 2001 is the first in a planned 5-year cycle of international trend studies in reading literacy.   PIRLS consists of a carefully-constructed test assessing a range of reading comprehension strategies for two major reading purposes - literary and informational. PIRLS collected extensive information about home, school, and national influences on how well students learn to read. As well, parents and caregivers completed questionnaires about their children's early literacy activities.  PIRLS 2001 coincided with the IEA's 10 year anniversary of their 1991 Reading Literacy Study and provided 9 countries an opportunity to replicate that study and obtain a 10 year measure of trends from 1991. The range of performance across 35 countries was large. Sweden had the highest reading literacy achievement. Bulgaria, The Netherlands, and England also performed well.  In all countries girls had significantly higher achievement than boys. Statistically significant gender differences favouring girls at each quartile were consistent across countries, with only a few exceptions (Italy and the United States at the upper quartile, France at the median level and Columbia and Morocco and the lower quartile). (p29)
Two other significant achievement studies

9.4
LAMP

UNESCO’s Institute for Statistics is developing in collaboration with others, including UNICEF, a new assessment tool for literacy called LAMP, The Literacy Assessment and Monitoring Programme.
 This will sample a fairly small group of adults in each country. LAMP will then project the results from the sample to the entire population, and for this will seek to exploit the statistical techniques of synthetic estimation.  Such a survey is needed because most current data on adult literacy in developing countries are not sufficiently reliable to serve the needs of national and international users. For example, the data generally rely either on individuals’ self-declaration of their literacy or on “proxy” indicators such as their educational level. LAMP will face many challenges, such as: ensuring test questions are in agreement with local socio-cultural and linguistic circumstances; maintaining international comparability; and ensuring the transfer of knowledge. LAMP results will probably see literacy levels FALLING because they will be assessed on the basis of a test rather than self-reporting.  

9.5
SITES

The IEA's Second Information Technology in Education Study, 1999-2002, surveyed responses to new questions about the effectiveness and impact of technological applications on schooling.  Are our education systems measuring up with regard to innovative potential of ICT applications?  To what extent are there gaps between objectives and educational reality?  Which innovations exist and what is the evidence of their effectiveness? The first study focused primarily on the use of information and communication technology (ICT) in educational practice from an international comparative perspective, and was guided by several general questions, including:  How, by whom, and to what extent is ICT used in education systems, and how does it develop over time?  What differences in ICT-related practices exist within and between educational systems and how can these differences be explained?   Which innovative practices exist that may offer educational practitioners achievable new targets? The second module of this study is a qualitative study of innovative pedagogical practices that use information and communication technology (ICT).

10.
Overall

In the basis of what we know from results of achievement assessments, we can ensure that information is fed back into the education system to analyse exam performance in terms of gender, ethnic/ language group membership and geographic location, and differential performance by curriculum area. We can set up steering committees to ensure that information relevant to particular groups of people (education managers and teachers, planners, parents and politicians) can be used practically. 

Ultimately those of us who are involved with assessment have to try and answer the following questions:

· What forms of assessment are likely to have the greatest impact on students’ learning?

· What kinds of learning do we wish to foster?

· What steps are necessary to improve a system’s ability to deliver effective types of assessment?

· How will the information derived from an assessment be used?

11.
Advocacy for Learning Assessment

Given the challenges of establishing monitoring programs and the long-term obstacles (particularly ensuring funding) of maintaining programs, it is helpful to have an advocacy strategy for monitoring learning achievement.  Advocates need enthusiasm and determination to bring stakeholders together to ensure that results are used to improve learning. (Forster, 2002). 
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Appendix One:  Rubric for naming distinctions and judgements according to the six facets of understanding. (Wiggins & McTighe, 1998)
	Explanation
	Interpretation
	Application
	Perspective
	Empathy
	Self-Knowledge

	Sophisticated: an unusually thorough and inventive account (model, explanation); fully supported, and justified; deep and broad: beyond the information.
	Profound: a powerful and illuminating interpretation and analysis of the importance/meaning/significance; tells a rich and insightful story; provides a rich history or context; sees deeply and incisively any ironies in the different interpretations.
	Masterful: fluent, flexible, and efficient; able to use knowledge and skill and adjust understandings well in novel, diverse, and difficult contexts.
	Insightful: a penetrating and novel viewpoint; effectively critiques and encompasses other plausible perspectives; takes a long and dispassionate, critical view of the issues involved.
	Mature: disposed and able to see and feel what others see and feel; unusually open to and willing to seek out the odd, alien or different.
	Wise: deeply aware of the boundaries of one’s own and others’ understanding; able to recognize his prejudices and projections; has integrity-able and willing to act on what one understands.

	In-depth: an atypical and revealing going beyond what is obvious to what was explicitly taught; makes subtle connections; well supported argument and evidence; displayed.
	Revealing: a nuanced interpretation and analysis of the importance/meaning/significance; tells an insightful story; provides a telling history or context; sees subtle differences, levels, and ironies in diverse interpretations.
	Skilled: competent in using knowledge and skill and adapting understandings in a variety of appropriate and demanding contexts.
	Thorough: a revealing and co-ordinated critical view; makes own view more plausible by considering the plausibility of other perspectives; makes apt criticisms, discriminations, and qualifications.
	Sensitive: disposed to see and feel what others see and feel; open to the unfamiliar of different.
	Circumspect: aware of one’s ignorance and that of others; aware of one’s prejudices; knows the strengths and limits of one’s understanding.

	Developed: an account that reflects some in-depth and personalized ideas; the student is making the work her own, going beyond the given  - there is supported theory here, but insufficient evidence and argument.
	Perceptive: a helpful interpretation or analysis of the importance/meaning/significance; tells a clear and instructive story; provides a useful history or context; sees different levels of interpretation.
	Able: able to perform well with knowledge and skill in a few key contexts with a limited repertoire, flexibility, or adaptability to diverse contexts.
	Considered: a reasonably critical and comprehensive look at all points of view in the context of one’s own; makes clear that there is plausibility to other points of view.
	Aware: knows and feels that others see and feel differently; somewhat able to empathize with others; has difficulty making sense of odd or alien views.
	Thoughtful: generally aware of what is and is not understood; aware of how prejudice and projection can occur without awareness and shape one’s views.

	Intuitive: an incomplete account but with apt and insightful ideas; extends and deepens some of what was learned; some “reading between the lines; account has limited support/data or sweeping generalizations. There is a theory, but one with limited testing and evidence.
	Interpreted: a plausible interpretation or analysis of the importance/meaning/significance; makes sense of a story; provides a history or context.



	Apprentice: relies on a limited repertoire of routines; able to perform well in familiar or simple contexts, with perhaps some needed coaching; limited use of personal judgement and responsiveness to specifics of feedback/situation.
	Aware: knows of different points of view and somewhat able to place own view in perspective, but weakness in considering worth of each perspective or critiquing each perspective, especially one’s own; uncritical about tacit assumptions.
	Developing: has some capacity and self-discipline to “walk in another's shoes,” but is still primarily limited to one’s own reactions and attitudes; puzzled or put off by different feelings or attitudes.
	Unreflective: generally unaware of one’s specific ignorance; generally unaware of how subjective prejudgements colour understandings.

	Naïve: superficial account; more descriptive than analytical or creative; a fragmentary or sketchy account of facts/ideas or glib generalizations; a black-and-white account; less a theory unexamined hunch or borrowed idea.
	Literal: a simplistic or superficial reading: mechanical translation; a decoding with little or no interpretation; no sense of wider importance or significance; a restatement of what was taught or read.
	Novice: can perform only with coaching or relies on highly scripted, singular “plug-in” (algorithmic and mechanical) skills, procedures, or approaches.
	Uncritical: unaware of differing points of view; prone to overlook or ignore other perspectives; has difficulty imagining other ways of seeing things; prone to egocentric argument and personal criticisms.
	Egocentric: has little or no empathy beyond intellectual awareness of others; sees things through own ideas and feelings; ignores or is threatened or puzzled by different feelings, attitudes, or views.
	Innocent: completely unaware of the bounds of one’s understanding and of the role of projection and prejudice in opinions and attempts to understand.


Appendix Two: 

An overview of the ways in which developing countries collect information about student achievement at a national level


 Forster, M. 2002,  National Monitoring of Learning Achievement in Developing Countries, UNICEF Education Section
	No systematic national data collection on student learning
	Use of national examinations or other proxy indicators
	Regional testing or international agency testing project
	National monitoring program

	Angola; Burkina Faso; Burundi; Cameroon; Cape Verde; Central African Republic; Chad; Ethiopia; Equatorial Guinea; Gabon; Ghana; Guinea Bissau; Ivory Coast; Liberia; Mali; Mauritania; Rwanda; Sao Tome and Principe; South Africa (Republic of); Senegal; Sierra Leone; Somalia; Swaziland; Togo
	Botswana; Cape Verde; Comoros Islands; Eritrea; Gambia; Guinea; Mauritius; Togo; Tanzania (Zanzibar); Zimbabwe
	Kenya; Mali; Malawi; Mauritius; Mozambique; Namibia; Nigeria; Seychelles; South Africa; Swaziland; Tanzania (Mainland); Tanzania (Zanzibar); Uganda; Zambia; Zanzibar; Zimbabwe
	Benin*; Congo*; Gambia; Lesotho; Madagascar*; Zaire; (Congo Democratic Republic)*; Zambia

	Egypt
	Algeria; Djibouti; Gaza Strip; Iran; Iraq; Jordan; Morocco; Oman; Saudi Arabia; Sudan; Tunisia; Yemen
	Oman
	Jordan; Lebanon*; Morocco*; Syria*; Tunisia

	Afghanistan; India


	Bhutan; Maldives; Nepal; Sri Lanka 
	Bangladesh; Maldives; Nepal; Pakistan; Sri Lanka
	

	Myanmar; North Korea Democratic People’s Republic; 
	Cambodia; China; Fiji; Indonesia; Laos; People’s Democratic Republic; Papua New Guinea; Malaysia; Vietnam 
	Cambodia; China; East Timor; Mongolia
	Philippines; Thailand 

	
	Barbados; Belize; Ecuador; Guyana; Haiti; Nicaragua; Panama 
	Argentina; Bolivia; Brazil; Chile; Colombia; Costa Rica; Cuba; Dominican Republic; Honduras; Mexico;

Paraguay; Peru; Venezuela 
	Brazil; Chile; Colombia; Costa Rica; El Salvador; Guatemala; Honduras; Jamaica; Mexico; Nicaragua; Paraguay; Peru; Uruguay; Venezuela

	Albania; Belgrade (Fed Rep of Yugoslavia); TFYR Macedonia; Moldova; Pristina; Turkey#
	Armenia; Azerbaijan; Bosnia & Herzegovina; Croatia; Georgia; Kazakhstan
	Croatia
	Mongolia;

Romania (under review)


* There is some uncertainty about whether these countries have ongoing national monitoring programs or whether one-off studies are being reported. 

# Although Turkey has no institutionalised national monitoring program, it has conducted a number of one-off assessment projects.

ESTABLISHING NATIONAL PROGRAMS TO MONITOR LEARNING ACHIEVEMENT 

Excerpt from M Forster, (2002) National Monitoring of Learning Achievement in Developing Countries UNICEF Education Section Working Paper

. PROTOCOLS FOR THE USE OF DATA

Another way to ensure, at the planning stage, that monitoring programs will provide information that can be used to improve student learning is to develop a set of protocols for the use of student achievement data.

As with other aspects of a program, the particulars of individual countries will shape the development of protocols. Nevertheless, as with other aspects of a program there are some generalisations that provide a useful starting point for all countries.  Below are five suggested protocols. 

Protocol 1
Promoting effective decision-making 

Data should be analysed and report in away that promotes effective decision-making.

In practice this means that 

· data should be reported in ways that are accessible to different stakeholders including policy makers in central office, district administrators and inspectors, teachers in schools, and the public;

· analyses should to be described clearly and arguments about the interpretation of analyses reported; and

· measurement uncertainty should be shown.  

Protocol 2
Monitoring standards over time

Data should be used to monitor the ‘health’ of the education system over time by monitoring the educational achievements of students at a national level, and monitoring the achievements of sub-groups of students.   

In practice this will include, for example

· monitoring whether there are any trends in student performance at district and provincial or state level; and

· monitoring whether there are any trends in student performance for particular subgroups of the student population (males/females, students of particular cultural or language background; students attending particular kinds of schools).

Protocol 3
Understanding observed differences in achievement 

Data should be used to assist policy makers and practitioners to understand the reasons for observed differences in the achievements of students.  

In practice this will require the collection of particular kinds of information at the student, class, and school level and information about system reform initiatives.

Protocol 4
Providing information for decision making

Data should be used to assist decision-makers at different levels of the education system.  

In practice this will include, for example

· policy makers to monitor and make decisions about the impact of particular programs or reform initiatives;

· policy makers to make decisions about the allocation of  resources;

· districts and schools to make decisions about ways to support learning in the classroom;

· parents and the community to evaluate how well education funds are being spent.

Protocol 5

Facilitating a coordinated approach to educational reform

The analysis of data should be used to facilitate a coordinated approach to educational reform.   

One way to encourage such an approach is to establish an ‘interpretation panel’ of representatives of educational and community organisations to review and comment on the results of the program.  In British Columbia a panel of this kind made recommendations regarding steps that could be taken to improve student’s skills.  Strategies were suggested for the ministry; teachers, principals and superintendents; parents; teacher education programs; and educational researchers (British Columbia Ministry of Education, 1999).
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